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PREFACE 

We strongly urge all those who would change schools to disavow the 

role of onlooker in the process. The advantages of anticipating change in 

oneself are numerous and above all help to avoid the trap of thinking that 

one has tidied up the world a bit when he has oiUy hung on for dear life to 

orderliness in a particular conceptual theme. (Bentzen, 1974, p. 208). 

I am a teacher. To say that means something very special to me. Being 

a teacher has been one of my greatest accomplishments, yet it is one that still 

poses a challenge. I have and continue to approach my work with the 

university and public schools through my eyes, the eyes of a teacher. Writing 

this dissertation is no different Being involved in the school change project 

described herein has provided me the opportunity to seek answers to the 

questions I have had as a teacher. It has provided me with other points of 

view. It has helped me to understand the complexities of this thing called 

teaching and schooling in ways I hadn't understood before beginning this 

work almost six years ago. Throughout the process I have frequentiy found 

myself reflecting on experiences and questions I had while teaching. 

For example, in 1984,1 had been teaching for nearly ten years. At that time a 

great deal was occurring in "school reform," and much of that reform was 

being imposed upon teachers. I felt strongly about the capacity of teachers to 

create the necessary changes in schools, if given the opportimity. However, 

teachers were being left out of the conversation. Two years later, as president 

of my local education association, I began to push even harder for teacher 
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involvement into reform issues. I argued there was an ignoring of one of the 

most crudal resources in school change, the teacher. 

I saw the teachers' association/union as a potentially powerful force in 

reform, but the teachers' imion leaders themselves were in conflict. 

Continued attention was needed for traditional union issues such as working 

conditions, salaries, and obtaining suffident funding for schools. There was 

often little energy or time left for attention and resources to be given to the 

promotion of professional development issues and the thwarting of 

administration imposed curricular and instructional changes. 

When I moved from teaching to Tucson to take a position as a staff 

member for the teachers' union, I set out to make teachers' voices louder and 

stronger in the professional and education reform arena. However, the story 

continued with teachers being given limited access to the creation of change, 

but much responsibility for its implementation. The conflict over addressing 

the issues within the teachers' assodation also continued. Oddly enough, 

while the imion/assodation had not been able to influence the reform effort 

of the 80's; teachers, alone in their dassrooms, had been thwarting efforts to 

change schools, often uruntentionally, as they rode out each wave of reform. 

In 1990,1 felt as strongly as I had years earlier about the need to include 

teachers if we were to seriously address changing our schools. It was then that 

I met Dr. Paul Heckman, a university professor, who shared many of my 

beliefs in this area. His notion of "indigenous invention" was what I had 

been arguing for and struggling to create. Dr. Heckman was begiiming a 

school change project that embodied much of what I believed about schools 
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and school change. After six years with the Education and Community 

Change Project (ECC), the journey is far from complete. 

In writing this dissertation about a part of this work of the project and 

my work, I have struggled. It has been a struggle that will soon become 

obvious to the reader. The work and findings described here remain 

important to me as a teacher, as well as a researcher. The writing often 

bounced between those two perspectives, a teacher and a researcher. I believe 

I prefer the former. Through this process I have been able to explore and 

explain how a school within this project has developed; and in some ways, 

the insights the teacher within me has gained. 

This dissertation—is not about me—, but I am a part of it. In some ways, 

this story is layered because it is difficult to separate who I am from what I do, 

what I see, and what I discover. There are those who may argue that such 

reflections have no place in a doctoral dissertation of high academic and 

theoretical standards. The study should be objective and free from personal 

reflection. To them I would respond that it is this kind of thinking-

separating the learning from the learner—that has contributed to the high 

degree of failure within our educational system. Being part of this project has 

afforded me the opportimity to make discoveries and answer questions with 

other teachers that I wondered about as a teacher alone in my classroom. 

That is difficult for me to disregard completely. 

If we are to change our dismal record in academia and public schools, 

then we must change our views of both learning and the learner. We must 

strive to see them as one. It is my hope that through this layering of 

discoveries, questions, analysis of the school—and discoveries, questions and 
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reflections of mine—that this dissertation, like the ECC Project, will be 

multidiinensional and far more meaningful.^ It is a lot like lasagna, multiple 

layers that rest and build upon and melt into each other to create a whole that 

is much greater than its parts. Perhaps, that is also a lot like schools. 

 ̂ In order to help the reader distinguish the layers and follow the story, I have italicized the parts that focus 
on my personal reflections, questions, and discoveries. 
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ABSTRACT 

Fundamental school refonn continues to elude educators. Lessons 

from past reform efforts point to the influence of a school's culture in 

resisting reform efforts, leading reformers to adopt a cultural perspective of 

school change. The need for school reform is particularly alarming in 

economically poor minority communities where students are failing and 

dropping out of school in high numbers. One of the factors dted as 

contributing to this failure is the disconnection/differences between the 

student's home culture and school culture. These differences create a high 

degree of incongruity for these children resulting in confusion, resistance, 

and withdrawal—physically and/or mentally. 

This study examines a high minority, low SES urban elementary 

school that has been involved in a school cultural change project, the 

Educational and Community Change Project. This research sought to identify 

developments in the home-school-community relationship throughout the 

first four years of the project. Three dimensions of this home-school-

community relationship were examined: the nature of activities in which 

parents and school personnel engaged, views teachers held about the families 

and community, and connection between the curricular and community 

lives of the children. 

The study involved an examination of multiple data sources gathered 

during the first year and fourth year of the project. A description was 

developed for each of these dimensions during these two time periods. 
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Findings: The overall nature of the school's relationship with the 

families and community was shifting from one of disconnection to increased 

interactions and connections. This overall finding illustrates several 

significant developments in the nature of the school's relationship with the 

families and community. 

These developments indicate the need for further examination of this 

cultural approach to school change in relation to other aspects of the school. 

Further research on this approach to school reform may hold more dues for 

educators seeking to reform schools. Several conditions present throughout 

this process were weekly inquiry sessions with school staff, a third party 

serving as a critical friend in inquiry sessions and in the classroom, and the 

permission and support of school administration. These conditions also call 

for further exploration. 
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CHAPTERl 

WHAT BRINGS US HERE? 

The first time I entered Ochoa Elementary School in the spring 

of 1990, I was drawn to a bulletin board in the hallway near the 

entrance to the office. Displayed on the board were photographs of an 

all school cleanup-day. There were photos of parents, students, 

teachers, and the principal sweeping, scrubbing, and loashing windows. 

My first impression was one of a sense of community, a sense of 

togetherness that seemed to say, "This is our school and we take care of 

it together." 

Later when I met with the principal, who was in her first year at 

the school, I asked about the display. She talked about how the 

participants had come together to spend a Saturday cleaning the school. 

She mentioned how "positive" it was for everyone. 

Prior to my visiting the school, I had been in many of the other 

schools in the district in my role as a staff person for the local teachers' 

union. On those visits I was frequently struck by the mikempt 

condition of the schools, especially those on the south and west sides of 

the district where the population is largely minority working-class 

families. This surface observation made me wonder about the 

priorities, values, and beliefs the people in the district-students, 

teachers, administrators—held about their schools and their world. Due 
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to budget shortfalls and failed override elections^, custodial services 

along with many other areas had been reduced throughout the district. 

Yet, here was one principal, who in her first year at the school, felt it 

was important to do something about surface features. The school was 

clearly in far better physical condition than most I had visited. 

As I left the school on that first day after a lengthy discussion 

with the principal, I drove around the community of small diverse 

adobe homes. Laundry hung out on the line in front of one house 

while children ran in and out of an opened doorway. Music from a 

local Spanish radio station could be heard coming from a radio left out 

on the porch of another home. It was springtime in the desert, a time I 

had become quite fond of after spending many years in the Colorado 

spring snow. 

Reflecting back on my conversation with the principal, I felt a 

sense of community, a sense of unity in this school and surrounding 

neighborhood. On the west wall of the school was a mural of children 

painted by the students the previous year. New trees were planted 

along the edge of the playground by each class on Arbor Day. The 

school seemed to be a central part of the community. My impression 

on that first day was that the people in the neighborhood cared about 

and took part in maintaining and improving their school. 

I spent the following year working with the principal as an 

administrative intern during the first semester and as a research 

 ̂ In Arizona, this is similar to a mill levy or tax increase election for school funding. 
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assistant for the Education and Community Change Project the second 

semester. The time I spent at the school began to reshape the picture I 

had on that first day. The building gradually fell back to its former 

status equivalent to other schools on the west side of town in the 

district. The principal had wanted to change this condition. She 

wanted to change the school, and so on one Saturday she and several 

others set out to do just that, but the change was temporary. There 

were also other signs of the condition of the school and the difficulty 

embedded in school change. Litter and broken glass on the playground 

and areas surrounding the school were often identified as a problem by 

the students and the school staff. 

During the time I worked at the school that first year of the 

project, I frequently saw the principal stoop to pick up a piece of paper 

in the hallway, on the playground, or in areas just outside the school 

building. Hardly a day went by, nor was there a time that I was with 

her, that I didn't observe this and often assist in the action. Sometimes 

the principal assigned students to pick up the litter as a consequence for 

misbehavior. No matter how often the principal picked up pieces or 

had others do it, there was always more litter to gather. 

Looking back on this, it seems that in many ways this action of 

picking up pieces of litter and cleaning the school was also symbolic of 

the entire picture I was beginning to develop of school change. Ochoa 

was a school with pieces, here and there, loosely if at all connected, and 

a principal continually attempting to change the situation—one piece at 

a time. 



The story I have just dted, does not speak directly to the deeper and 

more complex issues of school change. However, for me, it serves to 

illustrate the difficulty involved in changing the regularities of a school by 

addressing individual pieces of the problem or assuming that changing a 

school is merely a matter of finding the right program. School change is 

much more complex. Insights about the limitations of school change efforts 

come from studies of school reform projects that have fallen short of their 

intended mark of changing a school in fundamental ways. The goal of 

figuring out the necessary and sufficient conditions to promote fundamental 

school change continues to elude and challenge even the most informed 

reformers. 

Statement of the Problem 

Our children are failing, and our schools are failing to change. Schools, 

as they now exist and have existed, are not working. While society has 

changed and new demands upon the schools have increased, the ways in 

which schools meet these diverse and changing demands have undergone 

little change in the last 50 years (FuUan, 1993; Sarason, 1990; Tyack & Tobin, 

1994). Such stability in the face of diversity and change has had a negative 

effect upon the success of students, especially those from poor minority 

backgrounds. 

Poor minority children are failing or dropping out of school in 

numbers far greater than those of their Anglo middle-class counterparts. The 

National Educational Longitudinal Survey of 1988 found that African-

American, Latino, Native American, and low-income eighth graders were 
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twice as likely as white or upper-income eighth graders to be in remedial 

math classes. The study also found that one out of three students from low-

income families had been retained in school at least once (Wheelock, 1992). 

In addition^ out of 55% of the Hispanics in the survey who planned on 

completing college, only 23% of those eighth-graders actually planned on 

eiu'olling in a college preparatory program in high school (Smith-Maddox & 

Wheelock, 1995). The National Council of La Raza reports that Hispanics are 

less likely to complete high school than other racial or ethnic groups. The 

Council also dtes than Hispanics tend to be segregated in inner city schools 

(Kuykendall, 1992). These are the schools Kozol (1991) describes as 

"extraordinarily unhappy places" where public policy has been turned back a 

hundred years (p. 5). 

The problem does not remain in some distant places in this country. It 

is equally present and disconcerting in this state. In Arizona, 40% of the 

population tmder 18 are Hispanic, Black, or Native American. Within this 

group "36% of Black youths, 53% of American Indian youths, and 35% of 

Hispanic youths live in poverty." Only 57% of Blacks and Hispanics and 56% 

of American Indians who entered high school in 1986 graduated in 1990 

(Worden & de Kok, 1994). The state ranked sixth highest in the nation in 

high school dropout rates in 1987 with a rate of 35.6% (Hodgkinson, 1991). 

In 1967, a journalist by the name of Jonathan Kozol raised awareness of 

the problems facing minorities in American public schools in his book. Death 

at an Early Age. Drawing on his own experience, he presented a shocking 

description of the education of African-American students in Boston Public 

Schools and of his experiences as a teacher in the Boston District—a teacher 



22 

who was all too soon Hred. Despite numerous attempts to reform education^ 

24 years later in 1991, Kozol discovered that the picture had not changed. In 

his book^ Savage Inequalities. Kozol (1991) describes the educational 

experiences of poor, often minority, urban children across America. It is a 

dismal picture. 

Prior to and during the 24 years between Kozol's two books, some of 

the most expansive education reforms in this country got underway and were 

instituted. Many of these reforms were designed to address the changing 

needs of our society through diverse curriculimi and instructional methods. 

The reforms were intended to alter the way schooling was done in order to 

improve school performance. Among these reforms were the School 

Mathematics Study Group (SMSG) and Man: A Course of Study (MACOS). 

In 1958, the School Mathematics Study Group (SMSG) was formed to 

address concerns over the poor preparation and few numbers of students 

entering the mathematics field. Participants of this group developed and 

launched a mathematics curriculum project aimed at redesigning 

mathematics education in public schools. For 10 years, the group worked to 

convince school administrators and train teachers in what came to be known 

as "New Math." In 1967, a longitudinal study was completed of the School 

Mathematics Study Group curriculum that indicated students who used 

SMSG were less able to utilize mathematical computation than students who 

had used traditional math textbooks. While the SMSG students scored higher 

on conceptual measures, they scored lower on computation than other 

students. These findings generated a great amount of controversy among 



23 

educators and communities about the value of the "New Math" program 

(Lazerson, McLaughlin, McPherson, & Bailey, 1985). 

In another study of the SMSG program, Sarason and Sarason (as dted 

in Sarason, 1982) found that the program underway in the classrooms they 

observed did not match the intentions of the developers of SMSG. The 

Sarasons concluded that the new instructional format of New Math ran 

counter to conventional ways of thinking about teaching mathematics. These 

conventional views acted as a barrier to the program's success and full 

implementation. Reformers had underestimated the power of these 

attitudes; as a result. New Math eventually disappeared and mathematics 

instruction in public school returned to traditional methods. 

Another curriculum reform movement in the 1960s and 1970s, Man: A 

Course of Study (MACOS), met a similar fate as SMSG. The MACOS 

curriculum evolved out of previous studies in math and science and was 

designed to offer a new instructional program in social studies. While early 

evaluations of the program were positive, the curriculum ran into problems 

when citizen groups began questioning the alternative nature of the program. 

In Arizona, as well as other states, groups organized to oppose the program 

about which they had little understanding. Arizona Congressman, John 

Conlan, opposed federal funding of the program and indicated that the 

program fostered attitudes and beliefs in children that were counter to those 

held by their parents (Lazerson et al., 1985, p. 39). 

In addition, teachers who were to implement the MACOS program 

were given little time and incentive to change their practice, explore the 

different ciuriculum and embrace something new. According to Lazerson et 
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al., teachers had not examined their commonly held assumptions about 

learning and social studies as the reformers had hoped. The new curriculum 

did not match the public's conception nor the teachers' conception of social 

studies. MACOS was initially greeted enthusiastically by teachers, but it was 

ultimately set aside in favor of familiar content, traditional instructional 

methods, and standard textbooks. 

Both of these stories seem to illustrate the often overlooked 

relationship of reform to "taken for granted" notions of schooling and 

education (Sarason, 1982). These efforts and many similar to them in the last 

30 years have met with little success in actually fundamentally altering the 

way schooling is done in this country or in this state. However, the need to 

alter schools and schooling continues to grow out of an awareness that many 

children are either dropping out of the system or finishing inadequately 

prepared for life outside of school. 

Reformers continue to ask "how:" How can we change schools? How 

do we approach school personnel about change? How do we achieve "buy in" 

or commitment to change? These questions persist. Present and past school 

reform efforts have concentrated on the "how" of a single dimension of 

schooling: How to teach mathematics? How to group children for learning? 

How to build coalitions with parents and the community? 

What these questions do not recognize is the complexity of the 

problem of school change and the multiplicity of interconnected questions 

and dimensions that have to be addressed in the schools and the surrounding 

communities and environment if schools are to fundamentally change to 

address the successful education of all children. School reform advocates are 
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now beginning to urge systemic changes in schools and school districts 

(Fullan, 1991; Smith & CDay, 1991). 

Despite a lack of successful long-term school change efforts, some 

school change projects which have focused on one or a few specific aspects of 

schooling have had some success. These projects have promoted new 

student working relationships (Slavin, 1995), teachers' working relationships 

(Little, 1989; Little & McLaughlin, 1993), pedagogical and curricular changes 

(Finnan, St. John, McCarthy, & Slovacek, 1996; Goodman, Goodman, & Hood, 

1989; Short & Burke, 1991), and parent involvement (Coleman, 1987a; 

Epstein, 1991). While these efforts have altered some aspects of schooling, 

many other dimensions of a school or schooling have not changed. Very 

often, when the study or project has been terminated and outside support 

withdrawn, these newly altered dimensions have returned to the status they 

had before the change efforts were implemented, thus dimming the prospects 

for fundamental long-term change in schooling (McLaughlin & Marsh, 1990; 

Tyack et al., 1994). 

School Culture and Change 

The failures of the innovative efforts cited earlier do not illustrate 

wrongful thinking, but rather inadequate solutions in response to incomplete 

questions. Many ineffective reforms occur because there has been a "failure 

to diagnose problems and promote correct solutions" (Cuban, 1990, p. 6). The 

solutions and questions have been insufficient for promoting significant 

systemic change within and across dassrooms and schools. A review of the 

history of educational reform has led some researchers to conclude that the 



26 

lack of reform may be influenced by the culture of the school (Heckman, 1993; 

Sarason, 1982,1990). SMSG and MACOS seem to have fallen victim to 

unexamined assumptions about schooling which partially constitute the 

culture of the school. 

Another reform. Individually Guided Education (IGE), fell short of 

expectations due to an overlooked aspect of the school culture, "institutional 

ideology" (Popkewitz, Tabachnick, & Wehlage, 1982). In the longitudinal 

study of the implementation of the Individually Guided Education program 

(IGE), Popkewitz and his colleagues described the extent of the 

implementation of a particular program (IGE) that sought changes in 

curriculum, organization of students and teachers, organizational structure of 

the school, home-school-community relations, and in the types of learning 

activities in targeted schools. The IGE program was seen as a "comprehensive 

system for the reform of schooling" (Popkewitz et al., p. 33). 

Popkewitz et al. (1982) examined IGE in relation to the everyday 

patterns of schooling in six schools that had adopted the IGE program. These 

researchers found a number of variances in the extent of implementation of 

the IGE program among the six schools studied. To explain these variances, 

Popkewitz et al. explored the professional ideologies that dominated each 

school and the surrounding community. They discovered that the 

innovation (IGE) was adapted and modified to conform to the school's 

"institutionalized ideology," which is similar to the concept of the culture of 

the school. In other words, the IGE study presents empirical evidence that the 

conditions within and outside of the school that influence the 

implementation of reform programs and modifications to the programs grow 
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out of the culture of the school which Popkewitz, et al. referred to as 

"institutionalized ideology." 

McLaughlin et al., (1990) in their review of school change and staff 

development efforts from the past 30 years state that the static nature of 

schooling may be due more to the function of people and their organizations 

rather than a problem with the technology of teaching or an innovation to be 

implemented. Inattention to this interactive nature of people and their 

organizations, which also contributes to the culture of schools, has been 

offered as an explanation in a number of school change studies for the lack of 

systemic change or sustaining singular changes in schools and school districts 

(Fullan, 1993). 

Attitudes, conventional ways of thinking about learning, traditional 

ways of doing, "taken for granted" notions, and institutional ideology have 

been credited with the failure of the reforms to sustain themselves. These 

explanations all seem to have one thing in common; they reflect the culture 

of the school. 

Definitions of Organizational Culture 

Organizational or school culture is that which gives meaning to our 

endeavors. It is a socially created phenomenon rooted in the shared 

knowledge, beliefs, assumptions, and values of those who make up the 

organization (Deal, 1987; Sarason, 1982; Schein, 1985; Smylie, 1991). The 

culture of the organization or school determines how information is 

processed within the organization and how the organization will respond to 

interactive forces within and outside of the organization. When schools or a 
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part of the schooling enterprise undergo change; the knowledge, beliefs,, 

assumptions, and values of those within the school must also be altered to 

coincide with the changes, or these elements will work against the change to 

stabilize the culture of the school (Sarason, 1990). Therefore, the culture of 

the school has a great deal of influence upon forces that will promote or 

hinder change in a school or organization. 

The literature surrounding school/organizational culture and its 

implications for organizational change continues to grow as researchers 

debate its influence and importance to the change process. More of this 

literature will be discussed in Chapter 2. SMSG, MACOS, and IGE are but a 

few examples of reform efforts that have underestimated the power of 

organizational culture and have been relatively short-lived. Sarason (1990) 

states that the lack of success of educational reform efforts is due largely to 

that fact that "those involved had only a superficial and distorted conception 

of the culture of the schools they were supposed to change" (p. 120). The 

failure of many prescriptions for reform imposed upon schools from others' 

perspectives, usually those who are outside of the organization or school 

culture, indicates the necessity for schools to look within themselves, to 

examine their ideology, beliefs, underlying assiunptions about schooling, 

learning, etc. in order to influence their cultiu-e and eventually change that 

cuitiore and the way schooling is done. Perhaps attention to an examination 

of the institution's ideology and a cultural perspective of schools may 

promote alterations in this thing called school. 

With this insight regarding the culture of the school and change in 

mind, this dissertation examines the home-school dimension of a school 



participating in a current school change project that seeks to alter the culture 

of schooling and addresses school change from a cultural perspective. 

The ECC Project: A Cultural Perspective 

The Education and Commtmity Change Project (ECC) was originally 

conceived by Dr. Paul E. Heckman, a professor in the College of Education at 

the University of Arizona. As a doctoral student in the late 70s and early 

'80s, Dr. Heckman worked with John 1. Goodlad on his Study of Schooling 

(Goodlad, 1984) where he began to clarify his thinking about schooling and 

school change. His doctoral dissertation on self-renewing schools (Heckman, 

1982) was an outgrowth of his work with Goodlad and his colleagues and 

identified critical components necessary for schools to be what he called "self-

renewing." 

From this work he approached the development of the ECC Project and 

the writing of a project proposal that requested funds to enact a set of 

principles and standards that would serve as guides to change in one 

economically poor urban neighborhood. In June of 1990, the project was 

funded and is currentiy tmderway. The stated purpose of the project is to 

create learning environments to meet the needs of a culturally, linguistically, 

and economically diverse society. In the proposal, Heckman argued that 

through reinventing the educational ecology (Goodlad, 1975) of children and 

cormecting disconnected but interdependent aspects of their world, healthy 

environments for learning can be created (Heckman, 1990). 

Building from the literature on school reform and the work of those 

who preceded him, Heckman understood the dilemmas of school change. He 
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recognized the pitfalls of having a developed plan to be given to the school 

and implemented. He believed that no written proposals, policies, or 

requirements, no matter how clearly they were written, would serve to create 

the educational ecology necessary for aU children to succeed. Most 

importantiy, he had begim to recognize the power of the culture of the school 

in resisting change (Heckman, 1988). 

To address these lessons, Heckman approached Ochoa Elementary 

School and its commimity with no clear plan or program to be implemented 

by teachers and parents. The project proposal, which was originally funded by 

the Charles Stewart Mott Foimdation^ (Heckman, 1990), offered an outline of 

principles and standards the project would strive to enact (see Appendix A for 

complete text of project principles and standards), but no detailed program or 

agenda weis prescribed for the changes. Heckman strongly believed in the 

capacity of those who live and work in the community to be the creators of 

the change and to continuously recreate the culture of the school when given 

the opportxmity. 

The project did, however, include three critical features: 

1. A third party, who is a person from tlie ECC project staff, works in 

the school on a daily basis with teachers and students. The third party 

promotes inquiry with teachers about their practices and ideas, and cor\structs 

with them alternative ideology and practices. 

 ̂Other flinders came forth during the second and consecutive years. Foundations 
currendy supporting the project are the Pew Charitable Trust and an anonymous philanthropic 
organization. 
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2. Weekly dialogue sessions at each of the project schools are also an 

important part of the project Teachers and project staff come together once a 

week to publicly reflect and question practices, structures, and ideas that 

contribute to the culture of the school. 

3. Teachers (insiders) and project staff (outsiders) also regularly 

examine and enact new ideas and practices, which they have created and have 

tried together in classrooms. 

Since beginning at Ochoa Elementary in the fall of 1990, the ECC Project 

expanded to another school in 1992. In the fall of 1995, three more schools in 

the Tucson Unified School District joined the project bringing the total 

number of project schools to five. Response to the work of the project has 

been positive and encouraging, but a serious question remained to be 

explored in depth: "Has this approach to school reform promoted significant 

change in schooling at Ochoa Elementary?" This study seeks to shed light on 

that question by examining several dimensions of Ochoa's home-school 

relationship during the first year and the fourth year of the project. 

Purpose of the Study 

The purpose of this dissertation is to establish what has developed in 

relation to the home-school-community relationship during the life of the 

ECC Project at Ochoa Elementary School, which is the first project school. 

While the ECC Project focuses on many dimensions of the school and seeks 

to address the multiplicity of factors affecting schools, all of these dimensions 

could not be captured here. The broad nature of the home-school 

relationship offers an opportimity to look across several dimensions to 
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identify changes or developments in these interconnecting areas. Researchers 

have identified the disconnection or lack of congruence between the home 

culttire and school culture in poor minority schools as a contributing factor to 

the dilemmas surrounding the high degree of failure among children from 

these commimities and schools (Ascher, 1988; Coleman, 1987a; Comer, 1990; 

Lareau, 1989; MacLeod, 1987). Three key dimensions have been identified in 

existing literature on schooling as critical to comprehensive school change in 

the home-school relationship and in promoting student achievement. They 

are also dimensions that surfaced during the first year of the project work at 

Ochoa and areas addressed in the project proposal (Heckman, 1990). The 

three aspects of the schools' connection to the families and community that 

will be examined are the nature of the activities in which parents and 

teachers participated, teachers' views of parents-families-community, and the 

relationship between the community and the curriculum^ .. Each of these 

three dimensions of this relationship are used to frame this analysis. In 

undertaking this study, answers to three specific questions have been sought: 

1. What are the developments that have occurred in the home-
school connection during the first four years of the project? 

2. Are these developments significant and why? 

3. What do these findings suggest about this approach to school 
change? 

 ̂ Community refers to the home, the families, and the neighborhood. 
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Methodology: Data Collection and Analysis 

I have participated in the project as an administrative intern, graduate 

assistant, project coordinator, third party, and "researcher" in collecting data 

about these three important dimensions of schooling. In these roles, I have 

been involved in the work to varjdng degrees as a participant-observer. 

Spradley (1980) discusses various levels of participant observation and the 

degree of involvement within each level. Passive participation involves a 

low level of involvement As participation increases from low to moderate, 

to active, and finally to complete participation, the level of involvement of 

the participant correspondingly increases. As a participant-observer in the 

project school, my participation most closely aligns with the active 

participation that Spradley discusses (p. 58). I have been actively involved in 

work with the teachers, the principal, the students, and the community. 

However, I still remain an outsider working for the ECC Project and have 

different responsibilities from those who are a part of the school. 

As a member of the ECC staff, I have observed, participated in, and 

facilitated weekly dialogue sessions. I have also been involved, to varjdng 

degrees, in other school activities. These include: frequent informal visits to 

the school and classrooms, working with individual or small groups of staff 

members and students, and volunteering and participating in miscellaneous 

school events such as the school fiesta or assisting in the office with school 

start-up and closing procedures. 

During the past four years, I have gathered data relating to several 

dimensions of the school's culture through my participation in the daily life 

of the school and critical project activities. These data include initial 



34 

interviews with teachers, field notes of staff meetings and school/classroom 

observations and visits, and interviews with the school principal. Formal 

interviews with school personnel and students during the first and fourth 

years of the project were also conducted by me and other members of the 

project staff. Field notes and transcriptions of dialogue sessions, and other 

documents and records kept by the school and district, along with the formal 

interviews and data gathered have served as the data bases for this study. The 

data base is vast. Decisions have been made regarding the inclusion or 

exclusion of this material from tlie study, which will be highlighted in detail 

in Chapter 3. These data have been analyzed to develop a picture of the 

school for each of the two time periods with regard to the three dimensions of 

the home-school relationship cited earlier. The analysis and findings of these 

data will be presented in Chapter 4. 

Significance of this Study 

The significance of this study lies in its critical description and analysis 

of the school's connection with the conununity and families between the first 

and fourth years with the ECC Project. As discussed previously, there has 

been little evidence of significant change occurring in most schools involved 

with school change efforts. The developments in the school dted in this 

study provide insight into the legitimation of this project's approach to 

reform. The ECC Project has approached school reform with attention to and 

recognition of the multiplicity of the dimensions of the school that make up 

the school's culture. This approach has led to the development of a more 

complex view of schooling from the participants within the culture. Even 
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within this one aspect of the home-school connection, multiple dimensions 

exist as will be illustrated in Chapter 4. 

The overall finding in this study points to several developments in the 

nature of the school's relationship with the families and community. These 

developments illustrate how the relationships shifted from one of 

disconnection to increased interactions and connections. Each of these 

developments will be explicated in three dimensions: (a) the nature of 

activity, Ob) the teachers' views of parents and community, and (c) the 

connection between the commimity and the curriculum. 

Change often indicates a transformation or a transition from one state 

or condition to another {American Heritage Dictionary, 1985, p. 258). The 

process of school reform is not so clearly delineated. In searching for changes, 

what was discovered is that the school is in a process of development. These 

developments which will be described in this dissertation indicate a 

movement toward increased connections between a child's home culture and 

school culture. The significance of this study is fourfold: 

• 1. Evidence of significant and worthwhile (Richardson, 1990) 

developments in any of the three dimensions examined has 

implications for the potential of this approach to school change. The 

results from the description and analysis offered further the work of 

the project and have implications for future work of others involved 

in the area of school change. 

• 2. The findings within each dimension identify some 

characteristics that have begun to be altered within the school during 
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these four years. Within each of these dimensions the characteristics 

described offer a perspective that points to a line of inquiry in schools 

that begs for further examination over time. This study can now serve 

as a guide and beginning for more in-depth longitudinal studies in 

each of the dimensions described as well as in other dimensions within 

this school's culture and that of others involved in this and other 

school reform projects. 

• 3. These developments indicate that further examination of the 

conditions being created through this approach to school change is 

warranted. They also suggest that the method in use in most schools 

and districts today, targeting an area to solve a problem, may be in and 

of itself insufficient and limit the success of schools. 

• 4. The ECC Project has recently expanded to several other 

school sites. Information gleaned from this study sheds light on 

several key areas to consider, build upon, or modify in the expansion 

process. In addition, as insights are gained regarding the conditions 

that promote change, a methodology for studying changes across 

schools may also be derived from this work. 

Threads of the conditions contributing to cultural change, as identified 

by Heckman, are found throughout the school and organizational change 

literature (Argyris, 1977; Bennis, 1966,1989; Bentzen, 1974; Goodlad, 1975; 

Griffin, 1990; Gross, Giacquinta, & Bernstein, 1971; Lieberman, 1982; 

McLaughlin, 1990; Mirel, 1994; Richardson, 1990; Sarason, 1982,1990; Schon, 

1983; Tyack et al., 1994). It is in the ECC Project that these conditions are being 
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brought together to weave a doth that will hopefully replace the torn and 

disconnected pieces of schools—pieces with which the principal at Ochoa was 

struggling to bring together that first year. 

This dissertation is an examination of the development of one pattern 

within that cloth of a school's culture as it was prior to and during the first 

year of the project and four years later. That pattern is the relationship of the 

school to the home, family, and community lives of the children. 

Summary 

In this first chapter, "What Brings Us Here?," the problem or problems 

that have been identified in education reform literature have been briefly 

presented, as well as, the purpose of this dissertation. This chapter has 

established the dilemma facing reformers and offers an alternative 

perspective to school change through the ECC Project. 

Chapter 2, "What Have We Learned?,"^ includes a synthesis of the 

literature on school change and organizational culture. A review of the 

literature surrounding past education reform efforts suggests the adoption of 

several of the dimensions the ECC project utilizes. This synthesis provides 

insight into the principles guiding the work of the ECC Project and the 

conditions the Project seeks to promote. These principles and conditions 

grow out of lessons from past reform efforts. In addition to this literature 

review on school change, a brief literature review on the home-school 

4 "We" refers to those who are currently in the field of education and those working to 
reform schools. In this chapter I am explaining the past state of affeiirs surrounding school 
change that has contributed to where we are currently and discussing where we, as educators 
and reformers, are in the area of schooling and school change. 
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connection in low SES minority communities and schools is presented in 

order to provide the reader with a context for the developments which have 

been found. I return to this literature in Chapter 5 in discussing the 

significance of the findings. 

At the beginning of Chapter 3, "What Have We^ Done?," an overview 

of the ECC Project the strategies and principles it is employing is discussed. 

This overview serves as a prelude to the presentation of the methodology 

and data analysis procedures utilized in this study. It is necessary to place my 

work within the context of the overall project in order for the reader to 

further understand the nature of the decisions I have made regarding data 

collection and use. Thus, in the third chapter, I outline in detail the methods 

of data collection and analysis that have been utilized in this study. Drawing 

on the literature of qualitative research and the principles of the ECC project, 

a rationale is presented for what I have done. 

Chapter 4, "What Has Happened?," depicts the findings of this analysis 

through a narrative of the school's connection to the home as it was in the 

beginning of the project and as it was four years later. The introduction to 

this fourth chapter identifies and sununarizes the major findings of this 

study. The introduction is followed by three narrative sections describing in 

detail the home-school connection through the examination of the natiu'e of 

activities parents and teachers were participating in together, the views 

 ̂ In this chapter the "we" is first referencing the work of the ECC Project and its staff. 
I will then go on to discuss in this chapter what I have done and am doing to further the project 
work and this study. 
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curriculum to the community. 
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Nature of Activity 

This section describes the activities the school personnel were 

involved in with parents and the opportunities available for bringing parents 

and school personnel together. These activities changed over the four-year 

period from traditional activities designed to encourage parental 

involvement in the school to activities that involved parents and school 

personnel in the school and in the community. Parents and school persormel 

were participating together in the development of education and commimity 

change. 

Teachers' Views of Parents & Families 

During the first year of the project, teachers viewed parents as 

unconcerned about their child's education, unable to cope with the adversity 

in their world, and ill-equipped to assist their children in learning. Four 

years later the views held by these same teachers recognized the complexity 

the parents faced in their community, the concern parents held for their 

children's education and future, and the strengths and assets these parents 

and families held. The section on teachers' views describes these two 

different perspectives in detail. 
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Commimity and the CurririjlnTn 

Three curricular areas will be presented here: the structure of the 

school's bilingual program, the content-of-study, and the pedagogy utilized by 

the teacher. While these areas are far from a complete view of the school's 

curriculiun, they are aspects of the curriculum that provide a look at the 

relationship between the child's home-life and school-life. For the most part, 

these lives were distinct and separate during 1990-91. However, a review of 

these same curricular areas during 1993-94 show some significant 

developments in the effort to include and integrate the child's home and 

school lives. 

It remains important to this inquiry to identify the developments that 

have occurred in each of the three areas and how these are likely to contribute 

to more effective learning organizations (Senge, 1990) for everyone involved. 

In the fifth and final chapter, "Why is this Important...?," I summarize and 

connect these findings regarding the home-school connection to the literature 

in that area in order to answer the first two questions posed in this study and 

to illustrate the significance of these findings. The third question of this study 

regarding what these findings suggest about this approach to school change is 

explored in the second part of this final chapter. This fifth chapter will end 

with a discussion of some of the implications of the findings for future work 

in the area of school reform and future work of the ECC Project and its staff. 

As stated earlier, the purpose of this dissertation is to examine a school 

involved in an education reform effort that builds upon the lessons of the 

past by seeking to define and create conditions that may be necessary for those 

in schools and communities to invent new educational ideas, practices, and 
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structures. It is my hope that through this examination of the home-school 

relationship of a school involved in a long-term school change project, I will 

add to the continual discourse and understanding being gained about the 

nature of school change and its promise. 
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CHAPTER 2 

WHAT HAVE WE LEARNED? 

As I reorganized my files for the third time, during what came to 

be known as procrastination in the dissertation process, I came upon 

some end-of-the-school year party invitations. Each year a friend and I 

would give a party for our educator friends to celebrate the passing of 

another school year and the onset of summer vacation. As I thumbed 

through the memorabilia, I began to realize that these souvenirs were 

representations of the many school change efforts that had passed 

through our school district. In this tattered folder was a history of 

school change that I had experienced as a teacher. 

The theme for each year-end gathering was related to the 

district's most recent reform. One invitation, "From CBAM to 

KaBoom," identified the year the school district held extensive 

inservices for school personnel on the Concerns Based Adoption 

Model (CBAM) (Hall & Hord, 1987). There was another invitation 

announcing the O.T.E. Party which we termed as Over the Edge, but 

really was a take-off on the district's Onward to Excellence (GTE) 

program that identified and trained school-based teams to develop and 

implement school improvement plans. Finally another invitation, 

Bloom into Spring, announced a party held at the end of the school 

year that pressured each teacher to conduct lessons built around 

Bloom's taxonomy. 
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Each year was sure to bring another reform that was often 

greeted cynically by the school staff and then celebrated in a sort of 

wake fashion as the year ended and the reform faded. While my 

colleagues and I celebrated the passing of each year and having 

survived another plan for reform from central administration, we 

barely recognized the history that we were a part of nor the fact that our 

schools were not changing to meet the demands of the changing 

society. During the school year, while we worked to shun the district 

reform efforts, we also struggled to continue to meet the needs of our 

students. We often complained that the district's efforts were barriers 

to what was really needed, although whatever that was, was not 

sufficiently defined by either us or the district administrators. 

The irony I see now is that each year as teachers repelled the 

latest fad from central administration, we struggled to find ways to 

change our schools and our teaching to address the dilemmas we were 

facing in educating children. We felt it worthy of celebration if we 

succeeded in some minor ways in spite of the district's reform. The 

parties we had were celebrations and perhaps a way of putting aside 

unanswered questions in hopes that something would be different 

when we returned in the fall. 

I have found that my experiences as an educator during the '70s 

and '80s are not unlike those of educators throughout this country-

experiences that taught us to beware of the "latest" and to struggle on 

our own. Both we and the reforms were falling short of what was 

needed to improve and reform schools. The school staffs and the 
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reformers, worked in opposition rather than in accordance with the 

common goal of continuing to create an effective, not just efficient 

educational system. 

To a great degree, the situation remains the same as it was 

reflected in my file of invitations. The most recent word in the district 

circles is "core curriculum." It is a phrase that is not unfamiliar, but 

one that is being touted as new. One might ask, are we doomed to 

have history repeat itself with each decade? What have we learned? 

The past does have lessons to offer. In this chapter, I will provide a 

brief review of the history of school change and some of the more current 

lessons gleaned from the past that may assist us to move beyond the 

repetition of history and another end of the year wake, but truly to a 

celebration. This discussion will utilize studies highlighting several elements 

and principles of change to consider in school reform efforts. 

One of the most prominent barriers to change frequently dted is the 

culture of the school. This culture seems to be an important aspect to keep in 

mind when focusing on school or organizational change. The literature on 

orgaiuzational culture and its relevance to change will also be reviewed in 

order to place the Education and Community Change Project in a context of 

change theses and point to the relevance of culture in the process. Finally, 

the third section of this chapter will synthesize some of the literature on 

home-school relationships in low socio-economic communities. This is 

presented in order to highlight the significance of these relationships and 

further understanding of the findings presented in Chapter 4 on the home-
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school relationship at Ochoa Elementary during the first and fourth year of 

the ECC Project. 

Lessons from the Past: 

A Review of School Change Literature 

The record of school change is dismal with study after study sounding 

the same and citing similar themes and questions about school innovation, 

implementation, reform, and restructuring. Last year, I spent a considerable 

amount of time pouring over the literature on school change, when an issue 

of the American Educational Research Journal (Rury et al., 1994) arrived 

featuring school reform, I opened it with much eagerness and anticipation. It 

had been over 50 years since formal documented studies on change began 

appearing. Since then many things have been learned about schools as 

organizations and the complexities involved in changing them. Certainly, I 

thought, the studies in this current issue of AERJ would be different from the 

ones I had been reviewing. 

