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Abstract 

Many school districts, particularly in inner-city communities, face numerous barriers to students’ 

academic success. Unfortunately, the school paradigm is not constructed to address the glaring 

social/emotional conditions affecting millions of children (Anderson-Butcher et al., 2017). As a 

result, educators and social reformers have urged school leaders to expand the public school 

mission by emphasizing community agencies to bridge the socio-economical gaps plaguing 

urban districts (Dryfoos, 1994; Dryfoos, 1998). The Full-Service Community School (FSCS) 

model involves collaboration with community organizations by making the school a hub for the 

community beyond typical academic services (Blank et al., 2003; Dryfoos, 1994; Dryfoos, 

1998). Despite the promising research on the FSCS model, little analysis has been done to 

understand parents’ and staff’s perceptions of the model. This study investigates teacher and 

parent perceptions of the Full-Service Community School model and its impact on overall school 

communities. This narrative research design used semi-constructed interviews to capture 

stakeholders’ experiences regarding how they perceive the model to impact school communities. 

The study found that parents and teachers perceive the FSCS model to positively impact the 

school community, especially in school climate, school resources, academics, and community 

engagement. These findings substantiated the prior research on the Full-service community 

school model and its impact on school outcomes.   

 

 

Keywords: Full-Service Community School model, School Community, Parental Involvement, 

School Outcomes, School Climate, School Resources, Academics, Community Engagement, 

Urban Education 
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Chapter I: Problem Statement 

“It Takes a Village to Raise a Child” 

-African Proverb 

Introduction 

At the heart of this African proverb is the belief that a child is a gift from the heavens, 

and such a blessing falls on the shoulders of a community to celebrate that gift. Although it may 

start with the traditional family, that responsibility should be welcomed by the community at 

large because one hand does not nurse a child, but the hands of many. America was built on a 

similar moral compass, promoting stewardship and responsibility to all its citizens (Kass, 1988). 

Similarly, the school system has adopted that same approach to educating children despite the 

many disparities different school communities face. As a result, many policymakers and school 

leaders have called for education reform to help address some of these issues. Over the last forty 

years, educational initiatives like the Individuals with Disabilities Education Act (IDEA) (2015), 

No Child Left Behind Act (NCLB) (2008), and more recently, Race to the Top (RTTT) (2009) 

have tried to combat some of these unrelenting issues by providing support for some of the 

current shortcomings impacting public education.  However, the question remains, how are these 

initiatives helping school communities move forward?  

While the examination of the current educational landscape has been contentious, it has 

also shown promise regarding support for public education, especially in disadvantaged 

neighborhoods (Noguera, 2003). By the early 21st century, educational and community leaders 

began to push for a more unilateral approach when dealing with the numerous issues plaguing 

public education (Seright, 2007). The 1983 release of A Nation at Risk: The Imperative of 

Education Reform highlighted America’s need to improve the broken educational infrastructure, 
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mainly due to the buckling economic conditions that trickled into the school system. 

Unfortunately, nearly forty years later, the current educational system still faces inconsistencies 

that impact how students achieve. According to Rupert (2003), almost one-third of all students in 

America completed no postsecondary education or training, and many of those who go on to 

postsecondary are insufficiently skilled. Up to forty percent of four-year students and sixty-three 

percent of two-year college students require some form of remediation (Rupert, 2003). 

Learning deficits are mostly associated with students who were educated in marginalized 

communities (Anderson-Butcher et al., 2017). Many of these students are exposed to barriers that 

research suggests can hinder their cognitive developmental processes (Anderson-Butcher et al., 

2017). Consequently, schools in districts with a high concentration of economically 

disadvantaged minority students produce considerable educational achievement gaps (Fernandez, 

2010). To redress this deficit, many school leaders have pushed to restructure schools to address 

the many challenges underprivileged communities face in their respective school districts. In 

addition, local school leaders were concerned by the exploding numbers of poor inner-city 

communities, particularly in the nation’s larger urban cities (Rupert, 2003). 

 Researchers and policymakers have also tried to address these concerns by promoting 

inclusive environments between schools and stakeholders to help bridge disparities and 

encourage growth. For example, research psychologists like Abraham Maslow (1943) introduced 

a “hierarchy of needs,” emphasizing how individuals need to meet lower-level deficit demands to 

succeed at more sophisticated levels. This theory has driven the scope of thinking on how 

institutions can support schools by focusing on basic needs, hoping to lead to higher-level 

success (Maslow & Lewis, 1987).  
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Maslow’s theory provides the basis for the Full-Service Community School model. This 

approach calls for community resources to help accommodate students’ needs to support overall 

school outcomes (Richardson, 2009). Blank et al. (2003) identified the Full-Service Community 

School model (FSCS) as a sustainable solution to support underprivileged communities and 

bolster parental participation. In addition, educators and social reformers believe that the public 

schools’ mission should expand to support families by supporting their external conditions using 

community agencies to help bridge socioeconomic gaps within disadvantaged schools (Cotton, 

1989).  

The overall research on the FSCS model identifies several encouraging benefits when 

incorporating this model in underprivileged schools. The benefits include an enhanced school 

climate, strengthened school and classroom resources, positive family interactions, and constant 

familial support (Epstein et al., 2018). In addition, much of the associated theoretical framework 

referenced in the FSCS research utilizes Maslow’s hierarchy of needs theory to substantiate its 

core principles and validate the importance of community organizations to help schools meet 

their basic needs and influence school communities. 

Research also suggests several positive benefits of incorporating community support into 

schools (Blank et al., 2003). As a result, educators and social reformers sought to expand the 

public school mission to improve such conditions, using partnerships with community agencies 

to bridge socio-economical gaps in urban schools. Doing so can enhance the school climate, 

strengthen school and classroom programs, and provide family services and support (Epstein et 

al., 2018). The hope is that providing these kinds of support for schools will help bridge the 

many gaps that plague students and families in marginalized communities.  
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Background of Problem 

When investigating school-wide outcomes, much of the conversation has been centered 

around the many inconsistencies dividing the affluent and historically disadvantaged 

communities (Mussoline, 1998). Schools have widely been considered a foundational resource to 

help bridge some socioeconomic gaps between specific neighborhoods, especially those lacking 

family and community involvement (Mussoline, 1998; Potter & Morris, 2017). Consequently, 

parental/community involvement within the schools has become an essential factor in the 

investigation of overall school outcomes. A considerable amount of the research has explored 

different socio-personal, and socioeconomic variables considered influential in social and 

academic constructs (Armor et al., 2018; Mussoline, 1998).  

Much of the work in this domain has been grounded in the theoretical frameworks of 

Maslow’s hierarchy of needs. These theories have guided the research on the school environment 

and how parental and community conditions can impact school communities. In addition, much 

of the empirical research outlines potential benefits parents and teachers can have when using 

both stakeholder perspectives, allowing for effective feedback for school communities (Swap, 

1993). Such research calls for more collaborative opportunities for teachers, families, and 

communities to become unified. 

Metrics on school-community cooperation can help evaluate how collaborative 

partnerships between local communities and schools can benefit households and support young 

children’s education (Epstein & Dauber, 1991). Coleman (1997) described this process as a joint 

responsibility between all stakeholders when cultivating societal ideas, principles, and tolerance 

for adolescents. The obligation to assist children in learning about their world and developing 
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lifelong learning skill sets is most effective when all parties understand their roles and 

collaborate seamlessly (Coleman, 1997).  

With the expanding empirical research on community involvement in schools, 

perspectives have varied; school communities are unique and yield different interpretations of 

how collaboration impacts schools. For researchers, it is crucial to evaluate and gather such data 

to help contribute on a broader scale. 

Statement of Problem 

Despite the continued funding earmarked for schools, research suggests these resources 

still have not yielded the positive outcomes school leaders hoped for (Allen et al., 2018; 

Coleman, 2019; Ruppert, 2003). Educational leaders have been calling for a more unified 

mindset when addressing issues within the school community to help promote positive school-

wide outcomes (Seright, 2007). Research has outlined a “thorough, comprehensive, and 

coordinated” approach to reinforcing the traditional educational infrastructure (Blank et al., 

2012; Blank et al., 2006).  

In many circles, initiatives like FSCS are championed as practical solutions to promote 

the universal development of students while strengthening communities to develop productive 

members of society (Blank et al., 2003). Much of the empirical research associated with the 

FSCS model has measured overall school data to measure the model’s success (Anderson-

Butcher et al., 2017; Blank et al., 2012). However, despite the abundant research surrounding the 

FSCS model, minimal research speaks to the perspectives of different stakeholders, such as 

parents and teachers, and how these stakeholders perceive these models to support them within 

the educational paradigm. 
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Also, using teacher and parental dynamics can provide several variables to consider when 

assessing overall school achievement outcomes. For example, consistent school achievement 

research has identified family support (financial and emotional), early academic reinforcement in 

the home, and academic expectations to be correlated with positive school outcomes (Castro et 

al., 2015). In addition, other indicators of school outcomes have been identified, including 

overall intellectual endurance and positive academic performances within adolescent populations 

(Castro et al., 2015). 

Despite the variances in how community involvement is outlined and operationalized in 

research and practice, involvement has been frequently mentioned, as school-centric parent 

involvement programs and activities appear to inspire learning at home and garner high 

academic expectations, resulting in better attendance, higher grades, higher test scores, and 

elevated graduation rates (Berg et al., 2006; Baum & McMurray-Schwarz, 2004). However, 

despite the advantages and theories highlighted in the literature, further analysis of stakeholders’ 

perspectives on the definition of parent involvement in schools is required.  

Purpose of Study 

This qualitative narrative study investigates teacher and parent perceptions of the Full-

Service Community School model and its impact on overall school communities. This study 

defined school communities as school climate, resources, academics, and community 

engagement (Anderson-Butcher et al., 2010; Berg et al., 2006; Blank et al., 2012; Dryfoos, 1994; 

Dryfoos, 1998). Evaluating teachers’ and parents’ perceptions can be imperative to promoting 

sustainability and supporting the current school infrastructure, as these groups are the backbone 

of the school community. Dryfoos (1998) claimed urban schooling was in dire need of reform 

and outlined comprehensive schools to help support them. He would further identify the 
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community-school model as a “picture-perfect” exemplar in doing just that. Dryfoos described 

the FSCS model as “a comprehensive assortment of mental/physical health resources and offers 

social, educational, and family services within the school building or community” (Dryfoos, 

1998). Much of the resources provided by the FSCS model are based on the overall needs of a 

particular school/community. This process uses a holistic and collaborative approach to focus on 

the barriers that impact student learning, emphasizing a preemptive approach rather than a 

reactive one (Dryfoos, 1998).  

While school-community partnerships have the potential to become the dominant and 

preferred approaches for addressing barriers involving student learning, several questions still 

permeate that process. First, where do stakeholders within school communities fit into this 

paradigm? Secondly, how do stakeholders perceive this paradigm to advocate for students and 

their families? Finally, but most importantly, how can stakeholders further collaborate to ensure 

the communities needs are being met? The community school model’s approach champions the 

need for alliances with community organizations. These partnerships allow students, families, 

and communities to identify how this model best works for them.  

Evaluating teachers’ and parents’ perceptions of the FSCS model can help improve 

school dynamics while focusing on efficacy to understand best how to support the school’s 

infrastructure. By design, this qualitative study will capture opinions and explain how they view 

this specific infrastructure to determine its efficiency. It can also be valuable for obtaining 

information on how questions are formulated and their insight. This research can also offer 

immediate feedback in which the data can be analyzed to provide efficiency. By design, the 

community school approach emphasizes partnering with community organizations, making the 

school a hub to receive services outside typical academic environments. The intention is to target 
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broad student, family, and community outcomes and identify how this model works for them. 

Such information can be valuable due to how questions are formulated and their insight.  

This narrative research design hopes to provide real-world perspectives on how the 

community school model better supports school communities. Most importantly, this study 

hopes to utilize these perspectives to provide feedback to determine how they perceive the 

community school model to help assess its efficiency. Overall, this study hopes to provide 

insight into different stakeholders and facilitate conversations/initiatives centered on 

collaboration to promote positive school development, especially within at-risk communities. 

Significance of Study 

The significance of this study is to introduce a collection of views surrounding the Full-

Service Community School model and its influence on school communities using the 

experiences of teachers and parents. Much of the literature reviewed on the community school 

model advocates the importance of bridging socioeconomic gaps in underprivileged communities 

to promote school success (Blank et al., 2003; Epstein, 2011; Dryfoos, 2000). However, minimal 

literature investigates the perceptions of parents and teachers on how this model supports school 

success. This study investigates these perceptions and the community school model in general. 

Investigating these perspectives can allow stakeholders to collaborate and progress within the 

FSCS model. The hope is to create a more fruitful conversation between all stakeholders to 

enhance the student experience. These perspectives can be salient for schools’ success, especially 

those hobbled by poverty and lack of parental engagement in school-centric activities (Berg et 

al., 2006). In many instances, it is significant that the efforts made by the school to intervene in 

problematic behaviors, especially by educating school personnel and empowering professionals 
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with the resources and mechanisms for early identification and signaling of challenging 

situations in classrooms (Caridade et al., 2020).  