In the first article, Tyack and Tobin (1994) reviewed five case studies of 

reform, two efforts that had sustained themselves over time and three more 

comprehensive efforts that did not alter what they termed the "grammar of 

schooling." The two efforts the authors cited as "enduring institutional 

reforms" were the graded school and the Carnegie unit, both of which have 

become accepted and expected parts of schooling and both of which are 

currently being questioned by reformers as valid in today's schools. By 

examining these reforms and three other reforms that did not endure, Tyack 

and Tobin offered another version of the same explanation of why reforms 



have failed. Tyack and Tobin recognized the "cultural construction of 

schooling" (p. 478) created by parents, educators, and the general public as 

having a profound influence on reform efforts. The authors advocated for an 

examination of "cultural assimiptions about schools" and inquiring together 

into our "taken for granted notions." In other words, they imderscored the 

research suggesting that the culture of the school is a barrier to change. This 

article was not the recent success story for which I had hoped. 

The second article, "School Reform Unplugged: The Bensenville New 

American School Project, 1991-93," presented another story of a reform effort 

short-circuited (Mirel, 1994). An effort that failed to heed the political 

dimension of schooling and fell to the pressures of various stakeholders that 

were only slightly informed about the project. 

A third study by Ogawa (1994) entitled "Institutional Sources of 

Educational Reform: The Case of School-Based Management" sought to look 

at the sources and influences of school based management. One of Ogawa's 

findings identified little connection between educational research and 

educational policy and practice. He concluded educational decisions are being 

made and reform efforts are thwarted on little more than conventional 

wisdom, leaving one to wonder about the value of the research in affecting 

school change. My anticipation and hope faded. 

Little success in the area of fundamental school change was still not 

cited or sighted. Instead, I foimd another explanation for little change (Tyack 

& Tobin, 1994), another caution about the political nature of schooling (Mirel, 

1994), and another story regarding disconnected dimensions of reform 
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(Ogawa, 1994). We have learned much in the last 20 plus years and we still 

have much to leam. 

Three Waves of Reform 

Educational reform has often been referred to as waves. Each wave 

brings in new ideas and theories. These waves come in and go out without 

altering significantly the beach they were sent to change. The changes that 

have occurred in schools over the years are barely noticeable. The three 

waves are defined by the perspectives and approaches to school change they 

embodied. They are the rational-scientific perspective, the political 

perspective, and the cultural perspective (Sashkin & Egermeier, 1992). 

Rational-Scientific Perspective 

The rational-scientific perspective to change embodied traditional 

views of organizations. This perspective was based on the scientific 

management theory (Taylor, 1911, as dted in Owens, 1991), which permeates 

our society and our schools. This perspective was built upon the premise that 

change occurred in a rational and scientific maimer and thus had to be 

planned and could be controlled. The Research & Development (R&D) 

movement of the '60s and 70s that built upon the belief that valid 

information and empirical data would lead to improvements and change in 

our schools was spawned from the rational-scientific perspective. Within 

this approach to change was the view of change in schools as the 

implementation of programs and procedures developed by those outside of 

the schools (Fullan, 1990). 
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Effective implementation of an innovation was viewed as learning 

how to do something. At the heart of this first wave was a belief that change 

could be fostered through training, a view that is still strongly promoted in 

many staff development programs. Researchers foimd, however, that this 

assumption was inaccurate (McLaughlin & Marsh, 1990). Valid information, 

including empirical data, that was used to develop an iimovation and 

training of school personnel in how to use an innovation did not lead to 

changes in schools nor the successful implementation of an iimovation 

(House, 1974). 

A biproduct of this movement was the Catalytic Role Model. In 1970, 

Gross, Giacquinta, and Bernstein (1971) set out to study the implementation 

and innovation phenomenon in a low socio-economic urban school. They 

studied a school implementing an innovation called the Catalytic Role 

Model, which called for a redefinition of the role of the teacher. As a catalytic 

role model the teacher was to act as a catalyst for a child's learning rather than 

as a transmitter of information.^ 

Gross et al. identified four obstacles to successful implementation of an 

innovation in a school. These barriers were the understanding of the 

iimovation held by those who were to be implementing the innovation, the 

capability of the school personnel to implement the innovation, availability 

of resources and materials requiied for implementation, and the 

compatibility of the innovation with the organizational structures in which it 

was to be implemented. These researchers then concluded that 

 ̂ For more specific information regarding this model see Implementing Organizational 
Innovation, (Gross et al., 1974). 



implementation of an innovation could be improved through increased 

training of persoimel, access to materials, and improved management style 

that would motivate teachers to put forth the time and effort required to be 

successful as defined by the researchers. While these conclusions and 

recommendations could be disputed now, some 25 years later, this study 

increased our understanding of the complexity of the school change/ 

innovation process. The findings provided valuable clues upon which to 

build. 

Goodlad et al. (1974) made similar discoveries in their study of 158 

classrooms in 67 schools. Goodlad and his colleagues set out to find the 

extent of change in schools after several years of what they termed a "strong 

drive for educational reform" (p. 3). This "education decade" was a period of 

time from 1957 to 1967 when nimierous educational reforms were present in 

schools and federal leadership had committed to the vital importance of these 

reforms. These researchers discovered that the changes were far from 

revolutionary and usually not even present in the schools studied. They 

concluded that "for schools to change, the people within them must change" 

(Goodlad, p. 116). They also stated that it is difficult to change human 

behavior, especially when it is reinforced by the traditional structured system 

of schooling and that this change in human behavior will not occur as a 

result of lectures, orientatior\s, and manuals. This ran counter to the 

thinking of reformers at the time. During this wave, there was and still is a 

great emphasis on training to promote change in schools. 

Warren Bennis (1989) has pointed out the major differences between 

training and education. Training is memorization, content-related, passive 
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in nature, and short-term. Whereas, education strives for understanding. 

Education is process oriented, active and long-term. In the first wave of 

reform, the rationid-sdentific perspective, reformers were looking to training 

to promote long-term change in schools and in people, an obvious mismatch. 

A number of researchers have discovered and concluded that the nature of 

change is not linear nor rational as the scientific-management perspective 

assumed (Fullan, 1991,1993; Goodlad, 1975; Sarason, 1982,1990). 

Political Perspective 

Meanwhile, researchers and reformers still adhering to an outside-in 

mentality to school change were creating more surges in the waters of school 

change. The second wave hit our schools' shores during the 1980s and was 

carrying a political perspective. While this wave was washing over our 

schools, federal, state, and local policies were written to mandate tlie needed 

reforms. The assumption underlying this wave was that change within 

schools could be mandated. Often these mandates came from those outside 

the schools. "If teachers can't be trained to do things differently as was 

previously thought and tried, then making a law will force them to change." 

The political tide led to the development and investment in the adoption of 

new policies for and structures within our schools such as mentoring 

programs, career ladders, and new curriculum standards. However, Littie 

(1989) found in her extensive studies of the connections between policy and 

practice that this movement also failed to significantly alter the shoreline. 

Ten years earlier, Weiss (1979) labeled the faulty logic in this thinking about 

policies as change vehicles as hyperrationalizing (p. 47). His conclusions and 
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arguments were similar to others' findings who came after him in this area. 

His predictions and discoveries were little recognized and the trend to 

develop policies to change schools continued. 

McLaughlin (1990) and FuUan (1993), stated some 10 years after the 

onslaught of mandated reforms, "You can't mandate what matters." 

Unfortunately, many of the remnants from this wave are still present in 

many school districts today. District, state and federal agencies are still 

clinging to the kelp from this wave through legislation being enacted in order 

to reform schools. Recent articles in the Arizona Daily Star newspaper 

featured the debate in this state regarding the need for further regulations and 

legislation in the area of public education (Henry & Gary, 1995; Wabnik, 

1995). 

The political tide, in true fashion of political tide, fails to consider the 

complexities of change and of schools. While politicians, constituents, and 

some reformers continue to ignore these facts, educational researchers have 

discovered that change or ".. . action can neither be specified nor supervised . 

.. it must be left in considerable degree up to the teacher's initiative" 

(Sussman as dted in Lieberman, 1982, p. 265). Policy-makers and reformers 

have failed to consider the major tensions between mandated improvements 

and the "social realities" of the classroom (Lieberman, 1982). Lieberman dtes 

findings from three well-known studies^ to further illustrate the mismatch 

7 The three studies referred to are the Kensington Study (Smith & Keith,, 1971, Anatomy of an 
innovation: An organizational analysis of an Elementary School,), the Cambire School (Gross 
et al., 1971, Implementing organizational innovation ) and Southside and Johnson Schools 
(Sussman, 19^, Tales out of school: Implementing organizational change in the elementary 
grades). 
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that is usually present between mandated improvements and the teacher's 

sodal reality. Some of the tensions are illustrated by this chart below: (p. 267) 

Schools are not uni-dimensional (Sarason, 1982). What goes on in 

them does not fit into a neat tidy orderly way of life. All elements exist 

within a context of interrelationships, unanticipated events, and experiences. 

A change in one area will have an impact on several other aspects of the 

schooling enterprise (Sarason, 1982). Similarly, a change in one aspect will 

evoke a reaction from other aspects. The reaction frequently works against 

the change and works to push the aspect back to the way it was in order for 

stability to be maintained within the system, lest other changes be necessary. 

For example, in our work at Ochoa Elementary, we have documented 

situations that reveal a change in one aspect of the school has met with 

obstacles created by other aspects of the school. For example, the move to 

organize students into non-graded classes from traditional graded classes was 

contrary to several policies and existing school and district structures such as: 

a requirement from the state to administer different tests to children by 

specific grade levels as identified in fraditional schooling; a policy from the 

district requiring a mandated curriculum to be taught separately to students 

by grade-levels, and the school office personnel's need to report student 

attendance to the district office by grade-level. All of the elements created 

difficulties for school personnel and students. Thus, the students assigned to 

Mandated Improvement (Policy) 
Formal 
Linear 
Time-line for events 
Prescriptive 
Concern with content. 

Sodal Reality (School) 
.Informal 
.Ad hoc 
.Unantidpated events 
.Experiential, interactive 
..Concern with process 
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the non-graded classes had to be frequently sorted by grade-level to meet the 

demands. The new program that was being put into place was frequently 

disrupted as the school was forced to meet the needs of district and state 

policies. This consistent kind of pressure works to stabilize the system so that 

eventually it becomes easier to conform rather than continually spend time 

adjusting and rearranging. 

Mandates from policy makers often ignore the social realities of schools 

and act as barriers to the reform they hoped to create. Previous studies have 

also addressed this barrier to reform. Gross et al. (1971) also discussed the 

importance of organizational compatibility with an innovation. Goodlad et 

al. (1974) dted the difficulties reforms encountered from traditional schooling 

structures. In most cases during the last 20 years, it seems the traditional 

organizational structure has withstood the sands of time and the waves of 

reform. It remains solidly in place and unchanged. 

Recently, two reports on the status of the New Futures Initiative were 

published (Wehlage, Smith, & Lipman, 1992; White & Wehlage, 1995). This 

initiative, sponsored by a substantial financial investment from the Annie E. 

Casey Foundation sought long-term changes in policies, principles, and 

practices by which disadvantaged youth are educated. The Initiative brought 

together representatives from public and private organizations in a 

"collaborative" to identify problems, develop strategies to address these 

problems, and to oversee the implementation of these strategies and policies. 

By the third year of the five-year initiative, significant change was not 

occurring in schools as a result of the initiatives efforts. Several lessons had 

been learned or rather releamed, one of which is that the New Futures 
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Initiative became a top-down approach to reforming educational institutions. 

Many of the ideas and policies were developed by those outside of the schools 

and delegated by the central administration in the schoois—a sequence of 

change that has proven to be of little consequence in changing practices of 

those within schools and classrooms. 

If change does not occur in schools through the implementation and 

development of programs and innovations, if it does not happen as a result 

of training school personnel in new methods and lines of thinking, if schools 

remain the same despite mandated changes and financial investments into 

these policy changes, then what? Like the tide, the waves of reform have 

come in and gone out, but they have left important messages in the sand, 

which provide lessons for those of us currently riding the third wave. 

Cultural Perspective 

The recognition and consideration of the social realities and of the 

multiplicity of schools and schooling have led many to consider the cultural 

perspective of change. This cultural perspective is bringing forth another 

surge in the waves of school reform. This perspective is recognizing the 

"social realities" and complexities of education and the educational 

enterprise. This perspective attempts to define these realities and 

complexities and explore them in order to change schools. FuUan (1990) cites 

this perspective as holding the most promise as a strategy leading to 

institutional change in schools (p. 11). Hargreaves (1994) argues for 

"reculturing" our schools rather than restructuring (p. 255). Sashkin & 
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Egermeier (1992) refer to this strategy as "fixing the system." Other reformers 

are barkening to this call as systemic change. 

Weissglass (1991) and others (Sarason, 1982; Smylie, 1991) have 

attributed schools' resistance to change to the culture of the school. Other 

researchers in the past have stumbled upon or eluded to taken-for-granted 

notions, ideology, and beliefs and assumptions held by those within the 

school. All of these relate to the culture. Schools are complex systems within 

systems. The culture of the school is a powerful force in maintaining the 

school's consistency. By adopting the cultural view of change, one recognizes 

that it is those who are a part of the culture that created it, sustain it, and can 

also change it in ways that will increase a school's capacity for continual 

organizational renewal. 

Long before this third wave was seen on the horizon, a few reformers 

were beginning to try-out strategies to school reform that held the beginnings 

of the cultural perspective. In 1966, Goodlad (1975) and his associates set out 

to study and to effect change in schools in his Study of Educational Change 

and School Improvement (SECSI) and the development of the League of 

Cooperating Schools. This study adopted a school-based strategy to change. 

Rather than outsiders developing an irmovation (solution) to schools' 

problems and then struggling to get schools to properly implement the 

innovation, the SECSI study was school-based and built upon a central tenet 

that "adults in schools ultimately must leam to help themselves" (Goodlad as 

cited in Bentzen, 1974, p. xiii). The study incorporated a responsive model of 

school change wherein each schoors staff would engage in a process of 

dialogue, decision making, action, and evaluation (DDAE) in order to identify 
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problems and seek their own solutions. This approach also defined the role 

of the outsider in the school change process much differently than previous 

approaches to change. The outsider no longer served as expert, consultant, or 

developer instead; the outsider studied the change process and provided 

support to the school principal who in turn led the process within his or her 

school. It was believed that the DDAE process would allow for a more 

comprehensive approach to school change by examining and considering the 

"total context in which change was to take place" (Bentzen, p. ix). 

This five year study had two tasks; to effect change in schools and to 

study the change process (Bentzen, 1974). The learnings from this study in 

many ways serve as a beginning for the Education and Commimity Change 

Project as they sought to redefine the role of the outsider in the change 

process and redirect the origination of innovation from the outside to inside 

of the school. 

It is clear that as our society and world constantly change, it is 

increasingly necessary for schools to continually adapt and change as well. 

The slow pace of school change that has been experienced diuing the past four 

decades must be overcome. Certainty, rigid structvires, steadfast solutions, 

prescriptions for change, and traditional practices must be replaced with 

ambiguity, flexibility, continual inquiry into problems and solutions, an 

experiential and interactive approach to change, and innovative alternative 

practices. Creating a culture of organizational renewal will initiate and 

continue the process of change. Heckman (1982) describes organizational 

renewal as 



. . .  t h e  p r o c e s s  o f  i n i t i a t i n g ,  c r e a t i n g  a n d  c o n f r o n t i n g  n e e d e d  c h a n g e s  s o  
as to make it possible for organizations to become or remain viable, to 
adapt to new conditions, to solve problems, to leam from experiences, 
and to move toward greater organizational maturity, (p. 2) 

For Heckman (1990), the educational ecology® becomes the domain for 

exploration, change, and renewal. He recognizes the culture of the school as 

influential in resisting the change efforts of the past and states that the culture 

is largely responsible for the re-creation of the "new" into something old 

leading to little real change and more of the same (Heckman, 1993). 

The culture of the school has the power to withstand the strongest of 

waves, and it is the foimdation of schools that must be altered. It is itself a 

barrier reef in school change, metaphorically speaking, of course. 

Organizational Culture and Change 

Anthropologists have long disputed the meaning of culture. Without 

getting into this long and drawn-out debate, I would like to focus on the 

definitions organizational researchers are using in reference to organizational 

culture, in order to establish my own interpretation of the concept. 

Organizational culture has been defined in many ways from distinct 

variables such as rituals, stories, heroes/heroines, ceremonies, networks, and 

shared values that exist within the organization (Deal, 1987) to the underlying 

beliefs and assumptions held by members of the organization (Scliein, 1985). 

Morgan (1986) described culture as an "active phenomenon through which 

people create and recreate the worlds in which they live" (p. 131). This 

® As Goodlad (1984) previously put forth, the educational ecology is made up of all of the 
institutions which educate-schools, families, communities, churches, businesses, museums, etc. 
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phenomenon becomes important when school personnel are trying to make 

sense of a proposed change or innovation. 

Several characteristics and terms regarding organizational culture are 

found recurring throughout the literature. First, culture is not concrete, 

tangible, nor measurable (Sarason, 1982). Culture is socially created. It is that 

which gives meaning to our endeavors (Deal, 1987; Sarason; Schein, 1985; 

Smylie, 1991; Trueba et al., 1990; Vygotsky, 1978). It is rooted in shared 

knowledge, beliefs, assumptions, and values (Smylie). Trueba, Jacobs, and 

Kirton (1990) described culture as "social inheritance," the cultural and 

linguistic patterns of a group passed from generation to generation through 

social interactions (p. 11). 

Owens (1991) found two major themes in the literature defining and 

describing organizational culture: norms, which are the accepted rules of 

behavior and assumptions, which "comprise the bedrock upon which norms 

and all other aspects of culture are built" (p. 172). 

Schein (1985) de^es culture as a "... pattern of basic assumptions-

invented, discovered or developed by a given group as it leams to cope with 

its problems of external adaptation and internal integration...(p. 9). These 

assimiptions have become fossilized in the Vygotskian sense (Holland & 

Valsiner, 1988; Vygotsky, 1978). They have dropped out of awareness as 

something which is consistently consciously acted upon. Sarason (1982) refers 

to these assumptions as "second nature" (p. 232) or that which is taken for 

granted. 

Schein states that it is important to distinguish between culture and the 

manifestations of the culture, such as artifacts. For example, upon entering 
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Ochoa Elementary School, on several occasions I began to note that the 

classroom doors were consistently shut The window in the top half of the 

doors, in most cases, had paper or posters taped over it that prevented me 

from seeing into the classroom. Schein (1985) describes this (doors shut, 

windows covered) as a manifestation of the culture which is based upon a 

"basic underlying assumption" regarding "the nature of human activity 

within that school" (p. 86). Sarason (1982) calls this action an "overt 

regularity" that reflects covert principles, which are "those assumptions and 

conceptions that are so over-leamed that one no longer thinks about them" 

(p. 232). In order to leam more about the culture of the school, I must explore 

with the school members, why their doors are shut and windows are covered. 

This information would assist me in understanding the culture of the school 

through an examination of the imderlying assiunptions and beliefs upon 

which this action is based. When reforms seek to address the action of closed 

doors rather that what beliefs may be underlying the action of the closed 

doors, they often find their efforts short-circuited. 

As stated earlier, culture gives meaning to our behaviors and events. It 

creates a sense of stability in an often ambiguous world (Smylie, 1991). While 

culture acts as a stabilizer in making sense of world events, it can often create 

an obstacle to understanding and behaving toward these events in new and 

different ways (Heckman, 1993; Morgan, 1986; Sarason, 1982, 1990; Schein, 

1985; Trice, 1985). In other words, culture stabilizes and often freezes reality. 

It is this freezing that makes significant lasting change so difficult in schools. 

According to Schein (1985), it is first necessary to "unfreeze" this reality 

by exposing it and then examining it (p. 278). Sarason (1982) believes that in 
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order to facilitate change in schoob, underlying assumptions must be 

challenged (p. 232), He states that without exploring our imderlying 

assumptions and blindly allowing them to guide our actions, we simply 

recreate our world rather than changing it (Sarason, p. 137; Cooper, 1990). 

Through questioning the closed doors, we can begin to expose the culture of 

the school and the beliefs upon which this action is built Are these 

beliefs/assumptions still valid? Is this action still relevant or useful, or could 

it be modified and replaced along with new beliefs? 

In the study of IGE schools dted in Chapter 1, Popkewitz et al. (1982) 

foimd that "beliefs within each school's social context.. . and differing 

assumptions about and values concerning schooling, social relations and 

authority" (p. 178) greatly influenced the implementation of the program. 

Muncey and McQuillan (1996) found a similar phenomenon at work in 

their anthropological study of the school participating in Ted Sizer's Coalition 

of Essential Scliool (CES). These researchers' findings illustrate how the 

political dimensions of a school can deter school reform efforts. In describing 

what Muncey et al. identify as the "political nature" of a school, they cite 

aspects such as differing faculty beliefs about change and the need for change. 

Secondly, they include interpersonal relationships among staff members (e.g., 

divisions among staff members and the lack of shared understandings 

regarding program goals and developments). These beliefs, interpersonal 

interactions, and shared understandings are a part of the school culture. 

The CES study identified schools which had changed their structures 

(schedules, class sizes, teacher planning time) and schools where individual 

classroom and teacher change had occurred. Unfortunately, one did not lead 
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to the other. Changing the structure of a school did not yield changes in 

classrooms and vice versa. This finding also suggests something else might 

be at work—the culture of the school. 

Frequently, changes we do make in schools, such as structural changes, 

programmatic changes, or individual teacher changes, don't alter existing 

assumptions within other teachers or throughout the school. We may be able 

to get the doors to remain open, but the minds .. . ? This failure to examine 

and alter existing assumptions explains the "mutual adaptation" that many 

innovations have experienced (McLaughlin & Marsh, 1990). McLaughlin et 

al. note that an iimovation developed by outsiders is frequently adapted and 

modified to fit with the culture of the school. Perhaps that is why Sarason 

(1982) concluded that "the more things change, the more they stay the same." 

Unchallenged assumptions whose, "silent nature constricts our 

capacity to consider alternatives" are obstacles to change (Sarason, 1990, p. 

111). In order to facilitate any significant change in our schools, these 

underlying assiraiptions must be surfaced, challenged, and altered to fit the 

current state of affairs. In a sense, the culture must become conscious. 

The literature surrounding cultiu-e and its implications for 

organizational change continues to grow as researchers debate the definition 

of culture and its importance to the change process. Sarason (1990) states that 

the lack of success of educational reform efforts is due largely to the fact that 

"those involved had only a superficial and distorted conception of the culture 

of the schools they were supposed to change" (p. 120). 
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Summary 

The failure of many prescriptions for reform imposed upon schools 

from rational-sdentific or political perspectives indicates the necessity for 

schools to look within themselves (Cooper, 1988) "both historically and 

contemporarily" (Deal, p. 14). Past reform efforts have been inadequate in 

that they have overlooked the complexity of the schooling enterprise and the 

culture that drives the school. 

It is becoming clearer that what is needed to foster change in schools is 

an approach that simultaneously attends to and impacts the multiple 

dimensions and elements in schooling. These efforts should build upon the 

knowledge of interconnections and provide sufficient attention to the beliefs 

and relationships of those involved in and affected by the effort. Beliefs and 

relationships are integral parts of the school culture and will themselves, if 

left unexamined, work to counter any change. If these beliefs and 

assumptions held by those inside and outside of schools regarding the nature 

and piu^ose of schooling are not considered in the change process, they will 

be its demise as history has shown us. 

Our schools are organizations made up of and maintained by 

individuals. Change efforts of the past that have focused upon individuals 

have brought similar results in the change process as those that have focused 

upon a limited number of elements. The irony is that the individuals are the 

organization as well as being a part of it. We must consider developing a 

change project that will address and include all of the elements discussed 

here, as well as individuals, in a simultaneous fashion—a project that attends 
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to and considers the culture of the school, as well as those who make up that 

culture. 

The Education and Community Change Project is such an effort This 

project addresses the lessons of the past by including those in the schools and 

the commuiuties in the reinvention process. Project staff work closely with 

school staff to reinvent education together. It seeks to impact and change the 

culture of the school by exploring the imderlying assumptions and theories 

held by those who are a part of the school and community through inquiry 

and reflection of current practices, structures, and ideas. The ECC Project aims 

to promote change on many dimensions of schooling by interacting with 

those who make up the school and community aroimd intersecting issues 

such as the relationships of teachers to each other, the interpersonal 

relationships of children, the work of students, and the connection of parents 

to the school. 

To consider the beliefs and relationships means that those who hold 

these beliefs and have built these relationships must be included in the 

process. Therefore, we are back to our earlier premise of not changing 

anyone, but creating conditions in which an entity (sounds like a Star Trek 

adventure) can change itself, thus resulting in teacher, student, administrator, 

parent, and school cultural change. 

Low Socio-Economic Minority Families: 
Home-School Relationships 

In 1978, 1 was teaching fourth grade in Colorado. I was part of a 

staff which had just opened a new elementary school located on the 

south side of town. The community which the school served was 
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diverse. Most of the students lived in the new middle-income 

residential area that surrounded the school. Some students came from 

the country and were the sons and daughters of lawyers, doctors, and 

wealthy farmers. A few of students were bused from the trailer park on 

the other side of the highway. These students, who were mostly 

minorities, spoke little or no English. 

Nineteen seventy-eight was a time of change. It was a time of 

PL 94-142 and uncertainty about the future make-up of the classroom. 

This was the first year I had a special education student mainstreamed 

into my classroom. It was the first year, I had a non-English speaking 

student in my class, and it was the first year I had seriously considered 

retaining a student who had missed two-thirds of the school year and 

whose parents I still had not met by year's end. 

I had great room-mothers that year. We did some wonderful 

things with their help from bake sales to mountain climbing. My 

friendships with these parents have spanned years and miles and still 

exist today. I didn't consider parent involvement a problem. After all, 

I had plenty of volunteers. Yet by the end of the year, I still had not 

met the parents of Carlos, who was my non-English speaking student. 

Nor had I met Richard's parents, whom I was considering retaining 

due to frequent absences and the resulting low-achievement. I had 

tried to contact these parents on several occasions. They did not show 

up for the scheduled parent conferences. I was frustrated by the lack of 

support and help from the parents and the administration I was given 

in trying to meet these students' educational needs. 
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Looking back on it now, there were many aspects of educating 

these children I didn't know or understand that could have helped me 

to work more successfully with Carlos and Richard. They could have 

helped the school. Without being too harsh on myself or the school, I 

must admit much of the knowledge about relationships between home 

and school that we have today was not available in 1978. 

Most of the research in the area of parental involvement for poor 

minority families has taken place in the last decade. The research on parental 

involvement, especially in the area of low-income or minority parents, tends 

to focus more on the home-school relationship rather than merely on parent 

involvement in schools. In this chapter, I will discuss some of the 

social/cultural factors that this literature suggests has contributed to the gap 

that now exists between schools and the communities they serve. 

One explanation for the gap focuses on the lack of familiar context for 

poor children—the school. They must function between the two worlds or 

contexts, their home/community and their school. The research dted in this 

section comes largely from the work of sociologists and anthropologists. The 

work of Vygotsky, a Russian psychologist, is used in part in this section to 

strengthen the argument about the differences in these two contexts for these 

children. 

Another Grand Canyon: 
Home-School Relationships in Poor Minority Commimities 

Today many educators are expressing extreme frustration with what is 

perceived to be a lack of support from poor and minority parents; while at the 

same time parents, the public, and the media express dissatisfaction with the 



schools (Epstien, 1984; Hoover-Dempsey, Bassler, & Brissie, 1987; Sarason, 

1995). Educators feel they can't "do it all/' yet they sense pressure to do just 

that (Cuban, 1970; Goodlad, 1984). Parents and the communities tend to view 

educators and schools "with a mix of awe and anger" (Ascher, 1988, p. 110; 

Henry, Mary, 1996). 

While the parties involved spend time pointing fingers at one 

another (Goldberg, 1990), the drop-out rate is soaring, discipline problems are 

increasing, and gangs are recruiting new members. What is happening today 

is likely to continue and even get worse if "something is not done." That 

"something" is not an easy quick-fix solution. That "something" can only be 

foimd if the "real" problem is identified and understandings are reached as to 

why uniform activities taking place in schools today no longer meet the 

needs of the diverse student population of today. 

The students of today are the workers of tomorrow. Academic failure 

today will likely be the social and economic failure of tomorrow. The 

implications of academic failure are even greater for minority children of low 

socio-economic status. James Comer (1988) describes the problem this way: 

Poor minority children are undereducated in disproportionate 
numbers across the country.... The failure to educate these children 
makes ever harder the task of rectifying economic and social 
inequities . . . poor minority youths are the least likely to have the 
social and academic skills ^ese jobs (of the future) demand. Unless 
schools can find away to educate them ..,, all the problems associated 
with unemployment and alienation will escalate, (p. 42) 

Demographic studies of the U.S. show that the numbers of poor 

children will continue to escalate (Ascher, 1988; Cuban, 1970; Goodlad, 1984; 

Goodlad & Oakes, 1988). The need is clear; the solution is not. 
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Researchers are now explicating the contrast between a child's home 

and school experiences. It is this contrast that affects the child's psycho-sodal 

development and contributes to the chasm between the child's home culture 

and school culture. The failure to bridge this social and cultural gap between 

home and school is at the root of poor academic achievement (Comer, 1988, p. 

43; Goldberg, 1990; Herman & Yeh, 1983). 

Several aspects of this problem require understanding in order to find 

ways of bridging the gap between home and school. Due to changes in the 

family and the workplace, the school has taken on additional ftmctions. 

School was originally supplementary to the real education children received 

in their homes and in the workplace. Schools are now asked to perform 

many other educational activities that were previously incorporated into 

family life, from music appreciation, health awareness, self-discipline to the 

exploration of political issues. This list of curricular responsibilities 

continues to grow while the way the school accepts these additional 

responsibilities remains the same (Coleman, 1977). 

With the increasing responsibilities of the school, came the increasing 

importaiice of the children's role as students—a role which now constitutes a 

major portion of a child's youth. However, while the school's role has 

changed, its manner of functioning has not (Herman & Yeh, 1983; Lareau, 

1987). The role of student remains much the same as it was when public 

schools started as a form of supplementary education (Cremin, 1990). The 

role of student is a "relatively passive role, always in preparation for action, 

but never acting" (Coleman, 1977, p. 340). This is in contrast to much of the 

learning in the past which took place in the home and the workplace. 
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learning that was highly interactive (Coleman; MacNamee, 1990). This 

contrast has contributed to the "restiveness" -among the yoimg, translating 

into student discipline problems at school (Coleman, p. 341). 

In addition to changes in the responsibilities of the school, there have 

been numerous changes in home and family structures. Family relationships 

and responsibilities have also become much more complex. The experiences 

a child has prior to entering and while attending school vary greatly from the 

child's world of the past. Families within our society have also become 

inaeasingly diverse (Coleman, 1977). Children from families not of the 

mainstream culture bring additional variables to the school (Gandara, 1989; 

Goodlad, 1984). 

A child's learning begins long before entering school. "From the very 

first days of the child's development his activities acquire a meaning of their 

own in a system of social behavior " (Vygotsky, 1978, p. 30). Furthermore, 

cognitive development/intelligence is context specific. What one knows 

results from the cultural activities one has mediated and internalized 

(Wertsch, 1985). These activities lead to new knowledge for children. 

School is also a context and has cultural activities (Gandara, 1989). 

Within the culture of the school there is a "tadt knowledge" that enables 

students to navigate this new environment. This tadt knowledge is 

sociocultural in origin (Hundeide, 1985, p. 311) and is acquired through 

interactions and experiences in the mainstream culture. 

When poor minority students enter the school setting having 

experienced sodal interactions largely within the culture of their family and 

community, they often lack the "tadt knowledge" that exists and is 
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recognized within the school setting. When the tadt knowledge that helps 

students to be successful is absent, students are most likely to fail or move out 

of the system. This has proven to be the case with many minority children 

who enter school without having mastered the skills (everyday concepts) 

necessary for success in the school environment, which is part of the 

dominant culture (Comer, 1990; Darder, 1991; Gandara, 1989; Goodlad, 1984; 

Henry, 1996; Lareau, 1987,1989; MacLeod, 1987; Sternberg, et al., 1990). 

Prior to entering school the child's actual developmental level is a 

result of the child's experiences in his home environment. It is made up of 

what Vygotsky terms "everyday concepts, spontaneous concepts, or 

psuedoconcepts" (Lee, 1985, p. 85). These concepts develop informally from 

the experiences in an individual's life (Au, 1990, p. 272; Panofsky, 1990, p. 251). 

These "everyday concepts" provide the foundation upon which to build 

scientific concepts or schooled concepts, which are developed through formal 

education (Gallimore & Tharp, 1990, p. 193; Panofsky, p. 252). This has vast 

implications for minority students whose social and cognitive activities prior 

to entering school vary greatly from those they will experience in school 

(Cummins, 1989; MacNamee, 1990; Vygotsky, 1978). Thus, the child will enter 

the system without the knowledge or everyday concepts necessary for success 

in school. 

Through the work of Vygotsky, the importance of social interaction in 

learning is clearly illustrated. Trueba (1989) uses Vygotsky's theory of the 

"zone of proximal development" to stress the importance of social 

interactions in the creation of meaning for children. The zone of proximal 

development (ZPD) is "the sum of experiences, background knowledge, and 
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conceptual synthesis with which the individual approaches the task of 

inferring meaning" (Trueba, p. 18). A return to the writings of Vygotsky adds 

further clarification to the zone. The zone of proximal development is the 

"distance between the actual developmental level as determined by 

independent problem solving and the level of potential (proximal) 

development as determined through problem solving under adult guidance 

or in collaboration with more capable peers" (Vygotsky, 1978, p. 86). This 

zone is created through social interactions. The more interactions within 

specific context, the broader the child's understanding is within that context 

and the greater the ZPD (Moll, 1990). A child with a very narrow ZPD in the 

dominant culture will have difficulty learning in school, which is a part of 

that culture. 

Vygotsky (1978) states that "good learning is that which is in advance 

of development" (p. 89). This means that teaching should be aimed not at the 

level of actual development, but at the proximal level of development. The 

zone describes the shifting of control within activity from what a child is 

capable of doing with assistance (proximal development) to what a child ceui 

do independently (actual development) (Cole, 1985, p. 155). 

A teacher should lead children to develop concepts that have not yet 

become "everyday concepts." The child should be encouraged to go beyond 

his/her current reach (Trueba, Jacobs & Kirton, 1990). However in the case of 

poor minority children, the everyday concepts with which they arrive at 

school are often quite disconnected from the scientific/academic concepts the 

school is encouraging. The instruction then goes beyond the reach of these 

children—so far beyond that it is well out of their grasp and understanding. 
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This mismatch between what minority children know and what the school 

wants them to leam may well be a contributing factor in the high degree of 

failure these children experience. 

While the child may lack the knowledge or everyday concepts needed 

to succeed in school which is a part of the dominant culture, the child is not 

an "empty vessel" (Gandara, 1989; Goodlad, 1990). Moll and Greenberg (1990) 

have found that within low-income minority communities lies a wealth of 

knowledge, which they have termed "funds of knowledge." This knowledge 

is acquired by the children through the social matrix (social interactions) of 

the community and families. The sodal relations that the children have with 

members of the community and their families provide a context for acquiring 

and applying knowledge. Thus, "funds of knowledge" become characteristics 

of "people-in-activit/' and are obtained by children through their social 

interaction with others (Moll et al., p. 326). These "funds" make up a child's 

"everyday concepts." 

Nevertheless, in schools, the knowledge the minority child does have— 

these everyday concepts obtained from his family and community—is not 

recognized or valued by the mainstream culture of the school (Coleman, 

1987a; Moll et al., 1990; Ogbu, 1987). This creates a conflict for language 

minority children, especially those children whose primary language is other 

than English (Darder, 1991). These children have difficulty in relating their 

previous knowledge and experiences (everyday concepts) that have been 

"acquired through the mother language and culture" to the expected 

knowledge and experiences of the school (Trueba, 1989, p. 20). Here is where 
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the clash of cultures between home and school begins^ and often 

unfortunately ends, for these children and our schools. 

One of the findings Trueba (1989) dtes that has been noted in other 

research studies to illustrate some of the limitations minority students 

experience when they enter the school enviroiunent One that bears 

mentioning here is that "children's abstract categories of objects do not seem 

to correspond to those used by school personnel" (Trueba, p. 20). The child 

becomes "confused because he or she never quite understands either the 

content of the instructional activity or the expected behavior during such an 

activity" (p. 20). This is further supported by Vygotsky's research and the 

differences between scientific (schooled) concepts and everyday 

(spontaneous) concepts. 

A child whose development is consistent with the mainstream values 

encountered at school will be prepared to work within his or her zone of 

(potential) proximal development in school, but a child ft-om a poor family of 

a minority backgroimd is likely to enter school without the background 

knowledge or social interactive experiences identified by the school as being 

important. This illustrates the "sodocultural misalignment" between home 

and school (Coleman, 1987a)~a misalignment that is often blamed on poor 

minority parents by mainstream sdiool persormel. This occurs because 

educators do not understand or recognize poor minority children's 

experiences and knowledge in much the same way the children have trouble 

comprehending the experience/knowledge of the school environment. This 

mismatch continues and the gap between home and school grows for these 

children. 
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John Ogbu (1990) has done research that sheds even more light on this 

chasm between home and school. Ogbu, together with Matute-Bianchi, 

(1986) discusses a form of "racial stratification" that exists in our society. He 

defines three groups of minorities. Immigrant minorities are those who 

have moved voluntarily to this country. Autonomous minorities have 

integrated into the econonuc and political culture of the country. Their 

cultural traditions are guaranteed by the national constitution. They may be 

victims of some prejudice but not of subordination. The final group is called 

involuntary or "caste-like minorities." These minorities have become a part 

of the society "involuntarily and permanently through slavery, conquest or 

colonization and then relegated to menial status" (Ogbu et al., 1986, p. 90). 

According to Ogbu, many minorities such as Black-Americai\s, Native-

Americans, and Mexican-Americans suffer from caste-like membership. This 

places them in a position that is devalued by the dominant Anglo culture. 

These minorities have come to believe that they cannot advance in society by 

adopting the cultural practices of the dominant culture. These minorities 

then adopt survival strategies which are often oppositional to meeting the 

expectations of schools. This also gives way to a form of cultural 

incongruence. 

Racial stratification enters into and affects minority children's 

schooling in two ways: the way the system treats them and the perceptions 

and responses the students themselves have toward schooling (Ogbu, 1990). 

In an ignorant attempt to socialize these students, the schools have often 

ignored their needs. The students themselves have become frustrated and 

disillusioned with the value of school (Ogbu, 1974). 
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Often despite the best intentions, teachers "do not take the trouble to 

understand how differently these children view the world"~a world view 

that has been acquired through a child's sodal interactions and experiences in 

their home and commimity (Bettelheim, 1977, p. 301). 

The Issue of "Capital" 

Coleman and Thomas Hoffer (1987b) note the importance of social 

interactions and the impact of communities in promoting "human and social 

capital." This capital has relevance in education. 

Human capital is aeated in persons by developing skills and 

capabilities that make them more productive/valuable. Schools and families 

are institutions for the creation of human capital. Examples of human capital 

might be the number of years one has attended school or the kinds of 

knowledge one possesses. All individuals have various amotmts and forms 

of human capital. This was further reported by Moll et al. (1990) in their 

chapter on "Creating Zones of Possibilities." They identified the "funds of 

knowledge" or hiunan capital that existed within the poor minority 

communities they studied. These "funds" are central to the home life and 

familiy and community relationships. They are the "nuts and bolts for 

survival" (p. 323) and how to get things done. 