In addition, using different stakeholders’ recommendations, experiences, and theories of 

action in school communities can help strengthen how parents and teachers can impact the larger 

picture. Such insight can also help school leaders get a better understanding of the strengths and 

weaknesses of the current systems of communication between parents and schools, understand 

what parent involvement means and represents, and how leaders can further contribute to 

practice strategies and research agendas that support the unique and overlapping strengths and 

needs of parents and teachers alike (Berg et al., 2006). Stakeholders’ perceptions can be 

significant in developing impactful partnerships between the community and school leaders, 

promoting healthy collaboration, and sustaining cohesion among the entire school community 

(Epstein, 1996). Investigating these perceptions using the FSCS model lens will allow for a deep 

look into its influence on family and community involvement to determine its successes and 

shortcomings and better represent the model’s widespread impact on the school community. 

Research Questions 

To investigate the community school model’s efficacy, this study will provide an in-depth 

look into teacher and parent perceptions of the community school model and its influence on parent 

involvement and school communities. For this study, parental involvement was outlined as 1.) 

Parenting, 2.) Communicating, 3.) Volunteering, 4.) Learning at home, 5.) Decision-making, and 

6.) Collaborating with the community (Epstein, 2018). School communities are defined as l.) 

School Climate, 2.) School Resources, 3.) Academics, and 4.) Community Engagement (Berg et 

al., 2006; Blank et al., 2012). The following research questions were used to drive this study:  

▪ What is the overall perception of the FSCS’s influence on overall school communities? 
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▪ How do teachers perceive the FSCS model to influence parental involvement? 

▪ How do parents perceive the FSCS model to influence parental involvement? 

▪ How do teachers perceive the FSCS model to influence school communities? 

▪ How do parents perceive the FSCS model to influence school communities? 

These research questions will provide insight into understanding how the stakeholders (teachers 

and parents) perceive the FSCS model to support student achievements and will provide 

information chronicling how stakeholders are affected, if at all, by this model. 

Limitations 

 The cardinal principle of the FSCS model is focused on bridging the academic world and 

the community’s needs (Jehl et al., 2001). Although this study may offer some new insight into 

the perceptions surrounding the FSCS model and its impact on the school community, several 

limitations exist. First, with the district’s population size being rather large, the number of 

community schools is relatively limited. This limited sample size will minimize the opportunity 

for diverse feedback. Another limitation of this study is the small experience the selected district 

has with the community school model. This model was introduced as a pilot in 2017 and has 

since expanded to four schools out of thirty-nine. The district leadership and stakeholders are 

still undergoing needed informational sessions and professional development. This variability in 

the professional development and experiences between different schools may cause a limitation 

in the obtained research. Also, because it is a relatively new initiative, stakeholders may not 

know about the resources and services afforded through community schools. 

 In this study, parental and teacher feedback is limited due to the voluntary nature of the 

study. In addition, feedback is based on stakeholder availability, which means a small percent of 

the general community school population. Another limitation of this study is that only 
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elementary schools (a total of three) will be used due to the comparable demographics and 

likeness to the various school communities. This will remove the one high school community 

school from the data sets. Lastly, although the study evaluates parent and teacher perceptions, it 

does not assess all members of the school community, which can be beneficial for an overall 

evaluation of the community school model. Incorporating all school community members would 

provide a more precise and accurate assessment of the community school model. 

Delimitations 

A delimitation may be found in that only schools within one district were researched. 

Schools in districts of a much smaller size, in rural communities, or with demographic data 

dissimilar to this district may not have the same resources or needs, therefore, providing differing 

results from those found in this study. These delimitations may inhibit these data from being 

generalizable to other schools nationwide. Additionally, the concentrations of community school 

resources can vary across the different schools depending on need.  

Organization of Study 

Chapter I of this study outlines the background pitfalls of the current education system, 

highlighting the research surrounding community involvement in schools as well as a statement 

of the problem, the purpose of the study, and the significance of this study. Chapter II reviews 

the literature, including a definition of family involvement and the FSCS model, and Maslow’s 

Hierarchy of Needs as the theoretical framework, which provides a lens for the study. Chapter III 

features the methodology used to conduct this study and how data sets were compiled and 

analyzed. Chapter IV thoroughly examines the collected findings. Finally, Chapter V 

encapsulates the study’s outcomes, the implications, conclusions made from the results, and 

discussions of future research.  
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Chapter II: Literature Review 

Introduction 

This chapter delivers an overview of the literature related to this qualitative study, 

examining teacher and parent perceptions of the community school model and its influence on 

school outcomes. The literature review will highlight several contexts to consider when 

evaluating school outcomes. First, it will outline family involvement and its impact on school 

outcomes and detail its evolution in the educational capacity. It will also identify and review 

consistent indicators of educational outcomes and how family involvement is connected to those 

indicators. Second, the literature will review the history of policy surrounding community 

involvement in schools and its implications on school functionality by examining stakeholders’ 

perceptions using the literature on the FSCS model. 

As presented in the literature, such analysis can also be critical for contextualizing how 

community involvement may vary across societies, ultimately producing different school 

outcomes. Third, the literature will then feature some of the core underpinnings of community 

involvement from a theoretical perspective using Maslow’s Hierarchy of Needs. This theory 

helps substantiate the nature of the community school model based on providing support to the 

community at large. In addition, we will investigate the perceptions of parents and teachers on 

the effects of parental involvement on schools. This information can provide a more inclusive 

understanding of the school leadership’s decision-making dynamic and create conversations 

between stakeholders about the positives and potential shortcomings in the parent and school 

dynamic. Fourth, this review will outline the history of policy on community involvement in 

schools to provide insight into how policymakers/school leaders, if at all, are making strides in 

pushing for more community involvement in schools. This can allow for a deeper understanding 
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of what has been done and what may need to be considered regarding community engagement in 

schools. Lastly, this literature review will chronicle the history of FSCS Model Research and its 

evolution over the last century, synthesizing the various research practices associated with the 

FSCS model and its underpinnings and approach to supporting schools using some foundational 

principles. 

Research on Family Involvement in Schools 

According to Epstein (2010) and Camarero-Figuerola et al. (2020), “Family 

involvement” is a series of actions carried out by families, primarily by parents, to support a 

student’s educational processes and is described as a significant factor influencing school 

outcomes. Dudaite (2016) further substantiated this claim by emphasizing that schools with 

participatory families are better equipped to identify and achieve ambitious educational goals. A 

healthy portion of the research ties together socio-personal and socioeconomic variables 

identified as influential to educational outcomes in social and academic paradigms (Dudaite, 

2016; Armor et al., 2018; Mussoline, 1998). Factors connected to high-impact student 

achievements (such as emotional and financial outcomes) included early academic support in the 

home and academic expectations (Camarero-Figuerola et al., 2020; Castro, Expósito-Casas et al., 

2015). This involvement can be classified as consistent academic interactions with their children 

on learning activities in the home or school-wide affairs (Epstein et al., 2018; Sylaj, 2020).  

The research unequivocally identifies parent involvement as one of the main variables 

associated with positive school outcomes and shortening student learning gaps (Allen et al., 

2018; Coleman, 2019; Ruppert, 2003). But if parent involvement is considered a beneficial 

influence on school outcomes, who should shoulder the obligation of parental engagement? 

Should it be one of the responsibilities of teachers and administrators? Or should this be a 
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district-wide or state agenda? Coleman (2019) described parental involvement as a critical 

responsibility for families and a social need to support the growth and development of the school 

infrastructure. Without the productive collaboration of family and school, it becomes divisive for 

school communities to attempt to reach the rigorous standards set forth by an evolving society.  

Joyce Epstein (2018) classified parental involvement using six different concepts. These 

frameworks were initially used to aid schools in developing more profound school and family 

partnership programs and promote impactful collaboration with schools and parents. Epstein 

identified them as: 

Parenting: Help all families establish home environments to support children as students 

(p. 64). 

Communicating: Design effective methods of school-to-home and home-to-school 

communications about school programs and children’s progress (p. 70). 

Volunteering: Recruit and organize parent help and support (p. 73). 

Learning at home: Provide families with ideas about assisting students with assignments 

and additional curriculum-related agendas, choices, and planning (p. 76). 

Decision-making: Include families as participants in school decisions and develop parent 

leaders and representatives (p. 79). 

Collaborating with Community: Coordinate resources and services from the community 

for families, students, and the school and provide services to the community (p. 82). 

(Epstein, 2018, p. 70–82)  

Turk (2002) used this framework for her study by conducting a survey examining school-

family-community partnerships and their correlation with school academic outcomes using the 

Massachusetts Comprehensive Assessment System. Through her quantitative approach, she 
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concluded that there were significant positive correlations between student educational outcomes 

and the strategies associated with Epstein’s frameworks of communications and learning at 

home. Thus, the data collected in this study was relevant for substantiating the claims identified 

throughout the research that parent involvement encourages positive school-wide outcomes, 

specifically in communication and learning at home. 

As displayed throughout the literature, parental involvement reoccurs as the committed 

participation of parents in all aspects of school live. However, Watson et al. (2012) identified 

extra dimensions within parental involvement in schools by introducing a wide range of 

constructs that focus on intriguing perspectives, including parental expectations about their 

children’s educational future, the extent to which parents support children through reinforcing 

the school curriculum, or the frequency with which parents are present at school. The interest in 

these constructs can provide a different lens to investigate the importance of socioeconomic 

conditions related to perceptions surrounding parent involvement in schools. 

At a macrocosmic level, one of the issues constantly echoed throughout the literature 

regarding family involvement is the lack of contribution from the parent stakeholders, primarily 

in disadvantaged communities. Although much of the research on parental involvement describes 

positive outcomes associated with parent involvement in schools, one must consider the potential 

effects of the heterogeneous nature of parental participation in advantaged and disadvantaged 

school neighborhoods. For example, Li and Fischer (2019) suggested that social-class-based 

disparities in a parent’s predisposition to be involved in various aspects of children’s lives are 

often associated with middle-class to upper-class communities. In contrast, working-class and 

poor parents are far less engaged in school affairs. This differential becomes important for 

policymakers and school leaders to provide equitable experiences for different socioeconomic 
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communities. To combat these issues, school communities and policymakers are consistently 

developing resources and instituting initiatives to help bridge the gap between parents and 

schools to assist school-wide outcomes.  

The Coalition for Community Schools (n.d.) focuses on disadvantaged communities. 

Nearly half of the nation’s students live in low-income households and lack fundamental needs. 

In addition, many students in these communities experience various unpleasant scenarios, which 

can impact the student experience. Such experiences include food scarcity, homelessness, 

violence, or other continual disturbances, which cause chronic stress or trauma that can influence 

learning preparedness, behavior, and overall academic outcomes. To help combat these issues, 

schools have been creative in providing outreach to best support students beyond the school’s 

facilities.  

In addition, schools have taken significant strides in monitoring and supporting 

educational development, emphasizing community engagement at the helm. For example, a 

study by Sanders and Lewis (2005) introduced research devoted to examining the role of 

community involvement in school improvement using case studies from three schools that 

successfully established community partnerships. The authors identified school leadership 

motivation for community partnership focused on three categories: improving student 

academic/personal outcomes, boosting the overall school experience, and strengthening the 

community. In this narrative study, the three schools examined various community partnership 

activities reflecting these different partnership development motivations.  

However, despite their efforts, states are vastly experiencing a funding crisis that 

considerably impacts how school districts can provide resources. As a result, local schools face 

daunting realities in providing outreach, supporting high-quality instruction, and extending wrap-



17 

 

 

around services with resources dwindling rapidly. Some of these concepts can influence 

behaviors ultimately associated with parental involvement in schools. This study investigates 

how teachers and parents perceive the FSCS model and if this model best supports overall school 

communities. 

Policy Analysis on Family Involvement in Schools 

Over the last forty years, a resurgence in family involvement in connection to overall 

school outcomes has become a heavily researched topic leading to various legislative responses. 

Moreover, this research has been critical in creating policies to help promote partnerships 

between schools and families. This section of the literature review aims to put such policies into 

context by detailing their history and examining their evolution.  

Several rationales are referenced within the scope of the literature on policies that support 

family involvement in schools. First, most advocates focus on the mounting responsibilities 

placed on schools, especially with an increasing population of at-risk students (Moore & Emig, 

2014; National Coalition for Parent Involvement in Education, n.d). Over the last sixty years, a 

substantial amount of research has been carried out to support the need for parent involvement in 

schools. However, these findings did not automatically translate into a prosperous and inclusive 

process for parents within the school infrastructure (Watson et al., 2012).  

Understanding the political paradigm regarding parent involvement can be instrumental 

to analyzing the current climate in schools and identifying how schools need to move forward. 

Also, such an evaluation can provide insight into the decision-making process surrounding 

funding for disadvantaged households. Such research can also help school leaders understand 

how specific subgroups are supported by parental involvement. In addition, investigating the 

political construct can help evaluate how policymakers address family involvement at a macro 
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level (state and federal). Lastly, detailing such information can be crucial in developing solutions 

or implementing plausible initiatives to support communities needing additional assistance. 

Studies identify parental involvement as any activity parents engage in concerning their 

child to enhance the learning experience in school or the household (Epstein et al., 2018; Boonk 

et al., 2018). The consensus on family involvement is a strong association with student 

achievement, especially in grades, attendance, behavior, and homework completion (Adamski et 

al., 2013; Ma et al., 2016). According to Watson et al. (2012) parent-teacher relationships and 

parent collaboration often remain challenging for schools despite their value. Keller et al. (2021) 

stated that parent involvement is a valuable component in the efficiency of school programs. 