Social capital exists in relations between people. Social capital is less 

tangible than human capital. It aids in one's achievement or 

accomplishments. An aspect of social capital which exists in a relationship is 

trust. The greater amotmt of trust that exists in a relationship, the greater the 

amount of productivity that will be experienced (Coleman et al., 1987b, p. 221). 
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In Hispanic communities this social capital or sodocultural dimension is 

called "confianza-mutaal trust" (Moll et al., 1990). Confianza in a 

relationship enhances the zone of proximal development (ZPD) enabling 

greater learning to be achieved. Confianza is social capital created through 

social interactions and is used to access/build human capital. 

Coleman's concepts of human and social capital are related to 

Vygotsky's idea of the zone of proximal development and Moll et al. (1990) 

funds of knowledge. Vygotsky's everyday concepts and his point of actual 

development are similar to Coleman's idea of human capital. Just as social 

capital is created through social interactions and used to access human capital, 

sodal interactions in the zone activate the use of everyday concepts in 

learning. Human capital and funds of knowledge are developed and 

transmitted through sodal interactions. Both are made of knowledge gained 

through one's interactions, including activities, within one's own social 

contexts. 

In her study of sodal dass and parental intervention, Lareau (1989) 

uses another notion of capital, Bourdieu's cultural capital, to explain a similar 

phenomenon. Bourdieu uses the concept of cultural capital to determine the 

relationship between sodal dass and educational success (Lareau, p. 176). He 

maintains that partidpation in high status sodal-dass yields sodal advantages 

that fadlitate access to sodety's benefits (Lareau, p. 177). Cultural capital is 

defined as "high status cultural resources which influence sodal selection" 

(Lareau, p. 176). The possession of these resources facilitate "the inclusion in 

(and exclusion from) high status positions" (Lareau, p. 177). Lareau suggests 

some modification of his theory by maintaining that cultural capital alone 



does not yield access or success. According to Lareau, it is the "activation" of 

cultural capital that turns cultural capital into social profit. 

Lareau (1989) suggests a three-part process. First, one must possess 

cultural resources (or dispositions or habitus). Then, one must activate or 

invest these cultural resources in order to attain social profits from these 

investments. These resources are activated through social interactions and 

finally turned into gains, new knowledge or as Lareau states, "attainment" (p. 

178). 

This process seems to be a recurrent theme and similar in all the 

theories presented in the literature reviewed in this section. It further 

illustrates how an incongruence in understood accepted forms of social 

interaction between two cultures can limit success in and contribute to both 

the failure of the school and that of poor minority students. 

A comparison of these three theories: Lareau's three-part process, 

Vygotsky's ZPD, and Coleman's himian and social capital theory is illustrated 

below. The similarities are evident as illustrated in Table I. 

Table 1 

A Comparison of Three Social Theories 

Author 
Social 
Dispositions Activity Goals 

Lareau Cultural + Activation = Attainment 
resources 

Coleman Human capital + Social capital = Educational 
achievement 

Vygotsky Actual + Social = Higher mental 
development interactions processes 
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This importance of a child's backgroimd knowledge and social 

interactions to school success provides a basis for understanding the gap that 

often exists between home and school for poor minority children. It is the 

contrast between the child's home and school experiences that affects the 

child's development in school. Poor minority children often arrive at school 

with an awareness of a world that is far different from the world of school. 

This difference often becomes insunnoimtable for them, contributing to 

difficulty in the mainstream culture of the school. The failure to bridge this 

sodai and cultural gap between home and school is at the root of poor 

academic achievement (Comer, 1988, p. 43; Goldberg, 1990; Herman & Veh, 

1983). 

School Views and Views of School 

Knapp, Tumbull, and Shields (1990) place some of the blame for poor 

achievement of disadvantaged youth on several conceptions of the 

disadvantaged learner and their families held by educators. First, tliere are 

stereotypical ideas held about the capabilities of the child who is poor and 

belongs to an ethnic minority group. These ideas detract from an accurate 

assessment of the child's real educational problems and potential (Gandara, 

1989). Educators have low expectations for these children and/or inaccurately 

refer them to the special education staff (Comer, 1990). Students and families 

who come from a cultural background that is different from that of the 

mainstream culture of the school are viewed as culturally deficient (Sarason, 

1995), rather than culturally diverse. This occurs because educators do not 

imderstand or recognize these children's prior experience or knowledge. The 
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children have trouble comprehending the experience/knowledge of the 

school environment in much the same way that educators have difficulty 

imderstanding a student's and families' differing culture and how that 

culture impacts the child's learning (Trueba, 1989). 

Cultural differences have greatly contributed to many inaccurate 

assumptions and attitudes surrounding the issue of parental involvement 

These attitudes, based upon a lack of information and understanding of the 

problem by school personnel, have become barriers to the development of 

successful comprehensive home-school partnerships with poor minority 

parents. The result is that the child continues to have difficulty negotiating 

his or her place between the world of home and the world of school. Often 

the conflict becomes too great. The child rebels due to frustration and lack of 

understanding of the problem and withdraws either physically, emotionally, 

or both. 

Educators tend to focus on family deficiencies and ignore many of the 

strengths of the family and the culture (Sarason, 1995). What tj^ically occurs 

is the school imposes its values and norms upon the child and the family, 

rather than sharing and working together toward a mutual understanding in 

meeting the goal of educating these children (Trueba, 1988). It becomes a "do 

it my way" (the school's way) scenario for these kids, which contributes to the 

students' failure and resistance. 

Gandara (1989) illustrates, in yet another way, the importance and 

influence families have on a child's development. Parents are the child's 

first educators as briefly mentioned earlier. Vygotsky's writings and those of 

his followers support this notion. The family a child comes from will have 
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more effect on his/her academic attainment than the schools that child 

attends. For that reason alone the family situation of children who are failing 

bears consideration when attempting to find solutions to the lack of success 

our low-income ethnic minority students are experiencing. 

There are several differences between low-income minority parents 

and middle-income majority parents. One difference is in their view of 

school. Middle-class parents expect and demand that the school educate their 

children. Poor minority parents hope their children will be educated and 

seldom know how to take action if this does not occur (Ascher, 1988; Cuban, 

1970; Cimunins, 1989; Lareau, 1987; Gandara, 1989, p. 39). 

Middle-class children leam how to get things done and how to interact 

in the mainstream culture from their parents' interactions and activities in 

accessing resources/power in society. Minority children from working-class 

families often feel their future is not theirs to control (Ogbu et al., 1986). 

Lareau (1989) found that working-class parents lacked the skills and the 

confidence to help their children in school. Working-class children have not 

witnessed the kind of powerful behaviors needed to succeed. Their funds of 

knowledge vary greatly from those of middle-class children. What working-

class children have often witnessed is anger and frustration in an attempt to 

deal with many of the barriers encountered in life. It is this anger and 

frusfration that the children sometimes exhibit at school. It is this anger and 

frusfration that is misunderstood by mainstream school personnel (Gandara). 
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Summary 

The culture of the school is one made up of values, beliefs, 

assiunptions, norms, etc. of mainstream society. A child from a poor 

minority background is likely to have experienced a culture that is quite 

different from that of the mainstream (MacLeod, 1987). The knowledge that 

the child has acquired is that of the culture in which he has lived. It has been 

developed sodoculturally. When the child enters schools, he has prior 

knowledge or "everyday concepts" based upon the experiences or the 

mediated activities in which he has been involved. 

Vygotsky differentiated between "everyday" or "spontaneous" 

concepts, which come from the domain of personal experiences, and 

"scientific" or "scholarly" concepts, which are less context bound and can be 

applied to different domains and are acquired through a system of formal 

instruction (school) (Vygotsky, 1988; Luria, 1979; Minick, 1987). Everyday 

concepts form the basis for scientific concepts. These concepts mediate and 

transform each other. Everyday concepts grow upward and become more 

concrete. Scientific concepts grow down into everyday concepts. Everyday 

concepts make up the actual level of development, while scientific concepts 

are the proximal level of development (zone of proximal development) 

(Luria, 1979; Minick, 1987). 

The struggle begins for a child from a different cultural background 

when his everyday concepts with which he makes sense of his world are 

vastly different from the scientific concepts presented in school. It would be 

like trying to grow a saguaro cactus from Arizona on a ski slope in Colorado. 

The roots of the saguaro are not adapted to the Colorado soil or climate. The 



81 

cactus cannot grow into the soil, the soil does not feed the cactus, and it will 

eventually die while the soil will remain the same. A mutual 

transformation cannot take place. 

For all children, going to school requires an adjustment from the home 

learning environment to the new institution of school. School, formalized 

education, centers on the development of scientific concepts. School 

education is qualitatively different from the informal education a child has 

experienced prior to entering school (Vygotsky, 1978, p. 130). Since learning 

experiences in school are vastly different from those children have 

experienced their first five years of life, children from poor minority children 

backgrounds are especially "at-risk due to the many layers of cultural 

discontinuity between their home environment and that of many schools as 

they now exist" (MacNamee, 1990, p. 302). 

The issue of cultural differences in schooling is just now being 

explored by researchers, but with continued study we can begin to identify a 

rationale for the frequent failure of poor minority children, other than the 

assumption of cultural deficiency or genetic defect (Cole et al., 1985, p. 233; 

MacLeod, 1987, p.99; Ogbu, 1987, p. 313; Trueba, 1988). This rationale, which 

asserts that higher psychological processes are developed socioculturally, 

provides insight into the problem as well as the solution. Researchers 

(Gallimore & Tharp, 1990; Moll & Greenberg, 1990; Au, 1990) are now 

developing interventions which transform the school as well as the child, 

before the child and the school reach an impasse and successful meditation 

becomes impossible. 



The lack of understanding between the diverse cultures of the school 

and the family, contributes to the polarization of the two institutions. The 

allegiance and involvement in the school has decreased in poor minority 

communities as the community and parents feel alienated from the school. 

In addition, single-parent households and households with both parents 

working have increased. These parents are not as easily accessible to school 

staff. Thus, teachers conclude these parents are unconcerned. However, the 

parents are equally dissatisfied with the lack of contact with the school and 

conclude the school is not concerned (Ascher, 1988). All of these factors have 

reduced the amount and quality of human interaction that takes place in a 

child's life and between the two institutions, home £md school, which have 

become the mainstages for a child's life. 

One day while working at Ochoa with a student on a math 

assignment, I noticed the student had become very distracted. I looked 

toward the classroom door where the student was staring. 'That's my 

mother," he said in a questioning manner. The teacher was standing with 

the door partly open talking to the parent. The mother was barely visible as 

she stood in the hallway by the door. The parent didn't enter the classroom, 

nor did the teacher tell the child why his mother had been there. 

The child was the one left wondering or wandering as the path 

connecting home and school remained uncharted. 

Charting a Course: 
Elements of Successful School and Classroom Environments 

While research has been done to identify the gap between home and 

school for low socioeconomic minority children, other research focuses on 
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identifying elements that contribute to linking the two worlds. These studies 

underscore critical aspects within the classroom and the school such as the 

recognition and promotion of language, the role of the student, classroom 

interactions, and the content-of-study. 

Losey (1995) has conducted an extensive review of the research in this 

area as it relates to Mexican American children. Her review is especially 

useful in this dissertation about the home-school connections at Ochoa 

Elementary School, one with a dominant Mexican American population. 

The findings identified in her review provide insight into the terrain 

between home and school cultures. Studies reviewed in this section focus on 

language issues, the classroom environment and interactions, and content-of-

study. 

Use and Promotion of Language 

Losey (1995) concluded that while not all Mexican American children 

are bilingual, enough of them are so that bilingualism should be an 

important part of their classrooms. Codeswitching among Mexican American 

bilinguals is a prominent part of their language arsenal. Codeswitching is 

defined as the alternating use of two languages within the same sentence or 

communication. Codeswitching is a common tool serving many functions 

not the least of which are inaeased language proficiency and the ability to 

express oneself (Vald^s-Fallis as cited in Losey). By age three children are 

using codeswitching "to clarify meaning and attract attention" (Losey, p. 305). 

Reyes and Laliberty (as dted in Losey, 1995) identified the promotion of 

a bilingual classroom environment as a factor in success. They found that 
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classrooms where both languages were encouraged and validated and where 

students were grouped heterogeneously resulted in children's increased 

proficiency in both languages. This arrangement also o£fered the validation 

of Spanish as an equal language to English which contributed to a "warm and 

open learning environment" (Losey, p. 310). 

The structure of many bilingual programs and the separation of 

students along language lines often limit children's language abilities. Often 

in an attempt to develop language proficiency in children in their identified 

dominant language^ educators overlook some of the important linguistic 

abilities of these students (Losey, 1995). 

Classroom Envirorunent and Interactions 

Differences between the home and school cultures were discovered in 

the tenor of the social interactions, the amount of responsibility given to 

children, and in the type of tasks requested of children. Mexican American 

home envirorunents and social interactions are characterized as family-

oriented and cooperative. This is in contrast to the school/classroom 

environment which tends to be largely individualistic and competitive 

(Gumbiner et al., as dted in Losey, 1995). 

One similarity found in classroom and home environments is related 

to authority. Both in the home and in the school adults assigned tasks to the 

children. However, once again a difference is identified in how the children 

are to go about accomplishing the tasks. At home children are given a great 

deal of responsibility and latitude in deciding when and how to get the job 

done. At school, assigned tasks are largely controlled by the teacher— 
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. . where, when, with what materials, how loudly, and in what language" 

(Delgado-Gaitan, as cited in Losey, 1995, p. 296). 

Additionally, the kinds of activities in which children engage at home 

tend to be multidimensional in nature. School activities and tasks "are 

primarily linear, rote, abstract" and independent (Losey, 1995, p. 296). 

Delgado-Gaitan also foimd that these children held diverse abilities as a result 

of their active multidimensional learning experiences in the home. These 

abilities were seldom called upon or displayed in the school setting. 

Content-of-Study 

Throughout her review of the literature in this area, Losey (1995) cites 

several elements of the content-of-study^ in successful Mexican American 

classrooms. Although most studies she reviews focus on broader issues such 

as the environment and interactions, a careful look at these works identifies 

sources of study that contribute to Mexican American academic success. 

These studies (Wong Fillmore, Ammon, McLaughlin & Ammon; 

Diaz, Moll, & Mehan; Trueba; Moll; Reyes all dted in Losey, 1995) hint at the 

conditions in the content-of-study that promote success for students. These 

conditions are: students allowed to write about topic that interested them 

(Wong Fillmore et al. as cited in Losey); projects built upon "topics of interests 

to the students and to their community" (Diaz et al. as cited in Losey); 

assignments included student input and control (Trueba as cited in Losey); 

and work facilitated the expression of personal feelings, exploration of their 

^ The content-of-study is one aspect of the currictilum in schools. It is material/subject studied 
and/or focused upon in school learning. 
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families, and other culturally relevant topics (Reyes as dted in Losey). 

Content-of-study that emerges from students' interests and is grounded in 

their world, background, or culture; and work in which students are given 

some latitude in the planning of the study seem to hold greater promise for 

success. As Moll (1988) discovered in his observations of Mexican American 

fifth grade classrooms, the teachers within these classrooms often went 

beyond district curricula or requirements and drew upon students' 

experiences. 

Summary 

There has been a sufficient amount of research done to illustrate not 

only the incongruendes between home and school environments for 

minority children, but also to indicate alternative structures, actions and ideas 

that assist in rectifj^g these incongruendes. Lose/s (1995) review of some of 

this literature serve as a guide in this study. A more focused review of the 

studies she puts forth would likely revecil other areas to consider. However, 

her work remains useful in this context as it provides an overview of several 

key elements to consider in the education of Mexican American children. 

The use and promotion of language is a primary concern in the 

educational process. Many, not all, Mexican American children are familiar 

with Spanish and draw upon it as a means of communication in their homes 

with their families. It is dear, through the studies cited above that the 

consideration of this language skill as an asset in school to be further 

developed in school in highly beneHcial to the academic success of these 

children. 
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In addition^ a classroom environment and interpersonal interactions 

that are inclusive on the child's modus operandi at home also promotes 

school success for children from Mexican American households. Some 

aspects identified as helpful are: opportunities for children to collaborate 

with each other on their work and the allowance of flexibility to children in 

ways to carry out a task, solve a problem, or reach a conclusion. 

Finally, the content-of-study is another important element to consider 

in developing school programs and environments that are conducive to 

successful achievement of Mexican American children. What the child 

studies and learns about is as important as how the leanung is promoted. 

The researchers cited previously found that work and topics with which the 

children could relate and those that were culturally relevant evoked a higher 

degree of academic success than the utilization of a standard curriculum. The 

exploration of content not so far away from "home" enabled children to 

explore their understandings of tlie world. 

Building a bridge between the home and school envirorunent for 

children from poor minority neighborhoods remains an important element 

in creating successful learning environments for them. It is a task reformers 

are undertaking—one that is an important part of the ECC Project work and is 

the focus of this study on school change. 
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CPiAPTER3 

WHAT HAVE WE DONE? 

In the spring of 1990, before the project officially began at Ochoa, 

Dr. Heckman, the principal investigator, asked me to go out to the 

school. I had just started my work with him and was eager to follow 

his recommendations but was uncertain about what exactly I was to do 

when I got there. 

"Just go out to the school and see what you think." 

{What I think? About what specifically?} 

"Here's the name of a teacher who is familiar with the school 

and community. I told her you would stop by to talk with her." 

{Talk with her? About what specifically??} 

"Just check it out." 

So I approached Ochoa with little more than that. I tried to 

clarify what I was to be doing. I wanted a step by step approach, or at 

least that is what I thought at the time. I was now a research assistant, 

and I wanted some guidance on this elusive field. After all. Dr. 

Heckman knew what he wanted; it was his project, and he had to have 

a clear idea of what was to be done, or so I thought at the time. 

Looking back on it now, I realize I was carrying around several 

false assumptions that contributed to my insecurity. The only thing 

The statements in brackets {) are thoughts I had but were not stated aloud. The 
quotes illustrated here occurred over a period of time while I was beginning my work with Dr. 
Heckman. 
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that was accurate was that I was hired as a research assistant. What that 

meant and anything beyond the title was a mystery. I was uncertain 

about my role and duties, but a step by step approach is not something I 

have ever really found useful other than when I am connecting 

electronics. I now know that the guidance I longed for would likely 

have been met in much the same way that I have usually responded to 

my parents' advice—discarding it and creating a way that best suits me. 

Finally, ambiguity abounds in this project which is part of its lure, 

challenge, and frustration. Dr. Heckman really didn't have the final 

version of the best-laid plan. We were all setting out to hopefully 

change the course of educational reform. How that was to be done was 

part of the reinvention process. In many ways, it was up to me with 

other project staff members and teachers to create the way to do the 

work. 

The last five years have been an adventure; at times I thought I 

was lost, but often not even being sure about that. Yet, I continue to 

interact with the world of Ochoa Elementary in a way that has often 

increased my questions rather than provided "researched answers." 

The work has been as fun as it has been frustrating, as clear as it has 

been confusing, and as adventurous as it has been agonizing. 

I have felt more insecure in this position than in any other 

position I have had. Reflecting back over the five years, this insecurity 

seems largely due to the fact that I truly thought there was a right way 

to be a researcher and a right way to do research. I viewed the 

University as a mysterious place holding many answers—or so I 



90 

thought. It was filled with thinkers and analysts, the intellects of our 

society who knew the way—or so I thought. Afterall, these thinkers 

knew the profound truth—or so I thought—and wrote about in a 

manner that was not something I had previously cared to understand. 

There was conflict and uncertainty within me. My desire to do 

research right drove me to want to learn the rules, hut my intuition as 

a teacher told me that the rules of research to which I had thus far been 

introduced, made little sense in the field of education. After all, how 

could one take the richness and complexity of a classroom interaction 

and reduce it to a t-test? Perhaps—I thought—I should not be so quick to 

disregard something without trying to know it from the inside? 

So here I was, a teacher as researcher or a researcher as a teacher. 

I knew I wanted to be a part of this project, but how I was to be a part of 

it was far less clear. With my studies at the university on research and 

my numerous conversations with the members of the project staff, I 

have been able to gain comfort with the ambiguity. I have learned that 

in this world there are no hard and steadfast rules. However, a 

researcher must be able to demonstrate a credible line of reasoning in 

order to justify his/her conclusions and analysis. 

In the process of my evolution, I have discovered a type of 

research that holds far greater impact for me than methods of which I 

was previously aware^'^. It is a type of research that captures the essence 

previous exposure to educational research had occurred nearly 10 years earlier in 
1980. This research was almost exclusively quantitative emd quasi-experimental. I disputed 
the validity for the very reasons stated. The statistics left so much unsaid and untold that I 
doubted the accuracy and found the results to be fzir less useful in determining my practice than 
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of a situation and illustrates the qualities of a phenomenon in a way 

that for me is richer, enlightening, understandable and ultimately quite 

useful as a practicing educator. 

The first study I read of this nature when I began my graduate 

work was Home Advantage by Annette Lareau (1989). This work spoke 

to me in ways that I had not experienced from previous research. It 

was new and exciting. It was the obvious way to go in approaching this 

study if we were to attempt to capture the intricacies of the dynamics of 

the situation. 

Introduction 

Qualitative research offers the opportunity for a researcher to capture 

the authenticity of a situation. While qualitative research has come to vary 

in form, there are five featvires that define it (Bogdan & Biklen, 1992). (a) It is 

research done in a natural setting with the researcher being the "key 

instrument" of data collection (Eisner, 1981). G?) The research is descriptive in 

that there is an attempt to qualitatively portray the situation allowing the 

reader to vicariously be there, (c) The research looks at the process of the 

phenomenon being studied as much as the outcome and strives to illuminate 

day-to-day interactions, (d) The research is analyzed largely inductively, in 

that the theory emerges from the experience and the data, (e) The research is 

concerned with the meaning participants make of a situation. In attempting 

my own experience and beliefs about learning. It would have made Margret Buchmann (1987) 
proud. 
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to extract this meaning, the research provides both insiders and outsiders 

greater understanding of their world (Bogdan & Biklen, pp. 29-33). 

There has always been a tension, from the begirming of the Education 

and Community Change Project, to establish what this project is as well as 

what it is not In the early days (that first year), we three^^ project staff 

members, at the time, spent time discussing this at length. My notes from 

those meetings highlight discussions of methods to use, data to gather, ideas 

to promote, themes to follow, and questions about all of it, including 

replication. Throughout the notes there is a sense of laying a traditional 

design over some very unconventional work. In many ways, we were bound 

by our own unrelenting perspectives of research. Six years later, I can say 

with some degree of certainty that we are not a research project in the 

conventional sense. We are a school change project seeking the creation and 

understanding of the necessary and sufficient conditions for educational 

reinvention. Our approach is closely aligned with that of action research 

(Cochran-Smith & Lytle, 1990). The inventions and imderstandings that 

develop in the project happen collaboratively with teachers, principals, 

parents, and students. 

In this project work, the research design is not fraditional in the sense 

of having a pre-determined approach and a clearly defined focus that is 

structured and time-bound. Traditional research designs decide beforehand 

what will happen, what will be studied, and what will not be investigated 

(Bogdan et al., 1992). To approach this project in that way would be 

The three members who began the project were Paul Heckman, Fran Peterman 
(another graduate research assistant), and myself. Later in the year two others joined us. 
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inconsistent, if not incongruent, with what we purport this project to be 

about; which is collaboratively exploring, discovering, and reinventing in a 

reflective way thoughts and actions of those inside of and connected to a 

school. To have a pre-determined plan as we approached the site would have 

made this project similar to change projects that have gone before, as dted in 

the earlier two chapters. That is a paradigm from which members of the 

project hoped to distance themselves rather than to perpetuate and ignore the 

lessons of the past (see Chapter 2). 

While we (i.e., project staff) did not approach the school with a pre

determined plan of how and what we were going to do, we didn't come with 

empty pockets either. Being true idealists, we had dreams for better schools, 

hopes that such schools could be aeated, and a goal of doing just that at 

Ochoa with the help of all who were a part of the school. What was to 

happen was to be determined by those who chose to work together with us on 

these dreams, hopes, and goals. This was an intentional and important aspect 

of our work as shall be discussed further in the next section of this chapter. 

The net for this research has been cast broadly with the school as the 

unit of study (Goodlad, 1984a). This work focused on the school and on 

discovering much about it and its processes of development While the 

school is the unit of study, a school has many parts. Hence, many studies of 

what develops in the school can be written, of which this dissertation with 

the exploration of home-school relationships is just one. 

In addition, a traditional research design frequently has a formal 

structure that remains in place throughout the lifetime of the study. This 

structure guides the researchers' work and determines the time-line for doing 
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and completing the work. The ECC Project has developed a structure, but the 

structure has changed during the past six years and will likely change in the 

future. These changes arise as new learnings and questions are discovered. 

Finally, this work is not as time-botmd as are traditional designs. 

There has been the luxury of time that many such projects do not have; 

perhaps that has also been my nemesis in that it is sometimes difficult to tell 

where something started or stopped or when to begin writing about the work. 

I have characterized this work as collaborative action research. It is 

research-in-action. It is research in the middle of all of the actions with the 

collaboration of those who are a part of the culture involved with 

institutional change. 

As the project matures, the kind and type of research done in these 

social contexts will likely develop. Thus, in true fashion of this school change 

project, questions have been raised about and challenges made to traditional 

norms of schooling and school change, as well as about methods of research. 

As a result, alternative norms of practice and methods of research have 

developed and been employed. 

Cronbach and Suppes (as cited in Shulman, 1988) illustrate the broad 

nature of these alternative research methods: 

Disciplined inquiry does not necessarily follow well established, formal 
procedures. Some of the most excellent inquiry is free-ranging and 
speculative in its initial stages, trying what might seem to be bizarre 
combinations of ideas and procedures, or restlessly casting about for 
ideas, (p. 5) 

Shulman (1988) further emphasizes what is primary in this research is 

that the inquiry's arguments and rationale be "capable of withstanding careful 
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scrutiny by another member of the scientific community' (p. 5). That is the 

challenge for the ECC Project and this dissertation. 

In this chapter, I explicate the "design" used in our research work and 

in this dissertation study. In many ways, 20/20 hindsight is utilized to 

describe and explain particular developments in one of the project schools, 

Ochoa Elementary. Three sections follow in this chapter. First, I will describe 

specific aspects of the ECC Project in order to provide the reader with a context 

for this work. Secondly, out of this context grows the research methodology 

employed in this study. This section is divided into several subsections: (a) 

Entering the Field (School), (b) Researcher Role, (c) Data Collected and Used, 

and (d) Data Analysis—Methods and Approach to Reporting 

The third and final section of this chapter will further elaborate on the 

context of this study by introducing you to the site of our work, Ochoa 

Elementary School. 

The Education and Community Change Project 

The Educational and Community Change Project (ECC) officially began 

at Ochoa Elementary School in the fall of 1990. Dubbed as a long-term school 

change project. Dr. Heckman, Principal Investigator, and I, graduate research 

assistant, met with the teachers and the school principal on August 14, 1990 to 

find out how many of them were interested in pursuing the invitation to 

participate with us in the project.^^ Every teacher indicated interest and 

^^During the previous spring (1990) we had met with the teachers formally for a full-
day to explore and explain the project Throughout the spring I also met with teachers 
informally to discuss their individual concerns, questions, and hojjes. 
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curiosity about what was to occur and stated they wanted to meet with us to 

begin the work. Thus, plans got underway to make arrangements for teachers 

to have the time to meet with us on a weekly basis during the regular school 

day. 

Our meetings began on August 27,1990. Due to the large number of 

teachers and teaching assistants who wanted to participate, we met weekly 

with two groups. The principal joined the groups intermittently, whenever it 

was possible for her to attend. Each group met for a half-day (3 hours) with 

one group meeting in the morning and another meeting in the afternoon. 

Many of us, including myself, were uncertain about what was to take place 

during these sessions. While the project proposal had laid out the principles 

of the work and the working relationships, there was no map to follow in 

making these principles a reality. 

The project principles served as useful guides and established tlie 

foundation upon which the work was to be built, but they did not prescribe 

what was to be done or how. There were 16 principles. Teachers were given 

these principles before they made a commitment to join the weekly meetings. 

Throughout the five years of the project, some of these principles have been 

highlighted more than others. Some still remain to be fully explored such as 

the principles dealing with alternative assessments^'^. Our inability to 

completely address all of these guides during the five years of the project is 

testimony to the magnitude and the complexity of school change. 

Teachers and project staff are undertaking a concerted effort to examine assessment 
and develop alternative methods of assessment during the 1995-96 school year. 
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The 16 principles and standards of the ECC Project that were submitted 

in the project proposal to the funders and to the teachers at Ochoa are 

summarized below. The exact wording of these principles as presented in the 

project proposal (Heckman, 1990) can be found in Appendix A. 

Summary of Principles and Standards for the ECC Project 

1. Current schooling practices conceived in a time of homogeneity are 
no longer adequate for successful schooling of children from our 
diverse contemporary culture. 

2. By coordinating and connecting the resources of school, home, and 
commvmity it is possible to alter the failure pattern of children from 
diverse settings. 

3. By considering race, ethnicity and family income levels in planning 
for and conducting education for children who are culturally and 
linguisticeilly different than the mainstream society, these children 
shall then be provided an equivalent opportunity to achieve as our 
mainstream children. 

4. Realigrunent of relationships between home, school and 
commimity shall provide for extended day schooling and serve to alter 
predicted patterns of academic failure. 

5. The time children are alone while parents are at work is time which 
aHords an opportunity for children to engage in activities that generate 
personal and social growth. 

6. The project shall work to provide such opportunities for these 
children through the development of an extended-day program that 
begins before school and extends after school and on Saturdays. 

7. Participants shall have control over the nature, extent and timing of 
the school redesign. However, age-grading, standardized testing, and a 
system of marking student progress to determine what shall be taught 
shall be eliminated. 

8. Participants will largely control the redesign and the number of 
non-negotiable essential changes will remain as small as possible. 
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9. Teachers will be given adequate time to plan, reflect, and evaluate 
their work. 

10. Teachers are not the producers of learning. They are , however, the 
designers of productive work, nurturing environments and the 
encouragement and reflection upon this work. 

11. Schools, parents, and community agencies will be brought together 
to leam about one another with the intent of establishing a common 
goal of supporting effective education of children. 

12. Parents are viewed as a valuable resource and source of 
information about the children. Relationships with them will be 
sought to gain information and build trust. Project staff will aid 
parents in communicating their interests and concerns to the school, 
and school staff will be assisted in communicating with parents. 

13. As these relationships grow, there will be a shift toward a 
partnership which mutually supports the education of the child. 

14. Progress will be measured over time through information 
gathering, documentation of efforts, and evaluation of the larger worth 
and merit of the enterprise. 

15. The students involved in this effort shall be monitored throughout 
the program as to their preparedness to succeed in conventional 
schooling envirorunents. 

16. Conventional methods of testing shall be used as indicators of 
readiness for conventional schooling not as measures of the success of 
the project. 

Building Upon Lessons from the Past 

The ECC Project builds upon the lessons of past reform efforts by 

addressing three major weaknesses of these efforts. These efforts appear to 

have overlooked the expertise of those inside the schools, focused narrowly 

upon one or a few elements of schooling, and underestimated the culture of 

the school. 
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First previous reformers have often overlooked the expertise and the 

inclusion of those who make up the culture of the school (Fullan, 1990; 

Goodlad et al., 1974; Gross et al., 1971; McLaughlin et al., 1990; Sarason, 1982, 

1990). The ECC Project builds upon the expertise and the capacity of the 

"natives" of the culture to change their world. They are not only involved in 

the change process; they are integral to it The project staff works closely with 

school persormel to examine practices and seek alternatives, rather than 

present a method or program to the teachers for implementation. 

Secondly, by focusing narrowly on one or a few elements of the 

schooling enterprise, past reforms have limited their success (Fullan, 1993; 

Gross et al., 1971; Sarason, 1982,1990). The ECC Project, as evidenced by the 

scope of the project's principles, recognizes the complexity of schools and 

strives to address the interactive nature of all of the elements. While all 

elements cannot be addressed at once due to human limitations, the project 

staff and school staff decide together what elements or issues should be 

addressed and when. This is not a sequential, "tidy process" (Bentzen, 1974; 

Lieberman, 1982), but one filled with impredictability much like the everyday 

world of schooling. Rather than starting with the questions of how do we get 

school personnel to buy-in, or how do we get teachers to change, the project 

staff members ask participants to identify areas of their work and activities 

that they wish to explain and examine. Together teachers and project staff 

seek the establishment of conditions that will allow school personnel to 

develop alternative ideas and practices in the areas they identify. 

Thirdly, whether it is called institutional ideology (Popkewitz et al., 

1982), social realities (Lieberman, 1982), beliefs and assumptions (Sarason, 
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1982,1990; Schein, 1985), or the "political nature" (Mimcey et al., 1996), the 

culture of the school must be the focal point of school change. The ECC 

Project provides time for school personnel to examine their ideologies and 

reflect upon their "taken-for-granted" notions and actions in order to make 

way for new practices and beliefs, to "unfreeze reality" (Schein, 1985), and to 

change "overt regularities" (Sarason, 1982), by considering, recognizing and 

exploring the culture of the school in the process. It is this very culture in 

which the project seeks changes. 

As the ECC Project has evolved, several conditions for supporting the 

school reinvention process have surfaced (Heckman, 1993). These conditions: 

group dialogue and public mindfulness, outsiders who serve as third parties, 

and enactment of alternative practices and ideas have prevailed in the work 

of examining underlying assumptions and beliefs and "reckoning with the 

culture of the school." 

Group Dialogue and Public Mindfulness 

In the fall of 1990, the three original members of the ECC Project staff 

began meeting weekly with members of the Ochoa Elementary School staff in 

what have become known as dialogue sessions. Project staff members, 

including myself, and school personnel struggled with not only what to do, 

but also with the nature of teaching practices, beliefs, and interactions with 

each other and the children and their families. 

In these dialogue sessions, project staff members served as facilitators 

and participants in the dialogue. We helped to keep the group focused. 

However, all group members actively set the agenda for the dialogue session. 
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The facilitator encouraged inquiry into the culture of the school by attempting 

to expose that culture, urge examination of various aspects of the culture, and 

promote alternative perspectives/practices for further questioning, scrutiny, 

and new enactments. 

Issues that came up in dialogue went beyond the surface of merely 

naming a "thing." The project facilitators worked to inquire with school 

personnel into their underlying beliefs and assumptions about schooling. For 

example, when teachers suggested that a lack of parent involvement was 

connected to the student imder-achievement problem, the dialogue facilitator 

attempted to uncover what each teacher meant by parent involvement and 

the theories they held beneath their conclusions regarding this relationship to 

student under-achievement. 

The notion of parent involvement arose regularly in dialogue sessions. 

Each time the facilitator would assist the teachers in being more explicit about 

their views. Parent involvement, a concept with many assumptions and 

hegemonic implications, is laden with "taken-for-granted" notions that will 

take a while to "imfreeze" (see chapter 2). The ideas held about parents and 

families were examined time and time again. So around and around we 

went. Some might say we are still spinning! Tlirough it all, however, a 

clearer picture of the school, those within it, and their expectations of those 

on the outside (i.e., parents and community) was developed. In the process, 

we challenged ourselves and each other. We have also come to understand 

ourselves and our world more deeply as will be illustrated in Chapter 4. 
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Outsiders as Third Parties 

Throughout the week, ECC project staff spent time interacting with 

teachers and children in the school and the classrooms. This provided project 

staff the opportunity to get to know how the culture of the school manifested 

itself in practice and ideas. We (i.e., project stafO built relationships with the 

school staff. These relationships enabled us to raise questions about the 

culture of the school and the assumptions guiding it. 

The trust necessary to be able to work together in this fashion of risk-

taking and being vulnerable developed over time. Thus far, most of the 

relationships between the project staff members and a member of the school 

staff or the group have fared the tests. New and deeper levels of 

understanding and beliefs emerged as our relationships with the school staff 

were strengthened. 

Enactment of Alternative Ideas and Practices 

Linking the discussions, understandings, and questions generated 

during dialogue, to the dailiness of schooling is an extremely important 

aspect of the work. Many previous reforms have emphasized either theory 

and training or implementation and practice. Instead, we (i.e., project staff 

members) encouraged school personnel to examine their theories and to try-

out divergent practices, methods, or structtu-es that were generated as a result 

of this examination. We worked with teachers throughout the week in their 

classrooms as we sought alternative practices together. 

Like the teachers and students, project staff were also learners. For 

example, during our fourth year at Ochoa, several teachers decided to 
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investigate the idea of students taking on more responsibility for the 

planning of their work and learning. These teachers surmised, as I did, that 

by turning over more responsibility for the learning process to the children, 

the children would have greater involvement in and commitment to the 

activity they had planned as well as additional learning experiences in 

organizing and problem-solving. We surmised turning over responsibility to 

them would contribute to a greater sense of efficacy within the children. 

We all wondered if this really were possible and if children were 

capable of such engagement. We all had questions about it, but believed it 

was important to discover with the children what really might happen. For 

the next several weeks, I worked in the classroom on a regular basis side by 

side with teachers and children. The teachers and I met frequently following 

classes to discuss our observations, questions, and discoveries. Through this 

process, together we redefined the role of the teacher as well as the role of the 

student 

Study Methodology 

In this section, I will focus more specifically on the methods employed 

for this "historical organizational case studj^' (Bogdan et al., 1992, pp. 62-63; 

Stake, 1988). This form of case study provides a focus on the developments of 

a specific organization, Ochoa Elementary School, over time—1990-91 to 1993-

94 . This section is divided into four important and related areas of 

qualitative research methodology: (a) entering the field, (b) role of 

partidpant-observer, (c) data collected and used, and (d) data analysis-methods 

and approach to reporting. 
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Entering the Field (School) 

Before the project began. Dr. Heckman made the initial contacts with 

the principal and the superintendent of T.U.S.D. Both of them identified 

Ochoa Elementary as a possible site for the project, provided some of the 

teachers were interested in participating. Therefore, Dr. Heckman met briefly 

with the Ochoa school staff during a regular faculty meeting to discuss the 

possibility of the project begiiming at their school. In March, when I began to 

work for Dr. Heckman, the project and the school's participation in it was still 

not a certainty. Nonetheless, I went out to the school in anticipation of 

formally begiiming our work there in the fall. 

My experience working with the teacher's association in 

leadership and as an organizer provided me with a sense of where to 

start and how to go about getting to know the place and gaining access 

beyond permission to be there. Having to go into unfamiliar schools to 

meet with teachers was not a new experience for me, but I had always 

had a specific role, whether it was association board member, 

presidential candidate, or Uniserv Director, and I had a narrowly 

targeted purpose such as building membership, campaigning for office, 

or resolving a dispute. Now my role was less clear and my title, 

research assistant, said little about who I was and why I was there. 

I first met with the principal to introduce myself and talk with her 

about the school. I then began approaching the teachers and other members 

of the school staff individually to introduce myself and request a time to talk 

with them. At first I was somewhat hesitant in approaching the teachers in 

that I did not want to intrude. Knocking on their closed doors at the end of 
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the day had an air of selling something, but once the door was open I foimd 

the teachers Mendly and willing to spend time talking with me. These 

feelings of insecurity that come with initially entering the field are normal 

according to Bogdan et al., (1992, pp. 86-87). 

On May 2,1990, Dr. Heckman and I met with the principal and teachers 

for a full-day to further get acquainted and talk with them about the 

possibility of the project. Dr. Heckman met with the teaching assistants and 

support staff a week later. Later, Dr. Heckman and I again met with the 

faculty to ascertain those who were interested in working with us. 

Within a few days of that meeting, I discovered that I would 

need to do an administrative internship that semester as part of my 

graduate studies. I approached the principal, Elsa Padilla, about the 

possibility of working with her. She was not only accepting of the idea, 

she was excited by it. Now I had a title, administrative intern, that 

seemed to define something—or so I thought. 

Thus I had entered Ochoa-as a teacher, an administrative intern, a 

research assistant, and most of all a learner. After six years, the acquaintances 

that began with a hesitant knock on the classroom door in May of 1990 have 

moved beyond titles of who I am and what I do to relationships with qualities 

reserved for those who are friends and colleagues. It is with a great deal of 

respect for and appreciation of these friends and colleagues at Ochoa that I 

have approached this work of reporting what has occurred there. 
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Role of Participant Observer 

Once inside, I did what I know best and followed my desire to leam 

about this place called Ochoa. My first goal was to acquaint myself with the 

school and its environment. I had no answers, just desire. I spent time 

informally talking to and asking questions of school personnel (Agar, 1980; 

Hammersley & Atkinson, 1983; Spradley, 1980). In these initial meetings, I 

asked them about themselves, their background, the school, and the 

commimity. They identitied problems within the school and their hopes and 

dreams for the school and its children. From March tmtil school dismissal in 

May, I met with 18 members of the faculty and staff. My field notes from 

these informal interviews are used as part of the data set for this study. 

I tried to be clear with the school staff about my intent to discover with 

them how we can improve schools without some prepackaged program or 

someone from the outside telling us what we were doing wrong. Many of 

them knew me from my previous work with the local teachers' union. That 

and my experience as a teacher provided initial common ground for us to 

develop our relationship. The experience of being an administrative intern 

provided me with much initial insight into the school and its workings as 

well as increased my acceptance among the staff and students. I was no longer 

just a visitor; I had become an active participant-observer (Spradley, 1980, pp. 

60-61). 

In a graduate course, during the first semester of that year, a 

fellow student commented on my role after I explained what I had 

been doing that day. "You really are a participant-observer," she said. 

At the time I remember thinking, "I know what a participant is and 
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what an observer is, but what is it when these words are put together?" 

I decided it was obviously a research term. I wasn't sure if I was 

interested in finding out more, but questions regarding my role 

continued to surface both within and outside of me. Looking back on 

those early days, my questions now seem simple, for as our work has 

progressed and has become increasingly complex, so have the 

dilemmas I am experiencing. No doubt the appearance of this 

dissertation and its presentation will likely add another dimension to 

this complexity of role. 

The degree to which I was a participant-observer varied from situation 

to situation. Overall, my participation at the school ranged from moderate to 

active participation. I frequently visited classrooms, assisted students, and 

conversed with staff and students. Rarely did I find myself sitting back 

observing and taking notes, except during faculty meetings. My participation 

during faculty meetings varied between passive to non-participation 

(Spradley, 1980, pp. 58-61), but judging from the teachers behavior during 

these meetings, I may have gone "native" (Spradley, p. 3). 

Throughout the six years of the project and the four years of this study, 

the intensity of my participation has fluctuated. In some areas I have become 

more involved, and in others I have decreased my presence and 

involvement. Overall, I have been and continue in an "active membership 

role" in which I assume a great degree of "involvement, participation, and 

commitment to the group" (Adler & Adler, 1987, p. 55). 

The Adlers (1987) distinguish between an active member role and that 

of a complete member. A complete member is one who is immersed in the 
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group and its activity, "sharing a common set of experiences, feelings and 

goals" (p. 67), The role is overt, eliminating the need for any role pretense. 

The first semester of my work at the school, I was as nearly as possible a 

complete member. Except for occasionally leaving the school in mid-

aftemoon to attend a 4:00 p.m. class on campus or to attend a project staff 

meeting, I was working at the school. I assisted in everything from the 

mundane tasks such as filling out and mailing reports to the district, stapling 

the parent newsletter, and delivering mail, to the more energizing and 

perplexing events such as suspending a student, mediating student and 

teacher conflict, and hearing parent concerns. I spent time with the principal 

plaruiing upcoming events, discussing instructional issues, and reviewing 

the school's budget. I had time to go into classrooms and get to know the 

children and their teachers. I assisted in working with children on their 

lessons, and I helped cut out bulletin board letters as I talked with a teacher 

after school. In short, if something needed doing and I was available, I 

helped—nof so much because it was my role, but more due to my Italian 

upbringing, "If something needs to be done, you do if^^." Nonetheless, I 

discovered much in these miscellaneous endeavors that I may have missed if 

I had not had this propensity. 

During the second semester of that first year, I did my second required 

internship with the Assistant Superintendent of Instruction^^. Here I gained 

Violett Montera (my mother). 

I wish to thank. Dr. Pi Irwin, for her support and insights on the schooling and 
school change process. She hcis since moved to a Superintendency in Glen Ellen, Illinois where 
she can make an even greater impact for children. 
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insight about the school and the district from yet another perspective. I still 

worked at the school half-time. In doing an internship there during the first 

semester, I had gained some acceptance and aedibility with the faculty, as 

well as invaluable knowledge about the school. During the second semester, I 

found that I no longer had to knock on the door of a classroom before 

entering or always make an appointment in advance^^. in many cases, I 

would be in a classroom working with children for quite a while before the 

teacher and I connected. I also continued to attend the weekly diedogue 

sessions, and in January, 1991,1 began facilitating the sessions when Dr. 

Heckman was unable to attend. 

These last two school years (1993-94,1994-95 ), with the addition of 

another school to the project and more project staff, my time at the school has 

diminished significantly. I now meet weekly with the principal, facilitate the 

dialogue sessions with the assistance of other project staffis, and work closely 

with a few teachers on the Lot Project^^. I still check-in with teachers from 

time to time. I am now working full-time as the project coordinator. As my 

time has increased, so have my responsibilities. I have foimd that the 

amoimt of informal and usually revealing interaction that took place during 

the first two years of the project has decreased in regularity, which is 

As is the state of the world of human relationships, the acceptemce emd comfort 
levels with v<uious members of the school also varied. For the most part, however, there was 
and still is a great deal of acceptance of me and my nebulous role. 

Last year (1994-95) Kyle Shanton worked at Ochoa as the full-time project site-
coordinator. Before that, Anna Loebe and Howard Smith shared the duties with me at the 
school. 

An explanation of this project can be found in Qiapter 4. 
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something that frequently gets gentle complaints from the Ochoa teachers.^^ I 

am not as well acquainted with the younger children as I am with the older 

ones whom I have worked with more closely over the years. 

Data: Collected and Used 

An "historical organizational case study" requires multiple data 

sources that have been ascertained over time (Bogdan et al., 1992). The data 

base gathered since the beginning of the project is broad. It includes field 

notes, teacher and student interviews, video and audio recordings of dialogue 

sessions, notes from miscellaneous meetings with school personnel and 

commimlty members, and school/district docimientation and artifacts. These 

are explained in detail in the following sections. Within each category I will 

delineate which of these sources I used for this study. At the end of this 

section a comprehensive list will be presented. 

Field Notes 

Over the period of four years, many sources and sets of data have been 

gathered both formally and informally. Throughout my work at the school, I 

have kept notes during meetings and dialogue sessions. I have also kept a 

"fieldwork journal" (Spradley, 1980, p. 71) of my observations and 

interactions with others at the site. There was often overlap between the 

issues discussed in my informal interactions with others and what I observed 

 ̂I did miss them and would frequently stop by when we were beginning our work at 
the new project school just to seek refuge of familiarity and comfort in the struggle to start all 
over with who I am and what I do. 
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in the school and what school staff mentioned in dialogue or interviews. 

Recording this information provided confirmation and credibility to these 

data. For example, the principal discussed the insecurities and frustration 

teachers were experiencing due to the multi-age, multilingual organization of 

students. These insecurities and frustrations were also mentioned in my 

conversations with teachers and in dialogue sessions. The information 

within these field notes has been a part of this study. 

Teacher Interviews 

During the spring (1990), prior to the beginning of the project, informal 

interviews were conducted with several staff members. Questions were asked 

about their background, views of the school and community, the strengths of 

each, and their concerns and desires for the school. These interviews are 

termed informal because there was no formal protocol developed. They were 

get-acquainted conversations. None of these interviews were audio-taped. 

The handwritten notes I took during the discussion were expanded (Spradley, 

1980) and documented. The information gained served as a starting point for 

me in developing a picture of the school. This information was initially 

analyzed and served to help frame this study as parent involvement was 

frequently identified in these discussion by school staff as a major concern. 

During the first year of the project (1990-91), project staff^i began 

formally interviewing teachers. These interviews were designed to ascertain 

At that time there were four of us. Paul Heckman, was the principal investigator. 
Fran Peterman and I worked as research assistants. Another graduate student, Pam Trotter 
Cornell, became so interested in the project that she became a regular volunteer whom we 
considered part of our staff. 
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teachers' views of learning and schooling, hoping to discover how teachers 

spent their time, their expectations of students and how they assessed student 

work, as well as their beliefs and theories about these areas. These were the 

first formal interviews conducted with teachers^^. Similar interviews with 

teachers were conducted each year through the spring of 1994. The protocols 

used to guide these interviews can be found in Appendix B. All formal 

interviews were audio-taped and transcribed. Transcripts of these interviews 

have been made available to the teacher with whom the interview was 

conducted. All of the teacher interviews conducted the first year (1990-91) and 

those interviews conducted during the 1993-94 school year were analyzed for 

this study. Discussion regarding the findings of this analysis is included in 

Chapter 4. 

I interviewed the principal quite often during the first semester of the 

second year of the project (fall, 1991) for another study (Montera, 1992). Notes 

from those interviews and the transcription of the final interview in 

December of 1991, were available but not utilized in this study. Due to her 

extended illness and part-time medical leave, the principal was not formally 

interviewed during year four (1993-94 ), nor was she formally interviewed 

during the first year of the project. For these reasons the principal's 

perspective is a part of this study only as she participated in dialogue sessions 

and in informal interviews and discussions with me throughout these two 

 ̂Not all teachers were interviewed due to individual choice or extended illnesses. 
Eighteen of the 22 cljissroom and resource teachers were interviewed the first year. In 1993-94, 
16 of the 19 classroom and resource teachers were interviewed. An average of 82% of the staff 
were interviewed each year. 
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time periods. Much of the content of these informal discussions is noted in 

my field notes for each of the years included in this study. 

Student Interviews 

In the spring of the first year, I asked teachers in grades one through 

four to submit the names of four students to be interviewed about school. I 

requested that teachers choose two students that they felt were succeeding and 

two who were not. Beyond that, little explanation was given to the teachers. 

It was my hope to get a somewhat heterogeneous cohort. I asked children 

about their general conceptions of the school and schooling. The form 

teachers used to submit the names and the interview questions I used are in 

Appendix C. These interviews were audio-taped and transcribed^. All of 

these student interviews are part of the database used in this work. 

Each year following that first year, the children were again interviewed 

by either another member of the project staff or me. Each year we added to 

this student interview cohort as younger children entered the school and 

older children left the school. The first year (1990-91) 19 students were 

interviewed. By the fourth year, 49 children made up the cohort and of that 

niunber 48 of them were interviewed. For this study, I analyzed all (19) 

student interviews conducted the first year and those interviews with these 

same students who were still attending Ochoa during the fourth year. In 

addition for the fourth year student data set, I reviewed interviews of several 

 ̂Teachers and students have been assigned codes to maintain some sense of anonjonity. 
These codes are substituted for their names in all transcriptions of interviews, dialogue sessions, 
and board meetings. 
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students in the primary grades in order to get a sense of children's views were 

throughout the school. A total of 20 student interviews for 1993-94 were 

analyzed for this study. I did review four additional student interviews from 

older children who were not in the original cohort in order to determine 

what their views were of change. There were no significant differences in 

this data from the other interviews, so I discontinued that analysis. The 

questions used in the interviews from the first and fourth years can be found 

in Appendix D. 

Dialogue Sessions 

Data from dialogue sessions with school staff are represented in a 

variety of ways. Notes were taken during the early dialogue sessions (August, 

1990-March, 1991) by one to three of the members of the project staff. In 

March, 1991, we gained permission from the school staff to videotape the 

dialogue sessions with two conditions: (a) the tapes would be viewed only by 

project staff; and (b) at any point, a member of the dialogue group could 

request that the camera be tume J off. Audio-tapes were made from these 

videos and then transcribed. During the dialogue sessions that were 

videotaped, notes were still taken by project staff. In addition, information 

that was generated on newsprint during the sessions has also been saved, 

typed, and filed. 

Every dialogue session and retreat held from March, 1991, has been 

videotaped. For the school year 1990-91, dialogue sessions were held once a 

week for 22 weeks with two sessions occurring each day for a total of 44 

dialogue sessions. Ten of those sessions were videotaped. In 1993-94, 
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dialogue sessions were also held weekly, but the structure of the group 

changed in that the whole group met once a month, and school staff met in 

teams the other three weeks of the month. After the March retreat (1994), the 

large group again met weekly. The monthly large group sessions were 

videotaped, while the small group or team sessions were audio-taped. 

During this school year (1993-94), dialogue occurred on 29 days; 13 of these 

were large group dialogue sessions and were videotaped. 

For this study, I utilized the dialogue notes and transcripts from the 

first year to identify particular themes and topics. I did not do an in-depth 

analysis of each session. Often a topic or discussion in dialogue would 

support or further emphasize an issue that was discovered in the interviews. 

Excerpts from dialogue sessions are used in this study as they relate to a 

findings from the other data analyzed. They are included here to further 

emphasize or illustrate a point. The dialogue transcripts firom year four were 

not reviewed or used in this study. 

Other Meetings 

In November, 1992, Dr. Heckman established a board of advisors to 

meet with the project staff twice a year in the fall and spring to review the 

work at the school and offer outside perspectives. (A complete list of these 

advisors can be found in Appendix E). Very often the meetings serve as 

documentation of that specific point in time and provide an opportimity for 

school and project staff to reflect on our work. These Advisory Board 

meetings are audio-taped and transcribed. Transcriptions and project staff 
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notes from these meetings contribute to the database. These transcriptions 

play no role in the database used for this study. 

The Ochoa Coalition, which will be described in Chapter 4, began 

holding regular meetings during the second year of the project. Notes taken 

by project staff, including me, and reports submitted on the coalition and 

community activities provide information on the community component of 

this work. This data adds greatly to the description and findings regarding the 

home/community-school relationship. 

Miscellaneous Docvmientation 

Various district and school records, reports, and poUdes are generated 

annually through the school district's central office or through the school's 

office. These documents and artifacts have provided specific statistics used in 

this study and are referenced as they are used. 

Analysis of any one of these data sets described above would likely fill 

several books. Decisions had to be made regarding which sources would be 

used for this study. I had some difficulty narrowing the field as I thought 

everything was interesting. However, the advice of Seymour Sarason helped 

immensely: 'It's a dissertation, not a career!" 

It has felt more like the latter and I am ready for a career change 

so I have followed Sarason's second tenet, "Write the damn thing 24." 

In sununary, the sources used for this study are as follows: 

• All school staff interviews from the spring of 1990. 

I bet this is the first citation of that Seu-ason quote. 



117 
• Teachers and resource teachers interviews from the 1990-91 

and the 1993-94 school years. 

• All student interviews from 1990-91. 

• Selected student interviews from 1993-94. 

• All field notes taken by me during the 1990-91 and 1993-94 
school years. 

• Notes taken by me during dialogue sessions, transcripts, and 
videos for selected dialogue sessions during the ^st year of 
the project at Ochoa. I referred to others' notes as needed 
for clarification. 

• Miscellaneous school and district data was not analyzed in the 
strict sense of the word, but instead it was used to support 
the description and possibly identify any noteworthy trends 
such as differences in test scores, attendance, or discipline 
referrals. These data are supplementary rather than a focal 
point of this study. 

Analysis: Methods and Approach to Reporting 

The completion of this dissertation will likely mark the first detailed 

study of a specific aspect of the school and the ECC Project to date. It is my 

hope that this is just a begiiming. It was my intent through the analysis of 

these data to present a broad description of the school and its features. 

Throughout the process of analysis, I recognized the need to further narrow 

the work by focusing upon the home-school relationship. This aspect of 

schooling embodies several dimensions and interrelationships which will be 

outlined in Chapter 4. 

The argxunent has been made that it is the culture of the school that 

must be challenged, examined, and altered. The challenge of this study was to 

explicate several dimensions of one aspect of that culture, the home-school 
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relationship, illustrate extensive understanding of these aspects, and present 

the developments within this aspect 

What is presented here is what I know about this aspect of the school 

after "living it" for several years, working in it on a regular and often daily 

basis, conducting interviews, and reviewing the data over and over again. 

Data Analysis 

Over the past five years, I have often worked with the data. I gathered 

it, processed it, organized it, and even used it for smaller studies in my 

doctoral coursework. However, I had not taken the time to really analyze the 

content in the broad sense and seek relationships or understanding. Thus, 

when I began this study, I once again reviewed the data. The procedures I 

followed allowed me to begin to reduce the data and discover themes (Bogdan 

et al., 1992; Lincohi & Guba, 1985; Spradley, 1980; Wolcott, 1990). 

I started with my field notes as I thought they might help me to see the 

overall picture and get back in touch with my thinking at the time. I 

continued through the interviews and dialogue transcripts from the first year. 

When I completed this process, I reviewed my cryptic notes taken during the 

readings to identify themes that seemed to be surfacing in relation to the 

home/school/community connection. I followed this with further sifting 

and a content-analysis of each transcript in the area of the home-school 

relationship. When I finished outlining each data set (e.g., student 

interviews), I then transferred the content of these outlines to index cards 

according to topics or ideas. The cards were color coded by data-set to help me 

identify the original source. For example, if several students talked about 
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language, their statements were put together on the same card with the 

corresponding color. 

When I had completed this process for each data set (i.e. field notes, 

teacher interviews, student interviews, and selected dialogue notes and 

transcripts) for the first year, I was able to sort this content into connected 

categories in order to identify relationships and categories among the sets and 

gain a broad description of a specific area and conduct a sort of componential 

analysis (Spradley, 1980), 

The identified problems for school personnel were parent 

involvement and the impoverished conditions within the community 

(spring, 1990). After we had been working in the school for several months, 

the lack of parent involvement and parents' support for education continued 

to be at the forefront of teachers' concerns. The desired change mentioned 

most often by teachers and consistently throughout early data sets collected 

from the spring of 1990 through the spring of 1991 was increased parent 

involvement. This consistent inforaiation reported by teachers confirmed 

the importance of the home-school connection in the development of Ochoa. 

The lack of connection between the home and school in low SES 

minority commimities has been stated as part of the problem in these 

students' failure. If we are to succeed at beginning to reduce this failure, it is 

then important to also bridge this disconnection. Therefore, the aspect of the 

home-school relationship provided an interesting place to begin in assessing 

the developments of the school during the first four years of the project. 

To look closely at the home-school relationship, I examined three areas 

of this relationship. These areas surfaced through continued analysis and 
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regrouping of the data and are frequently referred to in the literature on the 

home-school connection. They are the nature of parents' involvement or 

activities coimecting the school, home, and community; how teachers viewed 

parents and families; and the connection between the home/commimity and 

the curriculum. 

Approach to Reporting 

Various styles of reporting qualitative research are currently 

recognized (Smith, 1987). It is fair to say that qualitative researchers have a 

significant amount of leeway in representing their study and knowledge 

(Richardson, 1994). The style I have utilized is not in and of itself pure; such 

is the nature of naturalistic inquiry (Lincoln et al., 1985). This style, while 

interpretive (Snuth), tends to embody some of Eisner's (1981) artistic elements 

seeking to create "an evocative form whose meaning is embodied in the 

shape of what is expressed" (p. 6). It is a form that is "less concerned with 

discovering the truth than with the creation of meaning" (p. 9). 

Through the use of "story telling •. . interpretive ordering of events, 

narrative voice, and generative metaphors," the researcher provides an 

"understanding that is rooted in intuition and based upon experience and 

observation." (Smith, 1987, p. 178) Rather than attempting to maintain a 

shroud of objectivity, the reporter reveals her subjectivity and allows the 

reader to experience the world through her lenses. Stories of my experiences 

throughout the project and my career in education are interspersed in this 

report, not as the sole form of reporting, but to further illustrate my lenses 

(Geertz, 1973) and subjectivity. Carter (1993) further explains how the 
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knowledge represented in story is of value in interpretation and 

understanding. 

. .. Stories are not merely raw data from which to construct 
interpretations but products of a fundamentally interpretive process 
that is shaped by the moralistic impulses of the author and by narrative 
forces or requirements. And these interpretive elements operate 
regardless of who the author is. (Carter, 1993, p. 9) 

It is difficult to reduce the knowledge represented in story to "abstract 

rules, logical propositions, or laws covering scientific explanation" (Carter, 

1993, p. 6). 

In the report of the findings in Chapter 4,1 have followed a more 

conventional form of reporting with a flavor of story. The findings in each of 

the three areas of the home-school relationship will be presented separately. 

For example, a description of the nature of the activities with parents prior to 

and during the first year of the project will first be presented. This will then 

be followed by a parallel picture of the school regarding the nature of activity 

during the fourth year of our work there to illustrate the findings. The story, 

presented in a narrative form, includes vignettes from the data and my 

experiences.25 

The significance of the findings will be determined by comparing them 

to the literature (see Chapter 2) on home-school relationships in order to 

discover connections between these findings and what the research is 

advocating in this area. 

 ̂Clifford Geertz (1973) stresses that there is no such thing as unbiased research. The 
best we can hope for is that the author has made his/her biases clear to the reader. The work 
can then be judged through the lenses the author provides. My lenses are found in many of the 
layers of this work. I hope they are as overt as Geertz recommends. 
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I once read a poem written by a twelve year old that ended with, 'Take 

time to know me or know me not at all." That holds true for so many things 

in our lives. Well, I have taken the last six years to know Ochoa and its 

community. Nonetheless, what I know right now, as I write this, is what I 

can present. If you come to know Ochoa and its relationship with the home 

and community, even in some small way as I do, then I will have succeeded. 

Ochoa Elementary School: An Introduction 

Ochoa Elementary School is located in the historic Barrio Libr6, one 

mile south of downtown Tucson, Arizona. The school was built in 1927 and 

has been renovated several times since then. The most recent renovation 

occurred during our work there in 1992. For the last 79 years the school has 

served this community which now consists of predominantly Hispaiuc 

working class and unemployed families. Spanish is the dominant language 

in the commimity. New immigrants from Mexico often first settle in this 

community upon arrival in the United States. This is due to the 

commimity's ties to Mexico, their native culture, and the promise of 

employment in nearby factories and other industries calling for minimum-

wage labor. Many of the problems experienced by these families are common 

to those experienced in other urban minority communities throughout the 

United States (Ascher, 1988; Comer, 1988; Knapp, et al., 1990). 

A tour through the neighborhood surrotmding the school will identify 

diverse living conditions within the community. A recently painted house, 

surrounded by a chain link fence with a cahilla (shrine with a statue of the 

Virgin Mary) in the yard is bordered by an empty lot and an abandoned house 
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with remnants of items owned by previous inhabitants scattered around the 

yard. School persoimel tell stories of homes without water or electricity. 

Some have dirt floors and thin walls. Extended families h'equently Uve 

together in one home with limited space. Some children sleep on couches or 

the floor due to the limited number of beds available in \he homes. The area 

is densely populated, with some homes (referred to as alley houses) located in 

the alleys rather than on a main street 

The ethnic makeup of the student population of the school was 90% 

Hispanic, 9% Native American, and 1% Other in 1990. The school served 360 

students in grades K-6. Due to the low socio-economic status of the 

community over 90% of the students qualified for free or reduced lunches. 

Breakfast was also served at the school to an average of 90 students each day. 

All students lived within walking distance to the school, with the exception 

of 15 students who attended the Bilingual Special Education Class for fourth 

through sixth graders. These students rode the schoolbus from a neighboring 

community (data taken from Tucson Unified School District Enrollment for 

November, 1990). 

In 1994, the statistics above had changed little. School enrollment was 

328 in grades K-5. Sixth grade was moved to the middle school imder the 

school district's reorganization plan. The ethiuc makeup of the school was 

93% Hispanic and 7% Native American. Students receiving free or reduced 

lunches were 99% of the student population (T.U.S.D. School Profile, 1993-94). 

The school's mobility rate was 54%, which is higher than the district 

average of 32% (November, 1990). Students would frequently leave the 

school and return before year's end. The absentee rate for the school has been 



124 

identified by the school's personnel as an area of concern. Nine percent of the 

student population missed betw^een 41-100 days of school during the school 

year 1989-90. Over 5% of the students missed between 1-40 days. In 1994, the 

school's mobility rate was slightly reduced to 43%. The student attendance 

rate was reported as 91% for the school year. Differences in district reporting 

procedures between the data from 1990-91 and data from 1993-94 make it 

difficult to compare these statistics. 

Health care available to community members, especially those new to 

this country, is inadequate or non-existent Often the school health clerk, a 

classified employee, is the sole provider of medical and dental care for the 

students and their families. Older students are often required to stay at home 

to care for their younger siblings, while their parent(s) go to work. 

Students who are new to the Uruted States and speak little or no 

English frequently enroll at Ochoa Elementary School. During the 1990-91 

school year, 183 students out of 359 (50.9%) were identified as Limited English 

Proficient (LEP). Over one-third of the students in the primary grades spoke 

only Spanish. A bilingual education program existed at each grade level. 

In the spring of 1990, students in grades 3 through 6 achieved at the 

40th percentile or lower across all academic areas tested on the Iowa Test of 

Basic Skills (ITBS). Cohort studies show that students in all grades at Ochoa 

are below average district scores on achievement in reading, grammar, and 

math. LEP students are assessed in Spanish on the La Prueba. The student 

combined average stanine score for grades 2-6 in reading, math, social studies, 

and science was 5.9 (T.U.S.D. test data from April, 1990). 
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In 1993-94, only fourth graders were tested using the ITBS. The scores 

show a slight increase. However, for the Arizona Student Assessment Plan 

(ASAP), which is administered to all third graders, Ochoa students scored 

above the district mean in all three areas assessed: reading, mathematics, and 

writing (T.U.S.D. School Profile, 1993-94 ). Further examination of these 

scores and other variables tied to student achievement is currently being 

conducted by members of the ECC Project staff. 

The demographics dted above are illustrative of Ochoa when the 

project began at the school. Little in this description has changed since that 

time with the exception of test scores and attendances^, Ochoa is still a poor 

minority school. That is not the issue. Our concern is, under these 

conditions, does anything of educational significance in relation to the home-

school connection develop for these families and children? 

Summary 

This chapter on methodology describes "what has been done" both 

through the activities of the ECC project and the process of study and analysis 

for this dissertation. The ECC Project employs three major methods of 

working with the school. These are group dialogue and public inquiry, 

outsiders as third parties, and the enactment of alternative ideas and practices. 

These methods are built upon lessons from past educational reform efforts as 

described in Chapter 2. The process of study and analysis for this dissertation 

began within the larger context my work with the ECC Project as a participant 

Both have risen, which are findings that will likely be explored in follow-up 
studies, but are not the fed of this dissertation. 
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observer. From this context emerged several types of data i.e. field notes, 

teacher and student interviews, videos and transcripts of dialogue sessions, 

notes from other meetings, and miscellaneous documentation and reports. 

For this study only a fraction of these data were utilized. 

The process of data analysis involved several stages, each time 

narrowing the descriptions, building relationships, and identifying categories. 

Emerging from this process were three large categories relating to the home-

school connection. These categories are also consistent with the literature 

reviewed for this study. They are the nature of activities, teachers' views of 

parents and the community, and the connection of community with the 

curriculum. All of this sorting and rearranging led to the process of 

constructing the story—a story that evolved along with the analysis. Finally, 

surfacing this somewhat "imconventional" report 

In the last section of this chapter, I have introduced Ochoa Elementary 

School—a school surrounded by challenges and resources, a school with a 

multitude of stories, and a school much like any other with similar 

demographics. The developments at this school in relationship to the 

connections the school made with its community and parents is the focus of 

this study. These developments from 1990-91 to 1993-94 are described in the 

next chapter, 'The Home-School-Community Relationship: What Has 

Happened?" 
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CHAPTER4 

HOME-SCHCX)L-COMMUNrrY RELATIONSHIP: 

WHAT HAS HAPPENED? 

It all begins somewhere, usually long before we are even aware. The 

same is true for this story. When I began working at Ochoa, what I witnessed 

and learned about had been a part of the school for many years. As I 

discovered that first spring and fall in my discussions with school staff and 

district personnel, the school's history was rich. It seemed everywhere I 

turned someone knew something about the school or had been associated 

with it in some way in the past. I discovered that Mends of mine from 

neighboring districts also had distant connections to the school and opinions 

about it. At the University I heard about previous and current work 

conducted at the school. There were stories—many of them. 

The stories were varied, but the themes within them had some 

commonalities. There was the story of the Follow Through Program that was 

in place at the school from fall, 1971 to spring, 1977. It left a divided staff and 

community. There was the story of the dead body found on tlie playground 

one morning after class had started. I could visualize the scene as it was 

described for me. There were stories of other crimes that had been committed 

and still were occurring in the darkness behind tlie school's portables. My 

administrative internship advisor from the University told me of the time he 

was propositioned by a local female entrepreneur through the open window 

of his car on the comer near the school. 
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There were stories of families who had been a part of the school and 

community for generations and then stories about the wave of immigrants 

during the Reagan Administration's Amnesty Program, and the school's 

community representative's role in assisting these immigrants whose 

"homes were being raided by the border patrol" on a regular basis during the 

mid-1980s. As I drove around the school's neighborhood with the 

community rep who had worked at the school for 22 years, I heard stories 

about the various families, and the "alley houses" requiring high rent from 

tenants but offering few repairs from the landlords. She pointed out the 

numerous tortilla factories that dotted the commimity, and the "Projects," 

which are actually located outside of the school's attendance area, but many 

families who lived there still had children attending the school. She 

explained the social activities in the community, which usually involve the 

whole family, such as a recent Cinco de Mayo celebration. The entire family 

participates throughout the day and night in the music and celebration. 

"Many children are then absent from school on Monday or are very sleepy," 

she told me. 

By district persormel who had left the school, there were reports of a 

community without hope and a school without spirit and a relief on their 

part, to no longer be a part of it. From my work with the teacher's association, 

I had heard that Ochoa was a place for teachers who wanted, either by their 

own choosing or that of others, out of the mainstream (other) schools for 

various reasons. Rumors too had become a part of history. 

My very first introduction to the school had come a year and a half 

earlier in a frantic phone call from the school's secretary to the Tucson 
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Education Association's office. "How can you help me?" She was worried 

that the conflict she had experienced during the last several years with her 

principal would influence her relationship with the school's newly assigned 

principal. She asked if her personnel records could be purged because, "I 

don't know what he has written." She convinced me during several lengthy 

night conversations that this might be a time when breaking and entering 

could be morally, if not legally, justified. Fortunately, the Assistant Regional 

Superintendent intervened on her behalf, and I had to go no further with my 

'Mission Impossible' theme. 

During the desegregation movement of the '60s, there was the story 

of the parents' fight to keep the school local. They succeeded. There was the 

legacy of the school's bilingual program developed in 1976 and left behind by 

a previous and admired principal. And more currently, there were strong 

feelings left from the last two building principals regarding teacher and school 

staff competency and behavior-a competency that was judged by its 

aligiunent to order, silence, and detailed lessons plans that followed the 

assigned curriculum manuals. 

Yes, there were stories—many of them that came from many places. 

One small school set on one block of land in a geographically small 

commtmity had arms that stretched far beyond its attendance lines and a 

history that made it what it was in the fall of 1990--a place known to many. 

The story of Ochoa had its beginnings long before the ECC Project 

appeared on the scene and will no doubt continue long after we have ended 

our work there. The challenge we (school persormel, project persoimel, and 

commimity members) faced in 1990, and in many ways still face today, was to 
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intervene in the progress of history and perhaps change the culture of 

discontinuity, dismay, and disconnection that had developed. The challenge 

was to build upon the strengths of the school and community that were 

present in the stories but often overshadowed. Those who were present at 

the time were a part of this culture; they contributed to it, and they had 

inherited it. Many had set out, as individuals, to change it or be different, but 

they found the tide was too strong and often became accepting of it while 

trying to make a minimal change in their small place within their classroom 

or home. 

Schools are as complex as they are simple; they are as common as they 

are imique. There were many features of Ochoa that I found familiar and 

eoen comforting in many ways. It was an elementary school with classrooms 

and students and teachers. There were assignments on the chalkboards and 

colorful decorations in many rooms. One teacher, and often a teaching 

assistant, were assigned to each group of children by grade-level and language 

of dominance. There were textbooks and worksheets, some I even recognized 

from my teaching experiences. The students were friendly and often amused 

by my struggle to understand and speak Spanish with them. The first phrase I 

l e a r n e d  a f t e r  " i D d n d e  e s t d  c e r v e z a ? " ^ ^  w a s ,  " S i i n t e s e ,  p o r  f a v o r , w h i c h  

usually received more laughs than desired results. Nonetheless, the children 

seemed appreciative of my efforts to communicate and would take the time 

to assist me in understanding what was happening. 

28 This I learned prior to moving to Arizona. 
 ̂Sit down, please. 
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The teachers I met were like many of my friends and colleagues from 

Colorado. They were concerned, confused in some ways, and often frustrated 

by the seemingly lack of results from their work and dismayed by the 

perceived lack of support they received from district admiiustration. The 

district's Chapter 1 department did provide workshops and training for the 

teachers that would frequently renew their spirit to try something different. 

The principal was in her second year at the school. She was accessible 

and easy to talk with. She spent a great amount of her time counseling and 

intervening with students who were frequently sent to the office for not 

abiding by the "rules." She called in parents and visited homes. She worked 

to set-up cormections with commimity agencies and to bring in special 

assemblies and programs for the school. Staff meeting rituals were no 

different than many I had grudgingly attended as a teacher, with the required 

dispersement of information by the principal and little response from the 

faculty. Perhaps it was the 7:00 a.m. meeting time that muted the response, 

but my experience with afternoon staff meetings told me that was not likely. 

Like most other elementary schools, Ochoa had the traditional and 

ritualistic events designed to bring parents into the school. There was back-

to-school ivight that was highly attended and parent conferences that were 

held twice a year with positive results. There were some class and school 

programs that brought in parents, relatives, and community members. 

A trophy case greeted visitors as they entered the front doors of the 

school. The cabinet was filled with trophies of the past—some broken, some 

intact, but all in need of dusting. 



132 

In the halls, children struggled to walk in straight lines while the 

teacher monitored the process. The lunch line was always noisy and the 

lunches were the same as many I had eaten in other schools, with the turkey 

and mashed potatoes and gravy before Thanksgiving being the favorite meal. 

Instead of a school carnival in the spring, the school held a spring fiesta 

that was unlike any I had experienced. Oh, there was a cake walk, but there 

were also mariachis and ballet folklorico dancers. Instead of hot dogs one 

could buy "burros". 

And Friday was T-shirt day, where students and staff would don their 

Ochoa T-shirts designed by a student the previous year. It was a familiar day 

that somehow signaled a more relaxed air because of its familiarity or maybe 

it was the novelty of wearing shorts with my T-shirt in October and 

November and December. Try that in Colorado on a December Friday! 

There were features of Ochoa that were familiar and gave me comfort. 

Yet, there were features that tugged at me as I left the school each evening, 

feeling like I had left something behind or undone. Did I lock the door and 

turn out the light? That was the feeling, but those weren 't the questions. 

Why were so many children having difficulty with simple reading and math? 

How come the office was always jammed with disruptive students? Why was 

the quiet hallway so frequently pierced by the noise of a classroom door flying 

open, followed by a teacher and child in a noisy debate? What was causing so 

many fights each day on the playground that the staff was looking for 

alternatives to lunch recess? How does poverty continue in this 

neighborhood generation after generation? What happens to these children 

when they leave the school at the end of the day or when they get older? 
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Why do many of them seem so angry? What can we, as educators, do to 

change a situation much larger than we are? 

The problems I was beginning to see went far beyond poor student 

achievement. Ochoa was a school that brought forth a mixture of emotions 

and wonderings within me. I was perplexed, solemn, troubled, and even 

excited and passionate by the story I was now becoming a part of and the work 

we were beginning to do. 

Ochoa Elementary, a school that was as familiar as it was unique, as 

simple as it was complex. The features I have described here are, in many 

ways, no different than other educators, throughout this country, are 

experiencing. Some of them come alive, perhaps, only through their 

severity. Ochoa was a place where we could all make a difference, which was 

something many of the school faculty hoped for in their continued work at 

the school. It was something we hoped for in beginning our work with them. 

Overview of Findings 

Initial discussions held with school personnel during the spring of 1990 

highlighted several problenis and needs of the school. The lack of parent 

involvement was the most prevalent area brought forth by school personnel. 

The problems dted by school persormel centered around the community and 

families rather than the school. The poverty level in the community, the 

decline of traditional values including a value of education, and parents' own 

literacy levels were aU mentioned and described as problems the school had 

to face. School personnel felt these factors greatly affected their work and the 

work of their students. 
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These defined problems coincided with the school staffs desired 

changes for the school. Again, teachers largely dted increased parental 

involvement as a desired change and one they believed would assist them 

greatly in achieving their goal of not only having high expectations for their 

students but encouraging their students to hold high expectations for 

themselves. 

The community representative^o also wanted parents to be more of a 

part of the school, but she recognized that their comfort level in the school 

was a barrier and wanted teachers to recognize parents' expertise and utilize it 

in their classrooms. She felt that this would increase the parents' comfort and 

willingness to be involved in school. In the community, she felt the poor 

housing situation was affecting the children's ability to perform at school and 

wanted some of the negligent landlords to be dealt with in order to improve 

housing and lower rents. 

The school secretary expressed a different, yet related, list of desired 

changes for the school: The need for someone to work more extensively in 

the community and to extend the invitation to parents to visit the school. 

She said, 'Teachers must also encourage this." 

This chapter concerns the three areas that have been discussed in 

Chapter 2 in the section on the home-school connection and how this 

connection began to develop at Ochoa throughout the first four years of the 

project. Findings identify significant developments in three areas of the 

 ̂This was a classified school staff member whose primary responsibilities were to assist and 
advocate for families and community members in meeting basic householdfmd family needs. 
Informal interviews were conducted with the community representative and the school 
seaetary during the spring of 1990, prior to the project beginning at the school. 
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home/community and school connection. They were found in the nature of 

the activities in which teachers and parents/conununity members engaged^ 

in the views and perspectives teachers held about the commtmity and 

families, and the degree to which the curriculum or instructional program 

included and built upon a child's culture and background. The overall 

nature of the school's relationship with the families and community was 

shifting from one of discoimection to increased interactions and coimections. 

Each of these developments will be explicated in the following three sections: 

The Nature of Activity, Teachers' Views of Parents and Commimity, and the 

Instructional Program. 

The following findings will be explained. 

Nature of Activities 

• Teachers and parents were beginning to meet in forums 
to discuss conceptions of schooling and conununity issues. These 
forums were not in existence during yesir 1 and were outside the 
traditional/ritualistic arenas where parents and teachers come together. 

• Parents, teachers, and community members were 
organized to work together on several projects to change/improve the 
community and the school. 

Teachers' Views of Parents and Conununity 

• Teachers began to recognize and utilize the families and 
community as resources rather that something to be sympathized or 
changed and educated. 

Instructional Program 

Structure 
• Integration of children ending the separation of 

children by language. Acknowledgment of the child's home-language 
and the use of that language throughout the school. 
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Content 
• Acknowledgment of and attempt to utilize children's 

prior knowledge, background and interests in content of study. 

• Use of the community as a source of study and 
exploration of alternative work for children having increased 
relevance for children. 

Pedagogy 
• Teachers sharing responsibility for learning and 

planning with students. Traditional roles of teacher and student were 
shifting from teacher as teller and knower to teacher as learner, 
observer, listener. In addition, children were given greater opportunity 
to decide what they would study and viewed as resources in the 
learning process rather than recipients of information. 

Section 1: 

Nature of Activity 

The kinds of activities in which teachers and parents engaged together 

changed from year 1 to year 4 of the project. Initially in year 1, as will be 

elaborated in the following story, activities for parents and community 

members were no different than activities sponsored in most elementary 

schools. In the fourth year, school personnel and community members 

foimd themselves working together and learning from each other in ways 

that had not been mentioned during the first year when teachers struggled 

with parent involvement and sought ways to increase that involvement. 