Such claims helped push policies that supported inclusion between stakeholders and schools at 

the state and national levels to create more collaboration opportunities. 

Research supports the claim that when families and communities work together, students 

typically do better in school (Chavkin, 2000; Williams & Chavkin, 1990). For example, 

Ferguson (2005) used the ‘critical informant approach’ (surveying specialists, research centers, 

and school districts) to identify and describe five states’ seven essential elements of healthy 

family/community involvement programs. Data collected in this study identified written policies 

and administrative support as the most meaningful actions to support family involvement 

(Ferguson, 2005). So, bylaws and leadership support are areas of focus for schools to encourage 

proper relationships for parents. 

Research on policy and its connection to family support is not a newfangled initiative but 

has been in the fabric of schools throughout history. Hiatt-Michael (2001) identified a link as 

early as the first American colonies, where legislation mandated all parents to educate their 

children. In America’s initial state, parents could not adequately comply, which led to education 
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becoming a local government obligation (Hiatt-Michael, 2001). Centuries later, the burden of 

public education is still on the shoulders of the government despite research suggesting a more 

collaborative approach from stakeholders. Over the years, additional research has supported 

parent involvement and its association with student success. Organizations like the United States 

Department of Education and state departments of education have used such claims to create 

more federally funded policies to support parental participation in schools.  

A synthesis of the research on the relationship between parental involvement and policy 

identifies legislation such as Project Headstart (1964), the Elementary and Secondary Act (1965), 

Goals 2000: Educate America Act (1995), and the No Child Left Behind Act (2008) as key steps 

in the evolution of parental involvement in education over the last sixty years (Epstein, 1996; 

Epstein, 2005). These bills are commonly identified as groundbreaking legislation for supporting 

and including families in the educational process, especially in communities in need.  

According to McLaughlin and Shields (1986), attempts to involve parents of 

disadvantaged communities in education ticked upward in the 1960s, despite previous parent 

involvement legislation. For example, laws like Project Headstart (1964) were some of the first 

federally funded legislation that provided detailed requirements concerning the involvement of 

parents, especially in disadvantaged inner cities schools (Hiatt, 1994). Soon after, laws like the 

Elementary and Secondary Education Act (ESEA) in 1965, and the Handicap Act in 1974, 

pushed for parents to serve on school advisory boards, participate in classroom activities, and 

required parent participation in developing and implementing school programs in advisory or 

collaborative roles (McLaughlin & Shields, 1986; Hiatt, 1994).   

Parent involvement policy began to intensify in education when Goals 2000: Educate 

America Act (1995) incorporated parent involvement into law in the 1990s (Coleman, 2019). 
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While policy required the inclusion of parents in the development of education programs for 

decades, no policy was more influential than No Child Left Behind (NCLB), which detailed the 

role families should play in education. Moreover, this policy connected the development of 

parent involvement policy with receiving federal dollars more intentionally than any prior policy 

(Coleman, 2019).  

Continued concern about the increasing roles of schools in supporting households outside 

the classroom prompted policymakers to commission a policy report on the involvement of 

parents in education. Coleman (1991), who authored the commissioned report, described the 

fading role of the family structures, with both parents having shifted from the farm and home 

into the workforce. He claims that such a void in the family dynamics (in comparison to the past) 

has significantly hurt educational support in the household. As a result, schools at this time were 

left with the responsibility of addressing the voids created by a transitioning dynamic in the 

home (Coleman, 1991). 

While it was clear that policymakers identified the need to incorporate parent 

involvement in education reform policy, there remained work to be done in these areas, as parent 

involvement continued to be a challenge for some populations. The research demonstrated a 

fertile opportunity to engage more minority parents and increase their level and type of 

involvement. For example, parents in their study revealed that they generally had conversations 

with teachers about academic issues while engaging in athletic and other after-school functions 

(Coleman, 1991).  

Epstein (2005) discussed No Child Left Behind’s prioritization of parent involvement in 

schools using a sociological perspective. Epstein suggested that parent involvement be 

overhauled to allow for more equitable and adequate school-family and community partnerships 
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programs. Saunders (2008) expanded on this, noting the need for professional development 

opportunities for teachers and employees to engage parents on all levels to improve partnerships. 

In many school communities, teachers and staff are not adequately trained to engage their 

communities (Saunders, 2008). Supporting school officials in parental engagement can help 

develop teacher aptitude and allow a more cohesive school community, which research suggests 

can assist school outcomes. 

State and local authorities have also begun creating policies that prioritize parent 

involvement as school and classroom initiatives to receive federal funding (Fernández & López, 

2017). Such regulations have allowed school leaders to foster a more intentional approach to 

involving parents in decision-making to help seek buy-in (Fernández & López, 2017). These 

relationships also enable parents to see themselves as partners with shared responsibilities in 

student learning. Parent involvement should be aimed toward reaching the hard-to-reach parents 

or those not engaged in schooling. More needs to be done to stimulate dialogue between parents 

and schools to serve all student aspects and encourage positive outcomes.   

Teachers’ Perceptions of Parental Involvement in Schools 

Most of the research on parental involvement in schools has looked at parent-directed 

programs and evaluated how such programs helped overall influence engagement. However, 

investigating parental involvement through teachers’ perspectives can provide an essential 

position in understanding the importance of parental participation and its influence on school 

communities. (Lawson, 2003). Parents’ and teachers’ interactional experiences across the home 

and school dynamic can lay the groundwork for sustainable educational outcomes and influence 

children’s learning and development (Lawson, 2003). Also, understanding teacher perceptions of 
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family-school partnerships can be instrumental in expanding a family-friendly school culture that 

supports a shared vision for all stakeholders. 

Studies on teachers’ perspectives categorize parental involvement/influence in the school 

decision-making process as minimal. Nonetheless, the onus on schools to become more 

deliberate in designing systems to support students’ educational environments has grown 

tremendously (Baum & McMurray-Schwarz, 2004). Gordon and Louis (2009) noticed that 

teachers associate the level of parents’ involvement in their child’s learning and their 

fundamental understanding of shared partnerships as influences on a child’s academic 

achievements. In addition, principals’ perceptions and support of family-school alliances have 

also been associated with the successful development and sustainability of parental involvement 

in schools (Thomas et al., 2020). Most parents’ school duties consist of clerical, social, 

extracurricular, and child-centered positions. However, studies also show that some parents have 

assumed more impactful roles within the school community, such as teachers’ assistants in 

classrooms, parent-teacher association positions, and even organized decision-making councils 

to support school-defined objectives (Beard & Thomson, 2021).  

Caridade et al. (2021) showed that teachers negatively perceive their experiences with 

parental engagement in their school. This study examined 333 school personnel between the ages 

of 29 and 66. Participants rated parental involvement as “low,” and nearly one in every five 

professionals rated students’ general behavior as “bad” (Caridade et al., 2020). Teachers 

attributed low parental involvement mainly to “disinterest/demotivation,” which may be caused 

by parents having more direct contact with the teachers and parents not feeling the need to 

interact with other aspects of the school community (Caridade et al., 2020).  
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    District structures and policies have substantially influenced how the school-based 

application of family-school programs and activities are carried out—for example, Sheldon 

(2016) found that schools receiving significant monetary support from the district office often 

provided a robust variety of partnership programs for parents. Even nationally, educational 

policy has significantly influenced how districts allocate resources toward partnerships between 

schools and parents (Sheldon, 2016). In countries like Sweden, the democratic mission of the 

school system is for the inclusion of parents in conventional decision-making in schools (Đurišić 

& Bunijevac, 2017). Overall, the research reinforces teachers’ views on the need for impactful 

partnerships between parents and schools and the need for districts to provide further 

professional development opportunities to initiate and sustain parent involvement. 

Despite variances in how parent involvement is outlined and operationalized in research 

and practice, teachers have frequently cited school-centric parent involvement programs and 

activities as appearing to inspire learning at home, garner high academic expectations, and result 

in better attendance, higher grades, higher test scores, and elevated graduation rates (Berg et al., 

2006; Baum & McMurray-Schwarz, 2004). Yet, despite the advantages and theories highlighted 

in the literature, some shortfalls reveal a need for further analysis of stakeholders’ perspectives 

on the definition of parent involvement and how that may look in schools.  

These perspectives can be salient for schools’ success, especially those hobbled by 

poverty and lack of parental engagement in school-centric activities (Berg et al., 2006). In many 

instances, significant efforts have been made by schools to intervene in problematic behaviors, 

especially by educating school personnel and empowering professionals with the resources and 

mechanisms for early identification and signaling of challenging situations in classrooms 

(Caridade et al., 2020). 
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Gathering teacher recommendations, worldviews, and theories of action in school 

communities can help strengthen how parents and teachers agree, disagree, and collaborate to 

impact the larger picture. Such insight can also help school leaders get a better understanding of 

the strengths and weaknesses of the current systems of communication between parents and 

schools, understand what parent involvement means and represents, and identify how leaders can 

further contribute to practice strategies and research agendas that support the unique and 

overlapping strengths and needs of parents and teachers alike (Berg et al., 2006). Ultimately, 

teachers believe parents can serve a crucial role in problem-solving, school design, and the 

implementation and evaluation of school-wide initiatives. Therefore, further analysis of teacher 

perceptions of parental involvement may be necessary, focusing on the designated time for 

interactions between parents and school personnel. Such analysis can allow for a proper 

revaluation of the current practices regarding communication between teachers and families. It 

can also present opportunities for reorganization to allow for a more effective method of 

communication. 

Parents’ Perceptions of Family Involvement  

 The question often posed in education is, how do parents believe they should be involved 

in their children’s education and academic advancement? The paradigm of family involvement 

and school outcomes has been thoroughly investigated but not from the parents’ perspectives. 

Much of the literature has presented family involvement as a requisite for overall school success, 

but no benchmark claims have emerged to dominate research surrounding parent perception 

(Arce, 2018; Baker, 1997; Lawson, 2003). Although most of the analysis lists the lack of 

parental involvement as consistent, it’s equally important to understand why it brings concern in 

the first place. This section hopes to provide a synthesis of literature surrounding family 
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involvement in schools through the parents’ perception to evaluate the prior findings and identify 

potential gaps in the research. 

Developing healthy and fruitful partnerships between parents and schools has always 

been a priority for policymakers, community leaders, and district leaders (Baker, 1997). 

Unfortunately, creating such alliances has only sometimes yielded the school’s desired results. 

According to Arce (2019), many parents need more opportunities to share their unique and 

valuable views on their school experiences. The research suggests several reasons parents have 

severed interest in school affairs. Moles (1993) identified three explanations that hinder family 

involvement in schools: 

I. Limited skills and knowledge among parents and educators on which to build 

collaboration (p. 31). 

II. Limited opportunities for interaction (p. 32). 

III. Psychological and cultural barriers between families and schools (p. 33).  

These factors have created barriers between schools and parents, which have resulted in lower 

communication and collaboration rates between both parties (Moles, 1993). Each of these 

explanations is described below. 

I. Limited skills and knowledge among parents and educators to build collaboration 

One of the significant gaps that hinder family involvement in schools is the limited 

capacity of both educators and parents to foster collaborative partnerships with each other. 

Parents refer to the transforming household dynamics that have caused them to enter the 

workforce and have less time for household responsibilities (Barge & Loges, 2003). This shift 

had created “a void in their ability to prioritize school affairs, when education was viewed as 

their primary function in the past” (Barge & Loges, 2003). The research shows that the number 
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of single-parent families has been on the rise, with increased divorce rates and rising teenage 

pregnancy rates directly related to the continuing increase in poverty (Mayes, 2002). In 

addition, many homes have become single-parent homes, blended or reconstructed families, or 

other dynamics (Epstein, 2005).  

These influences ultimately filter into the classroom and create challenges for everyone 

involved. For example, Lawson (2003) further explained how such barriers plagued families, 

affecting their ability to be involved in their child’s school. Research also points to families’ 

failed participation in school affairs because they feel they do not possess the strategies and skills 

required to collaborate with teachers (Moles, 1993). In addition, they may face barriers such as 

minimal formal education, and compromising experiences may impede their ability to effectively 

collaborate with school officials (Acre, 2019; Schueler et al., 2017; Hands, 2013).  

II.  Limited opportunities for interaction 

Creating opportunities for school officials and families to connect is considered one of the 

most significant barriers to family involvement in education. Hornby and Blackwell (2018) 

concluded that parents and teachers agreed that interaction is needed but found that 

administrative guidelines, household demands, and other obstacles beyond their control hinder 

the process (Hornby & Blackwell, 2018). Parents constantly reference the overbearing 

responsibilities as a deterrent to consistently interacting with their children’s schools. In addition, 

economic restraints push parents to work more; in combination with the protocols surrounding 

how parents communicate with schools, it has created complicated attempts at collaboration 

(Hornby & Blackwell, 2018). Parents have claimed that such barriers make it difficult for parents 

to attend school conferences and meetings scheduled during the day. Also, it is pertinent to 

consider how a teacher’s contractual obligations and the custodians’ wide-ranging shifts can 
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limit evening opportunities for interaction with parents and educators (Moles, 1993). These 

constraints have placed both sides at significant disadvantages when considering the importance 

of creating communication opportunities for parents and teachers.  