The relationships and activities between school persoimel and parents had 

moved beyond traditional notions of parent involvement to relationships 

that were begiiming to contribute to everyone's well-being and benefiting 

both the school and the community. 
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1990-91 School Year 

Like most other elementary schools, Ochoa had the traditional and 

ritualistic events designed to bring parents into the school. Back to school 

night was a flurry of people with parents^i, siblings, and relatives all visiting 

to meet the teachers and visit the classroom. The noise level increased as did 

the temperature on that September night in the desert Small children ran 

around the rooms and hallways with their older brother or sister in pursuit, 

while the parents, grandparents, aunts and uncles talked informally with the 

teachers who had readied the rooms and themselves for the occasion. Parent 

teacher conferences happened right on schedule in October for three days 

with the children being dismissed early in order for teachers to meet with 

parents for fifteen minutes each. One night was set aside for those who could 

not attend during the day. Attendance at conferences was 80% (1990-91) with 

teachers complaining that the parents with whom they really needed to talk 

did not attend. 

Several other annual events in which children were involved brought 

high attendance from families and the community. A Chapter 1 resource 

teacher and an intermediate teacher organized a play each spring that had 

become a major event. For the 1990-91 school year the play being performed 

was The Wizard of Oz. The script was written and the play performed in 

English. Children who did not speak English were given non-speaking roles 

or other responsibilities for the play. There were many performances during 

the school day and in the evening. The play was attended and enjoyed by 

Due to the nature of families and extended families in the 1990s, parents is used here in the 
generic sense to refer to the main caretaker of the child. A parent as used throughout this 
dissertation may refer to a child's parents, guardians, or other relatives. 
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many from the community and school district At the end of the year, a sixth 

grade graduation ceremony was held. When children were directly involved 

in an event, parent turnout at Ochoa was high, and the school's cafeteria was 

often filled beyond capacity. 

The meetings of the Parent-Teacher Organization (PTO) were another 

story. The principal took charge of organizing this group and made sure 

monthly meetings were held. The officers elected for the PTO were chosen at 

the first meeting from the 12 parents who attended. There was a president, 

vice-president, secretary and treasurer. The principal asked teachers to sign 

up to attend at least one meeting during the year. They did so, often working 

with their students to provide entertaiiunent for the meeting they were to 

attend. Aside from their assigned meeting, teachers rarely attended the PTO 

meetings on a regular basis. Average attendance for the meetings was around 

12-15 parents with the higher attendance occurring when students performed. 

Despite the fact that 360 children attended the school, 20 parents was 

considered a good turn-out by the school principal. 

The agenda for the meeting was usually set by the principal with some 

discussion with the PTO President. It largely included informing parents of 

school happenings and planning for fund-raising and the dispersal of PTO 

funds. Teachers discovered that it was advantageous to be present on some 

evenings when decisions regarding how to use funds were being made. The 

teachers present frequently became the beneficiaries of the meeting. 

The main event sponsored by the PTO was the Spring Fiesta. This was 

a fund-raising activity for the school and included the participation of 

teachers and students in fiesta activities. Most classes would take 
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responsibility for organizing a booth and conducting the activity during the 

evening fiesta held at the school. Community attendance was high. 

The connection between home and school seemed to weaken as the 

children progressed through the school as evidenced by the lack of parent 

volunteers in the upper grades. During the school day, parents volimteered 

mainly in the kindergarten and first grade classrooms. Teachers stated that 

the free-lunch for parents in these early grades provided through the school's 

Chapter 1 funds was a main incentive for parents to volunteer. Beyond third 

grade it was rare to see a parent working in a classroom. As one teacher 

explained, 

. . .  I  t h i n k  t h e  p a r e n t s  [ a t  O c h o a ]  a r e  t y p i c a l .  W h e n  l i t t l e  J o h n n i e  f i r s t  
starts school, the mother is always there. Most parents volunteer in 
kindergarten, first grade, second grade, and then that starts waning and 
as the years go on you get down in contact with the parents. (Tm0291, 
p. 16, Unes 872-880)32 

When parents did volunteer at the school, teachers had them work 

with a small group of students or do clerical tasks such as filing, organizing 

supplies, or updating classroom bulletin boards. 

Also as children grew older, contact with parents and families was 

reduced. In the early childhood program, teachers were expected to contact 

and work with parents. Teachers in the pre-school and kindergarten 

programs regularly conducted home visits with the parents of their students. 

At the end of each quote used throughout this dissertation, I have identified the source of 
the quote by using the code for the interview. Each interview is identified by the code assigned 
to the teacher followed by the month and year in which the interview was conducted. In 
addition, quotes are also referenced by the page number and/or line numbers fi-om the transcript, 
not all interview citations have both the line numbers emd the page numbers. This is due to the 
different versions of each trcuiscript completed by different trcmscribers on different computer 
programs-such is the age of technology at this time. All quotes have been edited for 
readability by removing repeated words or repetitive phrases such as 'you know,' 'uhm,' etc. 
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These visits were a part of their program, and these teachers were provided 

time to go out to the homes. From first grade on, no time was built into 

teachers' schedules to be used specifically for home visits. 

In addition to these regular activities, the school's Chapter 1 math 

resource teacher worked with some classroom teachers to conduct several 

workshops for parents centering around the teacher's use of the Math 

Solutions Program. During the workshop parents would experience several 

math activities that their children would do in class. The early childhood 

teacher also held several workshops for parents on parenting skills as part of 

the parent education component of her program. However, she expressed 

dismay and puzzlement at small numbers of parents in attendance at these 

events (11/28/90 a.m.)33. 

The activities and events in which parents and teachers engaged 

during 1990-91 were initiated by the school. They were designed as events to 

bring parents in to the school and promote their participation and 

understanding of the school's program. These activities with inconsistent 

attendance records, varied little from traditional/ritualistic events in most 

elementary schools. The teachers and the school principal dted overall 

parent participation in the school as lacking. Activities and opportunities for 

parents and teachers to work together had moved beyond these traditional 

forums by the fourth year of the project. 

 ̂Dates presented in this manner throughout the F>aper indicate the date(s) the discussion or 
topic occurred during a dialogue session and in which group, the morning or afternoon. 
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Development of a Neighborhood Coalition 

During the first year of the project, Paul Heckman worked with the 

Executive Director of the House of Neighborly Services^^ to bring together 

conununity and school leaders and sodal service providers to work with the 

City of South Tucson and the Tucson Unified School District in the 

development of a youth center in the neighborhood. This group was initially 

organized with the assistance of the Institute for Educational Leadership (DEL). 

The Coalition, as it was then called, was made up mainly of leaders in the 

schools and communities. Those who attended the meetings consisted of 

school and dty administrators, a few teachers who were on the building 

renovation committee, and social service providers who worked in the area 

(Peacock, 1995). 

In the second year of our work at the school, Jean Peacock, who had 

worked with the House of Neighborly Services and the Coalition, was hired 

by the ECC Project to work as a community organizer in the Ochoa 

neighborhood. Jean began her work by gathering names of parents from the 

teachers and the principal. She first set up individual house meetings with 

parents. As Jean visited the parents in the commimity surrounding the 

school, she discovered several areas the parents wished to address regarding 

their own commimity. Bringing these people together to begin addressing 

them was a logical first step. 

The House of Neighborly Services was a community sodcil service agency sponsored by the 
Protestant Church. The main activities of the organization are to provide support to the youth 
in the community through extra-curricular activities, after-school and summer school programs, 
as well as extended education opportunities. The Executive Director at the time was Tim 
Walreth, whose supjX)rt was critical in the collaboration effort with the House of Neighborly 
Services. 
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Her work brought local community members and parents into the 

Coalition. Gradually membership in this group grew to a point where 

community members, Ochoa parents, community leaders, business people, 

school district leaders, and teachers were all a part of the regular Coalition 

meetings, and the group became known as the Ochoa Coalition. In 1993-94, 

with the expansion of the project to Mission View Elementary, the Coalition 

also expanded to include parents from Mission View. This transition was not 

without mistmderstanding between the two groups, but that is for another 

story. However, the majority of the Coalition's membership still consisted of 

parents and school personnel from Ochoa with an agenda of their own. 

1993-94 School Year 

By the 1993-94 school year, the Ochoa/Mission View Coalition had 

established itself as a formally organized group within the community. The 

parents, teachers, and commtmity members in this group had become active 

in the purstut of changing their community and making their voices heard. 

In the fall of 1993, the Ochoa Coalition held its annual two-day retreat. 

The refreat was attended by over 60 Coalition members. These included 

parents, children, teachers, community business and social service leaders, a 

member of the TUSD Governing Board, TUSD administrators, and several 

members of the ECC Project staff, of which I was one. At this meeting the 

group reviewed its successes, current projects, and set forth an agenda for the 

school year. 

The previous year members of the Coalition had formed four 

committees to address specific concerns in the area of health and human 
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services, education, housing and safety. Identified below are some of the 

projects that would occupy the committees' attention during the 1993-94 

school year. 

1. Health and Human Services Committee: the development of a 

Family and Wellness Center with the school district and the City of South 

Tucson; 

2. Education Committee: oversight of the new Extended Day Program, 

Summer School Program and Saturday Program at both schools with the 

YMCA and Tucson Audubon Society; 

3. Housing Committee: the establishment of a credit union to provide 

low-interest loans to community members for the purchase of a home; 

4. Safety: investigation of the problems created by the many bars and 

liquor stores in the area. 

Each of these issues is complex, and I hesitate to represent them in such 

a brief and simple maimer. What is important to identify is that each of these 

were directly and indirectly related to the school and its educational program. 

The Coalition provided an opportunity for parents and teachers to 

come together and converse in ways and over issues that had not been 

previously encoimtered in 1990-91. They talked about common concerns of 

safety for children and themselves. They explored issues of access to human 

services for the families and children, and they planned for after-school and 

extended day opportunities for the neighborhood children. A few members 

of the school staff, teaching assistants who lived in the area, the school 

secretary and principal, and a few teachers attended Coalition meetings and 

the retreats regularly. Some teachers became involved for awhile and then 
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stopped attending for personal reasons. Most teachers, however, expressed a 

desire to attend a meeting and continue or get involved in the future. The 

barriers the teachers dted to their involvement were language, the time of 

the meetings, safety, and a need to maintain a balance between their 

professional and personal lives. For most of the teachers, those lives are 

outside of the school neighborhood. 

Those who did attend some meetings and became directly involved 

with the coalition acknowledged what they saw as the benefits and power of 

the organization. 

1 think that the coalition gave a vehicle to really be able to walk the talk 
about telling parents that they belong in the school, you know. Before 
teachers used to say that, but then there was never a vehicle to do that, 
and I think the coalition has really helped. (R10594, lines 532-536) 

1 think it's powerful for the community people, for the parents. I've 
seen the changes that have happened with parents that I used to know 
before, just parents of kids in the school, and now they've become 
really empowered in thinking that they're able to change things for 
themselves and their kids. (R10594, lines 617-622) 

They're (the coalition) dealing with real problems and real community 
and taking real action that has a real impact (Re0594, lines 1058-59) 

But even those teachers who were not directly involved with the 

Coalition were quick to identify its importance to the school and the 

community. 

1 know very little [about the coalition]. As far I understand it is to mix 
the school with other facets of the community, mix the parents with 
other available services. ... I have started noticing, not a difference so 
much in my classroom, but... that they're getting more parental 
involvement and have parent power and that parents in the 
neighborhood are beginning to see, first of all what they are capable of. 
They are beginning to feel more powerful and beginning to see 
relationships among the different services in the community. But it is 
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just beginning. I know that some parents have been working hard for 
over a year, but it takes a long time to get a ball like that rolling and I 
see just the beginnings of that now. (Tf0594, lines 164-178) 

In addition to these different forums for teachers, parents , and 

community members, several teachers sought and developed other ways of 

commimicating and meeting with parents. In October, two first grade 

teachers began to hold cafecitos with a few of their parents. These informal 

gatherings with parents over cotfee brought forth some surprising discussions 

for the teachers. The parents asked questions about the school program and 

the change process. The cafecitos turned into dialogue sessions for both 

parents and the teachers. They shared their perspectives of learning and 

schooling. Parents talked about their own learning experiences as children 

and what they wanted for their children. The cafecitos became regular events. 

The word of the meetings spread, and parents who had children in other 

classes joined the group. The teachers involved and the ECC Project staff 

members who helped with the sessions were surprised by the interactions 

and the importance of the sessions for them and the parents. 

They (parents) love the cafecitos. They come to the meetings and really 
share their feelings about their personal lives, about their lives in 
Mexico, their education, the education they got compared to the 
education they want for their kids. They really want the best for the 
kids. That's why I get really upset when I hear that the parents, or like 
this population doesn't have any values. They really do have values. 
[The cafecitos] have given us an opportimity to see that we, as teachers 
and parents want the best for these kids, it's not just one sided. (Ti0594, 
lines 1100-1111) 

I've had the fortune to be part of that (cafecitos). Just sitting and 
talking to parents without an agenda, I thiiJc it's really, really amazing. 
Just the notes [inaudible] about what the kids are doing and invitations 
to parents on ways they might want to cormect with their kids on those 
topics at home. (Re0594, lines 834-839) 
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Those cafecitos to me, showed the power and depth of what parent-
teacher communication could be about From that day forward made it 
very difficult for me to sit in my own children's PTO meetings at their 
schools. If s just fundraising, not delving into questions and issues of 
schooling and parenting children.(I935). 

Coalition: Not Your Mother's PTO 

Previously, the only formal organization of teachers and parents was 

the Parent Teacher Organization (PTO). Now, something else existed or even 

had replaced the PTO. In the past the school had a PTO that was responsible 

for fundraising. Now teachers were uncertain if the group even existed. 

When asked who organizes the PTO meetings, teachers unanimously 

identified the school principal. Some thought there might be officers that 

worked with the principal, but all admitted they were not informed about the 

PTO and its current state at the school. No one was certain whether or not 

any PTO meetings had been held during the 1993-94 school year. One teacher 

surmised that the Coalition had replaced the PTO and that the Coalition had a 

greater impact on the school and its programs than the PTO. When asked if 

there was a PTO, one teacher responded 

No, there used to be. I think pretty much the Coalition has taken that 
place, you know, for those purposes. There are PTO funds, but I don't 
know. I don't know about PTO meetings. (Tj0594, lines 457-460) 

Consistently, teachers drew a clear distinction between the school's PTO 

(Parent Teacher Orgaiuzation) and the Coalition. For most, the PTO was a 

 ̂ECC staff members were given codes beginning with an "I" and followed by a number. My 
code is 12. 
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fundraising group. They saw the coalition as a much more viable force in 

influencing the community and the school. 

A PTO meeting, from my point of view is somebody getting up and 
saying something to the parents, or the parents maldng a decision 
about [fundraising]. Not having gone for a long time I can't really say 
how they are now, but that would be my perception. And with the 
coalition, it's more working together to try to solve problems, to try to 
look at issues in the community, to see how the community can work 
together with the school to do the different projects, the vacant lot, the 
youth center, the stunmer programs. (Rd0594, lines 698-706) 

The purpose of the PTO was to raise funds for extra activities and 

equipment for the school. Several teachers were quite candid about their 

views of the PTO. 

I think it's (PTO) an organization where the parents get together and 
express their concerns about the school and tty to better the school... 
you know help fund, fund raising type thing. Or if the school needs 
something that they can't get through the budget, maybe they can 
provide that for them. (Tn0594, lines 674-679) 

I don't really see it (PTO) connected with parent issues as much, and I 
don't know, I shouldn't talk about the PTA, but traditionally the PTA 
was always a place for the parents to meet the needs of the school not 
the needs of the parents and the school and the kids as a community... 
I mean, to me I never saw a real parent power in our PTO. It's always 
like, here is the money and to me it's always been let's use the parents 
to collect money. (Ti0594, lines 1117-1135) 

In general, the teachers were uncertain if there had even been any PTO 

meetings during the school year. None had attended any meetings although 

a few thought they might have signed up to attend but then forgot to go. 

It could have been that I signed up for one (PTO meeting), but didn't 
attend. (Ra0594, lines 1306-7) 

I know in year's past we were assigned one month that we had to 
attend the PTO meeting and that's how interested we were in it. 
(Ti0594, lines 1130-1132) 
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It's real low on my priorities since my perception is that it probably 
does function like most Flo's ... I would make time for a coalition 
meeting that's for sure. (Re0594, lines 1008-1012) 

I don't attend the PTO. I would if there was something that was going 
on that I felt was interesting, but not just because I gotta go, you toow 
what I mean. (R10594, lines 594-597) 

Teachers had drawn a distinction between the Coalition and the PTO 

and were placing greater emphasis on possibilities of more meaningful and 

influential connections that were coming via the Coalition to the school. 

I see people becoming more involved in the coalition than I do in the 
PTO or PTA or whatever the school is going to call it (Te0994, lines 
2543-2545) 

Activities of the Coalition spawned several connections with the 

school that became significant during the 1993-94 school year. One activity 

was the children's work on the abandoned lot near the school. The lot had 

become infamous in the neighborhood as a place for illegal and unhealthy 

activities. During a community walk the first year of the project, the students 

told teachers tales of the lot and expressed their concern over what was 

happening there. After some research, it was discovered that the lot was 

owned by the Qty of Tucson, and it had been in its current condition for 

several years. As students discovered later, the barren littered lot had a 

colorful history. The commimity walk taken that first year (1990-91) with the 

children launched a collaborative effort among students, teachers and parents 

to get the lot donated to the school. 

On February 10,1993, after a convincing presentation by several Ochoa 

students, the Tucson City Coimcil voted unanimously to lease the lot to the 

school for $1.00 per year. In the fourth year of the ECC Project at Ochoa, the 
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lot had become a focus of study for teachers and students. More will be 

discussed relating to the lot in the section on the school's instructional 

program. 

Another activity of the Coalition that connected to the school was the 

Coalition's involvement in the development of the TUSD Family Wellness 

Center for the communities of Ochoa and Mission View. Members of the 

TUSD Title 1 Department had planned a wellness center for the community. 

The planning had occurred away from and without the community or 

Coalition. The Health and Human Services Committee of the Coalition had 

been working on a similar project After some discussion, the two groups 

agreed to join forces and forge the cooperative development of the center. 

Thirdly, the development of the Extended Day and Summer School 

Programs brought together with Coalition members, members of TUSiys 

Title 1 Department, the YMCA, and the Audubon Society. Three groups who 

supposedly had the same goal and same intent, had little previous experience 

working together. 

Each of these efforts described above brought their rewards, tensions, 

and conflicts. As Coalition members addressed these tensions and conflicts 

they individually benefited from them as did the school and community. In 

working on the Lot Project, the teachers and students encountered limitations 

placed on their work by the district's field trip policy. Going to the lot, which 

was only a half-block from the school, was considered a field trip which 

required the advance submission of district forms and approval each time the 

children ventured to the lot. Teachers, with the school principal, had to 

discover ways around this limitation in order to make the lot more accessible 
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for learning. In addition, the children learned along with their teachers about 

easements and "green stakes" when they wanted to install water lines. 

Teachers and children were learning how to navigate the political world of 

regulations. 

The Family Wellness Center brought hope and conflicting views of 

how that hope was to be fulled. The District Administration had a plan for 

the center and a timeline for its establishment. Community members on the 

Health and Human Services Committee had their own ideas. Members of 

the Coalition made it clear that they wanted an active role in the 

development of the Center. A TUSD Governing Board member, who had 

previously been active in the Coalition and was now chairing the 

development of the district's wellness centers, became extremely dismayed 

during the process of working with the Coalition Committee. She withdrew 

from participation in the Coalition and threatened to withdraw district 

support of the Center. Coalition members seemed to be moving away from 

having those on the outside do things for them. They clearly were willing to 

work with others for the betterment of their own community and wanted 

their perspectives taken into consideration. 

We're not going to accept anymore what they [want to give us]. We're 
not going to accept it. We're going to work for what we want, for what 
we think we need.... If s the whole commimity getting together. 
(Commimity member, AERA 0494, lines 749-752) 

The center created a controversy that has spanned the last year (1994-95) 

with the future of the Wellness Center still in doubt. However, community 

members have remained strong in their commitment to have their voices 

heard and be part of this center's development rather than merely the passive 
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recipients of others' work and ideas. The TUSD Assistant Superintendent 

who had been a part of the Coalition but was now representing the district in 

the wellness center controversy saw the tension as a lesson in giving up 

control. 

We're talking about a community where we have done what we have 
always done, we've told them whafs good for them and now they feel 
they can make a choice. (Asayesh, 1993, p. 19) 

The Extended Day and Summer School programs seemed to encounter 

obstacles and barriers at every turn. Regulations, policies and philosophies 

from the funding groups dictated more clearly what couldn't be done rather 

than what could. Many of these policies ran counter to the ideas members of 

the coalition had about the type of extended day and summer school program 

they wanted to develop. State regulations required the children to be grouped 

and supervised in a manner that limited movement and interaction among 

and between children and adults. TUSD Title 1 had limitations on how the 

money designated for the summer school program could be spent and how 

personnel could be hired. The Arizona Department of Economic Security 

(DBS), which was funding the Extended Day Program had its own set of 

regulations that prohibited the development of the kind of program members 

of the Coalition had hoped to create. All of us who participated in the 

development of this program came to recognize the limitations within many 

of our social and educational policies and what we needed to do in order to 

make change. 

When confronting, politicians, social institutions, governmental 
officials, senators, and so, ahh, it's been a very difficult for most of us, 
for all of us. But I've seen also that after facing and eventually solving 
these problems has provided us with more strength to go ahead. 
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We've been careful to study and to research and to address some of 
these issues, because we don't want to alienate the government 
institutions, social institutions. We don't want to be confrontational 
[inaudible], so that we isolate ourselves from the, the society. But, uh, 
we don't want to wait that long either, and we don't want to give up 
that easily so it's something we just, ahh, which makes this, very 
difficult (Parent, AERA, 0494, lines 1125-1139) 

I think one of the things thaf s real hard is how social institutions 
relate to each other, school, and community, and government 
institutions [inaudible] and social services, and this whole big mix of, of 
[inaudible] is really figuring out how we collaborate . . . you've got 
social services agencies, and government agencies, and parents who are 
trying to figure out a new way of working together so is not [done] for 
you. I'm the politician, I make the policy, I set it, everybody follows it. 
But how do we really aeate that together, how do we build the 
strategies [inaudible] change together? How do we use the resources, 
the strengths and talents of people within the community? ... So it's 
really this whole mix of redefining how we relate to each other on a 
variety of different levels, from the personal all the way to the 
institution, and it's an incredible challenge. (114, AERA 0494, lines 
1159-1182) 

In addition to these new activities and forums, in 1993-94 , the school 

still held many of the traditional events described in 1990-91. The school play 

during the fourth year was "Desiree and the Seven Cacti" which will be 

discussed in the section of this chapter on the instructional program. Back to 

School Night and parent conferences and sixth grade graduation continued as 

mainstays within the school. However, these activities were no longer the 

only or primary avenues for parent participation. 

Summary 

Teachers, the principal, parents, and community members were now 

meeting in very different forums often in places within the community, but 

away from the school. The coimection among the parents, community 
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members, and school personnel had developed in a fashion far more 

meaningful that previous efforts. Members of the groups were working side 

by side on common issues to benefit both the conunimity and the school. 

Parents, teachers, and conununity members were discovering new ways of 

working together and supporting each other that had not even been thought 

about when we began our project work. These participants were learning 

about each other and their struggles in ways that challenged some previous 

notions they held about each other. Teachers' perception of parents, families, 

and the community were shifting as will be presented in the next section. A 

coalition member who was not from the neighborhood and was affiliated 

with a social service agency explained her learning this way: 

Social service professionals expect poor people to be grateful for tlie 
services that they are giving to them and the/re really annoyed when 
the/re not. As a professional, one of the things I've really started to 
examine out of my work with the Coalition is that appearance of being 
ungrateful or unwilling to work with the system. Is that really 
something else, that is, people sajring Tou're not listening'? (Asayesh, 
1993, p. 19) 

Lessons were being leamed and discoveries were made by all who were 

part of the process. As parents took action on their own behalf and on behalf 

of their children and community, the children saw their parents interacting 

in groups with politicians and educators. Children saw and often participated 

in community actions organized by the Coalition to make a statement or 

advocate for a change. They were present at meetings. They often sat in 

groups and listened to the discussion among the adults or assisted in 

recording information from group discussions. These experiences were not 

only benefiting the adults in the community, children were also witnessing 



154 

and participating in the kinds of powerful activities that would assist them in 

understanding the political nature of our society and how to make things 

happen on one's own behalf or on the behalf of the commimity. As one 

parent, Virginia Licea, often stated, 'Tor a long time we were asleep. Now we 

are awake." They were awakening to the possibilities for them, their 

commimity and their children. 

Section 2: 

Teachers' Views of Parents and Community 

It is not unusual for teachers to feel unsupported by parents . This is 

even more so in poor minority communities (Ascher, 1988). My work with 

the teachers at Ochoa also confirmed this finding during the first yeeir of the 

project. In the first interviews with teachers conducted in the spring of 1990, 

prior to the start of the project, parent involvement was defined by school 

personnel as both a problem and a solution. It was the one item that was 

mentioned and discussed consistentiy by all who were interviewed. It was 

clearly a priority and concern for those in the school. Additionally, the first 

time the staff came together in a dialogue session on August 27, 1990, the 

group spent time deciding which issue to begin exploring. The principal 

stated how she was interested in parent involvement because "what we are 

doing is not working." A definition of "not working" and how she would 

define successful parent involvement was left for a later dialogue session. 

The issue of parents and students' home-life became a theme that frequently 

surfaced in some way at many dialogue sessions throughout the school year. 



155 
Parents don't follow through. I took them (the children) to the library 
and got them all a library card but... (9/17/90 p.m.) 

[We need to] work on raising the value of school to the parents. I don't 
feel they value school. (9/17/90 p.m.) 

However, another look at the perspectives on parents and community 

held by school personnel during the fourth year yielded very different 

perspectives. By the fourth year teachers were expressing views of parents 

and the community as resources for the school rather than deficient and in 

need of assistance and/or unsupportive. 

1990-91 School Year 

In teacher interviews, teachers put forth their theories and views about 

parents, students' home lives and families. These theories held assumptions 

about the parents, homes, and families. Teachers felt that for many parents 

education was not a priority, and they did not value it. 

. . .  M a y b e  a  l o t  o f  t h e m  ( p a r e n t s )  d i d n ' t  H n i s h  s c h o o l  a n d  m a y b e  
education wasn't that important to them either. Maybe they had bad 
experiences at school. But for some reason, around this area, at least in 
my observation, [for] 90% of the parents, education is just something 
that you get through. If you get through it fine, if you don't, you get as 
far as you get... so I don't see that push that you need to finish school. 
(Tm0291, p. 23, lines 1253-1264) 

Another area of student behavior the school staff cited as a problem 

was students' lack of motivation to do their school work. This was also 

closely cormected in discussioi\s to the apparent lack of value for education 

from parents and the lack of parent involvement. 

I think the lack of parent involvement. I think the students really 
need to see, I mean I would like to see many more parents here in the 
school. ... I think if the kids see that their parents value this and will 
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come over [to school], that, they-the kids will value education more. 
(Rh0591, p.l5) 

Other teachers thought that parents did value education, but that the 

parents did not know how to help their children succeed in school. 

. . .  S o  t h e  p a r e n t s  a r e  f o r  e d u c a t i o n ,  b u t  t h e y ' r e  a t  a  l o s s .  T h e y  d o n ' t  
know how to deal with the rebellious son or daughter. Many don't 
have coping mechanisms. They don't have the tools that the middle 
class are aware of that much. They don't know where to get help. You 
see. But they want for their children what we want for our children. I 
have parents talk like that. (Tm0291, p. 18, lines 968-980) 

Several teachers felt that the children's home situations greatly 

influenced their ability to succeed in school and often served as a barrier to 

their achievement. 

. . .  I f  s  a  c a r r y  o v e r .  [ F r o m ]  t h e  h o m e  s i t u a t i o n s .  I f  t h e y  ( t h e  s t u d e n t s )  
have been doing OK and then all of a sudden they're not, if s usually a 
home situation or maybe the home situation always has been bad, you 
know, emotional problems. This one kid thafs failing, he's got all 
kinds of problems. (Tk0591, p. 2, lines 64-72) 

.. . What worries me sometimes are the kids that I see with such 
tremendous home situations facing them, that I worry more about 
them. Otherwise, I expect all the Hds to succeed. What surprises me 
are some of the kids who I expected to succeed who run into other 
problems. One of the kids I thought was going to make it out of here, a 
real, real bright kid, and she ended up [being] the earliest pregnancy 
we've ever had here. . . . She was Tohono O'odham and one of the 
things that she wanted to do was become a teacher and go back to the 
reservation. .. . Her mother was alcoholic and spent most of the nights 
gone and that left [her] without any kind of attention or direction, 
guidance. Halfway through sixth grade she was pregnant. Fourteen 
years old and pregnant. Oh God, that made me so mad. (Th0291, p. 10-
11, lines 531-574) 

Teachers described how the families' socio-economic status affected 

students' well-being and school achievement. For teachers this factor greatly 

affected a child's ability to succeed. They talked of how children's basic needs 
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such as food and shelter were not met thus eroding self-esteem and 

prohibiting children from concentrating on school work. Examples of how 

teachers explained these situations appear below. 

If s a very poor neighborhood. I've been to their homes and their 
families are poor. If s like I realized that some of these parents don't 
really know how to help, because they can't read themselves or they're 
not very, you know, they don't have a very high self-esteem or good 
concept about themselves. So, if they are feeling that way, they pass it 
along to their children. (Tdl090, p. 20, lines 1082-1095) 

. . .  P a r e n t s ,  m a y b e  b e c a u s e  t h e y  d o n ' t  h a v e  t h e  m e a n s .  M a y b e  b e c a u s e  
for whatever reasons they have to get up early to go to work and so the 
kids dress themselves and get to school I don't know whether ifs 
because of the water to whatever, I mean, I've got some kids that I 
would like to talk to the parents about having them come to school 
clean and coming to school with food in their stomach. I think a lot of 
times too, if we just know a little bit of the backgroimd of where the 
child's coming from, you can kind of understand why the child is like 
that. (Tdl090, pp. 21-22, Unes 1107-1168) 

We try to impose on our kids, you know, to learn because you wiU 
succeed. You will succeed in school if you read and write and blah, 
blah, blah. But many times our kids don't even have any food on the 
table. Just like [the superintendent] mentioned to the parents. If you 
read to your kids every day for fifteen minutes—' Well, ifs a 
wonderful philosophy, but if that child doesn't have anything to eat, is 
that child going to be worried about reading and succeeding at school? 
The child is worried about eating. (Ra0392, pp. 19-20, lines 1045-1058) 

Near the end of this first school year at Ochoa, I asked eight teachers in 

grades 1 through 4 to give me the names of two students who were 

succeeding in their classes and two who were not. The students listed would 

then be interviewed as part of our beginning data base on students' views of 

school.36 In addition, I asked the teachers to briefly state what they thought 

were the reasons behind the success or failure of these children. The first or 

 ̂This is explained further in Chapter 3. 
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second reason the teachers dted for success or lack of success was family 

support. 

When called to school to assist in dealing with a troubled child, parents 

were usually quick to respond. With the help of the community 

representative, parents (usually a mother or grandmother) could be at school 

within minutes if necessary. However, once there, it frequently became 

evident the parent was equally perplexed about what to do. This led teachers 

to the conclusion that "parents need training." The issue of training parents 

also often came forth in other discussions and interviews. Teachers felt that 

the school should offer more workshops for the parents on parenting skills. 

.. They (the parents) don't know how to discipline the child or the 
child gets away with everything and so he tries to pull the same thing 
here at school. But I think a lot of it has to do with the home, and I 
think sometimes parents need to be directed on what to do. (Tdl090, 
pp. 21-22, lines 1169-1176) 

Teachers did not see parents as a support for them or their children's 

education. Rather, they viewed them as struggling to make ends meet with 

little skill or ability or concern for their children's educational well-being. 

Parent complaints about the school, the teachers, or the program were 

rare at Ochoa. Disagreement with the school's program or actions were 

almost unheard of. For many at the school this phenomenon was accepted, 

tmquestioned, and even applauded. The school secretary explained this to 

me in the spring of 1990, 

Parents have a lot of confidence in the school. It is unusual to have to 
deal with an irate parent. Because of the confidence they place in the 
school, parents rarely question what is happening at school. 
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Teachers also talked about this phenomenon and identified it as trust 

from the parents in their professional expertise. However, some theorized it 

may have been related to other factors such as a cultural views brought with 

the families from Mexico, where the school and maestras or maestros are the 

unquestioned and respected authorities. 

. . .  T h e y ' r e  ( t h e  p a r e n t s )  r e a l  t r u s t i n g  a r o i m d  h e r e .  W h a t e v e r  t h e  
teacher says, you know. (Tpll90, p. 15, lines 774-776) 

[The parents] appreciate what you do for them. They put their trust in 
you. They know that if they send you their child, you will do what you 
can for them. (Pdl090)37 

One of the big differences, when I was on the east side [of town], parents 
did not accept labels as easily. If you told the parent that the child was 
learning disabled or the child was emotionally handicapped,. . . 
parents were real paranoid about the term and there was a lot of denial. 
This community, one of the big differences here at Ochoa, is that the 
parents are saying you're the professional. You're the one that's telling 
me whaf s wrong with my child. Now what are you going to do about 
it? So they are throwing it back at you, only because I think that's their 
way of saying, T do need help and I want you to help and I want you to 
tell me what I need to do.' (Tdl090, p. 22, lines 1180-1201) 

In the rare event when parents did raise a concern regarding a school 

program, they appeared to be easily appeased as this teacher explained when 

she began focusing children's math work on manipvilatives rather than on 

the textbook. 

. . .  A t  f i r s t  i t  w a s  a  r e a l  i s s u e .  T h e y  ( s t u d e n t s )  w a n t  t o  d o  t h e  
workbooks, and even parents. I mean thaf s a big part of it too. At 
conference times they will ask, "How come you don't do math sheets?" 
I have to explain the whole math program, process to them . .. [but] 
I've explained it to them. And they're real trusting around here, 
whatever the teacher says. (Tpll90, pp. 14-15, lines 743-776) 

Not tape recorded. This was taken from field notes written during the interview. 
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At a dialogue session, the school staff began to discuss modifying the 

existing language tracks and integrating students. Teachers surmised that 

some parents would be concerned because they want their children to learn 

English. For some families that is one of the main purposes of schooling, to 

learn English so that the child can then help the family get along in the 

English community and have a better opportunity to succeed. But the 

principal added her perspective to the discussion, 

. . .  W i t h  a l l  t h e  c h a n g e s  w e ' v e  m a d e ,  w e  h a v e  h a d  s o  f e w  c a l l s  a n d  
feedback. I don't anticipate any parental concern if we make further 
changes. (2/5/91 p.m.) 

In essence, the school staff attributed this lack of parental complaints or 

voicing of concerns as the parents' trust in the school. 

Some school personnel did however acknowledge that parents are 

often intimidated by the school and this may be another factor in their lack of 

connection to school and infrequent assertiveness when it came to their 

child's education. 

. .. Right now it (the school) represents the institution. Kind of like 
when I got encouraged to go to the University, but I was deathly afraid 
of the University. I was very afraid of failure, that I would not make it. 
And it posed to me this huge institution ... so I can understand how 
parents feel about the school being an institution and they feel this 
small. I think, attitude again, attitude towards our, the parents,... if s 
uneven ... If s imequal, you know, the attitude is, we're up here and 
the parents are down here. And if s not on an equal basis. (Ra0392, p. 
21, lines 1101-1140) 

You hear a lot of people say that parents just don't care, but I think 
every parent cares about their child. It doesn't matter.... [But] every 
parent is different. Some parents are real threatened, intimidated cause 
of teachers coming out to their house and they think that teachers 
know everything. (To0591, pp. 14-15, lines 763-783) 
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Teachers presumed that other issues might be affecting parents direct 

and active involvement in their child's education such as the parent's own 

literacy issues or the fear of deportation. 

.. . When we had parent conferences, there was one parent that wants 
to help [in the classroom], but the first thing she asked me is what am I 
going to be doing. I think she was atrsdd that I was going to have read 
with the kids read and [I] found out that as she sends notes back or 
even just her signature, that her writing is really bad and her grammar 
is not all there. So, a lot of parents have this fear and they really don't 
know, how they can actually help the kids. (Tdl090, p. 21, lines 1125-
1137) 

. .. And then here on this side of town, we have so many kids that 
come from Mexico and they (parents) think that sometimes if they get 
too involved, you know, that they're (immigration officials) going to 
find out they don't belong here and that they're going to be sent back. 
(Tdl090, p. 24, lines 1266-1272) 

There seemed to be a consensus among school staff that parents were 

in general ill-equipped to handle the burdens of raising children in this 

community. The demands of merely surviving and keeping children fed left 

little energy or time for parents to help with a child's school work. Teachers 

felt that parents' own literacy issues often interfered with what they were able 

to do with their children. Despite the past successes of parents in the 

community in getting rid of one principal and keeping the school from 

becoming part of a court ordered desegregation ruling in 1978, there seemed 

to be a perception held by school personnel of powerlessness among the 

parents and an inability to act on their own behalf. 

The question school personnel were asking was not only: "How can 

we increase parent involvement?" but also, "How can we help parents to 

better deal with life and be better parents?" Assumptions were being made. 
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opinions formed, the issue seemed quite clear for teachers as to the problems 

that faced parents and the difficulty in getting them involved in school 

activities. They also saw this missing involvement as a key ingredient in the 

children's success. Thus, they continued to ask the question, "How do we, as 

teachers, get parents involved in the school?" and "How do we get them to 

take more responsibility for their child's education?" Herein was the fodder 

for further inquiry throughout the year and years that have followed. 

After a year of questioning in the area of parent involvement and the 

home school connection, a teacher remarked at the last dialogue session: 

Actually, there are the things that no matter how much we manage to 
reform the school and education, we wouldn't be able to resolve ^ of 
these (home and family) situations. (4/24/91 a.m., pp. 37-38, lines 2033-
2037). 

Teachers' own sense of powerlessness to affect the situation seemed to 

be beneath their desire to seek answers. Even if they were able to effect school 

change, teachers felt they would not be able to change children's home 

situations and these home situations, according to teachers were fundamental 

to children's success or failure in school. 

1993-94 School Year 

During year four, the question of parent involvement no longer 

preoccupied the minds of school personnel as the most desired change. It had 

not gone away, but many teachers had begun to view parents and the 

community differently. The discussions about parents no longer centered on 

their lack of support, inability to cope or deficiencies. Teachers began 

recognizing the complexities of the relationship they had wanted to foster and 
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realize that perhaps it is a street that goes in many directions—a street with 

many resources. 

In the past the only role [the parents] ever had was giving money or 
solving a problem. But now it is changing and they're seeing the 
change. They see that we're not different. They come to meetings and 
they see that we are not different... if s like we're a team ... It takes a 
lot of effort... you have to get to know the parents and both of you 
have to feel safe with each other. (AERA0494, p. 28, lines 1030-1045) 

I've learned from parents that even if you're in low social economic 
area that doesn't mean that you don't care about the kids, that you 
want the best for them,... I will defend parents if we hear comments 
that the parents don't care, the parents don't read with them. I don't 
hear it as much now, but,... If s placing your own values on what you 
think parents should teach kids. If kids are not being read for 15 
minutes, well to me it is more important [that] parents are gonna 
worry more about where the next meal is, rather than to worry about 
reading to them for 15 minutes. That's more important to feed your 
stomal than to read for 15 minutes and some times we're not aware 
of those things. We just see our value system and so we place our 
value system on that child, not really knowing the background of 
where that child is coming from, because we don't visit that child's 
home, we don't know how they're struggling, we really don't know. 
(Ra0594, lines 1173-1226) 

. . .  P a r e n t s  w o u l d  c o m e  t o  s c h o o l  t o  t a l k  t o  y o u  a s  a  t e a c h e r  a n d  t h e y ' l l  
say, "You're the professional. What's best for my child?" BCind of like 
you can make the decision and I'll just support you and stand by you. I 
think that that was more so four years ago and now I think that parents 
are coming in, not as much as we would like, but I think we're getting 
more parents to come in and voice [their concerns]. So I think that 
little by little with this whole process of reinvention we're allowing the 
parents, we're empowering the parents, just like we're empowering 
the students.... And if it wasn't for this coalition I think we would 
still be, parents would still be in the same situation they were four 
years ago. (Td0594, lines 1158-1184) 

The efforts of the community members were creating connections to 

the school, the teachers, and to each other in ways not even mentioned in the 

teachers' wishes that first year. In addition, the school staff began to leam 
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more about the community. Those who had participated in some way in the 

Coalition activities expressed a change of perspective regarding the 

commimity and the parents. 