III. Psychological and cultural barriers between families and schools 

Moles (1993) defined “psychological and cultural barriers” as certain mental and social 

conditions that may be obstacles for an individual. These barriers can profoundly impact how 

schools and families connect and collaborate. One area of focus in the research touches on the level 

of diversity in schools today and how increases in student diversity can further create a divide. 

Moles (1993) pointed out that diversity may reflect differences in principles, speech, ambitions, 

methods of education, and even roles. These differences can often lead to conflict that impairs 

communication.  

Hoover-Dempsey and Sandler (1997) utilized theory-based logic to examine parents’ 

reasons to get involved in their children’s education. They identified three primary concepts when 

analyzing parent decisions and their choice of involvement: 

1. Parental role construction is partly described by general role theory and is framed by what 

parents believe they should do concerning their children’s education (p. 31). 

2. Parents’ sense of efficacy in helping their children in school. This relates to parents’ 

opinions and values of how successfully they can influence their children’s educational 

outcomes (p. 31). 

3. Parents’ perception of general invitations, opportunities, and demands for involvement. This 

refers to parental beliefs of school climate, expectations, and efforts to involve them (p. 31). 
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Hoover-Dempsey and Sandler’s study advocated for the importance of addressing issues of parental 

role construction as well as the parental sense of efficacy for helping children succeed in schools by 

claiming that: 

Parents become involved in their children’s education because they have developed a 

parental role construction that includes involvement because they have a positive sense of 

efficacy for helping children succeed in school and because they perceive available 

opportunities and invitations for participation from their children and their children’s 

schools. (Hoover-Dempsey & Sandler, 1997, p. 31) 

History of Community Education 

Over the last century, the definition of community education has been evolving as 

theorists and researchers have contributed to the knowledge surrounding wraparound services 

and their connection to school outcomes. Since the creation of the Elementary and Secondary 

Education Act (ESEA) in 1965 and the No Child Left Behind Act in 2001, there’s been 

substantial monetary support from the federal government geared toward strengthening public 

schools, especially in low-performing areas (Seright, 2007). The Full-service Community School 

(FSCS) initiative can be traced back to the early 20th century when Jane Addams promoted 

integrating community services into the school and refined them to cater to the community’s 

needs (Richardson, 2009; Dryfoos & Maguire, 2002) 

The literature identifies numerous associations between community and schools with 

respect to addressing growing achievement gaps across the nation (Blank et al., 2003; Epstein, 

2011; Dryfoos, 2000). Such findings served as the springboard for funding to create more 

partnerships with families and the community, ultimately soliciting higher academic outcomes. 
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As a result, community organizations started to advocate for schools that offered academics and 

other services to at-risk children within their communities (Moore & Emig, 2014). 

The Coalition for Community Schools (2003) has identified five conditions for learning 

that are essential for every child to succeed:  

1. The school has a core instructional system with qualified teachers, a challenging 

curriculum, and high student expectations (p. 15). 

2. Students are motivated and involved in learning—both in school and community settings, 

during and after school (p. 15). 

3. Young people’s fundamental physical, mental, and emotional needs and their families are 

recognized and addressed (p. 15). 

4. Mutual respect and effective collaboration occurs amongst parents, families, and school 

staff. 

5. Community commitment, together with school efforts, promotes a school climate that is 

safe, supportive, and respectful and that links students to a broader learning community 

(Coalition for Community Schools, 2003, p. 15). 

In addition to concentrating on the needs of students within the school walls, most of these 

conditions also focus on students’ needs outside the school, with community support being a 

vital component.  

Using the FSCS model as a premise, Biag and Castrechini (2016) conducted a 

longitudinal case study analyzing data from six low-income, primarily Latino community 

schools to investigate whether students’ participation in a community school influenced their 

attendance and achievement compared to their nonparticipating peers. This study helps provide 

some data about the impact of community school communities. The multi-level data revealed 
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that youth who participated in extended learning programs or whose families were involved in 

various family engagement opportunities throughout the community school network exhibited 

improved attendance rates and achievement in English and math. This quantitative approach 

provided promising evidence of the value of a comprehensive and cohesive school system that 

supports students.  

Heers et al. (2016) described community schools as having unique requirements and 

circumstances that develop their own identity. However, the fundamental commonality in 

community schools is the belief in collective impacts (respect for diversity, a commitment to 

partnerships, accountability for results, trust in community influences, and high hopes for all) 

and how, although diverse, they can still support schools in an individualized manner (Blank et 

al., 2012). These collective impacts are created when two or more organizations realize they can 

accomplish more by fusing resources.  

Oakes et al. (2017) further investigated the power of community schools in a meta-

analysis of over one-hundred and forty-three rigorous research studies on the wraparound 

services of community schools and their effects on student outcomes. This meta-analysis was 

intended to support and inform the community, district, and state leaders as they consider, plan, 

or employ community schools to help provide high-quality yet equitable education for students.  

Their report found that, while community schools do differ in the services they offer and 

how they operate, there are four main principles found in community schools: 1) integrated 

student support, 2) collaborative leadership and practices, 3) family and community engagement, 

and 4) expanded and enriched learning time and opportunities (Oakes et al., 2017). The report 

examined each aspect and provided well-implemented examples from different schools. 
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However, while providing a healthy data set, the nature of this study could have used more 

qualitative information to support the numbers and capture various perspectives. 

Anderson-Butcher et al. (2010) described community schools using the “settlement house 

idea” with the term “neighborhood school.” This neighborhood school concept explores how 

schools can serve as child development centers, family support, and neighborhood advancement 

for the communities they serve. Providing such support addresses the socio-economical gaps 

students and families face, promotes development, and endorses positive school outcomes 

(Anderson-Butcher et al., 2010). This support is vital due to the challenges plaguing many low-

income communities, which lack high-quality educational and social resources for children and 

adolescents (Heers et al., 2016; Hubbard & Hands, 2011). 

Moreover, when compared with children from families with higher socioeconomic 

statuses, those in lower socioeconomic groups are exposed to various difficulties that have 

lasting implications on their educational experiences. Furthermore, families with such problems 

need more intensive, comprehensive, and coordinated assistance than the current educational 

system can provide (Blank et al., 2012; Berg et al., 2017).  

Because of its framework, the FSCS model has become an increasingly popular 

phenomenon in the United States and on the global stage. While creating community schools and 

services is ambitious, it is essential to research the perceptions of different stakeholders to get 

proper context from parents and community members on how to support them best. Therefore, 

the foundation of this study is to expand on stakeholder perceptions to help them within the 

community school model. 
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Research Practices on the Full-Service Community School Model  

This section of the literature review will examine the FSCS model to evaluate parent 

involvement utilizing its benefits and possible shortcomings. The research associated with the 

FSCS model considers this one of the more popular solutions to help support underprivileged 

communities and bolster parental participation. In addition, educators and social reformers also 

sought to expand public schools’ mission to support families by supporting their external 

conditions using community agencies to help bridge socioeconomic gaps within disadvantaged 

schools. The overall research on the FSCS model identifies several encouraging benefits when 

incorporating this model in underprivileged schools. Some benefits referenced include enhanced 

school climate, strengthened school and classroom programs, positive family interactions, and 

continual familial support (Blank et al., 2003; Epstein et al., 2018). Overall, this literature review 

highlights the importance of community involvement in schools, focusing on parent involvement 

as a foundational construct. This should facilitate suggestions and initiatives centered on 

collaboration to promote student development, emphasizing at-risk communities. 

Advocates for community education have long claimed that traditional school 

environments have become ineffective at graduating students with the resources needed for 

success. As a result, schools have provided a limited approach to the increasing social/emotional 

issues plaguing millions of communities to promote positive outcomes (Green, 2015; Jacobson, 

2017). This literature review highlights the importance of community involvement in schools, 

emphasizing parent involvement as a foundational construct. In addition, the findings from this 

study should facilitate suggestions and initiatives centered on school collaboration to promote 

student development, highlighting at-risk communities.  
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Researchers advocate implementing a more collaborative-centric method to improve 

academic outcomes, enhance student perceptions of school climate, and improve system-level 

capacities (Seright, 2007; Blank et al., 2003; Anderson-Butcher et al., 2017). In addition, the 

literature promotes a more collaborative approach to fostering positive school outcomes, and the 

FSCS model enables that. Moreover, by design, the community school model promotes the 

holistic development of students into productive members of society. Throughout community 

schools, this strategy has been proven effective in increasing graduation rates and positive 

student achievements and reducing chronic absenteeism and disciplinary incidents (Blank & 

Villarreal, 2016; Blank et al., 2003). 

Full-Service Community Schools (FSCSs), often called “community schools,” have been 

proposed as a holistic reform approach dedicated to enhancing the educational experiences and 

outcomes of historically underserved students’ needs in a particular community. As outlined by 

Blank et al. (2012) and the Coalition for Community Schools (n.d.), a community school is 

defined as: 

a place and a set of shared partnerships, connecting a school, students’ families, and the 

neighboring community. A community school is distinguished by an integrated emphasis 

on academics, youth development, family support, health and social services, and 

community development. (p. 2) 

Although the model has developed over time, the fabric of community schools has been 

grounded in academics, health, and social support as a community developmental strategy (Biag 

& Castrechini, 2016). The Full-Service Community School model (FSCS) has become popular in 

disadvantaged school districts (Dryfoos, 1994) due to the need to provide comprehensive 

services in areas considered impoverished communities (Dryfoos, 1994 & 2004).  
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Most of the literature on community school research identifies a framework to provide 

schools with a more elaborate approach to supporting students and their families within the 

traditional school setting. The available research on the FSCS model identifies several 

encouraging benefits when incorporating this model, mainly in underprivileged communities. 

Some benefits referenced include enhanced school climate, strengthened school and classroom 

programs, positive family interactions, and continual familial support (Blank et al., 2003; Epstein 

et al., 2018).  

The research lists the FSCS model as one of the more popular solutions to help bolster 

school communities by promoting parental participation, notably in underprivileged communities 

(Momeni, 2015). Perceptions by educators and social reformers are hoping to expand the public 

schools’ mission to incorporate supporting families and their external conditions by using 

community agencies to help bridge socioeconomic gaps. This study hopes to further contribute to 

the value of community schools and the responsibility school leaders must support school 

communities to ensure an equitable experience for students in lower economic conditions. 

Theoretical Framework: Maslow’s Hierarchy of Needs Theory 

The FSCS model’s foundational principle is centered on the importance of community 

organizations and how different levels of collaboration can influence school outcomes (Dryfoos, 

2004; Leonard, 2011; Min et al., 2017). Various studies centered around the community schools 

model have used different approaches to ground their research. Due to the contingent nature of 

the FSCS model, the researcher in this study will align the theoretical framework with the work 

of Maslow’s Hierarchy of Needs theory to substantiate the core principles of the community 

school model. This theoretical framework will also connect the importance of community 
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organizations with how such collaborations may help schools meet their basic needs and 

positively influence school outcomes. 

Abraham Maslow established a theory of behavior that has deeply influenced social 

sciences due to its high practicality concerning the impact of needs and personal experiences on 

human output (Simons et al., 1987). Maslow’s hierarchy of needs theory provides a framework 

focused on humans reaching a term he called “self-actualization,” which is described as the 

desire to become the most that one can be (Maslow, 1943).  

Often depicted in a pyramid, Maslow outlines basic needs grounded around mental 

fortitude, environmental appreciation, and general holistic requirements for every person to reach 

self-actualization (Maslow, 1943). Maslow labeled these five levels of primary conditions as (1) 

Physiological Needs, (2) Safety Needs, (3) Needs of Love, Affection, and Belongingness, (4) 

Needs for Esteem, and (5) Need for Self-Actualization (Maslow, 1943, p. 370). Maslow believed 

that the only explanation that people would not move towards “self-actualization” is due to 

various obstacles preventing them.  

 

 

 

 

 

Figure 1: Maslow’s hierarchy of needs. (Medcalf et al., 2013, p. 1325) 

The diagram above (Figure 1) illustrates this hierarchy based on the basic needs that must 

be met for an individual to move up and reach “self-actualization.” Analyzing Figure 1, 
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Physiological conditions are considered significant and must be satisfied first; hence, they rest at 

the bottom of the hierarchy. The basic requirements outlined in Figure 1 include sleep, food, 

clothing, and shelter. Individuals must have their basic needs met before they can be motivated 

to achieve higher-order goals; otherwise, their actions will focus solely on meeting those basic 

physiological requirements (Maslow & Lewis, 1987). Next is Safety needs, which states that 

security and a safe environment are needed when all physiological conditions are satisfied and no 

longer affect thoughts and behaviors. Next is Love and Belongingness, which says people seek to 

overcome loneliness and alienation. This involves giving and receiving love, affection, and a 

sense of belonging. Next is Esteem, which outlines self-esteem and the appreciation a person 

gets from others to be self-confident and see themselves as valuable. Lastly, Self-Actualization 

describes a person’s need to be and do what the person was “born to do” (Medcalf et al., 2013). 

So, the question becomes, how does Maslow’s theory apply to the educational sector? 

Can a child’s environment have significant implications on their goals? Do the levels achieved 

on Maslow’s Hierarchy determine their ability to reach more extraordinary accomplishments? 