When I first came here, I came here with some stereotypes, that, "Oh 
God, these are all poor, violent people." You know, 'Tobredtos." And 
now as I've gotten to know the people that live here, that's really 
shattered the stereotype. I see them as just rich, rich culturally and 
everything else. (R10594, lines 523-527) 

T38: I think the community is filled with people who want the 
best for the children and adults who are striving to be the 
best themselves, uh, very caring people. 

I: Would you have described it in the same way four years 
ago? 

T: Probably not... (Tj0594, lines 422-428) 

These teachers became more firm in their belief in the importance of 

connecting to the community and recognized that the responsibility for this 

connection could not be solely laid upon the parents' shoulders. 

We have to understand. We work together, we don't know what 
they're doing, they don't know what we're doing. We need to work 
together so we can imite. (Ra0594, lines 1379-1382) 

So, part of what we're, I think about a lot this year, is building 
relationships with parents in the classroom and in going out in the 
conununity and seeing what's out there and exploring that and 
learning about that is to break down the walls of the school, to kind of 
build relationships. But it's a, it's a long process.... (Re0594, lines 883-
888) 

 ̂T = Teacher. I = Interviewer. 
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In general, the teachers and the principal agreed that the parents and 

the community were more involved with the school in more diverse ways 

during 1993-94 than in 1990-91. 

I've seen the changes that have happened with parents that I used to 
know before, just parents of kids in the school, and now they've 
become really empowered in thinking that they're able to change 
things for themselves and their kids. (R10594, lines 617-622) 

Parents come on field trips with me. If they're here early to pick up the 
kids, they stay and they work with their ki^. I have some parents, you 
know, who come on Wednesday's for a couple of hours, and they work 
with the kids or whatever they want to do. Some of them like doing 
stuff like making books, or others like to go to the centers a little more 
for the kids, or cooking with the kids. (R10594, lines 558-565) 

In addition, the principal cited the number of volunteer hours spent at 

the school had increased to 2966 hours during the 1993-94 school year 

(T.U.S.D. School Profile, 1993-94 ). Several teachers acknowledged this shift, 

but stated that they still desired more parent participation in their own 

classrooms. When pressed to further explain what they meant by 

involvement and how they thought that would benefit their students, one 

teacher had this revelation. 

Just a minute, an idea just occurred to me that as they (parents) know 
very little about the school I know very little about them. I mean, just 
the last two questions, seemed to work both ways. I mean, here I'm 
worrying that the parents don't wanna come into the school, they're 
afraid to come into the school, and I think I have the same feeling 
about going into the community and I just realized that, of those two 
(last) questions. ... Ha, ha, ha, it is the same relationship. I guess that 
(way) they feel toward us, is the same odd (way) I'm feeling toward all 
the things that are going on, that I don't understand. So I'm kind of 
afraid to set foot in [the community], and I don't know if I'm welcome, 
so [that] is exactly the same relationship. (Tf0594 p.2, lines 181-193) 
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The recognition of this relationship as one that is two-way and holding 

similar uncertainties for both parties (teachers and parents), was a profound 

shift from the way teachers had described their views during 1990-91. 

Summary 

Many teachers were seeing the parents and the community as resources 

rather forces to be reckoned with or changed. In some classrooms, parents 

were invited to work alongside children in activities where the parents could 

provide expertise as will be further explicated in the section of this chapter on 

the community and the curriculum. 

Through the coimections that were now being made between the 

school, the families, and the community, teachers had been provided 

opportunities to interact with parents and community members in ways that 

were previously non-existent. These coimections, interactions, and 

relationships offered school personnel another perspective on the 

community and parents. Teachers' views of parents and the community had 

been altered. Many were now seeing parents as caring and helpful in their 

efforts, rather than as incapable and unsupportive. In seeing them as caring 

and concerned, many teachers were developing an understanding of parents, 

families, and the community that allowed them to recognize resources and 

diversity rather than focusing solely upon deficiencies within the community 

and families. This recognition brought forth opportunities for connection 

between the school and the community in interactions and understandings 

and contributes to the major finding of this study: The overall nature of the 
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school's relationship with the families and community were shifting from 

one of disconnection to increased interactions and connections. 

Section 3: 

Community and Currictdimi 

Where Does It All Begin? 

My first meeting with Joey was after he had been in a fight at lunch. It 

was the third fight this week and another to add to the growing list of 

disruptions in which Joey had been involved during his three weeks at 

school. 

When I asked him about the fight and what had happened, Joey 

offered little more to the conversation than a yes or no. I wanted to get to 

know him a little and find out more about this new student who had 

become well-known in a short period of time, so I changed the subject, "Are 

you looking forward to the field trip to the desert tomorrow?" 

" I ' m  no t  go ing , "  he  r e sponded  w i t h  h i s  head  s l umped  ove r  and  

looking down. His feet dangled from the chair which was clearly too large 

fo r  h im .  "M y  teacher  sa id  t he re  a re  two  k i d s  w ho  don ' t  ge t  t o  go  a n d  I 'm  

probably one of them, but she hasn't told us." 

"What makes you think you are one of them?" 

"Only the good kids get to go." 

"Hmmmm, . . . What's a good kid?" 

"The ones who listen and do their work." 

"You don't do your work?" I inquired. 

"Some of it." 
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"How come you don't do all of it?" 

"Because, . "he paused for a while then quietly said, "I can't read." He 

continued to look at the floor and tear at a rubber piece that was hanging 

from his well-worn tennis shoe. It was a revelation that I had begun to see 

as a pattern with many of the disruptive students at the school, one that still 

hits me in the stomach when a child reveals this obstacle they work so hard 

to hide. 

There was a commonalty emerging from behind the reasons many 

students are sent to the office. ]orge can't and won't do the worksheets 

assigned by his special education teacher. He frequently rebels against her 

and the task, but he talks to me about the poetry that he writes about the 

things he sees around him. Mario is popular with the students. He's witty 

and good-looking, but he and his teacher frequently get into battle. He is in 

the sixth grade and cannot write. He spends most of his time in school 

disrupting, isolated in primary classes, or in the office—when he doesn't run 

away. 

The stories pass through the office daily with what teachers point to as 

the common thread: "No support at home." But perhaps it is more than 

that? 

Many researchers have cited the cultural mismatch between the 

home culture and the school culture as a contributing factor in the academic 

failure of Mexican Americans (Losey, 1995). This mismatch is foimd within 

the curriculum of the school including the structure of the school, the 

content of study, and in the pedagogy utilized by teachers. An examination 

of these features of Ochoa's instructional program during the first year 
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revealed many aspects that researchers have identified as problematic. A 

parallel examination of these aspects of Ochoa's instructional program 

during the fourth year indicates that many of these elements were 

dissipating or shifting. Connections between the home culture and the 

school culture were developing. 

In the previous two sections, description and analysis of data about 

the activities in which parents and teachers engaged and teachers' views of 

parents and families revealed a major development in the school: The 

overall nature of the school's relationship with the families and commimity 

were shifting from one of disconnection to increased interactions and 

connections. In this section, additional description and analysis of data 

about the school's instructional program will be discussed. They further 

highlight this major development in the school. 

Three sub-sections make up this final part of Chapter 4. The 

Community and Curriculum involves developments within three parts of 

the curriculum of Ochoa: The structure of the school's bilingual program, 

the content of study, and pedagogy utilized by teachers. These three 

components of the school's instructional program are presented by 

comparing the features of each curricular development during the first and 

fourth years. 

One significant feature of the school was the structure of the bilingual 

program. Children were separated into various classrooms according to 

their language of dominance. Children were placed in the bilingual 

(Spanish) or monolingual (English) track throughout their time at Ochoa. 

By year four this tracking of children according to language had developed to 
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a place where children who were either bilingual or monolingual were 

integrated in classrooms throughout the school. 

At the beginning of the project, the content-of-study was largely 

determined by state or district adopted curriculum and textbooks. The 

content-of-study at Ochoa seemed to vary little from schools throughout 

Tucson, even those with very different demographics than Ochoa. By year 

four, teachers' thinking about their cuxricular decisions had developed to 

include children's barkgroimd and interests in decisions about the content 

studied. Some teachers had also come to see the community as a place and 

source of study. 

Another development in the school's instructional program was in 

the pedagogy utilized by the teachers. Initially, teachers and students held 

and maintained traditional roles regarding responsibilities in the learning 

process. In the fourth year, teachers were striving to shift some control for 

the learning process to students. The teacher's role was shifting from teller 

and controller to facilitator, observer, and guide. Children were being seen 

as resoturces in the learning process rather than recipients of information. 

Children were deciding what they would study and how. Children were 

allowed and encouraged to work together on projects. With all of these 

developments, uncertainty was replacing the clarity that many at the school 

had held about the content-of-study and the role of teacher and student. 

In what follows, I discuss in more detail each of these 

developments/findings and also show how these developments/findings 

are reflected to the major finding of this dissertation: The overall natiire of 
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from one of disconnection to increased interactions and connections. 
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Structure of the Bilingual Program 

One of the most prevalent structures in the school in 1990-91, was the 

organization of students according to their language of dominance. This 

was done to "meet the language needs of the students." It was a critical 

feature of the school's bilingual program. By year four, this structure had 

eroded in most classes throughout the school. Many teachers had come to 

believe that the integration of students by language would be a better vehicle 

to bilingualism, as well as alleviate some of the dissension within the school 

among children. 

1990-91 School Year 

In 1990-91, students at Ochoa were organized in much the same way 

as most elementary schools, by traditional age and grade-level groupings. In 

addition to the regular grades of kindergeirten through sixth grade, three and 

four-year old children attended the early childhood program. A Parent and 

Child Education (PACE) program existed for selected four and five year-olds. 

In 1990-91, the school had offered a bilingual education program for 

approximately 20 years. For 18 years of those years, the school had been 

divided into two tracks called bilingual (Spanish speaking) and monolingual 

(English speaking) classes. A bilingual and monolingual^^ class existed at 

These terms, bilingual and monolingual, were assigned and commonly used by school 
personnel when discussing the different classes. The bilingual students were designated as 
Spanish-dominant. The monolingual students were designated English-dominant. 
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each grade level (K-6). Once assigned to a specific track, students rarely 

moved to the other class or track. Thus, students usually spent their years at 

the Ochoa in either the monolingual class or the bilingual class, with the 

same classmates each year. 

While the program had been in existence at the school for 20 years, in 

1990-91 teachers expressed uncertainty and confusion about its purpose and 

methods. The principal described the bilingual education model used at the 

school as one of maintenance. However, teachers who either taught 

bilingual or monolingual students differed in their view of the model and 

its purposes. Questions about bilingual education arose during a dialogue 

session (2/5/91) around whether or not students should begin receiving 

more English instruction at a certain grade, how to transition students into 

English, and what did language maintenance really mean? 

Some teachers, because of their own experiences in schooH^ as native 

Spanish speakers, were skeptical about the intent and purpose of bilingual 

education. There was a debate as to whether the school's program was 

providing students sufficient opportimities to leam and transition to the 

English language. Upper grade teachers were concerned children were not 

learning English after being at the school for several years. 

I have students who have been in tlie system since kindergarten and 
they can't write a ... single sentence ... in English or Spanish. 
There's something wrong with the system. (Tm0291, p.ll, lines 551-
561) 

Several of these teachers, themselves native Spanish sp>eakers, told stories of their own 
experiences in schools and the difficulties they encountered in a time when bUingual 
education was nonexistent. 
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The principal, who had arrived in Tucson from Cuba at the age of 

fifteen and attended a local high school, spoke emotionally of the difficulty 

and treatment she encountered, and remained adamant about the need and 

importance of providing students with the opportunity to maintain their 

native language in addition to learning English. 

In general, the teachers also spoke of their childhood experiences in 

school as Spanish speakers. These experiences evoked strong emotions and 

served to legitimate the approach to bilingual education each was taking in 

their individual classrooms. What was clear was that teachers enacted 

different approaches and philosophies in their classrooms as evidenced by 

these explanations. 

In the afternoon, we do ESL,... English as a Second Language ... 
we're actually using the IDEA BCit, but I don't use that everyday ... 
Like the one activity that we're doing that I have been writing in 
Spanish is, I read them a story in English, 'What is a mother?'... 
Every time I would read a page in English, I would have one of the 
students translate in Spanish ... what I had just read and then we 
would discuss it. (Td0591, p. 20, lines 1071-1099) 

A lot of people see it as a negative to have bilingualness and have to 
do reading, language and all that stuff, but I see it as a plus. They 
leam two different languages. They leam to read and write and speak 
two different languages, and they basically have the advantage in the 
end. It might be a little hard now. A little extra work for everyone, 
because the kids have to do English and Spanish reading. English and 
Spanish spelling, but I think if you go about it in the right way and 
have the right attitude about it, it's OK If you don't give it that 
negative, negativeness, then it won't be negative to them [because] we 
have so much to do because we have to do it in both languages. 
(Tgll90, pp. 12-13, lines 638-666) 

Bilingual means being able to speak two languages, and the way I see 
it here, you can only speak one language most of the time in the 
classroom. Very rarely, there might be two or three students who are 
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truly bilingual in the classroom of a monolingual teacher and then 
there might be maybe one or two English speakers who have enough 
English in the bilingual classroom. But for the most part it's 
monolingual Spanish and monolingual English. (Tn0291, pp. 14, 
lines 742-756) 

The philosophies among the staff seemed to vary from advocating for 

full maintenance of Spanish to one urging that the children learn English 

because instructing them in their first language of Spanish may do them a 

disservice. What became clear during the discussions and interviews was 

that there was no shared understanding of bilingual education and its value. 

One teacher centered on the diverse interpretations of bilingual 

education during an interview: 

One thing, there's several models of bilingual education [here] .. . 
Some teachers aren't even following that [maintenance] model, not 
even near that model. ... I think there are more monolingual 
Spanish classes occurring here at Ochoa. (Tm0291, p. 10, lines 536-551) 

Another teacher talked about a philosophical conflict she recently had 

with another teacher: 

I have my own philosophy of what bilingual education is because I 
have been involved in it, but then one has to be patient with people 
who don't know what bilingual education is about. But some people 
still are very, very adamant about their ideas. Last year, I remember 
that [another teaser] felt that we could translate whatever was going 
on, because that was her perception of bilingual ed[ucation]. And so 
that's how she wanted to go with it, translating. And so I had to put 
my foot down because that is totally against my way of teaching. I 
would not be involved. I just couldn't do it And that's what I had to 
say. I said, "I'm sorry, but I won't, I won't do that, because it's against 
my way of teaching." And that was enough for her to try it the other 
way. Do you know what I mean? And it wasn't like my way is right, 
but it uses too much time. I knew that translating was not the way to 
go. (Ra0392, pp. 53-54, lines 2910-2967) 



175 

Although Ochoa had been designated a bilingual school for 15 years 

and the average tenure of the teachers at the school was 11.3 years, the 

differences in teachers' beliefs about bilingual education seemed as varied as 

the degrees of bilingualism among their students. 

Students also had views about the issue of language and its relation to 

their school work and each others. The Spanish classes and the English 

classes rarely worked together. For academic work, the children remained 

separated in their respective classes. Few formal opportimities were 

provided for the students from the two classes to interact with each other. 

In addition, the school was not only segregated by language, but there 

was separation of teachers and curriculum. Teachers rarely interacted with 

each other around instructional issues. Each had designed and 

implemented their own programs. Thus, children from the different classes 

also rarely interacted with each other. This segregation of students along 

language lines also appeared to promote a side-effect in the relationships 

among the students in a negative fashion as this first grader explained: 

12'^^: What do you mean they fight too much? 

S: They're, they're getting rough with us. They're getting 
rough with the, ^e English first grade, first grade boys. 

12: Who's getting rough with the English first grade boys? 

S: Um, the Spanish first graders. 

12: The Spanish first graders are? 

S: Yep. (S9, p. 5) 

I=interviewer. S=student. 



176 

When the students did come together as part of an all school 

assembly^ the bilingual and monolingual students were seated on opposite 

sides of the room, an action the principal found "unacceptable" during her 

first year at the school. 

I couldn't believe it. The bilingual classes and teachers were seated on 
one side and the English classes and teachers on the other. No one 
seemed to think there was anything wrong with that since that is the 
way it had been for a very long time. (A4,5/90) 

This segregation was something she identified as an "area of concern" 

and one she wanted to change. It was a theme that arose throughout the 

dialogue sessions the first year. 

When bilingual students and monolingual students were together 

each day on the playgroimd at lunch recess, they seldom interacted with 

each other. The difference in class assignments seemed more than a 

language and commimication barrier. It seemed to be at the root of the 

frequent disruption and fighting that occurred before or after school and 

during recesses. The principal regularly spent a large portion of her day 

trying to mediate differences among students. 

Students interviewed in May of 1991, were asked what they would 

like to change about school. Without exception, all students interviewed 

spoke immediately of the fighting that was occurring among students and 

between classes. 

12: What kinds of things would you change or would you like 
to make better about Ochoa or school? 

S4: Stop all the fighting. 

12: Stop all the fighting? Is there a lot of fighting? 
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S4: Yeah. 

12: What's that about? 

S4: Like some people like to start the fights. Like, like the, they 
say things that aren't true about their moms and stuff. 

S13: Like they say bad words to their moms and all that or they 
say and they say it back and they start slugging each other 
and then they start fighting.... 

12: ... Do you guys ever do anything with the other third 
grade class [bilingual class]? 

S13: Play outside. 

S4: We're starting, we're starting to do something with them 
but then it stopped. 

12: What do you mean? 

S4: We were like changing classes. Half of their class will go 
into our class and half of our class will go into their class . . 
. .We don't do it an3anore.. .. 

12: What would you do when you changed classes? What 
kinds of things? 

S4: We would do math. 

S13: And they teach us their Spanish. They teach us in Spanish. 

12: Oh. So you learned some Spanish. 

S13: And if they don't know Spanish, to teach them English. 

S4: Yeah. 

12: Did you like that? 

S13: Yeah. 

S4: Yeah. It was fun, but then we stopped. 

12: You stopped? 
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During the first year, two fourth grade teachers tried out a different 

structure of grouping children for language instruction. They wanted to 

promote better relationships between the two groups of children. Instead of 

separating the children into two classes along language lines, they brought 

the children together periodically by mixing the children ft-om their two 

classes. 

Originally our motive for mixing them were, was that last year there 
were many problems with conflicts between the two fourth grade 
classes because of the separation in the, or we thought it was because 
of the separation from the bilingual to the monolingual. So, at the 
very beginning of the year, we diought in order to try to put an end to 
that, we would start mixing the classes. We found out that there's so 
much more happening than just not fighting. Students are learning, 
predominate Spanish speaking students are learning more English 
and speaking more English. Predominantly English speaking 
students are learning and speaking more Spanish. So, it's really aii 
ideally bilingual situation. I'm learning more Spanish and speaking 
more Spanish. (Tjl290, pp. 11-12, lines 579-610) 

Other teachers expressed their varied opinions about this strategy of 

mixing children with language differences. 

It's this whole thing of this Spanish/English issue. I think the school 
system really underestimates the talent our children have as far as 
languages. For one example, they already speak Spanish. They're 
learning English, but why limit it to English and Spanish? They're at 
an age and tiiey have the talent to leam more languages at this age. I 
feel very strongly about that You know look at our European 
population. They speak 4 or 5 or 6 languages just to get a job they 
have to know that many languages. They can do it, why can't our 
kids do it? (Ti0591, pp. 6-7, lines 327-343) 

Well, I know that it's real nice to say it that we want to combine all 
the classrooms. I know some teachers who don't feel that they are 
educated well-enough to be a bilingual teacher. I think that makes it 
hard. I mean, I wouldn't mind doing it, but I wouldn't like to be 
evaluated on it. (Tn0291, p.l5, lines 811-824) 
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Or the fact that the English is better than Spanish. It's sick. If you 
know two languages, you're rich because we've got only one. You 
know, it's equally important to know both. It's like English is better 
than Spanish, but that's not true. (To0591, p. 17, lines 918-925) 

Additionally, these two fourth grade teachers had the sense that 

within the classrooms students were beginning to mix and become 

acquainted. Out on the playground, however, it was a different or rather the 

same story. The fourth graders still separated themselves along language 

lines. They only played with those students from their assigned class. In 

November of that year the teachers' attempts to bring students together 

came to a head. The fourth graders who had previously been separated by 

language, once again on the playground divided themselves accordingly and 

began throwing rocks at each other and name-calling. Nearly all of the 

fourth graders were involved. Neither I nor the principal were present that 

day, nor were the fourth grade teachers who were attending a Chapter 1 

math inservice, but we all heard about it and had to deal with the results the 

next day. 

When I arrived at the school the morning following the event which 

has become known as the Rock War, the secretary greeted me with, "You 

missed the riot yesterday." A few moments later the two fourth grade 

teachers were in the office literally crying on my shoulders over the episode 

as I held the phone to my ear trying to explain the situation to the school 

principal who was home ill that day. The teachers were hurt and stunned. 

They thought things were going so well with the children only to discover 

that what they thought was teamwork may have been misunderstood. 

Different versions and analyses of this event have unfolded during the past 
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three years. (For one version see Smith & Heckman, 1994). What it did 

demonstrate was the depth of the division between the two designated 

language groups of children. 

In 1990-91, the structure of the school's bilingual program was one of 

separation and segregation. Children were separated into assigned classes 

according to their language of dominance. Teachers surmised that this 

separation may have been a contributing factor in the children's hostility 

toward each other. The principal argued for the integration of students 

because she was frequently dealing with the results of the dissension 

between the two groups of children. 

I have been dealing with discipline all day for the last quarter and I no 
longer want this to continue. I feel all students should be integrated 
and the segregation should stop. (2/5/91 a.m.) 

Teachers also held varying beliefs about bilingual education's purpose 

and practices as is illustrated by excerpts from this dialogue session on 

February 5,1991, when the subject of the bilingual program and the 

integration of students was surfaced by the principal: 

T^: Parents want their children to leam English. 

T: It scares me about integrating kids.... Why can't we wait 
to teach our kids Spanish? ... 

T: What is bilingual education? (2/5/91 a.m.) 

T: There are different kinds—immersion, transition, 
maintenance. . . . 

T: [I have a] misconception. I thought there was a transitional 
model here. 

 ̂Each of these statements are made by different teachers during dialogue sessions on 
February 5,1991. 
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T: Me, too. (2/5/91 p.m.) 

Teachers went on to tell their own stories of coining to school as 

Sparush speakers. Due to their own experiences, teachers had developed 

views of bilingual education ranging from one of support for the 

maintenance of Spanish and the development of English to one of 

transitioning the children into English-only instruction as quickly as 

possible. They also had differing views regarding the importance of the 

development of Spanish for English dominant children. 

In 1993-94, the structure of this bilingual program had been 

dismantled. Children were integrated in several ways and had learned more 

about each other. Teacher's were expressing a consistent recognition of the 

value of bilingual education for all children at Ochoa. 

1993-94 School Year 

Several structures of school had been altered by the fourth year of the 

project. Most children were being integrated into classes by both language 

and age. Multigrade classes existed in the intermediate grades, and some 

had formed in the primary grades for all or part of the school day. Teachers 

had also combined bilingual and monolingual children in many classrooms. 

The clear separation that existed during the first year of the project was 

much less obvious and had been modified in some fashion throughout the 

school. Below teachers and children express their views about this 

integration. 

.. . And what I think is great is having the Spanish and English kids 
mixed. They really helped each other a lot. The Spanish kids try to 
leam English and the English kids, they try to communicate with 
Spanish speakers ... they try and play with each other. They're 
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teaching each other. Just seeing that really means a lot. (Ts0594, p. 16, 
lines 521-527) 

We celebrate the attitude of the children toward language. That was 
just phenomenal to me. I just celebrate that up and down, jump with 
glee Caughing) can you see me jumping up and down? ... I 
remember the first day of school, [a student] comes in with his dad. 
He is clinging on to his dad. So the dad says, "Well, [his son] doesn't 
understand Spanish." So he is concerned about this. And I said, 
"Don't worry, you know, if his dominant language is English then we 
would approach him with it" He will be talking in his [dominant] 
language. I said, "Now a days we need to develop bilingualism in oiu* 
kids. This is the way to go." So towards the end of the year, I would 
just give directions in Spanish and [his son] would totally translate. 
He understood everything and so it was like, it was so exciting... so it 
was just that openness, acceptance of the language. The acceptance 
was just wonderful. It's just natural when we talk with two languages 
in the room, when we speak with two languages and one helps the 
other vice versa. (Ra0594, pp. 54-55, lines 1732-1780) 

Children also talked openly about the shift for them by describing 

what most of them thought was a change for the better no matter what 

language they spoke. 

12: [W]hat do you think about mixing two languages together? 

S30: It's all right, I enjoyed it, I mean like Sparush in the play I 
was uncomfortable with that at first and then I got used to 
it. 

12: Do you speak Spanish? 

S30: No, I just, for the play I did. 

12: Are you learning it? 

S30: Just, yeah, off and on, because most of my friends are 
Mexican.. . they ask if I want to leam Spanish, but I don't 
think so. (S30-94) 
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12: [W]hat do you think of mixing the children by languages 

now? They're not separated anymore, do you remember 
when they were separated? 

S29: Umhum. 

12: One class was an English class and one class was a Spanish 
class? Do you remember that? What grade were you in? 

S29: Ahh, first I think. 

12: And what, and what do you think of that mixing? 

S29: Mixing, I think it's better. 

12: Why? 

S29: Because they, they, what happens if they have English 
friends in their classroom. .. . And they get to like, to learn 
how to speak English, like the teacher knows how, you 
could tell em how to speak English in each class.... They 
can, they can understand Spanish, but they can try to 
understand English. 

12: So that helps them leam both languages? 

S29: And then, in our classroom there's like, remember I told 
you there was three or two? 

12: Umhum. 

S29: Ahum, and that means that they have to try to understand 
[the teacher], and she speaks English, and sometimes they 
do, even if they're pure Spaiush. (S29-94) 

It seems the need to separate children by language in school was not 

as important to children's success as previously thought. It seems the 

children might have known this all along. As one student who speaks both 

English and Spanish revealed: 

12: [W]hich language do you use most at school? 
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S54: English ... cause most of my friends talk English and I 

don't know I like that. It's easier for me to talk English 
than Spanish cause I'm used to talking English. 

12: When do you use English and when do you use Spanish? 

S54: I use English in school and at my house, and when I'm 
with, when I'm with Mends. And I use Spanish when I'm 
around my grandma. Sometimes at home I use Spanish, 
too with my dad, and when we go to Mexico.... 

12: [W]hich language did you start speaking first when you 
were a little kid? 

S54: Spanish. 

12: Really? When did you start English? 

S54: When I was like, probably three years old. I'm not, I, I 
tadked a lot of Spanish most [inaudible], but now I talk 
more English. 

12: Hum, and you don't know how that happened? 

S54: No, I don't l^ow, just my parents are bilingual. 

12: So they would talk to you in both and so you started 
speaking both? 

S54: We talk bilingual, when we talk we say one sentence it is 
not all English ... Spanish with English.. . . 

12: Would you get mixed up? Do you get mixed up 
sometimes? 

S54: No, sometimes I don't, well sometimes I do, I don't 
understand some Spanish words that my aunt says in 
Mexico, she talks fast and.... I don't get a chance to catch 
all the words. 

12: [W]hen you were a little kid and you're learning and you 
hear Spanish and you hear English, do you separate them 
too? Did you know the difference, or did you think they 
were all one language? 
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S54: I thought they were the same, I thought everyone knew 

bilingual. 

12: Really? And when did you find out that everyone doesn't? 

S54: When I got into, when I went into school like in first 
grade. My teacher, my teacher used to talk to us just in 
English. No one here knew Spanish/English. (S54-94) 

According to this fifth grade student she had no trouble with learning 

English and Spanish at the same time. Her surprise came several years 

earlier when she entered school and discovered the difference for others. 

With the reduction of student separation by language, student 

interaction increased across languages, and most students reported using 

both languages at school even when only one language was spoken at home. 

15: Do the kids in your class speak Spanish and English? 

S85: Ya. 

15: What languages do you speak? 

S85: Both. 

15: [Wlhich language do you speak at home? 

S85: English. 

15: You speak English at home.... Do you speak Spanish 
here? 

S85: Umhum ... I'm bilingual and I speak both of them. (S85-
94) 

12: What language do you like to use most? 

S14: English ... ya, to, to leam [the] most. 

12: So that's why you like to use it cause it makes you leam it? 
What language is easiest for you? 
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S14: Spanish. 

12: [WJhich one do you use at home? 

S14; Spanish, my parents speak Spanish, just Spanish. 

12: [T]hat's really nice that you know both languages, huh? 

S14: Ya. 

12: Is that something you're proud of? 

S14: Ya. (S14-94) 

Even the school play, Desiree and the Seven Cacti was embracing the 

mixture of languages at the school. The differences between the 1990-91 all-

English version of The Wizard of Oz to a greatly modified bilingual version 

of Snow White and the Seven Dwarfs, were obvious. Several intermediate 

students worked with an ECC staff member to rewrite the script to fit more 

with their world. Thus debuted the Sonoran desert version of Desiree and 

the Seven Cacti. The children changed the setting and several of the scenes 

to accommodate the desert theme. They also rewrote the script to 

incorporate codeswitching, a mixture of Spanish and English within the 

same sentence. Codeswitching was a normal way of communicating for 

many of the children in their homes and community. 

Despite the positive results of this integration which teachers and 

students have described above, a great deal of uncertainty still prevailed 

regarding the bilingual program. With the great amount of mixing of the 

students, teachers remained as uncertain about how to positively promote 

bilingualism as they had been during the first year. They wondered if there 

should be certain times within the school day where children would again 
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be separated for ESL or SSL43 instruction. Some teachers continued doing 

just that because of their strong beliefs about bilingual education and the 

way to promote second language acquisition. Others wondered if complete 

integration of children throughout the day would be sufficient to the 

development of language and academic success for children. This is a 

question that remains at the school in 1995-96. Nationally, the debate also 

continues to rage on (Garda, 1994). 

Summary 

By 1993-94 all teachers were integrating students by language for some 

part of the day. For many teachers, this integration was a core part of their 

program and occurred throughout the entire school day. Teachers felt this 

integration contributed to the development of biUiigualism among all 

students. Students were no longer separated primarily due to language. 

One of the discoveries that teachers made through this integration 

was that many of the children who had been designated as English 

dominant speakers also spoke Spanish and began to do so more freely in 

their classes with their classmates. In many, if not most of the homes in the 

neighborhood, Spanish is spoken. However, under the previous 

arrangement of segregation, children would leave an important part of their 

home-life at the classroom door when they entered their English only 

classes. The integration of children by language allowed and encouraged 

 ̂ESL is an acronym for English as a Second Lcinguage instruction. SSL is Spanish as a Second 
Language instruction. 
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children to naturally express themselves as they did at home using all their 

tools and knowledge and to continue their development in both languages. 

The language we speak is an important part of who we are. When 

that part is limited by forces outside of ourselves or denied in some way for 

educational purposes, we are limiting, albeit indirectly, the child and failing 

to acknowledge all that he or she is. The separation among the classes had 

been a separation between the home-world of the child and the school-

world. As one student put it, she thought everyone was bilingual until she 

went to school and learned about differences rather than diversity. 

The children who primarily spoke Spanish were also being limited by 

the school's structure. They had few opportunities to interact with English 

speakers, which would have assisted in the natural development of this 

second language. Instead they were provided instruction in learning 

English throughout their time at the school. This was a practice that seemed 

to have minimal results as expressed by the teachers. In addition, the 

perception that English is more highly valued than Spanish was present in 

the school and in society. Thus, in order to be valued, these children might 

have concluded that they must learn English, illustrating again the 

disconnection between who a child is—his language, backgroimd and home-

life—and what the school may be telling him he needs to become. By 

bringing the children together and providing an environment that valued 

and encouraged the use and development of both languages, the school 

bridged one of the major disconnections between home and school for many 

of the children and acknowledged children's resource of language rather 



than imposing an artificial separation and seeking the development of 

primarily one language, English, rather than two. 
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Content-of-Study 

Two specific findings surrounding the content of study within the 

school stand out as different from year 1 to year 4. These findings will 

further underscore the overall finding dted at the beginning of this chapter: 

The development of increased connection among the school, families and 

commimity. The first is the acknowledgment of and utilization of 

childien's prior knowledge, background, and interests in deciding what and 

how students study an area. This acknowledgment was illustrated in the 

previous section around the issue of bilingualism or language and will be 

expanded upon here in yet another dimension, the content-of-study. 

Secondly, in 1993-94, many teachers were utilizing the commimity as a 

source of study and exploration as well as use parents' expertise in school. 

Moreover, several teachers were moving from traditional curriculvun 

dictated by curriculum guides and texts to identifjdng more culturally 

relevant studies during the four year period. 

1990-91 School Year 

During 1990-91 the content-of-study throughout the school consisted 

mainly of district adopted or approved textbooks. In the spring of 1990, the 

district adopted a new reading and language arts series which is said to 

utilize a literature-based approach to language and reading instruction. In 
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an early dialogue session^ one teacher talked about the difficulty she was 

having transitioning to this approach; 

This new reading series is forcing me to do many things differently 
and this has been difficult with a lot of lustration. Just the mere 
concept of not separating kids [for language and reading] is difficult A 
lot goes into it (09/17/90 a.m.) 

A similar program was also available in Spanish for use in the 

bilingual classrooms. However, teachers complained about the inferiority of 

this Spanish version when compared to the materials available for the 

English version. This inequity brought forth a frequent complaint from the 

teachers and the librarian regarding the insufficient amount and types of 

literature available in Spanish. 

Throughout the school, teachers were clear about the content they 

were to focus on with the children during the year they had them. Teachers 

from the various grades discuss parts of their programs below. 

A first grade teacher explained how she starts her day at 7:30 a.m. by 

reviewing her plans and the Teacher's Editions. She also discussed how she 

spends time setting out listening and activity centers for the children before 

they arrive. The centers and activities were related to what the children 

were reading in the reading text At the centers, children might play a game 

with vowels or "word bingo." When reading begins, the first thing each 

morning, the teacher begins by reading the story first and students follow. 

We read our Houghton-Mifflin reader. I read first, then we look at 
the illustrations. We talk about the illustrations. We ask the students 
what do you think the story is about? And then of course I get some 
answers... 
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. . .  I f  t h e y  a r e  n o t  s o  f a m i l i a r  w i t h  a  w o r d  I  w i l l  w r i t e  t h e m  o n  

the board. They also ask other students that know the word; they get 
involved with other students. They can go over to whatever student 
they want. They ask them about the word, and they write it... Then 
at noon we share them. And they read it themselves. Possibly they 
imderstand it more than I do; then when they don't know a word, 
they will circle that word, so I can correct it.... 

. . .  T h e n  a f t e r  [ t h a t ]  s o m e t i m e s  w e ' l l  h a v e  s i n g i n g .  I ' l l  p u t  o n  a  
record. We'll sing ... then we're ready for math at noon. Math [is] 
about the place value that I mentioned. We do that. We go over that 
again. They're involved, meaning that they have a little paper, a little 
ditto, and it's got the squares, and they tell me what's happening. 

.. .At noon, we do science. We talk about science. We go over 
the soil like I mentioned before. And at about 1:45 we have P.E. 
Either we play horseshoe,., horseshoe, or we jump ropes that are 
Dutch. Then it's about 2:10. What do we do at 2:10? Wait, if I have 
time I'll go into reviewing what we read. They check out books before 
they leave at 2:30. They leave at 2:30. I ask them what did you leam 
today? And they say we learned those words, and I have them on the 
board. We learned about place value. So we review everything we 
did in the morning.... So that would be my typical day. (T10591, p. 
10-11, lines 544-647) 

A second grade teacher explained her program this way: 

Well basically in the mornings it's pretty much routine . . . 
attendance, calendar, pledge, you toow, have the kids share anything 
that they want to share with the class. Maybe it was something they 
did over the weekend, or something we did the night before.... Or I 
share with them what I did.... Then we do a lot of types of things 
with the calendar What day is this? What day was yesterday?... 
That kind of thing . . .we do the same thing with the months, you 
know.. .. Sometimes I do it bilingually and sometimes we do it in 
Spanish one day and we'll do English the next day... . And that's 
pretty much routine. And then, we do our reading. And we do the 
writing and we do the math. And that's all in the morrung . . . 

. . .  I n  r e a d i n g  w h a t  w e ' r e  d o i n g  r i g h t  n o w  i s  I  s t a r t e d  t h e m  i n  
the, in the Basal, in the reader. And tlien when my student teacher 
started with me in January, she started doing the reading workshop. . . 
[But] I do a lot with brealdng down the, depending on the skill that 
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sentences and sentence strips and have the students make sentences^ 
break it down. When we're reading a story, I usually read the story to 
them so that they kind of hear the way the story should be read with 
punctuation where they should be.... Or I'll guide in reading with 
them. Sometimes I would have them do oral readings. Sometimes I 
have them do silent reading. Sometimes they do oral reading. So I 
try to vary it so it doesn't get boring 

. . .  W e  d o  a  l o t  w i t h  o r a l  l a n g u a g e .  W e  d o  a  l o t  w i t h  
vocabulary. There may be a center or a seat work that I may give them 
that they're having a hard time with or ... need to reinforce and I 
need to work on. ... And I spend a lot time with their reading. I 
mean, you know it's not just half hour and you're done. (Td0591, pp. 
1-6) 

A third grade teacher described different aspects of her program that 

included certain topics or themes. 

I did a unit last year on dinosaurs. It's just a real favorite topic at this 
age. They just loved it because there was a lot of on hands activities. 
We put bones together you know. We looked for fossils, it was just a 
lot of that kind of stuff. We made clay sculptures of dinosaurs. 

. . .  T h i s  w e e k  w e  j u m p e d  i n t o  b i o g r a p h i e s  o f  p r e s i d e n t s  a n d  
they chose a president they wanted to leam about and they were 
[sajdng], "Did you know that Jimmy Carter was the first president bom 
in a hospital?" 

. . .  I  s p e n d  a  l o t  o f  t i m e  o n  o r a l  w h o l e  l a n g u a g e  a c t i v i t i e s .  T h e  
whole morning is spent on that because I feel that any kid, and more 
in this area, kids really need a lot of language, because it promotes 
their reading, the writing.... I spend a lot of the major part of my 
morning on that because I feel that's real important . . . 

. . .  A n d  y o u  k n o w  I  a l w a y s  t r y  t o  f o l l o w  t h e  c u r r i c u l u m ,  b u t  I  
always feel like the kids social skills, their behavior ... the way they 
present themselves, the way they interact with other people, I think 
that is real important I think I spend a lot of time on trying to help 
them out, guide them along. (Tpll90, p. 2, lines 74-87; p. 4-5, lines 
175-182 & 209-253; p. 6, lines 277-288) 
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Multiplication consumed a large part of the fourth grade math 

curriculum as did the study of the state of Arizona. This fourth grade 

teacher explains a fourth grader's work: 

We've been working on multiplication and at the very beginning of 
multiplication. We were teaching the concept of course, and one of 
the ways we were teaching the concept was to have the children write 
word stories, word problems using multiplication 

. . .  W h e n  w e  g e t  i n t o  o u r  A r i z o n a  u n i t ,  t h e y  s t a r t  l e a r n i n g  
more about Arizona and plants and animals of Arizona and things 
that they have more experiences with. They are very surprised at 
themselves when they can name off all 15 counties of Arizona. And 
they have to do that. February 14, is Arizona's birthday. So, I usually 
begin my Arizona unit on that day, or I begin it maybe a littie while 
ahead of that [day],... At any rate, by Arizona's birthday, they know 
all the 15 counties and their final exam is to name them all on a cake 
that I make in the shape of Arizona. ... We do that instead of having 
a Valentine's party. And they've very amazed that they can 
remember all those, but they can! They do a terrific job of doing that. 
But I think, a lot of the way we're teaching it they remember it and 
they really, they get excited when something makes sense to them. 
That's when, something they're learning makes sense to them, if it 
doesn't make any sense, they don't really care. (Tjl290, pp. 1-3, lines 
49-129) 

Both sixth grades studied other civilizations such as Greece and 

Brazil. A sixth grade teacher spoke about some of the other topics the 

children were studying in social studies and science and the activities in 

which children were engaged: 

I assigned a chapter in social studies, divided it into sections, and I 
assigned sections to different groups and made them responsible for 
the knowledge in those sections and to present the information to the 
class using any methods that they thought fit. They drew maps, I 
think the topic was the seasons, using the globe and the sim 
expressing longitude and latitude and weather maps.... 
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. . .  A n d  w e  w r o t e  t h o s e  q u e s t i o n s  o n  t h e  b o a r d .  A f t e r  w e  l i s t e d  

all the questions, then we went through and we answered all of those 
questions in group 

. . .  N o w ,  w e ' r e  i n  t h e  s c i e n c e  b o o k ,  a n d  t h e  c l a s s  i s  d i v i d e d  i n t o  
three groups. This is on ecology, each group has one chapter. They're 
responsible for acquiring or obtaining the knowledge of contents 
of that chapter after which they will be given a test. They can look at 
the test. They have a copy of the test. They're memorizing the 
terminology; they're learning the concepts that are in the chapter. 
(Tm0291, pp. 1-2, lines 51-63; lines 80-85; lines 97-108) 

In no way is this list meant to be exhaustive. Rather it represents 

what teachers talked about in the interviews when they were asked what 

children were learning in their classes at that moment in time in 1990-91. 