Like all living organisms, children have needs, and fulfilling them helps their development and 

promising future (Medcalf et al., 2013). “When shortfalls impede students meeting their needs, 

the effects can have a traumatic effect on a child’s outcomes at home, at school, and in adult life” 

(Investing in Children, 2001). Therefore, as educators, it is recommended to help students make 

personal growth by responding to each student’s capabilities, addressing their needs and 

allowing them to realize their potential. 

Much of the literature continues to further elaborate on the importance of providing 

essential student needs to promote positive outcomes. For example, Momeni (2015) described 

some of these needs centered around safety, physical/mental health, and nutrition as paramount 
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in addressing positive self-esteem and self-actualization. DeLuccia-Reinstein (2011) supported 

these claims by emphasizing the importance of student environments because children are 

confronted daily with situations that can impact their overall behavior. “From the classroom to 

home life, environments can positively or negatively influence” (DeLuccia-Reinstein, 2011). 

Maslow’s theory fits well with this study because the nature of the community school model is 

based on the idea of providing full-service support to the community. Therefore, providing such 

outlets and implementing a supportive environment can promote positive school outcomes.  

Although school communities are identifying such needs, they may or may not be 

addressing them, which is where the community schools model can begin bridge those gaps. For 

example, Milheim (2012) described the need for teachers and leaders to handle the four primary 

deprivation needs (safety, self-esteem, sense of belonging, and physiological), but some of the 

limitations they face include being unequipped to address many of the external constraints of 

students. Bridging those fundamental needs within school communities should help enhance 

students’ capacity for learning and achievement in the classroom. For example, Brazelton and 

Greenspan (2000) determined that people require several conditions to reach Maslow’s highest 

levels of development, such as physical protection, structure, ongoing nurturing relationships, 

safety/regulation, cultural continuity, experiences tailored to individual differences, limit setting, 

and supportive communities.  

For this study, aligning the community school framework with Maslow’s Hierarchy of 

Needs will involve a concerted effort to connect community conditions to learning outcomes. 

This framework will allow for a fluid substantiation of the principles of the community school 

model. This theoretical framework will also connect the need for community organizations in our 
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schools and demonstrate how such collaborations help schools meet their basic needs and 

positively influence overall school communities. 

Summary 

The influence of family involvement on school outcomes is a topic that has been well-

documented throughout the research surrounding the FSCS model. Most importantly, a synthesis 

of the research emphasizes the need for collaboration and external resources as pivotal to the 

productivity of school communities. A review of the literature demonstrated both qualitative and 

quantitative approaches used to measure the FSCS model and its influence on school 

communities. Data points measuring school outcomes included standardized assessments, 

student attendance, and grade point averages. Although the literature references family 

involvement, community integration, and the FSCS model as having a positive impact on overall 

school communities, more research is needed to highlight the perspectives of stakeholders, like 

teachers and parents, who also play a vital role in public school paradigms. In full context, this 

narrative study plans to shed light on the perceptions of parents and teachers regarding the FSCS 

model. Potentially, this can provide possible solutions concerning the lack of parental and 

community involvement within specific school communities. Also, investigating these 

experiences can lead stakeholders to collaborate and promote healthier relationships within the 

FSCS model.  
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Chapter III: Research Design and Methodology 

Introduction 

Empirical research is an investigative tool utilized to gather data in various disciplines. 

By analyzing data, education researchers can understand different trends and theorize possible 

solutions for significant problems. Most importantly, educational research represents the “birth 

of new information” and should help fill the gaps within the existing research (Patten, 2016). An 

investigation into the available research on the FSCS model has associated this model with 

improved parental skills (literacy and job skills), while deeming school-linked comprehensive 

programs as critical to the sustainability of underprivileged school communities (Blank & 

Villarreal, 2016). The research further claims that schools operating in such a manner can allow 

students to perform at higher levels, ultimately pushing schools and their communities forward 

(Adelman & Taylor, 2000; Adelman, 1996). Copious amounts of resources have been poured 

into initiatives like the FSCS model, despite stakeholder experiences being significantly under-

researched. This study contributes to the limited research on parent and teacher narratives to 

strengthen this connection. 

Research Questions 

To investigate the community school model’s efficacy, this study provides an in-depth look 

into teacher and parent perceptions of the community school model and its influence on parent 

involvement and school outcomes. The study defines parental involvement in schools as 1.) 

Parenting, 2.) Communicating, 3.) Volunteering, 4.) Learning at home, 5.) Decision-making, and 

6.) Collaborating with the community (Epstein, 2018). School outcomes were defined as l.) School 

Climate, 2.) School Resources, 3.) Academics, and 4.) Community Engagement (Berg et al., 2006; 

Blank et al., 2012). The research questions used to drive this study addressed the following:  
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▪ What is the overall perception of the FSCS’s influence on overall school communities? 

▪ How do teachers perceive the FSCS model influencing parental involvement? 

▪ How do parents perceive the FSCS model to influence parental involvement? 

▪ How do teachers perceive the FSCS model to influence school outcomes? 

▪ How do parents perceive the FSCS model to influence school outcomes? 

These research questions provide insight into how the stakeholders (teachers and parents) 

perceive the FSCS model to support the school community and student achievements. Most 

importantly, these research questions focus the degree to which stakeholders were affected, if at 

all, by this model. 

Research Design 

This study used a narrative research design to capture various experiences about teacher 

and parent interactions with the community school model to see how they impact school 

communities. Narrative research features unique experiences and shows human interaction, 

social and moral conduct, and perceived role responsibility in various aspects of humanity and 

culture (Overcash, 2003). Narrative research gives the researcher insight into the role personal 

stories play in the dynamics of the socio-political world (Frazier, 2004). In this study, twelve 

participants (seven teachers and five parents) were gathered across the district’s three K-8 grade 

FSCS locations. These twelve participants participated in semi-structured interviews. Semi-

structured interviews are defined as exploratory interviews that follow a guide or protocol 

created before the interview but are an opportunity for discovery as the interview unfolds, 

creating reciprocity between the interviewer and the participant (Galletta, 2012; Magaldi & 

Berler, 2020). General questions are developed before the interview but allow for participant 

reactions and verbal expressions (Galletta, 2012). This study’s interview protocol was 
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constructed to capture different experiences, enabling the interviewee to address predetermined 

themes.  

Protocol construction for this study was the same for all participants. First, each 

participant identified their role (teacher or parent) within the school and the time spent in that 

role to identify their unique perspective. The participants then responded to a question inquiring 

about the age/grade level of the student(s) they are involved with to provide further context to 

their perspective. Finally, the interview protocol followed four themes: 

▪ School Climate - This section explored the school environment from the perspectives of 

students, teachers, and parents. Questions developed in this construct targeted school 

organization, safety, and communication between students, parents, and teachers. 

According to the literature associated with FSCS, this construct is critical in 

understanding this model’s perceptions because it attests to the school’s climate and 

culture and how students/families assimilate into the school community (Blank et al., 

2012). School environment is one of the chief focuses of the FSCS model.  

▪ School Resources - This section inquired about the knowledge and utilization of the 

school community members’ resources. Questions developed in this construct target 

stakeholders’ familiarity with the resources provided to them by the school and how they 

utilize such resources. This construct is critical for analyzing whether resources meet the 

school community’s needs and expectations. Resources are also one of the FSCS mission 

pillars (Blank et al., 2012; Berg et al., 2006; Dryfoos, 1994; Dryfoos, 1998).  

▪ Academics - This section inquired about the student’s academic experience. Questions 

developed in this construct target the educational climate and how it is viewed from the 

staff and administration perspective. Research suggests that the growth and development 
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of academic components is one of the intended results of the FSCS model (Blank et al., 

2012; Berg et al., 2006; Dryfoos, 1994; Dryfoos, 1998).   

▪ Community Engagement - This section inquired about the community and the school 

engagement levels. Questions framed in this construct targeted how the community 

responds to the school’s resources, whether community members feel these resources 

support them, and how the school can encourage community members to participate in 

school initiatives. Research associated with the Coalition for Community Schools integrates 

the settlement house idea with bright ideas about a “neighborhood school.” The 

neighborhood school concept explores how schools can serve as child development 

centers, family support, and neighborhood advancement through collation with the school 

community (Anderson-Butcher et al., 2010). 

These four themes were identified as the most significantly influenced aspects of the FSCS 

model (Anderson-Butcher et al.,2010; Berg et al., 2006; Blank et al., 2012; Dryfoos, 1994; 

Dryfoos, 1998). In addition, these themes guided the study’s narrative design by using detailed 

information to construct lived experiences while providing credibility to the production of 

overall knowledge (Frazier, 2004).   

Research Site 

The research location utilized in this study is a town in Hudson County, New Jersey, 

situated in the Northern area of New Jersey with a population of nearly 671,923 (U.S. Census 

Bureau, 2020). According to the U.S. Census Bureau (2020), households in this community had 

a median annual income of almost $80,000, more than the median annual income of $64,996 

across the United States. Residents in this county are generally well-educated, with 32% having 
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earned at least a bachelor’s degree, 23% attending some college, 30% graduating high school, 

and 13% having less than a high school diploma (National Center for Education Statistics, 2019).  

As of 2019, 99% of teachers in the selected district are certified, and 95% have three or 

more years of experience. The student-to-teacher ratio is lower than the state average, at 13:1. 

The average expense to educate a student in the district is about $26,000, double the national 

average of $13,000 (National Center for Education Statistics, 2019). This Hudson County school 

district’s student demographics consist of 25.6% Black, 37.7% Hispanic/Latino, 15.2% White, 

Asian or Asian/Pacific Islander, 0.2% American Indian or Alaska Native, and 0.9% Native 

Hawaiian or another Pacific Islander. In addition, 1.6% of students are of two or more races, and 

0% have not specified their race or ethnicity. Also, 48% of students are female, and 52% are 

male.  

In the selected district in Hudson County, 42% of students are eligible to participate in 

the federal free and reduced-price meal program, and 13% are English language learners 

(National Center for Education Statistics, 2019). In addition, approximately 50% of elementary 

students tested at or above the proficient level for reading, and 36% tested at or above that level 

for math. Also, 50% of middle school students tested at or above the proficient level for reading, 

and 33% tested at or above that level for math, and 51% of high school students tested at or 

above the proficient level for reading with 23% at or above that level for math (Jersey City 

Public Schools, 2020).  

Participant Selection 

In this narrative research study, teachers and parent participants provided data. Both 

parents and teachers were selected to develop a cross-section of the experiences. A total of seven 

teachers and five parents were interviewed across three K-8 grade FSCSs in the selected school 
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district. This arrangement of both types of participants was critical for providing balanced 

perspectives between the various roles in the district (Esin, 2011). The data participant samples 

included stakeholders from the three schools within the selected district, representing that district’s 

FSCSs. The selection of participants was chosen based on convenience sampling. Convenience 

samples concentrate on gaining information from the sample participants who are ‘convenient’ for 

the researcher (Henry, 2009). For this study, parent participants were recruited based on 

convenience with the facilitation of school administrators and community school directors due to 

their knowledge of the site location. Teacher participants in this study were selected based on 

convenience sampling practices. 

Data Collection 

To provide a comprehensive understanding of this model, this narrative research study 

obtained qualitative data on parent and teacher perceptions of the FSCS model and its influence 

on overall school communities. Results were collected from research participants in semi-

structured interviews. These semi-structured interviews aimed to narrate stakeholders’ experiences 

with the FSCSs model to illuminate how they perceive that FSCS supports their school 

communities. The literature shows that the FSCS model supports school communities in areas of 

school climate, school resources, academics, and community engagement (Anderson-Butcher et 

al., 2010; Berg et al., 2006; Blank et al., 2012; Dryfoos, 1994; Dryfoos, 1998). 

 Interviews lasted between thirty-five to sixty minutes and were conducted in person or 

over Zoom. Participants had the option to interview on Zoom or in person. All interviews were 

recorded, transcribed, and coded so that the names of the participants and their specific schools 

remained confidential. The recordings and transcripts were saved on a password-encrypted 

computer when not in use. 
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 The interview protocol exclusively targeted (teacher and parent) respondents who have a 

significant role within the school community. The interview protocol was designed before the 

interviews and focused on questions about the stakeholder’s perceptions and beliefs. These 

questions were developed and field-tested before being distributed to participants. During the 

interview, participants responded to questions about their role in the school community and their 

background to differentiate their perspectives on the model. Then, stakeholders answered 

questions to help identify their personal experiences within the model to help determine its 

influence on the overall school community and to identify any recommendations or potential 

limitations of this model.  

Reliability/Validity 

To ensure reliability, the researcher structured interview questions using field tests to 

further validate the research instrument in the study. Field tests are a preliminary evaluation of a 

proposed tool used to authenticate questions for the actual research in the data collection process 

(University of Phoenix, 2015). The field test used focus groups to vet the questions and allow for 

natural feedback from participants. Also, this study used member-checking techniques to validate 

the trustworthiness of collected responses. Member checking is the method of returning an 

interview or analyzed data to a research participant (Birt et al., 2016). Member checking ensured 

that participants were aware of the data collected and the study’s general findings.  

Data Analysis 

To effectively analyze the data, the completed transcribed interview was entered into 

qualitative data analysis software, Dedoose. The qualitative data was analyzed to highlight trends, 

commonalities, and differences in stakeholders’ perceptions of the community school model, 

illuminating any potential impacts on school communities. The interview protocol questions 



46 

 

 

presented during the interview used four themes to generalize the overall community school 

experience. Each theme was categorized and interpreted separately to allow for a thorough analysis 

of each construct. Also, the data collected was compared between stakeholders to identify 

differences between perspectives. The data analysis process used a thematic analysis approach to 

identify generalized topics gathered from the narratives. Emerging themes were placed in a 

codebook to track statements from participants and generate an organized analysis of interviews. 

Codebooks are a set of codes, definitions, and examples used as a guide to help analyze interview 

data (DeCuir-Gunby et al., 2011). Codebooks are critical in qualitative data analysis because they 

can apply a formalized mechanism of collected interview data (DeCuir-Gunby et al., 2011). 

Positionality Statement 

 Scharp and Thomas (2019) argued that researchers engaged in valuable social science 

investigations should reflect on how their personal experiences and partialities may contribute to 

their analyses of people’s lived experiences. Doing this can help avoid potential biases during the 

data collection process. During the study, the principal researcher was an employee of the district 

being investigated. In addition, the researcher spent nearly a decade working in the pilot FSCS 

before leaving for a different location within the district. Also, the location of one of the research 

sites where the researcher conducted interviews was a previous location of employment. Being 

an employee in a community school can provide a comprehensive experience of the community 

school model and how it may impact the overall school community. During this stint, the 

researcher collaborated with colleagues and interacted with parents, allowing an understanding 

of this model and the perceptions stakeholders may have about its efficiency. In addition, the 

participants selected for this study had no prior interactions with the researcher. Therefore, these 

accounts can provide a valid representation of stakeholders’ experiences narrated in this study. 
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Chapter IV: Findings 

Introduction 

Chapter IV presents the methods of analysis for the data collected in this study while 

presenting the findings and themes that emerged during the analysis process.  This qualitative 

approach investigated teacher and parent perceptions of the FSCS model and its impact on 

school communities. Cleland (2017) described qualitative research as necessary to educational 

research because it addresses the “why” and “how” to provide an understanding of the 

contextualities within a phenomenon. In addition, qualitative research allows the researcher to 

examine questions that may not be a quantifiable justification, which is essential to the education 

of human experiences (Cleland, 2017). This qualitative study used semi-constructed interviews 

to narrate stakeholders’ experiences regarding how they perceive the FSCS model to impact 

school communities.  

The data sources consisted of twelve participants (seven teachers and five parents) 

selected across three K-8 FSCSs in the selected district. All participants and schools were coded 

and entered into a codebook to protect the participant’s identity and the location of the chosen 

school. Interviews were transcribed and entered into Dedoose, where data was analyzed using a 

thematic analysis process. This analysis process organizes data based on emerging themes 

identifying the contributions made by the FSCS model and how those contributions impacted the 

school community. The findings reported all link to the overarching research question, “What is 

the overall perception of the Full-Service Community School’s influence on overall school 

communities?” 
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Research Methods 

 The methodology of this study uses a narrative research design to capture the 

participants’ unique individual experiences, using personal stories to document human 

interactions, social/moral conduct, and the perceived role humans play in investigating different 

aspects of culture and humanity (Overcash, 2003). Most importantly, it allows the researcher to 

recognize personal narratives to deliver human context when understanding phenomena (Frazier, 

2004). The data collected in this study was gathered using semi-structured interviews, defined as 

interviews that follow a guide or protocol created before the interview but allow the opportunity 

for discovery as the discussion unfolds (Galletta, 2012). This methodology provides an 

opportunity for interchange between the interviewer and the participant, which can be valuable 

for understanding different experiences. Interviews for this study lasted between thirty-five and 

sixty minutes and were conducted either in person or over Zoom. The decision to interview via 

Zoom versus in person was contingent upon the participant’s preference. The interview protocol 

for this study is listed in Table 1 below: 

Table 1. 

FSCS Interview Protocol 

FSCS Interview Protocol 

Pre-Introduction 

Questions 

 

• Tell me, what is your current title in the school? 

• How long have you been involved in this role? 

• What grade level(s) are the children you interact with? 

• To the best of your abilities, describe what you know about community schools. 

School Climate 

 

• How has community school impacted your views on how students feel when they come to school? 

• Does the school offer programs, events, and celebrations representing all cultures attending this 

school? 

• What programs, events, and celebrations have taken place inside and outside the school to make 

the environment welcoming to parents? 

• How do you believe community schools have impacted the school climate, if at all? 

 

School Resources 

 

• Does the school provide services or resources that help students and or parents succeed? 

• How has the community school impacted how prepared students are when they come to school? 

• What programs, events, and celebrations have taken place inside and outside the school to offer 

resources or services to the school community? 
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During interviews, participants’ responses were recorded, transcribed, and coded so that 

the names of the participants and their specific schools remained confidential. The recordings 

and transcripts were saved on a password-encrypted computer when not in use. This study aimed 

to investigate the FSCS model by utilizing stakeholders’ perspectives to understand their 

experiences within this model. The hope is to provide a narrative to encourage fruitful dialog 

between the stakeholders to drive the student experience in their respective schools. In addition, 

understanding the collected data can be salient for school success, especially for those in 

communities battling poverty and other socioeconomic limitations.  

Data Sources  

The data sources in this study consisted of teachers and parents to develop a cross-section 

of the stakeholder’s perspectives regarding FSCSs. The data participant samples included twelve 

participants interviewed across three K-8 grade FSCSs in the selected school district. These 

participants were interviewed to develop a cross-section of their experiences with the FSCS. This 

arrangement of both participants is critical for providing balanced perspectives between the 

• How do you believe community schools, if at all, have impacted the resources available to 

families? 

 

Academics 

 

• In your experiences, how have students been able to handle their academics in the classroom? 

• Describe the academic approach the school has for parents in supporting students in the classroom 

• What programs, services, or resources have taken place inside and outside the school to support 

student academics? 

• How do you believe community schools, if at all, have promoted academics within the school 

community? 

 

Community 

Engagement 

 

• In your experiences, in what ways have you witnessed collaboration between the community and 

school officials? 

• Describe the opportunities the community school has organized for families and the community to 

engage with the school. 

• Describe how these opportunities have affected students, the community, and teachers. 

• How do you believe community schools, if at all, have promoted community engagement within 

your school community? 

Concluding 

Question 

 

• In your opinion, how have community schools impacted the overall school communities? 
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various participants to construct a conceptual framework that presents the most dominant themes 

between views (Miles & Hubberman, 1994).  

The selection of participants was based on convenience sampling. Convenient samples 

concentrate on gaining information from the sample participants, who are ‘convenient’ for the 

researcher (Henry, 2009). For this study, parent participants were selected based on convenience 

with direction from school administrators and community school directors (CSD) due to their 

knowledge of the site location. In contrast, teacher participants were selected based on 

convenience sampling practices. Research participants were then coded using pseudonyms to 

protect the confidentiality of the participants and the research sites. Participants then took part in 

recorded interviews to ensure the authenticity of the discussions that were transcribed for 

analysis. 

The twelve subjects used in this study consisted of seven teachers and five parents who 

were interviewed across three K-8 FSCSs in the selected school district. The participant selection 

breakdown for this study was as follows: 

1. “Mr. Foley” is an eighth-grade special education teacher from “School A” who has 

been a teacher for three years, all spent in School A. 

2. “Lisa” is a parent from “School A” who has two children, one enrolled in 

kindergarten and the other in grade five. Lisa has been a part of the School A 

community for five years.   

3. “Mr. Gass” is an eighth-grade math teacher from “School A” who has been a teacher 

for fourteen years with ten years in the School A community. 

4. “Sharon” is a parent from “School B” with two children enrolled in grades two and 

six. Sharon has been a part of the School B community for six years.   
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5. “Evans” is a parent from “School B” with two children enrolled in grades three and 

seven. Evans has been part of the School B community for four years.   

6. “Ms. Duncan” is a fifth-grade special education teacher from “School B” who has 

been a teacher for seventeen years with ten years in School B. 

7. “Ms. Jones” is a seventh/eighth-grade special education teacher from “School B” who 

has been a teacher for twelve years, all spent in School B. 

8. “Kara” is a parent from “School B” with three children enrolled in grades one, four, 

and five. Kara has been a part of the School B community for five years.   

9. “Ms. Acosta” is a reading specialist from “School B” who has been a reading 

specialist for over twenty-eight years with twelve years in School B. 

10. “Ms. Adams” is a sixth-grade math teacher from “School C” who has been a teacher 

for six years, all spent in School C. 

11. “Cynthia” is a parent from “School C” with three children enrolled in kindergarten, 

third, and sixth grade. Cynthia has been a part of the School C community for six 

years.   

12. “Mr. Burns” is an eighth-grade language arts teacher from “School C” who has been 

a teacher for five years total, all spent in School C. 

Analysis of Themes 

The method of analysis for this study consisted of transcribing recorded interview 

protocols from each interview to narrate teacher and parent perceptions of the FSCS model and 

its impact on school communities. Once data was collected, it was put into the qualitative 

analysis software Dedoose for interpretation. After this process, a codebook was created to allow 

the researcher to identify emerging themes from participant interviews. Codebooks enable the 
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researcher to organize themes from the narratives and adequately track statements. Using codes 

is essential for identifying specific topics, indicators, and qualifications derived from the 

interview transcriptions, generally related among participants. Such themes are typical patterns 

from the data, which outline and categorize the researcher’s observations. (Boyatzis, 1998). 

According to Bogdan and Biklen (2006), developing a coding system involves several steps:  

Search your data for regularities, patterns, and topics your data covers, then write down 

words and phrases to represent these topics and patterns. These words and phrases are 

coding categories. They are a means of sorting descriptive data you have collected so that 

the material bearing on a given topic can be physically separated from other data. (p. 172) 

The four primary predetermined themes (school climate, school resources, academics, 

and community engagement) were categorized into principal themes separately to allow for a 

thorough analysis of each construct to distinguish different aspects of the school community. In 

addition, sub-themes were inductively selected during the thematic analysis of the narratives. 

According to Miles and Hubbennan (1994), themes are generated from the “conceptual 

framework, research questions, and other important variables that the researcher decides aligns 

with the study” (p. 58). Also, the thematic analysis approach provides the best method to ensure 

that the data collected from the participant’s addresses are aligned with themes from previous 

literature to ground the data and guide the data collection process. 

The narratives described throughout this chapter identified several themes that emerged 

in the study. Using the interview protocol presented during the interview, those identified themes 

were input into Dedoose as “Parent codes.” This label allowed the researcher to classify 

responses associated with a specific parent code to be categorized and interpreted separately for a 

thorough analysis of each construct. In addition, the data collected was compared between 
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different stakeholders to identify the differences between both experiences. Data was further 

analyzed under the four parent codes, which led to the creation of sub-codes called “Child 

codes.” Child codes are sub-themes that emerged under a particular parent code when analyzing 

each of the four parent codes identified. Table 2, listed below, outlines the codebook created to 

classify emerging themes collected from the data:  

Table 2. 

Interview Protocol Codebook 

FSCS Emerging Themes (Definitions) 
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▪ “School Communication” is how stakeholders in the school community exchange information, 

thoughts, or ideas. This can be through traditional methods (email, telephones, notes) or social 

media platforms (Facebook, Instagram, Schoology, etc.) 

▪ “Attendance” is a student's physical presence within regular school hours. Therefore, school 

attendance measures the number of children attending school and the time they are present.  

▪ "Culturally Inclusive" is defined as the conscious embracing of different heritages and experiences 

of all stakeholders within the school communities are included.  

▪ "Student-centered Events/Programs" are any school-sponsored or school-authorized extra-

curricular event or program on or off school property organized by students for students.  
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▪ "Health-Related" is any resource that addresses school community members' physical/mental 

well-being. This can address the health of students, parents, and any school community member. 

▪ "Behavior-Related" is any resource that supports student, staff, and parent conduct within a school 

environment. This can address the behavior of students, parents, or school community members. 

▪ "Instruction-Related" is described as resources that support students and staff members in the 

classroom. This can address either the student or the teacher within the classroom paradigm. 

▪ "Family-Related" is defined as resource initiatives that support the people who make up the 

student's household. This resource can address student families or guardians tied to the school 

community. 
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Theme I: School Climate 

This section explores the parent and teacher perceptions of the FSCS model using the 

theme of school climate. School climate is significant in understanding this model’s efficacy 

because it attests to the culture and environment but, most importantly, how students/families 

integrate into the school community. The emerging sub-themes from the school climate code 

identified communication, attendance, cultural inclusiveness, and student-centered events and 

programs as areas that the community school model has impacted. These themes were generated 

from the analysis of the interviews conducted with parents and teachers. 

I.I School Communication 

The area of school communication was unanimously identified by both parents and 

teachers as critical to schoolwide success. During their interviews, teacher participants discussed 

how the FSCS model has attempted to use different platforms to strengthen communication 

between the other stakeholders. For example, Mr. Foley, an inclusion teacher from School A, 

addressed his school’s attempt to become more present on various social media platforms to 

communicate with parents efficiently.  
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• "Parent Teacher Association (PTA)" is a network of families, teachers, students, administrators, and 

business and community leaders dedicated to the educational success of students and the healthy 

collaboration of families in schools. 