These teachers' remembrances of the content-of-study matches what field 

notes reflect from classroom visits. The above statements reflect a school, 

not so different from many in this country or state in their enactment of 

curriculum and the content-of-study. Surely, every fourth grader in 

Arizona is likely to be taught about Arizona history, and every sixth grader 

learns about other civilizations in the world. It is in the district curriculimi 

guides and the adopted texts, and it was observed throughout the school. 

Much research over the past several years identifies the study of 

standard ciuriculum as a barrier to minority children's success (Losey, 1995). 

Some of the children at Ochoa who were fairly new to this country and 

discoimected from their home culture in Mexico were taught about worlds 

even further from South Tucson, which was a world they were just 

beginning to know. Many children who had lived in the area for several 

years still had sfrong connections in Mexico and would frequently spend 

most school vacations back in Mexico visiting other relatives or working the 

ranchitos their family still owned. 
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The content-of-study as defined by the textbooks and curriculum 

guides held little relevance and connection for them. Children were 

subjected to processing information rather than constructing new 

understandings out of their prior knowledge. Once again, the child was 

separated from his background, prior knowledge, and home-life at the 

school door. 

In 1990-91, including the students' ethnic culture into the 

instructional program in some way was occurring in some classes at the 

school. The district had a multicultural education kit that was available to 

teachers on a short-term basis that some teacher utilized. The kit contained 

activities and artifacts from various cultures for teachers to use with their 

classes. At one dialogue (1/15/91 p.m.), when the topic of culture arose, one 

teacher explained the "Cultural Comer" she had developed and was using 

in her class. It was a place where students could discover facts and items 

relating to other cultures. 

The topic of culture as it relates to the children's ethnic background 

was explored for several weeks in dialogue sessions. School persormel had 

varying beliefs about it and how it should or should not be a part of the 

school's instructional program. The controversy is captured in this 

statement by a teacher during a dialogue session. 

We have got to give them skills and strategies to make it in the 
mzdnstream. How do we do that and still allow them to value their 
oilture? (1/15/91 p.m.) 

The content-of-study was largely determined by adopted texts and 

curriculum. Each grade followed a prescribed curricula. Children's home 

lives, backgrounds, and interests were rarely considered in making decision 
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regarding the content-of-study or the source of the study, thus disconnecting 

the school from the families and the community. Data from year four show 

how the voice of the student was developing as a source and content-of-

study in classrooms. 

1993-94 School Year 

The content-of-study that previously had seemed predictable and 

consistent, at least as identified by the curriculum guides and teachers' 

manuals, now seemed to be in a state of flux. Some teachers struggled with 

imcertainty about what they were promoting and what children were 

learning. Others stood fast to their notions of grade-level curricultun stating 

"some children still need to leam by grade level" (Tf0594). And other 

teachers were at points in between, using what they believed was important 

from the previously identified curriculum to trying to follow students' 

interests and offer other learning opportimities to their students from time 

to time. While each teacher sfrove to identify their own comfort level, there 

was a great deal of dissonance among and within them as they put forth 

their perspectives and listened to others. Much of this dissonance was 

evident in conversations outside of dialogue sessions or in the interviews 

with teachers. They wondered about each others' programs and worked to 

justify their owm. To a large extent, they were questiorung what they were 

and had been doing in their instructional programs. 

With the mixture of children by grade and language, there was 

uncertainty as to what should be taught or learned since the grade-level 

curriculum no longer seemed to fit. A new set of ideas about curriculum 
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had to be created. How each teacher or team of teachers went about this task 

differed. Some teachers jumped right in or off the cliff into the unknown by 

discarding much of what they had previously taught. Others discreetly 

chose which activities to keep and which to discard^ but the criteria for their 

decisions was not made explicit. Still others separated the children by 

"levels" and identified work appropriate to each level or need. 

During the years of the project, teachers had discovered success with 

allowing the children more choice in their studies and in follo.vmg 

student's interests rather than in following the curriculum guide. These 

discoveries contributed to teachers' desire to let go of some of their previous 

notions of what had to be taught and learned in order to make room for 

students' interests. Yet, at the same time they wondered if the students 

would be missing something of importance in their educational experience. 

For most teachers, a balance between the curriculum of the past and the 

ojrriculum they were creating with children seemed to be within their 

comfort zone. 

Additionally, there had been much discussion about creating more 

relevant and meaningful learning experiences for these children. The 

district third grade writing assessment that asked these children of the desert 

to write a story about fog to assess their writing skills was the epitome of the 

lack of fit between the children and the curriculum. Most teachers were 

recognizing this disconnection and working to connect learning activities 

and projects to the students' knowledge and interests, much of which 

resided in the child's backgroimd and community. At the same time, these 

teachers wondered about the importance of teaching children about life 
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outside of their communities and what does it mean to offer a "balanced 

program?" 

Overall, there were three aspects of the school's content-of-study that 

were raising numerous questions for school personnel. These were the 

issue of integration of ages and languages, the notion of student-interest and 

choice, and the construction of relevant and meaningful experiences for 

these children. Teachers rose to the challenges created in order to reconcile 

their own uncertainty, all the while being asked by Project staff and asking 

themselves, "Why am I doing this, and what is most important for these 

children to leam and experience?" 

These questions remain even as we begin our sixth year of work at the 

school. These questions are far more difficult to answer than grouping 

arrangements for children or working conditions for teachers. The question 

of how shall we live together within the school, as adults, seemed far easier 

to answer and work toward achieving than what is the most important 

work for us (teachers and children) to be engaged in. 

Nonetheless, during the fourth year of the project, the content-of-

study and the sources of this content throughout the school were diverse, 

including traditional methods such as spelling tests, reading texts and math 

books to open-ended projects such as the "Lot Study." 

The areas of student interest and relevance of curriculum posed many 

questions for the teachers. There was much discussion of student interest 

but imcertainty among teachers as to how to incorporate it into the school 

program or even how to identify it. Discussions, debates, and decisions 

about what was important to promote with children, how learning time 



should be spent^ and why one area should be given attention over another 

abounded throughout the year as we (teachers with project staff) struggled to 

define the curriculum. 

I remember one discussion quite vividly, perhaps because I held the 

minority point of view. I was working with the intermediate team in 

January, when two learning opportunities for the children simultaneously 

came forth. The local tennis association had invited the children to 

participate in a six week tennis clinic for several mornings each week. The 

lesson would last 45 minutes, but, in order for all children to participate, a 90 

minute block of time would have to be set aside. The tennis association 

would provide the instructors and the equipment. At the end of the clinic 

the children would be allowed to keep the tennis racquets for their own use 

in pursuing the sport. 

The other opportunity came through the Coalition. The housing 

committee was in need of some assistance in gathering and studying data 

around housing issues in the community. The ECC Projecf s Community 

Organizer thought this would be an opportunity for children to learn more 

about the collection of data and problem solving in their own community. 

The teachers on the intermediate team already had full schedules. In 

the afternoons children were given choices of two areas of study, poetry or 

the lot study. Despite my queries, the teachers chose to participate in the 

tennis activity stating that this was a "good opportunity for these children" 

to experience something they have not had the opportunity to do in this 

neighborhood. I admitted that I could have been wrong in my resistance to 

this choice, a child from the school may go on to pursue the sport of tennis 
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although I thought it would be difficult without a tennis court in the area let 

alone sufficient housing. 

While these teachers were embracing and constructing new ideas 

about what curriculum is of most worth, there was a struggle between 

connecting to what children know and children's world and exposing the 

children to new and different worlds beyond their families and 

communities. This struggle continues to this day. These intermediate 

teachers were developing new aspects of their instructional program. The 

teachers and I agreed to disagree on the tennis issue. However, we were able 

to discuss it in ways that had not previously been a part of the Ochoa school 

culture. 

The content-of-study at the school seemed to be entering into a state 

of transition. The predictability and certainty regarding what should be 

taught and when was now being questioned by most teachers at the school. 

There was a recognition that perhaps the content-of-study was not a one-

size-fits-all. Perhaps the standard curriculum offered by the district was in 

and of itself a barrier to children's academic success in its lack of connection 

and relevance to students' lives and families in the neighborhood of Ochoa. 

This lack of connection had now been exposed and was being questioned as 

alternatives were being sought and debated. 

In some classrooms, parents were invited to work alongside children 

in activities where the parents could provide expertise as will be further 

explicated in the section of this chapter on the community and the 

curriculum. The commimity became a place of study rather than merely a 

place to avoid and move beyond. 
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.. .The grandma came in and she talked about mesquites and she 
talked about the medicinal value, the cosmetic value, you know the 
folklore involved with it and it turned out to be a magnificent study 
imit. Again, all the kids had something to contribute too, they were 
not forced, it's a natural part of the ctdture. Their culture was brought 
out and also the fact the children were able to communicate in either 
language.... Cri0594, lines 341-348) 

I've learned that there is a lot of knowledge and lot of information 
that we could be tapping into. There is a lot of things that could be 
very valuable in the classroom as part of learning that are in the 
community that would just enhance learning for these kids, because 
that is their life. That's their life, and it turns out it's my life too. 
(Ti0594, lines 1079-1084) 

This knowledge prompted several teachers to make changes in the 

curriculum and to utilize the community and the child's background in the 

instructional program. 

Summary 

As teachers began to acknowledge children's knowledge, backgrounds, 

and their community as legitimate bases for further study, the connection 

between the home-life and community of the child and the child's school-

life were developing in an area where there had previously been little 

consistent connection: Intermediate students were being offered 

opportimities to leam and study about their community, to change their 

community, and to engage in the political nature of their community rather 

than studying first other worlds such as Greece, Brazil or even other places 

in Arizona. Children were, in some classes, begiiming their studies with 

their worlds—the world of Ochoa, its families and community. This was the 

world with which they were most familiar, but yet in many ways knew little 
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about because these children had previously had few opportuiuties to 

explore the worlds closest to them. 

Pedagogy 

The way teachers taught and interacted with children regarding their 

learning was taking on some characteristics that were not previously present 

in an overt way during year 1. In recognizing the knowledge that children 

have and building upon that knowledge, rather than by infusing the 

children with other people's knowledge that may be irrelevant to the 

children and more difficult to comprehend, the teachers were discovering 

capabilities in children that they were previously unaware of or unsiure 

even existed.^ As many teachers shared control in the learning process 

with children, they discovered that children were able to accomplish 

studies/tasks heretofore unanticipated by the teachers. In addition, many of 

the behavior problems that arose under previous conditions of the teacher 

doing all the deciding of what would be learned, when, and how were 

disappearing or diminishing. 

Many teachers were beginning to share responsibility and control for 

classroom climate and work with students. With children in control, 

children were drawing upon what they knew and utilizing what they knew 

—knowledge about their lives, their homes, and their commimity. These 

teachers were giving children the opportunity to follow their interests in 

their studies, rather than the interests dictated by a text or curriculum guide. 

 ̂As discussed in the second section of this chapter on teachers' views of parents, this finding 
is parallel to the views teachers were developing about peirents. 
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As some teachers were shifting the responsibility for learning to the 

students, students were taking on some of the planning for their learning 

activities. This also necessitated a shift in the teacher's role from telling, 

showing, and deciding. "What then is the teacher's role?" is a question 

teachers were starting to wrestle with at this time. To answer this question 

required teachers to develop a positive view of the ambiguous nature of the 

new role and ideas surrounding it, replacing the previous certainty of what 

it meant to be a teacher and a student in Year 1. 

1990-91 School Year 

As teachers spoke about their role in the learning process, they 

referred mainly to one of direction, decision making, and control. These are 

all the responsibilities that are ascribed to a "good teacher." They are 

responsibilities these teachers took seriously, and they behaved in 

accordance with those responsibilities. Teachers took responsibility for the 

direction of the lesson and sequence of the subject matter. They decided 

what children would study and when and for how long. Much of it was 

decided for them through the various teacher manuals, but most teachers 

admitted they used these manuals as references and would deviate from the 

written plans should they deem it necessary. 

Students confirmed the teacher's responsibilities in the interviews 

when they explained what the teacher does such as chooses the topic of 

study, the pages from the math book, and what the children are going to 

write about in their journals. 
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Control was an issue that surfaced frequently throughout the year. 

Teachers viewed it as their job to maintain control in the classroom as well 

as to control the flow of the lesson, activity, or day. This issue surfaced early 

in the year at a beginning dialogue session and continued to come forth 

throughout the year. Teachers felt that if they did not take this responsibility 

for control of the entire learning process, they would not be doing their job. 

In the past, under previous adminstrators, the teachers at Ochoa had 

been recognized for their adherence to these responsibilities of direction and 

control. Teachers were required to submit advance lesson plans each week 

to the principal for review. Even though the current principal did not have 

such a requirement, many teachers still followed the practice of advance 

planning and working to maintain order. 

Teachers' views of their job and role in learning were consistent with 

their beliefs about students' role in learning and as learners. Throughout 

the first year of the project a sign hung on a classroom door: 'Tree 

knowledge dispensed here, bring your own container." A fellow research 

assistant brought it up to me as a way to underscore the culture of the 

school. I wondered why she thought it was worthy to point out. It seemed 

sensible to me, but then again, I was also a part of this culture i was working 

to change. 

Throughout the year teachers talked repeatedly about the importance 

of modeling for students and exposing them to new information and 

worlds. The idea of modeling has long been a part of an educator's 

repertoire and it is not surprising that it appears here. This idea permeated 
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much of the methodology teachers chose to use. Some excerpts from my 

field notes demonstrate the strength of this principle. 

For example, I was scheduled to work with two teachers on an activity 

we generated in dialogue the previous day. The idea grew out of a 

discussion of children's lives and how the curricular activities in school 

could be closer connected to what children know the most about—their lives. 

We decided to use children's own stories about themselves and their 

families as the basis for a literature and writing activity. 

When I arrived the following day, the teachers had dedded to 

postpone the activity because they (the teachers) "were imcertain about it 

and did not feel clear." We met at lunch to discuss this. The teachers were 

uncertain if the children would know what they wanted or if the children 

would even have their own stories. After some discussion and debate, the 

teachers decided to proceed with the activity by first sharing their own 

stories or other stories with the children. By modeling for them, the 

teachers felt the children would better understand what they were asking of 

them. Modeling tends to employ an outside-in approach to learning. It 

ignores the possibility that children do have their own stories which they 

can begin to tell. Once the teachers became involved in this work with 

children they discovered the richness of the children's stories. One teacher 

relayed her experience in a dialogue session when she told of a story from a 

Native American student who had recently participated in Native 

American ritual. The child described the ceremony and its purpose in great 

detail, most of which was quite foreign and fascinating to the teacher. 
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1993-94 School Year 

As the content-of-study was shifting, so were the roles and 

responsibilities of those involved in the learning process, namely teachers 

and students. Most teachers were talking about themselves as facilitators in 

the learning process rather than directors of the process. They saw children 

as having a larger responsibility for their own learning and attempted to 

shift that responsibility from the teacher to the student. They talked of 

children being teachers as well as teachers being learners. They were 

realizing that teaching and learning was not a matter of simply pouring in 

the right information, but an interaction among students, teachers and their 

environment. They had begun to recognize the social context of learning. 

[M]y definition of teaching is helping another person in their 
understanding and not looking at the person or the child as a blank 
slate or not having something. A teacher should be able to leam 
about the child and leam about what they know and use what the 
child already knows.... So I think it is real important for the teacher 
to see that the child comes with knowledge and experiences and to 
use the knowledge and experiences of the child to broaden their 
perspective. (Tv0594, p. 5, lines 152-162) 

[T]he teacher's role now is more, and I don't know if that's the right 
word, facilitating, because we do have expertise in certain areas, but 
sometimes is guiding the children through the process, negotiating, 
not imposing. To me that's more the teacher's role.... [It is] giving 
ownership to the kids. I have really learned to negotiate ownership. . 
.. [Y]ou know, some times you think you have really neat ideas to 
integrate and work with the kids, but the kids would tell you right 
away, with their body language, they're not attending. I dso learned 
that a lot of teacher talk is turning kids off. They might be looking at 
you, but not really listening. (Ra0594, p.4) 

I never see myself as a teacher. It is even hard for me to write 
occupation, teacher—it is just, I'm more of a facilitator, I'm more of a 
guide ... .Teacher to me is somebody that, I don't know, just 
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somebody who [is] the teller, somebody that tells you what to do and 
when not to do it and just starts talking. (Tc0594, p. 4) 

... [TJeachers should be learners, teachers should also be learners and 
that started clicking in my head. It's like nobody is going to do this 
learning for me. I'm a learner, yeah and I'm really learning, I'm 
learning with the kids, I'm learning about kids, and I'm learning 
about research that has already been done on things that I'm 
interested in. (Ti0594, p. 14) 

12: [W]hat is different from three years ago, if anything? 

Tp; Everything's changed. I'm constantly thinking about what 
I'm doing, questioning things that I do. [For example,] I 
know that I've always, without really loiowing it, have 
been in control of the learning and now I think, I'm trying 
to not always [inaudible] kids. I mean to teach doesn't 
necessarily mean that you're up in front teaching a lesson. 
I think that's probably one thing I'm trying to be less of. 

12: Why? 

Tp: Well because kids need to feel, need to be a part, more a 
part of all that I think they're more liable to really leam 
stuff if maybe they discover [it], instead of me pointing 
things out to them. And the questions, questioning is real 
important. (Tp0694, p. 3) 

In giving up control and the role of teller, teachers found themselves 

listening more to children in an effort to discover their interests and 

questions. 

12: [A]re there other aspects of your work life that, your work 
day that are different? 

Tp: Perhaps the interaction with kids. I think because the kids 
have ^eady been in this project since [the beginning], like 
this year's kids are third graders, they've probably been in it 
since they started. And so they're different from other 
kids-the kids that we've had before. I think they have that, 
feel like if they talk, they'll be heard. They have a little 
voice. 
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12: And so what do you think changed about your interaction 

with them to allow them to think that? 

Tp: Well just their attitudes have changed you know, we're 
listening more to them, because we're not doing all the 
talking and all the teaching. I think it opens it up for kids to 
be able to feel freer and to talk and to share [T]heir self-
esteem is shooting up. They're feeling good that what they 
say is important... It gives them confidence to, you know 
to ask and inquire and to voice. (Tp0695, pp. 5-6) 

[T]hat's a real big issue for me. I'm real conscious now of where is the 
child's voice. This is a big thing with our team. "Where is the child's 
voice?" —a big one is, "Am I talking too much?" Which, to me, 
represents the teacher's domain and I'm getting better at, but still 
something that I work at it all the time is who is talking more the 
kids or me. Another thing I work on real hard on is developing the 
kids' conunimication. I want them to ask questions and they're 
doing. You know we went to the wild life museum last Thursday, 
that poor docent, I'm telling you, I don't think she has ever heard first 
graders ask so many questions. She was so flustered she couldn't 
answer so many questions. She kept saying, "Oh you're so smart, oh 
you're so smart, oh you have a lot of questions." And those kids were 
bombarding her witii questions. (Ti0594, p. 3) 

I think reading is very important ... I want to give children a lot of 
opportunity to read, but I don't want to be the one to choose what 
they read. I just don't think I can choose for them. I allow them the 
choice of what material to read. (Tj0594, p. 2) 

The first grade team often talked about "kidwatching" as one of their 

primary tasks during the school day. To them "kidwatching" is observing 

and interacting with the children in order to understand their thinking and 

learning. 

I think that you have to accept children as knowledgeable ... you 
have to accept that they are people who have information.. .. 
BCidwatching is really important Kid watching means finding out 
what kids know, by what they say, which is the way they're 
commimicating. Also finding out what kids know by watching how 
they act—watching how they act with themselves. Watching how 
they interact in their environment How they play their friends. 
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What kinds of things they say about something they're playing with . . 
if you are looking for knowl^ge in a traditional way that has been 
tested, kidwatching is not going to mean anything to you. Kid 
watching is a whole different system In the past I used to give a 
test/ a reading test and then based on that, on the score that kid got, 
that was all that kid knew. Now I know because of all the different 
examples of work that I have saved how children are developing and 
how they're learning, they're showing how quick they leam. In the 
past I would've just used one writing sample at the beginning of the 
year one writing sample in the middle one maybe, in the middle, one 
at the end. Then I would be able to say, "Oh that poor kid, he just 
doesn't get it." (Ti0594, pp. 11-13) 

Teachers acknowledged that they were now learning and discovering 

with the children. They felt free to take risks in their classrooms and try 

different activities and approaches. They felt tliey could allow themselves to 

be learners rather than carrying the burden of pretending to always be the 

knower. In giving up their place as the knower, expert, decision maker, they 

created more room for the student in the learning process and classroom 

interaction. 

. . .  T h a t  u s e d  t o  b o t h e r  m e  w h e n  s o m e t h i n g  u s e d  t o  b o m b  o u t .  O h  
my god, we spent all this time, let's not do this, it's a waste of time. 
It's not working out too well. But I don't worry too much about 
things like that any more, because that's what it's aU about—trial and 
error. .. . Seeing kids get more exdted when they're doing hands-on 
kinds of things. Sometimes it's very chaotic in a room. Last year, I 
had about 24 kids, and there were times when it was like, I mean crazy 
in there, but kids are learning. When I say it's not organized, I mean 
it's been planned but it's not—you know if somebody from the outside 
was coming in and going, "God this place is like a madhouse." But 
there's learning going on, they're teaching one another. And I see 
kids learning more from one another than they did before. (Te-94, p. 
8) 

[T]he kids teach me, as well as I teach them. I mean, I know my 
Spanish is not—there are a lot of words that I don't know, especially 
when you're talking about plants or when you're talking about math. 
The kids have taught me a lot.. . they showed me that they can leam 
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so much. They showed me that they know a lot and there are some 
things I don't Imow and they taught me (Ts0594, p. 5) 

12: How would you describe teaching, being a teacher? 

Re: I think it's to be a questioner alongside of kids. To help 
kids identify resources. For me that's learning alongside 
the kids, you know what are the resources? Helping kids 
think about their thinking and how is it changing over 
time. And then as we see kids bump into things that we 
can see them as opportimities for developing things that 
we want them to develop. For example, when they need to 
communicate something they're going to need to write, 
and write clearly. (Re0594, p. 6) 

Like other areas discussed here, conceptions of the role of the teacher 

were not without diverse points of view. 

13: What is your definition of teaching? 

Tf: Oh boy! Well, I guess it will be helping children develop, 
helping them learn, helping them ^scover their abilities 
and their choices, building on what they know and to some 
extent going where they want to go. And to some extent, 
uh, showing them what's available that they may not 
know about, and I hate to admit this on tape, but some of it 
is like sort of force feeding them things that are important 
for them to know, like reading and stuff like that, whether 
they want to or not. To try to make them like it or get 
them to like it I think that in some ways each generation 
does impose certain things. I try not to impose values, but I 
know just by own likes and dislikes I'm imposing values. 
I'm not imposing, but I'm showing them my values and 
people tend to copy the values of authority, you know, the 
older people that they like or whatever, so some ways I do, 
uh, I like to encourage them, I don't know if this is a 
definition of teaching, but to encourage them to have 
confidence and to see what their abilities are and to go as 
far as they can and to stop hitting each other. (Tf0594, p. 6) 

While many teachers expressed comfort with these new roles, there 

was an imeasiness that tugged at each of us, including me. As one teacher 
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put it so accurately during a dialogue discussion, "When do you go in and 

when do you go out?" We all wondered when to let go and allow students 

to carry on and when to intervene and provide assistance without 

interfering in their learning. 

In our work on the Lot Project, the teacher's role was one that was a 

continual source of confusion. We were constantly asking each other 

questions about it, especially when the children's methods did not match 

our preconceived ideas of how they ought to proceed. The urge to move in 

and plan an activity with plants or soil in order to increase our (the 

teachers') sense of accomplishment was ever present. At the end of March, 

we each wrote our thoughts about the teacher's role. 

The role of the teacher changes as the type of work the children do 
changes. While children take on increased responsibility for their 
learning, the responsibility of the teacher in the learning process does 
not decrease but changes qualitatively. Instead of a director and sole-
decision maker, the teacher is a facilitator, guide, and sort of third 
party in the learning process. As the student's role becomes more 
active, so does that of the teacher, but it is a different kind of activity 
than in the past. The teacher serves as a resource person to the 
children, a guide, a prober, and a reflector with the children. (Field 
notes, 3/21/94) 

Throughout the year we pondered the question about our role. 

Through this work with children and each other, we were begirming to 

develop alternatives to the traditional role of teacher, a role we all knew too 

well. It was a part of our culture, the culture of schooling. The alternatives 

we discovered, however, were not clear replacements for previously clear 

role. We continued, puzzled by many aspects of the learning process and 

our role as teachers in that process. 
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The changing role of the teacher had effects on the previously passive 

role of the student Teachers talked about children as resources rather than 

recipients in the learning process. They repeatedly expressed their surprise 

at what the children were capable of doing. 

A whole lot more relies upon the students and student input So that 
they're determining what we're doing and where we're going. For 
example, the poetry unit was an offer that Rd and I had put out there 
(for children). We had completely different ideas where it was going 
to go, but the students got so much into their own writing and 
sharing the poems that we spent a great deal more time with that 
And everytime we tried to impose what we wanted to do, it just fell 
flat on it's face. The kids were receptive to these offers, but then they 
have their own [ideas] And it's a lot of fun to go with them. They 
pretty much determined the end of the year. They set up lesson plans 
they were going to follow while I was in Houston for four days. They 
acquired a great deal of self-suffidency and responsibility—are beyond 
what I think I ever realized kids, at this age, could do. (Th0594, p. 6) 

In many situations, students were given increased choice and 

responsibility for in and for their learning. 

I think traditionally what we were doing was deciding what the 
children were going to study. We were gathering all the materials, all 
the resources available. Now we don't We do a lot of negotiating 
right now. Everything is negotiable, everything is debatable, and it is 
more of a group processing. We share what the children are 
interested in studying and that was a major challenge too in the 
respect that we didn't have a lot of those materials available. (AERA 
0495, p. 9) 

Yet, just exactly what the children could and should decide and what 

the teacher would decide remained a question for all of us. There was 

skepticism surrounding the complete abandonment of the teacher deciding 

what should be learned and studied. The debate regarding this issue 

continues even now in the sixth year of our work at the school. 
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I would like children to have more input, I mean, I'm still kind of 
feeling that out about how much say diey should have and how 
much I should have. When I say, I wouldn't like it to go all the way, 
is that I think, is not just children is also adults that are beginning a 
new area, in a new area, you don't know what questions to ask, 
because you don't know the possibilities are. With yoimg children, 
they don't know what the options are, ttiey had a lot of experiences 
which are very valuable, but they don't know all the options. So, if 
they always pick what they want to study, they may miss whole 
chunks of exciting things that they never heard of. So I think that the 
teacher has to have a role in dedding.... The children have a great 
deal of flexibility within the subject, but the teacher selects basic 
subject However, if I think the children are very excited about 
something already, and they are talking about it, there is something to 
think about doing for your next theme or stop what you're doing and 
do something else. (Tf0594, p. 20-21) 

I still think sometimes I make a lot of decisions for the kids ... so I 
think I need to let them make more decisions than I do ... I used to 
never have the rulers out they were always in the closet and now I 
have the rulers out. So that is a change for me, a big one. Same thing 
with paper and all of that. I have it out now, and the kids can use it 
and before I never used to do that. So I'm trying to make it a more 
open classroom ... but I think sometimes I still want to be the one to 
tell them what to do, and so I need to practice more letting the 
children do. I think it is good for the students to make more 
decisions. I think it makes them feel more of an ownership and 
makes them feel that they don't have to be so passive. (Tv0594, p. 17, 
lines 651-668) 

The aspect of student choice and responsibility in their own learning 

appeared to be an important one for many teachers. For the most part, they 

saw giving up their control and sharing responsibility with children as a 

benefit for children, just how much of a benefit was still to be debated. One 

teacher explains her perspective and the importance of the shift in the 

following interview excerpt. 

12: You know we talk about change and everybody talks about 
how they've changed, are these changes for the better? 



Re: Umhum, absolutely. 

12: And in what ways? 

Re: Oh, I have no doubt at all. Kids being able to control the 
world around them or access the world around them, 
make sense of the world around them. I can't imagine 
how you could not be in a better place, because that's what 
the essence of real learning is, and it applies to anything, so 
any child who's, who can do that wiU be OK wherever they 
go It's like a basic building block that nobody ever 
thought about before. I think, you know we'll continue to 
question, how and where and when. I think it's just part of 
die [process], and we're not done. (Re0594, p. 26) 

Summary 

Thus, in the school's instructional program developments were 

imcovered in three areas that seemed to narrow the gap between the home 

and school for these children. These developments were in (a) the structure 

of the bilingual program and the acknowledgment of each child's home 

language, QD) the content-of-study and the inclusion of areas more familiar 

to the child, and (c) the nature of the pedagogy the teacher utilized by 

begiiming to examine and shift their role and that of the student in the 

learning process. 

First, the structure of the bilingual education program was moving 

from one of separation to integrating children by language. This integration 

provided opportunities for increased interaction among students and 

opportunities to utilize both languages. Teachers discovered many children 

were more bilingual than they had originally considered. This allowed 

children to incorporate and utilize their home language throughout the 

school not just in their assigned classrooms with their designated 
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classmates. In this sense a distinction between children's language of 

interaction at home and the norms surroimding the use of language at 

school were dissipating. Language interaction at school was becoming more 

congruent with the pattern of language interaction in the children's home 

and community. 

The content-of-study in the school in 1993-94 was in a state of flux and 

re-evaluation and rediscovery. Teachers were attempting in various ways 

and degrees to move from pre-determined content to content with increased 

emphasis and inclusion of children's interests and background. This move 

provided opportunities for further connection between the focus of school 

and the focus of home and the commimity. What was of interest to 

children was often their world and gaining some sense of control over that 

world. It was a world close to home and community, not one in another 

covmty or in some distant continent While many teachers were recognizing 

the benefits of this content, they also remained unsure of its place and space 

in the overall curriculum. 

Thirdly, many teachers were sharing control of and responsibility for 

learning and planning to var)dng degrees with children. In some ways, 

children were being included in curriciilar decisions. This also raised many 

questions and imcertainties for teachers. The power of allowing children an 

active role in their own learning seemed evident, but the specific 

dimensions of that role were still to be discovered. Nonetheless, in giving 

students more choice and more voice, teachers were beginning to discover 

traits of their students that they had previously ignored or underestimated. 

Children were successfully taking on responsibility. Students did know a 
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great deal of information upon which to build new knowledge, and they 

were able to interact with each other in ways that fostered everyones' 

learning. In this sense, the children did not have to leave who they were, 

what they knew, and how they interacted in their home lives at the school 

door when they entered. These children who are often given a great deal of 

responsibility at home were also now able to manifest that responsibility and 

decision making power at school. Thus, another area of incongruity and 

disconnection between the world of home and the world of school was being 

challenged and modified. The gap between the children's home and school 

was beginning to narrow. 

All of these developments in the school's instructional program were 

building upon the cormections between the child's home-life and school-

life. The home-school relationship at Ochoa was moving beyond one of 

parent involvement to one with deeper more meaningful experiences for 

teachers, parents, and most of all for the children. 

The relevance of the connections that were developing in 1993-94, 

which this chapter has identified as the findings of this study, will be 

discussed in the last chapter. Chapter 5, "Why is this Important?" Two areas 

will be explored; first, why these findings are important in relation to the 

research surrounding the home-school relationship and secondly, the 

importance of these findings to and the implications for understanding the 

process of school change. 
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To My Colleagues 

This has to be short 

You don't have much time, 

I know, I've been there—where you are. 

I stepped out briefly 

to learn and tell the world what I already knew, 

I thought I knew — 

-knew how it is and ought to be. 

But what I found is frightening, 

disappointing, 

gut lorenching, and somewhat exciting all at the same time. 

What I found, I didn't know and I think it's true. 

Now, when I look I see it. 

It was there all along, 

but I didn't know it. 

You're like me ... I think,— 

—because I never thought I was that different. 

So if you 're like me, 

it will make you angry. 

But what I know just bothers me. 

I have to share it. 

That's the only way it can get better, 

—if we all begin to see it. 

This is the first part of a poem written in November, 1990. It surfaced 

on my way home from a night class on bilingual education. The discussion 

that evening had been especially bothersome and thought provoking. Tied 

to my new experiences at Ochoa and the literature that I had been reading on 
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parental involvement in poor minority neighborhoods, this awareness 

came surging forward. Six years later, especially after completing this study, 

I still remember the feelings evoked that evening. 

This poem serves as a reminder of the primary purpose of this or any 

study. As we begin to see our world, we begin to understand it and can then 

work to change it What this study has revealed is that, during a four year 

time period, those at Ochoa began to see and examine their world and, in the 

process, learned more about it and developed new understandings that 

assisted them in making a different world. 

The title of this final chapter begiris with part of a question, "Why is 

this important?" Why is this study and the findings worthy of attention? 

This chapter will respond to this question by focusing on three important 

areas of consideration: the importance of this study to the home-school 

relationship, the importance of this work in the relationship to school 

change, and the importance of further research and exploration. 

First, the findings of this study will be linked to the home-school 

literature in Chapter 2 in order to ground their significance in previous 

work. Second, this chapter explores the implications of this research for 

those who endeavor to change schools. Finally, I offer, for consideration, 

several areas for future research that grow out of this study and the ECC 

Project. 

. . .  F o r  H o m e - S c h o o l  R e l a t i o n s h i p s ?  

Prior to the beginning of our work at Ochoa, school staff viewed 

parent involvement as both a problem and a solution. According to school 
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personnel;, the lack of involvement by parents in their children's education 

contributed to children's lack of success in school. Teachers expressed the 

belief that when parents were involved or supportive of the school, children 

were more likely to succeed. Thus, the school staff concluded that increasing 

parent involvement would likely contribute to the achievement of the 

children and success of the school. 

As teachers discussed the issue of parent involvement, they 

mentioned the importance of such things as parents reading to the children, 

volunteering in classrooms, sending children to school clean and fed, and 

learning about parenting and literacy. The issue of parent involvement was 

laden with long-held assumptions regarding the nature of what was needed. 

Parents and families were seen, in many ways, as deficient. Some 

professionals within the school concluded that the parents' poor economic 

status was directly related to an inability to care for their family. 

The relationships teachers did have with parents centered around 

issues relating to the school and the educational achievement/performance 

of children. As a whole, teachers had few relationships with parents that 

extended beyond their professional expectations of children as students. The 

community that surrounded the school was largely unknown by the 

teachers. However, even with limited information, school persoimel held 

conclusions and made assumptions about the community. Assumptions 

included a view of an unhealthy and unsafe neighborhood—a place to move 

out of and drive away from rather than a place to live in and explore. The 

police reports and the physical condition of the community confirmed these 

judgments/opinions in the minds of school personnel. 
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These conclusions seemed reasonable and obvious based upon the 

information being used. To school personnel, it was evident that what had 

to change in order to increase children's opportunity for success in school: 

the support of the parents for their children's education and parents' 

attendance at school functions. 

As for the curriculum, teachers felt it was their responsibility to 

expose children to other worlds in the belief that this woiild help children to 

function in the world beyond Ochoa and help them move out of the area 

and have a "better life." The commimity was not viewed as a place that 

could be changed, but a community to be endured, overcome, and left. 

After the fourth year of the project, the areas discussed above had 

been altered in several significant ways. Significant developments were 

discovered in three aspects of the home-school relationship: The nature of 

the relationships with parents; teachers' views of parents, families, and the 

community; and the work of the children and the focus of study (the 

curriculum). 

First, several teachers were actively working side by side with parents 

on community and school issues. These issues extended beyond fundraising 

to issues of health, education, and safety. These issues, when addressed, 

benefited the community, families, and the school. Through this work and 

these relationships teachers increased their imderstanding of the 

complexities of the plight facing families living in this area. Secondly, 

teachers' views of the community and families were shifting. Teachers were 

recognizing parents as caring and resourceful. Some teachers discovered 

parents' expertise and utilized that knowledge within their classrooms and 
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learning program, forging a coimection between the community and the 

curriculimi. Finally, teachers were more fully recognizing and integrating 

children's language into the educational program and using the local setting 

(community) as a place of study. The inclusion of children's knowledge and 

interests was also playing a part in curricular decisions. 

The literature reviewed in Chapter 2 suggests that these 

developments are significant. As discussed previously, a cultural gap often 

exists between the mainstream school culture and the ethnic minority 

culture of children's families and community (Comer, 1990; Darder, 1991; 

Gandara, 1989; Goodlad, 1984; Henry, 1996; Lareau, 1987,1989; MacLeod, 1987; 

Sternberg et al., 1990). The gap contributes to a separation of and 

disconnection between the home and the school worlds of these children. 

This separation and disconnection often furthers teachers' interpretations of 

parents and families as disinterested, lacking concern for their children's 

education, and non-support of the school's educational efforts (Comer, 1990; 

Gandara, 1989; Heiuy, 1996; Knapp et al., 1990; Sarason, 1995; Trueba, 1988). 

This separation and disconnection also contributes to children's confusion, 

lack of imderstanding, and lack of success in school (Comer, 1990; Darder, 

1991; Lareau, 1987,1989; Moll et al., 1990). In many ways in 1990-91, Ochoa 

Elementary was discormected from the home, community, and family lives 

of the children it served. 

This literature also notes that as teachers and families build 

connections, minority children's success improves within the school and its 

program. The evidence of such developments/connections between the 

school and home at Ochoa in the fourth year corresponds to the kinds of 
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(Richardson, 1990). 
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Nature of Activities 

By the end of the fourth year, the activities teachers and families 

participated in were mutually advantageous to both the school and the 

community. The authentic purposes of these activities provided school 

personnel and families opportunities to work together, increase their 

understandings of each other, and mutually benefit from the work, rather 

than the school imposing its desires upon families (Trueba, 1988). 

The Ochoa-Mission View Coalition served as a catalyst for developing 

connections between the home and school. The social interactions within 

Coalition activities activated the cultural capital within the community and 

families (Lareau, 1989). These interactions also built upon the human 

capital (Coleman et al., 1987b), providing opportunities for children to 

witness and participate with their parents in activities that promoted their 

well-being and improved conditions in their community. These 

developments/connections undermined the lack of information and 

misunderstanding between parents and teachers that often contribute to 

polarization and disconnection between schools and families commonly 

existing within these communities (Ascher, 1988). The Coalition and other 

fonmis developed by the teachers offered commimity members, parents, 

and educators an occasion to leam more about each other and increase their 

understandings of each other's worlds and perspectives. 
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Teachers^ Views 

Narrow views of parents, parent involvement, and of the families 

and the community of Ochoa that teachers held during the first year of the 

project were dissolving by the end of the fourth year. In working together 

with family and community members in far more collaborative and 

meaningful ways than offered through parent conferences or PTO meetings, 

school persormel were moving from viewing the families and the 

communities as deficient to seeing them as valuable resources for the 

education of the children attending Ochoa. Instead of enticing families and 

parents to come to school and attend school meetings, teachers recognized 

families and parents as people capable of changing their world and offering 

valuable expertise that could be utilized by the school. In addition, rather 

than merely seeing the community as something that was to be overcome by 

children, school personnel were recogiuzing it as a resource and a source of 

study. The funds of knowledge within the community and families (Moll, 

1990; Moll et al., 1990) were being sought and utilized. Stereotypical views of 

parents as deficient (Gandara, 1989; Henry, 1990) were being replaced by 

views that distinguish parents and families as diverse, caring, and capable. 