• "Community Partnerships" is the opportunity for communities to support the needs of children and 

families by collaborating to enhance the academic, social, and emotional experience in the school 

setting and at other community-based sites.  

• "Community Events" are any school-sponsored or school-authorized extra-curricular event/activity on 

or off school property for the school community. 

• "Campaign Connect" is a stakeholder-driven initiative that allows schools to (a) build an infrastructure 

for analyzing critical data to help develop school goals amongst teachers, parents, students, 

administrators, community members, etc.  
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Community schools have allocated funding for teachers to be compensated for managing 

schoolwide social media accounts in conjunction with administration. Most parents, 

especially in the lower grades, come from a younger demographic and utilize social media 

platforms to communicate. Because of this, teachers and everyone else have begun creating 

platforms for their students to use, which has been extremely beneficial. (Mr. Foley)  

Ms. Duncan and Ms. Jones, both middle school special education teachers from School B, spoke 

about the school purchasing an application called KiNVO (a web and mobile family engagement 

platform that allows mass communication between educators, parents, and students designed to 

help further strengthen the school climate). Ms. Duncan referred to the application as 

“phenomenal for all members of the school.”  

The value of immediate contact is highly beneficial for both teachers and parents alike. 

‘It’s good when you can pass information back and forth with the entire school in a matter 

of minutes! (Ms. Duncan) 

The findings from other participants further substantiate the claim that communication 

efforts have improved in the school but suggest that the schools should provide additional 

training for stakeholders and push for staff to use it with fidelity. Ms. Jones shared,  

The overall school communication has been a slow and steady battle. Still, parents are 

working with them [teachers] because it is starting to become easier for them. 

Unfortunately, so many parents struggle to try to do it on their own. Nearly two-thirds of 

the communication attempts between the school and households deal with classroom-level 

concerns with minimal contact with homes to pass on schoolwide messages. Schools need 

to be intentional on school communication at the building level to have more buy-in. (Ms. 

Jones) 
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Most of the feedback in this sub-theme supports the claim that the FSCS model has prioritized 

school communication initiatives to bolster school climate and has contributed to helping schools 

enhance it. In most cases, to create a healthy school community, establishing open lines of 

communication is essential for establishing transparency and awareness, all of which are vital to 

increasing parental involvement in schools. Parental involvement is often identified as 

foundational for positive school growth and productivity. 

I.II Attendance 

Attendance is identified as a student’s physical presence within designated school hours. 

School attendance has traditionally been a mechanism to predict school productivity in urban 

communities (Gottfried, 2010). Both parents and teachers referenced growth in attendance and 

identified a connection to initiatives of the FSCS model to this growth. Parent interviews 

discussed their children’s excitement to attend school consistently, which teachers also 

referenced. Cynthia, a parent from School C, attributed her children’s desire to attend school to 

their excitement about being a part of the school environment and a healthy atmosphere. Cynthia 

shared, “My kids feel safe and happy to be with their friends and be a part of different activities 

in school. My kids do not like to miss because they could miss so many things in a single school 

day.” 

Mr. Burns, an ELA teacher from School C, also associated their school’s increased 

student attendance numbers with a more organized and deliberate effort from top to bottom. Mr. 

Burns stated, “Daily attendance protocols have become extremely simple, and sending 

communication notices through KiNVO to parents has made teachers consistent with the 

attendance practices.” Mr. Burns elaborated further by sharing, 
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Administration rewards classrooms for the highest attendance rates in the building, which 

allows students, especially in the younger grades, to compete for that and other incentives. 

Community schools have taken that responsibility to collaborate with the attendance 

committee and administration as a schoolwide initiative which has worked out well for the 

attendance numbers. (Mr. Burns) 

Despite the different perspectives presented during interviews, a consensus associates the FSCS 

model with increased student attendance, which has been vital for determining school outcomes. 

In addition, these contributions have been critical to maintaining a healthy school climate, 

which has been linked to positive school outcomes. 

I.III Culturally Inclusive 

Cultural inclusivity was another sub-theme that emerged during interviews when 

referencing school climate. Cultural inclusivity incorporates different heritages and experiences 

of all stakeholders within the school communities. Findings revealed the various attempts the 

FSCS model had with participants to promote a culturally inclusive school community and how 

to further enhance those experiences for stakeholders. During interviews, participants discussed 

the importance of acknowledgment and the school’s role in creating an inclusive environment for 

all community members. For example, Ms. Adams, a sixth-grade math teacher from School C, 

shared the following sentiments:  

…the school’s environment must reflect the real world. We live in an incredibly diverse 

and interlocked society where people from all cultural backgrounds interact on a day-to-

day basis, so it was important for our school to show students it is important to have an 

appreciation for diversity from an early age. We have made some strides there, but we can 
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definitely do better, and working with community schools, we can ensure a healthy 

environment which strengthens school climate. (Ms. Adams) 

Kara, a parent from School B, echoed similar sentiments about educating children about 

other cultures. She spoke about the need for “collaboration between the schools and the 

community when organizing these events.” When asked, “Does the school offer programs, 

events, and celebrations representing all cultures attending this school?” Kara reflected briefly, 

then began sharing her opinions: 

I think the school does its best to show everyone that they support different cultures in the 

community. But I think they can take it a step further and work with parents and the 

community to build pride and a stronger school climate for students and us. We are from 

the West Indies, but we practice Hinduism. Schools are finally closed, but we would like 

our students to participate in school so they can appreciate it the way they appreciate 

Christmas. This school does try to recognize different holidays, but they do not know how 

to celebrate them the way they should. Parents need to be involved and help because 

everything always falls on the teachers. And they are busy enough! (Kara) 

Based on the feedback, the FSCS model has created several opportunities for stakeholders to be 

involved in school affairs. Still, some participants voiced a need to further include stakeholders 

to enhance the school’s environment. These opportunities can consist of planning or even 

volunteering in the school, all of which contribute to creating a culturally inclusive environment 

necessary for establishing a salient school climate. 

I.IV Student-Centered Events/Programs 

Student-centered events/programs were identified as another valuable method used by the 

community school model to support the school climate for stakeholders. Student-centered 
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events/programs are any school-sponsored or school-authorized extra-curricular events or 

programs on or off school property organized for students. During interviews, Lisa, a parent 

from School A, and Sharon and Evans, parents from School B, spoke about school events and 

how community schools assisted with different events that helped influence the school climate. 

In addition, such events offered opportunities for the community to connect beyond classrooms. 

Lisa commented that: 

Like last September, the school had a block party where kids had game trucks, food, ice 

cream, and a DJ. The kids also received free bookbags and back-to-school goodie bags. 

We have had movie nights for parents, teachers, and students a few times. That was a good 

way for kids to get excited about the start of school, but also a way to support many of the 

children going back to school, and families need support with school materials. (Lisa) 

Sharon discussed the need for such events during and after school as a way for students to see 

school as more than a place for learning but a place that encourages the development of the 

whole child.  

I think (school events) are essential because they allow people to connect in a safe 

environment outside the traditional setting. These kids are fortunate to have different 

opportunities to see schools as a place not only for learning but a place that supports and 

brings them excitement. (Sharon) 

Evans touched on the different skills students get to cultivate when they are involved in creating 

student-centered events/programs.  

…opportunity for students to expand their learning and build on their creative side. These 

activities can allow kids to build school pride, which can help the school grow. So, when I 
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think of school climate, these kinds of things community schools have played in improving 

our school climate. (Evans) 

The FSCS model has used schoolwide events as an instrument to develop the school 

climate by incorporating opportunities for community members to show pride in their schools. 

Such options enable students to see schools as more than an institution of instruction but as an 

institution that cultivates who they are and who they hope to become. One of the foundational 

underpinnings of the community school model asks for the school community to take 

responsibility for itself, focusing on the characteristics of leadership, initiative, and care to do so 

(Blank et al., 2012). Parents and teachers have expressed several ways that the FSCS model has 

played a role in moving the school in a positive direction.  

Summary 

 Although participants represent different aspects of the school community, their 

narratives helped illustrate the importance of school climate for students and, consequently, the 

school community. In addition, an evaluation of the perspectives of parents and teachers 

presented ways the community school model has influenced the participants in the area of school 

climate. More specifically, participants have identified school climate as an improved aspect of 

the school community primarily due to improvements in communication, attendance practices, 

development of a more culturally inclusive school, and using student-centered events/programs.  

  In the aspect of communication, the school’s use of social media platforms and other 

applications has evoked positive opinions from teachers and parents alike, thanks to the support 

of community schools. Also, attendance has seen growth under the community school model due 

to resources to support the attendance process or even just students pushing to attend more than 

before. Another theme of discussion identified cultural inclusiveness as a method used by the 

community school model to improve the overall school climate. Overall, participants recognized 
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the strides that FSCS has made to create an inviting school environment for all members of the 

school community and society. While this may be the case, stakeholders discussed how the 

model, although practical, can better collaborate with stakeholders to properly promote the 

different cultures that make up the school community. This can pay dividends in further 

developing a functional and thriving school environment. 

  Lastly, feedback identified student-centered events/programs as a method that the FSCS 

model has used to impact the school climate due to the way it facilitates students and the 

community to collaborate and socialize outside of the school dynamics. While academics are 

essential, students embracing the school is equally important in building a healthy school climate 

for the school community.  

Theme II: School Resources 

 This section explored the parent and teacher perceptions of the FSCS model, focusing on 

the theme of school resources by inquiring about the utilization and knowledge of resources 

within a school community. Research has shown that providing enough resources and their 

proper allocation can increase the success of the community school model. Moreover, longer 

operating and well-resourced programs yield more positive results for students and schools 

(Oakes et al., 2017). The school resources sub-theme focuses on stakeholders’ understanding of 

such resources and how those resources impact the school community. In addition, this theme 

can help evaluate if the identified resources are fulfilling the school community’s needs. This is 

important for developing the participants’ level of buy-in with the school community and its 

resources. The emerging themes from the school resources construct identified health-related, 

behavior-related, instruction-related, and family-related resources as ways that the community 
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school model has addressed the school community. These themes were generated from the 

analysis of the interviews conducted with parents and teachers. 

II.I. Health-Related 

The health-related sub-theme emerged from parent participants when they were asked 

about the resources offered by the FSCS. Health-related is defined as resources that are provided 

to address the physical/mental well-being of members of a school community. These resources 

address the physical and psychological health of students, parents, and any school community 

member. Some of these resources have been described as mental and medical health 

organizations or any other resources used to help address health-related needs affecting schools 

(United Federation of Teachers, 2013).  

During interviews, participants were asked, “What programs, events, and celebrations 

have taken place inside and outside the school to offer resources or services to the school 

community?” Parents who had children in School B had similar resposes. These parents began 

highlighting some of the resources offered in their school, particularly the mental health and 

fitness-related initiatives. For example, Sharon described how, during COVID-19, community 

schools made mental health-related resources accessible to the community. 

Many families were deeply affected during the pandemic and tried to make do with our 

situations. Not having our kids physically enter the school building definitely affected 

children socially and emotionally, which affected them tremendously. During the 

pandemic, the school tried to make the best of the situation and offered resources to try and 

let the kids manage their emotions. I know they had speakers come in, and they organized 

virtual assemblies. They even had yoga a few times. I thought that was a great way of 

taking lemons and making lemonade. (Sharon) 
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Evans spoke about fitness classes offered by community schools that offered trainers to train 

parents and teachers. These sessions provided in School B afforded teachers and parents access 

to exercise and fitness resources and were funded by community schools during after-school 

hours. 

Every week, a couple of the dads from my daughter’s class and myself went to work out 

Tuesdays at the school, which was very good. I wanted to lose some weight and start going 

to the gym…. but it was just too hard to get down there! Also, gym memberships can be 

costly! So, when the school got a fitness coach and a nutritionist who offered free classes 

and fitness sessions, which we used to the max. Unfortunately, they have not started that 

back up this year, so I would like to see that because we could use it around here. The 

school did a good job with that one! (Evans) 

Several participants identified health-related resources as valuable to their school communities, 

especially mental health and wellness services. These narrations align with the FSCS approach, 

which emphasizes that stakeholders should receive resources most accommodating to their 

needs. Furthermore, participants indicated health-related resources as one of the ways 

community schools have supported the overall school community for all stakeholders.  

II.II Behavior-Related 

Behavior-related resources are any systems that support conduct within the school 

environment. These may address the behavior of students, parents, or any other school 

community members. Participants were asked, “How do you believe community schools, if at 

all, have impacted the resources available to families?” Several teachers identified behavior-

related contributions the FSCS model has made in collaboration with the school administrators 

and staff in their respective buildings. For example, during interviews, Ms. Duncan from School 
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B described the organized teacher-paid mentorship opportunities funded directly by the FSCS 

model. In comparison, Mr. Foley, from School A, was part of the “Positive Behavior Support in 

Schools” (PBSIS) program in his school, which was done in collaboration with school 

administration and FSCS to provide a program that offers behavior, conduct, and social-

emotional wellness interventions for students. Mainly these two perspectives were especially 

noticeable due to the successful collaboration between the teachers, administration, and 

community schools, representing an essential aspect of the community school mission statement.  