Commimity and Curriculum 

Changing the structure of the bilingual program at the school, a 

structure that had been in place for many years, was a major shift at Ochoa. 

This development assisted in reducing conflicts among students and 

increasing the use of both languages by greater numbers of children. This is 

coi\sistent with the findings of Reyes and Laliberty (as cited in Losey, 1995). 
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Codeswitching^s, a practice within many of the children's families that was 

previously seen as an inferior practice by teachers and one to be discouraged 

during the first year of the project, was now being used in many classrooms 

as another tool to further conununication among and between students and 

teachers. 

In 1993-94, several aspects relating to the home and community lives 

were being incorporated into the curriculum as a source and content-of 

study. These aspects included seeking topics and areas of study that were 

within the students' interests and building upon students' experiences and 

knowledge of their world and culture. Again, these developments within 

the school's curriculum correspond to the suggestions and findings of other 

researchers suggesting the significance of these developments to the 

promotion of children's academic success and achievement in school (Wong 

Fillmore, Ammon, Mclaughlin & Ammon; Diaz, Moll, Mehan; Trueba; 

Moll; Reyes all cited in Losey, 1995). 

By starting with the child as a focal point in the development of 

learning, the child's zone of proximal development is narrowed to be within 

his or her reach. The child's everyday concepts were being utilized and built 

upon in the development of classroom activities aiding in the child's 

development of scientific/academic concepts (Vygotsky, 1978). Recalling the 

metaphor from Chapter 2 regarding the attempt to grow a saguaro on a ski 

slope—neither the soil nor the saguaro is transformed or developed because 

there is a mismatch between the content of the soil and the needs of the 

^ Codeswitching is defined as the intermittent alternating use of two languages within the 
same sentence or communication. 
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saguaro. The zone of proximal development is a thousand miles wide. By 

narrowing the zone to match the needed nutrients of the saguaro with the 

nutrients aheady contained within the desert soil, a saguaro can grow and 

modify the soil when the right conditions are present 

In sharing the responsibility with students for learning and planning^ 

teachers altered the roles of teacher and student within their classrooms. 

The children's increased input and control of their learning activities 

enhanced their involvement in their own learning. Rather than being told 

what, when, and how to study, they were being given the latitude to make 

and take responsibility for decisions about their learning. This shift in the 

pedagogy of teachers more accurately matches the classroom environment 

and interactions dted in the literature as important to consider in 

connecting to ethnic minority children and their lives (Gumbiner et al. and 

Delgado-Gaitan both dted in Losey, 1995.) 

The nature of the connection between school and community at 

Ochoa Elementary by the fourth year of the project had become far more 

complex, influential, and benefidal to teachers, children and their families. 

These new connections went far beyond the ones that teachers wished for 

during the first year, such as reading to a child for 15 minutes a day or 

attending a PTO meeting. Throughout the four years, previously existing 

assumptions about the parents and the community held by school 

personnel, were challenged in dialogue sessions and informal discussions. 

Opportunities were created for increased interactions between the 

community, parents, and school personnel. These opportimities translated 

into interactions centering on common concerns and contributed to 
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dispelling some previously held beliefs, and creating new understandings 

and relationships between the home, school, and community. These 

understandings and relationships have led to increased home-school 

connections, thus, building a bridge between home and school for children. 

An authentic partnership and a meaningful collaborative relationship 

between the school and the community-one that is multifaceted and multi

directional—has replaced the one-way parent involvement of 1990. 

. . . For School Change? 

Qualitative research seeks the establishment of relationships in and 

among the elements studied, not the identification of causality (Bogdan et 

al., 1992). Precisely how these significant developments at Ochoa occurred 

cannot be determined at this time. Further studies are necessary to conclude 

what may be the factors and conditions contributing to these developments. 

However, the findings of this study do suggest some promising affects in 

relationship to ECC's approach to school reform and the identification of 

conditions that promote school change. 

In the interviews conducted during the fourth year, teachers 

repeatedly attributed the developments at the school to three primary 

conditions: (a) the opportunity to dialogue with each other on a regular 

basis, Gj) the support, encouragement, and relationship with the ECC Project 

staff member (third-party), and (c) the permission from the principal to take 

risks and try alternative ideas and practices. Some of their comments about 

each of these include the following: 
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Dialogue 

Without question the dialogues are an important part of it [the 
changes]. We spend almost one fifth of our time talking to each 
other, communicating. That's really, really, real important. . . . Even 
if we're just, sometimes we talk around tl^gs, and certainly we 
didn't come to conclusions, and sometimes we try something, but it 
was sort of messy, fuzzy, foggy-ups and downs and running into 
problems And just going tlu'ough that day by day dealing with 
stuff, in it's messy, messy state, even getting to Imow each ottier... if 
you don't have that [dialogue], I don't think anything else matters. 
And I don't think it's the only piece, I think there's other stuff out 
there too, but...they're [dialogues] really reaUy important. (Re0594, 
lines 1159-1177, p. 35) 

I: What do you think has contributed to these changes? 

T: I guess just the fact that the whole school is working 
together to improve. We have changed things that needed 
change. The project helped in that it made it possible for 
teachers to talk together and through those dialogue 
sessions we were able to find out about the things we 
wanted to change, we thought needed change. (Tp0694, 
lines 1141-1147, p. 40) 

I: You worked with this reinvention process now for four 
years, what are the conditions for change? What 
conditions must exist within the school to promote change 
and learning for all? 

T: I thirUc you have to talk with each other, not just talk, but 
you also have to discuss issues and philosophical beliefs 
about learning. I think for individuals to participate in a 
change project, they need to be open-minded and be willing 
to entertain the idea of change and not feel threatened by it 
1 can't imagine doing this without the research staff as 
support for classroom practices and, and dialogue and all 
that stuff.... (Tj0594, lines 596-606, pp. 17-18) 
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I: [W]hat has contributed to all these changes in yourself, the 

students? 

T: I guess allowing the whole reinvention process. Allowing 
us to, more than anything, giving us the opportunity [to] 
look at school differently,—looking at what's going on your 
school differently. Allowing us to reflect, to dialogue.... In 
the beginning I remember that it was really hard to say that 
(how you felt), or to share your feelings, or to be open 
because you didn't want to hurt the other person. I think 
that just allowing us to look at school in a different way, 
and I think that because we're making a cormection 
between school and commimity and school and what's 
going out there. School is not being so totally isolated and 
looked at as school stuff. So I think that that's been a big 
major [change]. (Td0594, lines 1301-1316, pp. 35-36) 

Third-Party 

I know one of the things [that contributed to the change] is because 
you guys (ECC project staff/third parties) are always asking why, why, 
why, what, what, what, and it's forced us—even when you aren't 
around to ask the same types of questions. Before I don't think I ever 
would give it a thought Just do tilings only because these are the state 
adopted books that we were suppose to use, and it's like we would 
just do one and go on to the next one and move on, and move on, 
and move on. And the ECC Project is, I mean it's the fact that you 
guys are there for support. You're there to make us thii\k, to reflect. 
You present all these situations or, and again, one of the neat things 
that I like about the ECC Project is that you guys never came down 
and said this is what you need to do. (Td0594, lines 1391-1403, p. 38) 

I think it (asking questions) is invaluable, because without having, 
quote, you outside people coming in and asking the questions and 
probing various things I think it would get really easier to [slow] 
down and do things, instead of the thought (Th0594, lines 665-669, p. 
20) 

Well, I think the dialogues are very, very helpful, but that's not as 
personal as working with the team members and the support system 
from the ECC. That has been a tremendous help; I think that's really 
important. This year I really thought about it, and it's really 



important to have that support team, you know, and it also helps to 
be a little bit on the outside. There are times that they have said 
things that would not have come from us. It's just little outside. It's 
inside, but it's like a part of our team that is also a little more 
objective. This helped a lot and I don't know that I would ever, ever 
go into another changing system or attempt change or do something 
drastic without that support if it's not there, because you really needed 
it emotionally. (Ti0594, lines 356-370, pp. 11-12) 

I guess the word support comes to my mind, because when 12 (ECC 
staff member/third party) helped, when 12 was working with us on 
the [abandoned] lot. I don't know if we could've done it without her 
around, because it is such a different way to approach learning or any 
kind of school subject area. So I would say, support in those areas, 
because we know she is a teacher, as well and so we relate on a 
conunon with a commonality in that point So I would say support as 
well and some times I call II (ECC staff member/third party). You 
know, when you talk about support, sometimes I'll call II and I'll say, 
I really need to talk to you and he'll make time for me. He always 
makes time for me to talk to him and anybody that I know there (at 
ECC) has always made time to talk. (Tj0594, lines 553-563, pp. 16-17) 

I think it is really good the people that are in the project like you and 
12. I'm really impressed by, and 19, by the knowledge you guys bring 
and all of that, and the kinds of questions you ask. You're really, 
really thoughtful about what you're asking, and I think that should 
continue. You know, the kinds of questions that you guys bring and 
all of that, so that kind of support should continue. (Tv0594, lines 
953-959, p. 25) 

Permission 

I: As things have changed, what do you think are the reasons 
for the Ganges ... and what has contributed to the change? 

T: One thing we've had is the freedom to risk things and to 
try new things and we haven't been told what to do. I 
tHnk in most schools, fortimately for me I was at a school 
that was an exception. But not in the last school, the 
teachers are told how to teach and what to teach and some 
times when to teach. The principal who was here before 
said, "From now on, you use this book, you will order 
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this spelling book, if you want to give extra words, okay, 
but you will use the words in the spelling book." So I think 
a lot of schools still run like that... you don't have the 
freedom to take chances and to try new things and you 
don't have—it is kind of like, in a way, lack of respect, I 
think, for the children and the teachers. You don't have, 
you just don't have the freedom to make a mistake. I 
mean, I don't worry now. If [the principal comes in for an 
observation. I foimd, for the first time in my life now that I 
think of it, I don't pay attention ... but doesn't matter to 
me that she is here, t^cause I know that if it doesn't work 
that's okay -

I: How long have you felt this way? 

T: I think it started this year. 

I: And what prompted this change? 

T: ... I've always no matter what principals have said, I've 
always got, you know, really good evaluations or whatever, 
[but] I still was petrified on that official observation day. 
After what 28 years, can you believe, I was still terrified, but 
not any more and I'm sure that if I change schools, I'll be 
back to square one (laughing)-. (Tf0594, lines 335-372, pp. 
10-11) 

I: [Wlhat would be other conditions to promote any change? 

T; Well I think the main, main, main thing that's very, very 
important is to have a person, a principal who has the 
same philosophy ... it's really important that we get 
somebody, if it's going to continue, if it's going to flourish, 
it has to be the person, a person who has the same 
philosophy like what is going on here at Ochoa. (Tn0594, 
lines 834-842, p. 26) 

. . .  T h e  w h o l e  t h i n g  a b o u t  n o t  b e i n g  a s  p e r f e c t  a n d  m a k e  m i s t a k e s  a n d  
stuff, because like [the principal] is just really nice. She's always 
saying, "When I come and do an evaluation I just, I want you to try 
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new things if you want to and if it doesn't work out the way you 
thought it would, I'll just come back." You now, it is not lUce this one 
shot deal. And so, that made me feel a lot more relaxed with the kids 
and with me, because I thought well, I can try everything and she's 
not going to mark me down, just because things didn't work out. So I 
felt more freedom with [the principal] to try different ways of being. 
(Tv0594, lines 297-306, p. 8) 

This veteran teacher who was in her second year at the school 

summed up some pleasant surprises at Ochoa. 

Some of the pleasant surprises [are] that I feel that the people here, 
from the project and from the school, treat teachers as professionals 
and trust their judgment and value their ideas. That's a very pleasant 
surprise, because I hadn't felt that before [at my other schools]. 
Another pleasant surprise was that we were given a lot of flexibility 
with our time, to use it in different ways. That's was kind of nice, you 
know.... We were able to try different things and make mistakes and 
we didn't have to be afraid of what the principal might think or what 
other people might think, because everything we were doing was a 
learning process and we didn't have to be ah'aid if we were going to 
do something wrong. (Tv0594, lines 11-22, p. 1) 

The Educational and Commimity Change Project differed and built 

upon lessons from past reform efforts in three ways (see Chapter 3). First, 

the project sought the inclusion and utilization of the expertise of the 

insiders (school personnel) in the school reinvention process. Rather than a 

program for implementation (FuUan, 1990; McLaughlin et al., 1990), the ECC 

Project brought a process for invention to the school. Secondly, the ECC 

Project recognized the complexity of schools and the interactive nature of a 

multitude of dimensions (FuUan, 1990; Heckman, 1993; Lieberman, 1982; 

Sarason, 1982; Schein, 1985; Smylie, 1991). Rather than starting with 

questions of how to get school personnel to "buy-in," project staff asked 

school personnel to identify areas of their work or concern that they wished 

to explain, examine, and ultimately alter. Lastly, by recognizing much of the 
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research that implicates the culture of the school as a barrier to change 

(Popkewitz et al., 1982; Lieberman, 1982; Sarason, 1982,1990; Schein, 1985; 

Muncey et al., 1996), the ECC Project placed the school culture at the center of 

the project and as the focal point of any change in school and classroom 

practices and processes. The beliefs and assumptions serving as the 

foundation of the school's culture, according to ECC's intent, were to be 

explicated, examined, and altered by the participants. 

In order to take advantage of the lessons from past reforms and 

operationalize the project's intent, several important conditions have grown 

out of project work. These three conditions, as identified by school 

personnel as contributing factors, are also consistent with my experiences as 

a participant in the project. I offer them here, in the speculative sense, as an 

explanation of what seems to have contributed to the developments at 

Ochoa dted in Chapter 4. 

First, the ECC Project gained agreements from not only the school's 

administrator, but the school district's administration to initially support the 

work toward school change despite the fact that the outcome of the work, at 

the time, was largely unknown. This sanctioning from the school district's 

administration and the permission and encouragement of the building 

principal seem to have encouraged school personnel to take risks, give up 

conventional practices, and move away from standardized curriculum to a 

great degree. 

In addition, group dialogue and public inquiry provided the time and 

opportunity for participants to reveal and examine their long-held 

assumptions and taken-for-granted notions about the school and schooling 
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process, and more specifically, in the case of this study, about parents and the 

community. These assumptions and notions form the foundation of the 

culture of the school. As they were revealed, they were then examined, 

challenged, and tested for certainty against other ideas (see Chapter 3 for 

further explanation of dialogue). 

The work and presence of outsiders as third-parties seem to command 

consideration as another important and perhaps contributing condition in 

promoting the developments described above and in Chapter 4. These 

third-parties built valuable relationships and collaborated with teachers in 

the invention and examination process. Rather than knowers of what to do 

and how to do it, the third-parties inquired with teachers, developed with 

teachers alternative ideas and practices, implemented with teachers these 

practices, and reflected upon and examined with teachers these alternatives. 

It cannot be claimed that, at the end of the fourth year, these 

conditions had become a part of the school's culture. Rather, they existed as 

countervailing forces to several regularities of the school's culture. In 

conventional school change/development projects, school personnel are 

frequently told what to do and what changes to implement instead of 

receiving permission to be creators of their own change. 

Another intervening condition that the project brought into the 

school surroimds the use of time and teacher interactions and work. Time 

for teachers to talk about their work, let alone examine it on a weekly basis 

within the school day in order to create their own changes, is highly 

irregular in schools and districts (Goodlad, 1984; Little, 1982). The weekly 

dialogue sessions, which were opportimities for teachers to interact with 
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each other about their work and to create new work, were considered a 

spedal feature of the project and were sanctioned by the district and school 

administrator. They were also considered a part of the teachers' work. 

The third intervening force/condition involved the presence and 

participation of outsiders, third-parties. Outsiders typically act as resources, 

experts, or role-models for teachers (insiders). A common feature in school 

change or staff development is outsiders serving to assist teachers in 

adopting strategies previously designed and created by those outside the 

school (Lazerson et al., 1985; McLaughlin et al., 1990; Sarason, 1990). Instead, 

ECC Project staff members are outsiders who work with insiders as mutual 

collaborators in the reinvention process. 

These three conditions in and of themselves were irregularities in the 

culture of the school from the begirming of the project. They seem to have 

contributed to the exploration of the culture of the school, which may 

possibly be leading to the alteration of this culture. At the end of the fourth 

year, the culture of Ochoa school had not been fully transformed, but the 

evidence provided in this study clearly indicates significant developments 

had occurred in several aspects of the home-school relationship—all of 

which are important elements of the culture. 

Before I move on to the importance of further research and the 

implications for future research, one final point must be made that has not 

been a focus of this study, but is important to consider and leam about in the 

change process. After reading the fourth chapter of this dissertation, a friend 

commented on the impression she got regarding the developments. It 

seemed to her that the developments that occurred were all "too easy." The 
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story presented in Chapter 4 impressed her as "magical." Being a teacher 

herself and aware of the nature of schools, she was skeptical. 

This study did not focus on the conditions that promoted what 

seemed, to my Mend, to be magical developments. Nevertheless, I can 

assure any reader that the story represented in Chapter 4 was far from easy to 

realize. This process at Ochoa, during the four years, was quite eventful. It 

was filled with obstacles, tensions, and conflicts as well as understandings 

and successes. What is represented here is the status of the home-school 

relationship at the end of the fourth year. What is not studied or 

thoroughly displayed are the complexities of the process contributing to and 

enabling these developments. 

I have offered, here, conditions that may have contributed to the 

developments noted as the findings of this study. The intricacies of each 

condition are yet to be explored. However, I do want to acknowledge and 

provide for the reader examples of some of the conflicts and tensions 

embedded and encountered in the establishment and development of each 

of the conditions discussed. 

Permission, while it was given initially by the district and principal, 

was continually renegotiated and redefined. Permission to make changes 

and give up certain aspects of schooling was "conditional" and changeable-

While the principal remained steadfast in her support and permission, she 

often confronted regulations outside of the school and within the district, 

some could be ignored while others were more inflexible. Permission was a 

condition affected by a variety of influences and had to be consistently 

redefined and renegotiated. 
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The process of dialogue—what it was and its purpose—was also 

mutually constructed over time among the participants and project staff. 

The differing perspectives on how to best use this time and how to relate to 

each other within this context brought forth many discussions, debates and 

disagreements. The trust relationships, communication styles, and other 

dynamics within the dialogue group were established over time. After six 

years, they are still in the process of development, a process that, I surmise, 

will never be totally completed. 

The role of the third-party aeated many tensions and dilemmas both 

intrapersonally and interpersonally. Again, the relationships between third-

parties and teachers/prindpal developed overtime often by dealing directly 

with our insecurities and disagreements with each other and the process. It 

is fair to say, we all learned to confront issues and each other more openly 

and honestly. This learning continues. 

The relationships between third-parties and school staff, as with the 

issue of permission and the process of dialogue, appear to be in a constant 

state of construction due to their complex nature. The issues embedded in 

these conditions are not problems that can be solved. They ocoor again and 

again in various forms. As Sarason (1995) points out, these are productive 

experiences to the extent that we can leam and grow from them. All of this 

work is "in-process" and under construction even as we complete the sixth 

year of project work. If there is magic involved, we certainly haven't 

discovered it. 



237 

. . . For Further Reseaich? 

In Chapter 1,1 offered three questions that served to frame this study. 

This dissertation has been an attempt to seek answers to these questions. 

1. What are the developments that have occurred in the home-
school connection during the first four years of the project? 

In Chapter 4,1 presented the developments that have occurred in the 

home-school relationship over the first four years of the project The 

comprehensive finding in this area is the overall nature of the school's 

relationship with the families and community was shifting from one of 

disconnection to increased interactions and cormectioi\s. 

2. Are these developments significant and why? 

The beginning of this fifth chapter addresses this second question 

regarding the significance of the developments illustrated in Chapter 4. The 

findings correspond to important considerations discussed in the literature 

presented in Chapter 2. The developments noted in this study are 

significant because they embody features researchers and theoreticians are 

now advocating as fundamental in the connection between home and 

school. 

3. What do these findings suggest about this approach to school 
change? 

Finally, as was explained in the prior section, these findings suggest 

that this approach to school reform may have merit. This first study of one 

aspect of the school's culture and the possible influence of the project upon 

altering that culture indicates several areas that warrant further research in 

the quest for understanding the dilemmas of school reform. 
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There are many unstudied aspects and accomplishments embedded in 

the ECC Project work. More specifically, this study has uncovered questions 

and identified six areas of further research and study as discussed below: 

1. Are the developments dted in this studied sustainable or will they 

disappear and return to their former state when the project ends? The 

nature of the home-school relationship in this sixth year differs in some 

ways from the relationship described in year four. Do these differences have 

their roots in the work that has gone before and are they a part of the 

evolution of the home/school relationship? What elements will prevail 

over time and why? 

2. The permission and encouragement both from the outside—via the 

project and assistant superintendent-and inside, through the principal, has 

been identified as an important condition for promoting the developments 

cited in this study. Does that permission or some form of it continue to be 

equally important over time, or does the power of a new school culture 

emerge and resist, on its own, factors imposed firom the outside? What will 

transpire if and when the district, principal, or project support (i.e. third 

party's participation) is removed or if a new assistant superintendent or 

principal enters the scene? Will a new school culture eventually have 

enough strength so that the community and the school will no longer need 

permission from those outside of the school and its community? Are the 

developments of the new school culture strong enough to compensate for 

these absent supportive elements or does the previous culture once again 

gain prominence and stabilize the situation, returning to the status quo? 
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3. The process of dialogue and inquiry, a condition that seems to 

contribute to school cultural change, requires description and analysis. 

What occurs in a dialogue session? How are imderlying assumptions 

uncovered? What are the dynamics of the session and of the relationships 

within the group? Are there elements within this process that can be 

untangled and utilized in some form in other schools? Much about the 

process of dialogue is in need of further examination before conclusions can 

be made about its power to influence the school culture and the reinvention 

process. 

4. The role of the third-party and the dimensions surrounding that 

role have been invented throughout these last six years through dialogue 

and reflection among those of us working as third-parties in the schools 

using the project principles as our guide. Yet, this role, beyond the three of 

us who are now fulfilling this position, remains an enigma. Understanding 

this role and the contribution it may make to school reinvention could 

assist in providing lessons for outsiders who seek to reform schools. Does 

and should this role continue to be viewed as supplemental or do the 

learnings about the contributions a third-party makes to a school illustrate 

its necessity to continued school development? 

5. Parallel studies focusing upon other dimensions of the school's 

culture and the developments within these dimensions over time will 

fvirther our understanding of the work of this project and its effects. Have 

there been changes in other areas, to what degree, and in what sense? 

6. Finally, the significance of these developments in relation to the 

achievement and future success of these children must not be overlooked. 
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The ultimate question for any reform effort is, "What difference does it 

make for children, their worlds, and their future?" Some of this work is 

now underway, ECC Project staff are now reviewing and analyzing several 

variables in this area such as student achievement data, graduation and 

attendance rates, and student and parent satisfaction surveys that are 

available through the district office. Some of this data indicates positive 

effects, however further and extensive analvsis is needed before any 

conclusions can be dravm. 

More recently, parents of children from Ochoa who have gone on to 

the middle school have expressed concern about both their children's 

success in middle school and the middle school's response to their children. 

This concern, which surfaces frequently from parents and teachers, is an area 

holding many unanswered questions and contains the fodder for further 

inquiry into this work's influences on and results for children. 

There are many areas to be studied in piecing together the puzzle of 

school reform and impacking the mysteries within this buried treasure. 

These six sets of questions and areas may serve as starting points in the 

journey and may shed light on the darkness within the gap between schools 

and change, as well as the gap between homes and schools. This study has 

illustrated a ray of hope that is beginning to shine on some of the pieces in 

the darkness of these canyons. Further discoveries as to whether or not the 

light grows brighter lie within these six areas. 

During a dialogue session the first year (1990-91), a teacher was 

explaining what she believes is her role in teaching these students. 'Tm a 
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guide/' she said. '1 plant seeds so that they (these children from Ochoa) can 

have the American dream." 

"But is that their dream?" I wondered. 

After four years, teachers and parents at Ochoa were getting back in 

touch with their dreams and helping the children discover dreams of their 

own. Will these dreams become a reality? For many at Ochoa and within 

the community, in some ways, they are turning into reality as evidenced in 

Chapter 4. Will these developments continue? Will they go back to their 

taken-for-granted notions? Will those within the school and community go 

back to sleeping without dreaming? That story is yet to be written. 

The end of my poem in November of 1990, went on to explain: 
What is it? 

It's subtle —elitism, 

racism (I don't even like that word, it seems so harsh), 

that we can't see. 

Prejudice. 

It exists in each one of us, even in me. 

It manifests itself in our words, our judgments, our behaviors, our modified 

expectations within an unmodified curriculum. 

I'd explain more, but it's stuck— 

it hurts too much to get it out. 

I want to move beyond it— 

—beyond the realization of what I thought I knew, isn 't so, 

and what I would have never believed is. 

And it makes me angry— 

Angry because I didn't see it, 

A part of me still doesn't want to—a part of me wants to look away. 

And angry because 

I didn't know. 
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Doing this study on the home-school relationship at Ochoa and 

working in this project for the past six years has helped me to know more 

about the complexity involved in overcoming the barriers to the 

connections between home and school, and schools and change. It is often 

our own limited perspectives that continue to stabilize this separate nature 

within our culture. I hope, through this awareness and this beginning of 

knowing about not knowing we will all begin to see and understand the 

complexities of schooling and school change a bit more clearly. 



APPENDIX A 

EDUCATIONAL AND COMMUNITY CHANGE PROJECT 
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PRINOFLES AND STANDARDS 

From Original Project Proposal 
(Heckman, 1990, pp. 8-11) 

Given the scale and scope of the effort, it must be grounded in a series 
of principles which serve as both guides and standards for oiur work. The 
design of this proposal and the work to be done are guided by the following 
principles and standards: 

1- Contemporary systems of American schooling were conceived in 
times of high cultural consensus, when powerful sodal and economic 
forces valued cultural homogeneity for such purposes as 
nationalization, industrialization and urbanization. Such schools are 
no longer adequate to the types of children to be educated, to the social 
realities of human living and to the conflict and diversity of the 
contemporary culture. 

2- If school, home and commimity resources are coordinated on behalf 
of the education of children at-risk, it is possible to alter the predicted 
pattern of academic failure for the majority of these children such that 
they achieve success in both the redesigned early school settings and 
in the more conventional settings of later schooling. 

3- The race, ethnicity and family income levels of school children 
should influence the ways we undertake the education of culturally 
and linguistically different children, but these factors should not 
diminish our aspirations for the achievement of these children or the 
relative benefits they receive from school attendance. 

4- The alteration of predicted patterns of academic failure requires the 
extensive reconstruction of early schooling, the realignment of the 
relationship between home and school, the provision of extended-day 
schooling, and the commitment of commimity organizations and 
agencies to the education of at-risk children. 

5- Conventional schooling begins just before or just after many adults 
begin their own work and ends well before most adults complete their 
work day. Many children are thus left tmsupervised and unassisted 
for many hours each day. This time represents an unparalleled 
opportunity to engage children in activity typical of cohesive and 
highly nurturing home envirorunents, thus generating personal and 
social growth for each student. 
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6- Each child in this project will be entitled to a carefully designed 

extended-day program which "surrounds" the work of the school by 
starting early in the day and concluding in the evening. It will also be 
available on Saturdays. The extended-day program (EDP) is not the 
same as the formal school program. 

7- The process of school redesign requires that the participants have a 
large measure of control over the nature, extent and timing of the 
redesign. However, certain aspects of conventional schoolLig are 
believed to be sufficiently detrimental to the education of the at-risk 
learner that the elimination of these aspects are considered non-
negotiable; among them are age-grading, a system of marking and 
standardized tests as measures of student progress and as 
determinants of what shall be taught 

8- The number of non-negotiable, essential changes will remain as small 
as possible, inasmuch as change on the scale described here requires 
not only the acceptance of the participants but also their firm 
commitment as well. Such commitment is not possible unless the 
participants are part of the planning and the design of the change and 
find that they are in agreement with what is asked of them. 

9- Those charged with the responsibility for teaching children must be 
given adequate time to plan, to form dear intentions for their work, 
to instruct and to appraise the extent of their success and the need to 
follow-up, restart, or move on. The capacity of the teacher to do this 
is heavily dependent on the number of students one serves, the 
distribution of abilities and talents among these students, the content 
that forms the occasion of the teaching-learning relationship, the 
space and facilities at one's disposal and the governance of time and 
schedule within the instruction setting. Each of these critical 
factors must be addressed and controlled in any attempt to alter the 
predicted patterns of achievement for children at-risk. 

10- Teachers are not the producers of learning. Rather, they design 
productive academic work for students, who, by their engagement in 
this work, leam. A major part of the work of teaching consists of the 
design of academic work, the construction of nurturing 
environments for undertaking this work and the encouragement of 
engagement in and reflection upon this work. 

11- There is a documented and well-researched failure of school, 
community agencies and parents to work constructively with one 
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another on behalf of the education of children. The first step in the 
creation of a mutually supportive network is to bring the parts 
together for the purpose of gaining assent to a common goal of 
supporting the effective education of children and generating regard 
for how each party might assist in that end. 

12- Relationships with parents and guardians will be foimded initially on 
sharing information and building trust Parents are viewed as a 
valuable source of information about their children. In the early 
stages of the project the emphasis will be on aiding parents to 
communicate their interests and their concerns to the school and 
assisting school personnel in communicating with parents. 

13- As mutual awareness and trust grow, the focus will shift to building a 
partnership with the home for the education of the child. The parent 
or guardian will be encouraged and helped to complement the 
educative endeavors of the ^ool and the extended-day program. 

14- Reconstruction and planned change of social settings are slow, 
frequently agonizing and sometimes frightening processes for the 
participants. It is, therefore, wise to begin with most aspirations for 
the early phases of one's work, but with the ultimate aims clearly 
defined so that progress made can be clearly measured over time. 
Information-gathering, documentation of effort expended and effects 
realized, and evaluation of the larger worth and merit of the 
enterprise are essential to both the imderstanding and the appraisal of 
the enterprise. 

15- Inasmuch as there appear to be neither the funds necessary nor the 
capacity to imdertake the reconstruction of all of American schooling 
at once, those students who complete the reconstructed schooling and 
move to the conventional schooling offered in their district must be 
prepared to succeed in the conventional school environment This 
form of preparedness will be monitored throughout the program. 

Conventional standardized tests of student learning have become the 
driving force for much of today's school curriculum. The design and 
content of these tests are often determined more by psychometric 
criteria than by any sense of what it is worthwhile for children to 
know and imderstand. Such tests will, therefore, be used in this 
project only as indicators of readiness for the conventional school 
environment, and not as measiu"es of success within the project 

16-



APPENDIX B 

TEACHER INTERVIEW QUESTIONS 

1990-91 

1993-94 



248 

Teachers' Interuleiv Questions 
Ochoa Elementary 

1990-91 

1. Think about a recent class session uihen you Just kneui 
learning was talcing place. In as much detail as you can 
recall, tell me what happened? Ulhat were the students 
doing? Ulhat were you doing? 

Ulhat did the students learn? 

Ulhich students learned ? 

How did you know learned ? Ulhat did s/he do? 

Ulhat do students do to indicate they haue learned 
something? 

Ulhat are some other ways you know that a student has 
learned something? 

2. Tell me about what you are teaching now. Ulhat is 
important for students to know? 

How will you know that they know....? 

Ulhat should students in your class know by the end of the 
year? 

Ulhat should a student at Ochoa know when s/he 
graduates? 

3. Ulhat is the best way to organize kids for learning? Ulhat 
are the best ways to accomplish age grouping? Ulhat are 
the best ways for ability grouping? 
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4. There ore usually tuio kinds of kids—those uiho make it 

and those uiho don't. Ulhen you haue those who don't in 
your class, uihat do you do? 

5. Because I'm neui to Ochoa, there's a lot I need to knoui. 
Ulhat should I knoui about the community? the parents? 
the students? 

6. fls a result of this project, uihat changes mould you like to 
see happen? 

By uihen uiould you like to see occur? 

Houi uiill you knoui it has happened? Ulhat information 
can uie collect to knoui this change has occurred? 
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INTERUIEUIS: TERCHERS 

Ochoa Elementary 
1993-94 

1. UJhat would you entitle your book, if you wrote about your 
eHperiences in scliooi reinuentlon? Ultiat were the "pleasant 
surprises?" What were the neyatiue surprises? 

2. Describe how you spend your week or day? What are the 
important aspects of your work life? Has this chanyed from 
three years ayo? What is your eualuation of these chanyes? 
What aspects seem to be important and why? What other 
chanyes would you like to make in your work life? (Probe for 
interactions with others, about what, kind.) 

3. H. What is your definition of teachiny? Describe your teachiny. 
Is it different or the same from what you were doiny three 
years ayo? What elements are the same? What elements are 
different? 

B. If this has changed, what is the reason for the chanye and 
what has contributed to the chanye? Are these chanyes 
important? Why? What thinys haue stayed the same? 

C. Describe your team teachiny eHperience. In what ways did 
you collaborate? With whom did you collaborate? 

4. What are the students doiny now in your classroom? How are 
children oryanized for leaminy? What is the role of the 
students and what are they responsible for? Is this different 
from the past? 

5. Decision-making 9 Leadership. 
fl. How are decisions made for the school? Who makes them? 
(Kind of decisions?) Has this changed? If so, how? In your 
view, what is your role in decision-makiny about the school and 
its program? How are decisions made for this school? How 
much say do you haue in the decision-making for the school? 

[IF NOT MENTIONED EflRLIERl 
B. Classroom: Talk about the decision-making process in your 
classroom. What is your role? Students' role? What kind of 
decisions are made? Are there some decisions that you make 
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unilaterally? Like uihat? Houi would you describe leadership in 
the classroom? 

C. Describe the role of the principal in your work this year. Has 
the principal's role changed? How has the principal been 
inuolued in your changes? 

D. Staff msetlngs. lUhat is the purpose of staff meetings? 
Ulhat role do you haue? Is it the same or different from what 
it was four years ago? Ulhat kind of information is shared? 
Are there common topics at staff meetings? Teachers are 
relatiuely quiet during staff meetings, lilhy is that so? 

6. Curriculum. What is important for children to know? What 
kind of eHperiences do you want your students to haue while 
they are in school? Has this changed in the last few years? 
UUhy or why not? 

7. flssetsment: How do you assess learning? Change from the 
past? How do you assess indiuidual students? Uihat is your 
uiew of assessment right now? Is it the same or different? 

8. Community. Describe the community. Would you haue 
described it the same way four years ago? Rre parents or 
community members inuolued in the school program or 
students' learning? How? Does the community relate to the 
school? How? Rre you inuolued with the community or 
parents? In what way? 

9. Coalition and PTO meotlngc. (Choose either question 9 "fl" 
or 9 ''B^) 

fl. Is there a PTO? What is its purpose? How often does it 
meet? Do you attend? How often? Who organizes it? 

B. What do you know about the Coalition? What's its purpose? 
Do you attend the meetings? How often? Of these two formal 
meetings, which has greater impact on the school and its 
programs? Why do you think this is so? Is either of these 
organizations connected to your work? If so, in what way? If 
not, why so? 
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10. R. Changes. Vou haue mentioned seueral changes in yourself, 

students, school or community. Do you consider these changes 
as positiue? Why or uihy not? What has contributed to these 
changes? (For school or for individual.) Describe the process of 
reinvention. What would have made the process easier? 

OR 

D. Non-Ghangat. Vou have stated that many things are the 
same as they have been and that very little has changed. Given 
that our project is a change project, what is your view of it 
and how do you think we should proceed?? Is there a need for 
things to change? What or why not? Benefits/barriers. 

Project. What role has the project played in this school for 
the last three years? How has the project assisted or 
promoted the changes? Has it limited what can be done? Talk 
about the project now. Is it different from your original 
eHpectations? How so? What are the conditions in the project 
or within the school that are necessary to promote change and 
learning for all? 

Raflectlon. Are there other things you are still considering or 
wondering about—changes that could be made? What new 
questions do you have now? Given that our project is a change 
project, how do you think we should proceed? 



APPENDIX C 

STUDENT INTERVIEW REFERRAL FORM 

SPRING, 1990 



STUDENT PARTICIPANTS 
OCHOAAFMBITARY 

254 

TEACHER 
GRADE 

Students who are succeeding: 

1 .  

2. 

Briefly state reason(s): 

Students who are having difficulty (not succeeding): 

1 .  

2. 

Briefly state reason(s): 

Please return this form to me or to my basket in the office. Thank 
you. 

Vik i  

Additional Comments: 
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Student Interview Prompts 
Ochoa Elementary 

1990-91 

1. Explain situation: 

Opening: 
Want to know your opinion -
Working to make Ochoa a great school. 

Examples of - heros/heroines (Who are their 
idols?) 

Ask - Who do you admire or think does something 
really well- the best? 

2. Proud of about your school? 

3. Why do you think you are here? (Purpose of school) 
What do you want to get out of school? 
How are you doing? 

4. Other areas to ask about: 
homework 
different this year 
what is difficult/easy 
what are your dreams 
how learn best 

grades 
feel successful 
topics studied 
be when grow up 
likes/dislikes of 

school 

4. What do want to make better if you could change school -
would you change? 

- what 
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1. P^FINITIQN & PURPOSE QF SCHOa 
Tell me about school. If I were new to the neighborhood, what 
would you tell me about Ochoa? Purpose? What do you do at 
Ochoa? What do you think of school/feel about it (opinion)? 
Why do you attend? Have you thought about what you would 
like to do when you get older? Explain. 

2. SCHOOL TASKS 
- Tell me more about what you do here at school. (Ask to 
further explain something mentioned in previous answer.) 
What do you do during the day? (Have them explain their 
schedule and ask for clarification as they explain.) 

-Is school hard or easy? Explain. What happens when you 
encounter a problem at school? What do you do? 

-What is your job here at school? What kind of work do you 
do at school? 

-Do you work by yourself or with others? (When and how 
often?) How do you like this? How do you work best? 

-Is any of this different from what school was like for you in 
previous years? Explain. 

3. LEARNING 
Tell me about some things you have learned this year. Most 
memorable. What do you think of these? 
Are there things you would like to study that you didn't? 

What helps you learn? 
What keeps you from learning? 

If you were the teacher, what would you do to help students 
learn more? 
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4. TEACHERS & CLASSES 

What is the teacher's job? What should the teacher do? 
How many teachers have you worked with this year? How 
often and in what ways? What do you think of this? How long 
have you had Teacher X? How do you like this? 

Are you in a mixed grade/language class? How do you like the 
grouping of children in your class? 
Advantages/Disadvantages 

If you were the teacher, how would you change the school day 
or class? 

5. TESTING & EVALUATION 
How are you doing in school? How do you know this? How is 
your work assessed or evaluated? (Probe for grades.) 
Opinion. 

6. CHANGE 
Of all the things you have described, are these things the 
same or different from the way things were in the past or 
your earlier years at the school? How are they different? 
Explain. Opinion. 
**lf you could change one thing about school, what would vou 
Change and why? 

7. LANGUAGE 
What language is used in your class most often? When & why? 
What language do you prefer? Why? What language does the 
teacher use the most? What do you think of mixing children 
by languages? 

8. OLDER CHILDREN ONLY 
What kind of education do you think you got here at Ochoa? 
(Good or bad-explain.) What is your view of learning here? 

9. CHJESTIQNS FOR ME? 

10. FRIDAY 
What is Friday like? (Guest Teachers) 
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