During my interview with Mr. Foley (School A), she expressed concerns about behaviors 

in her school that she believed could “derail the academic abilities of the students.” This 

statement was an indicator that behavioral resources were one of the more substantial factors in 

determining how effective the FSCS model could be at their location. Next, Ms. Duncan 

explained how in School B, community schools offered their staff and students a paid 

mentorship program that hired teachers to serve as mentors for students identified by staff as 

students who could benefit from individual mentorship. When asked to elaborate on this 

program, Ms. Duncan shared, “…grade levels were asked to select the name of no more than 

three students who needed behavioral support and could benefit from mentorship.” Finally, she 

outlined this process by describing how students were assigned to teachers and how community 

schools played a role. 

For the mentoring program, names were submitted, and teachers were recruited and 

assigned to students who were not in their direct workspace. This allowed students to get 

a mentor they did not interact with to provide a fresh perspective. Community schools 

organized this and paid teachers a stipend over the school year to maintain this mentorship 

to the children. (Ms. Duncan)  
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She further reiterated that although this initiative did not serve every child, it was “a display of 

the FSCS commitment to providing additional resources to support students” (Ms. Duncan).  

Mr. Foley discussed the Positive Behavior Support in Schools (also known as PBSIS) 

program, which Rutgers University developed in conjunction with the New Jersey Department of 

Education. This program created a reward system for students who displayed positive behavior 

where staff members awarded tickets for students to use at the school’s spirit store. In addition, 

the community school collaborated with the administration and selected teachers to create a store 

where students could use school currency to purchase items. 

Teachers rewarded students based on their positive behavior, and community schools 

purchased most of the items students could buy at the school store. This consisted of board 

games, school materials, books, clothing, and other things. This was extremely helpful in 

developing student behavior. (Mr. Foley) 

A synthesis of participant feedback identified a trend of teamwork and maximizing resources to 

support schoolwide conduct for students. In addition, most schools that typically become Full-

Service Community Schools are in communities that need additional support to offset the lack of 

resources to combat their socioeconomic situations. Therefore, participants have identified the 

FSCS model as valuable for supporting behavior-related resources, which is necessary to 

enhance the school community.  

II.III Instruction-Related 

The sub-theme instruction-related resources emerged as a frequent response from many 

teachers when they were asked about community schools and their impact on how prepared 

students are when they come to school. Instruction-related resources are any resources that assist 

with teaching in schools. These resources can address students or teachers to support the overall 
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classroom paradigm. During interviews, several teachers identified instances where resources 

supplemented their instructional practices—notably teachers Ms. Adams from School C and Ms. 

Duncan and Ms. Jones from School B. Ms. Adams discussed how these resources were 

purchased inside and outside the classroom to help students increase class instruction at home.  

Many students in my classroom needed additional resources to support what was being 

taught, especially in Math. When we found the IXL Learning resource, they gave out a free 

trial, and the kids found it helpful to practice certain skills in school and at home. But it 

eventually ran out and requested us to pay to continue. At that moment, I went to the 

community school director to request assistance in finding a way to purchase logins for 

students and teachers. After that conversation, the director and administration purchased 

this resource for the entire school. (Ms. Adams) 

Ms. Jones talked about the educational field trips offered in her school and how 

community schools help fund those trips. Ms. Jones called this opportunity “transformational” 

because it allowed students to visit the area’s finest cultural sites to learn. 

Every year, each grade level had the opportunity to select an academic field trip for our 

students, which was able to send us places our district could not. Over the years, we were 

able to attend the National Museum of African American History and Culture in DC and 

the Science History Institute in Philly. These trips I know were groundbreaking for 

students; some have never even left the state of New Jersey! (Ms. Jones) 

Ms. Duncan’s experience shared more of her collaboration with her school’s community 

school director to help classrooms receive additional technology. During this process, the 

participant described the community school director as “focal and supportive” in assisting them 

in obtaining a grant for the iPads.  
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There was an opportunity for us to secure some funding for iPads for our students through 

grants. So, the Principal and the CSD [Community School Director] applied for a grant and 

purchased two classroom sets of those pads to support students. We also got some 

applications to help students, like Khan Academy, to help with content areas like Math, 

English, and other subjects. (Ms. Duncan) 

These isolated instances were all unique but provided examples where the community 

school model assisted the school with either funding or supporting resources to enhance 

instructional practices in the participants’ respective schools. 

II.IV Family-Related 

Family-related is defined as resource initiatives that support the people who make up the 

student’s household. This resource can address student families or guardians tied to the school 

community. Much of the fundamental principles of the community school model recognize that 

students benefit when schools offer a variety of resources and opportunities directed toward 

families, ranging from education to health and wellness (Blank et al., 2012). These kinds of help 

can influence the development of families, which is associated with student achievements. 

Participants shared similar stories of interactions with parents or their personal stories about how 

the schools offered additional support that directly impacted the household of students and their 

families. 

Research participants were asked: “How do you believe community schools, if at all, 

have impacted the resources available to you?” In response, many stories poured in about 

different financial constraints that affected their households or loved ones. Three narratives 

during interviews offered concrete examples that illustrate how the FSCS model offered family-

related resources to the school community. One parent, Cynthia from School C, told a story 
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about how some parents needed rental assistance during the pandemic, and community schools 

helped align them with some aid being provided by the city.   

Times for most of us became extremely hard. The pandemic destroyed many employment 

situations, and the children being home affected many peoples working hours. -- 

Eventually, the School’s CSD (Community School Director) informed us of rental 

assistance programs through the city and helped us through the process. This rental 

assistance program gave many vouchers paid directly to the landlord. This helped us stay 

afloat. (Cynthia) 

Kara shared an instance where a friend received housing assistance after a fire displaced their 

family.  

One of the ladies from my church had a fire in her home and was displaced. The school 

assisted with connecting her with agencies that helped her and her family find a temporary 

place to live and transportation to school. It’s good to have a person in the school who can 

point parents in the right direction. (Kara) 

Both Lisa and Mr. Gass, from School A, offered stories about their school providing a 

“school closet” and several food drives to support families needing assistance. “Being a parent of 

four children, school uniforms every year was sometimes a challenge. The school having the 

school closet saved me money on buying school uniforms” (Lisa). Many of the testimonies 

presented by parents discussed resources that impacted not only the students but also affected 

their entire households. “On Fridays, in connection with assemblywoman …offered a food bank 

which gave out free food packages to help families in need. Families received snacks, meats, 

bread, and other things, which really helped out parents” (Mr. Gass). The FSCS model promotes 

the importance of shared responsibility to ensure students succeed and that schools thrive. In 
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many instances in this subsection, resources went beyond students’ needs and addressed 

students’ households, which is essential for building healthy school outcomes. 

Summary 

 A synthesis of the collected narratives from parents and teachers supports the FSCS 

model in how it apportions its resources to support community stakeholders. Equally necessary, 

the different stories highlighted methods used to solicit various groups using collaboration, 

relationships, and resourcefulness to help those who needed support in their respective 

capacities. Analyzing the responses from the research participants, the theme of school resources 

appeared as one of the more fundamental aspects of the FSCS model’s contribution to the school 

community.  The basis of this claim comes from the model directly addressing the community’s 

equity gaps, which can be crucial in influencing school outcomes. 

According to participants, school resources came in a wide variety ranging from mental 

health-related services to instructional-related resources like learning applications, obtaining 

additional technological resources, and initiatives like PBSIS to support schoolwide conduct. 

Schools even, in some cases, saw paid mentorship programs for students and even field trips to 

support instructional efforts. FSCS even offered resources such as fitness classes run by certified 

trainers, organized rental assistance programs for those in danger of eviction, and in exceptional 

cases, coordinated living assistance for families at risk of homelessness. Most of the identified 

resources collected during interviews strengthen the belief that all students, families, and 

communities benefited from the strong ties between schools and local agencies to supplement the 

resources already provided in school communities.  

Most importantly, these types of commitments by the FSCS can impact how stakeholders 

build capacity within their communities, both in and out of schools, which can help them become 
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stronger. In distressed socio-economical communities, schools have become beacons of hope to 

change the conditions for future generations. But for this to occur, these disadvantaged 

institutions must be improved for educational outcomes to reflect that change. These resources 

are prescribed differently depending on the needs of each school and the community it serves. 

Overall, the FSCS model emphasizes the importance of creating equitable situations by using its 

resources to help improve the lives of students, families, and the community to build school 

productivity. 

Theme III: Academics 

 This section explored the parent and teacher perceptions of the FSCS model using the 

theme of academics. In this study, academics describe a student’s educational experience in 

school (Benninga et al., 2006). The interview protocol developed for this theme aimed to 

investigate the academic atmosphere in the FSCS and the impact it has through the perspectives 

of parents and teachers. An evaluation of the feedback demonstrates the positive influence of the 

FSCS model and its ability to impact classroom school instruction using relationships and 

collaboration with teachers, parents, and administrators to benefit students’ academic 

achievements.  

The emerging themes from the academic construct identified enrichment programs, peer-

group connections, field trips, and blended learning environment. Research suggests that the 

growth and development of academic culture is one of the intended results of the FSCS model 

(Berg et al., 2006; Blank et al., 2012). Academic support was described as direct or indirect 

approaches to support students and their learning. In interviews, the responses outlined various 

activities and initiatives used to support instruction and a variety of aspects beyond those covered 
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by standardized tests. In addition, academic support and enrichment were also used to help 

prepare students to be contributors in their respective communities.  

III.I Enrichment Programs 

Enrichment programs emerged as one the most referenced sub-themes by parents and 

teachers, with nine out of twelve participants either teaching in one or having children who 

attended one across all three community schools. In this study, enrichment programs are 

“organized activities to achieve specific academic or social goals” (Baker, 2000). In addition, the 

literature shows that students who participate in longer school days and academically engaging 

after-school, weekend, and summer programs are associated with positive academic and 

nonacademic outcomes, especially with improvements in behavior, attendance, and parental 

involvement (Oakes et al., 2017).  

Participants were asked to “Describe the academic approach the school assists parents in 

supporting students in the classroom.” A synthesis of the responses shows evidence that 

enrichment programs are critical for participants in supporting their schools’ achievements. 

These responses are tied to expanded instructional time to help reinforce student skills and offer 

opportunities for students to receive additional support in these programs. When participants 

were questioned about the programs, services, or resources FSCS has collaborated on to support 

student academics, most responded by referring to enrichment programs as beneficial to the 

students in various ways. In addition, several parent participants commented on the additional 

support as helpful for students. 

Teacher participants spoke on the additional opportunities teachers have to assist students 

who need extra support during these enrichment programs. For example, Cynthia, from School 
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C, has two of her three children enrolled in enrichment programs. She referred to her after-school 

program as “a blessing in disguise” for students and parents.  

Since my sons are in fourth and the sixth grade, the math is starting to get a little more 

difficult, even for myself. I try to do my best, but it’s a lot to deal with. The after-school 

program helps my kids finish their homework, and the best part is that my sixth grader’s 

math teacher is also one who runs it. (Cynthia) 

 In School C, Ms. Adams and Mr. Burns provided different viewpoints on their 

enrichment programs, with Ms. Adams working in the afterschool program while Mr. Burns had 

students attend the same program. Ms. Adams discussed the benefits students participating in the 

program receive when in attendance.  

A good portion of the parents who sign their children up for the after-school program are 

parents who need the support; some parents, I am sure, enjoy the additional supervision, 

but the structure and individualized time afforded to students helps supplement the 

instruction which takes place during the day. Of course, students have time for athletics 

and fun stuff, but the homework help from 3:15 to 4:00 does a lot for students. (Ms. Adams) 

Mr. Burns spoke about the impact of the after-school program on his students during regular 

instruction. As a result, his colleagues began identifying students in need and recommending that 

parents enroll their children in this program.  

As a way for community schools to support students, they have partnered with local 

organizations to provide enrichment programs and resources to support student academics. 

In my case, I often encourage parents to sign students up for the program who need support; 

several colleagues of mine also work in the program and provide support to these students. 

This helps greatly for teachers like me who have over twenty-five students in my class and 
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can’t provide that one-on-one time to students who need it. This way, I know students are 

getting the help they need, and it relieves parents of the burden of trying to assist their 

children with schoolwork. (Mr. Burns) 

 The FSCS model has been shown to support the school community by using enrichment 

programs to help fortify the school’s academics. In addition, these kinds of programs are seen to 

reinforce the work done during the school day and support parents in their efforts to educate 

children. Such academic reinforcements are critical to best support schools’ educational practices 

and outcomes, which is one of the foundational principles associated with the FSCS model. 

III.II Peer-Group Connection (PGC) 

One of the programs solely organized by the FSCS model is the Peer-Group Connection 

(also known as PGC). PGC is a peer-to-peer group mentoring initiative that uses mentorship to 

support students by incorporating social-emotional learning (SEL) within school-based programs 

(Pandina et al., 2015). The program uses older students to create a nurturing environment for 

younger ones. Based on participant feedback, eighth-grade students (senior peer leaders) meet 

with groups of sixth-graders (junior leaders) in various outreach sessions designed to strengthen 

relationships between students across grade levels (Pandina et al., 2015). This program is a 

district-wide initiative that is implemented in all community schools in the district. With some 

community schools still in the infant stages, School B represented one of the more established 

community schools in the school district that has seen successful cycles of students go through 

the PGC program. 

During interviews, teachers from School B offered some of their interactions with Peer 

Group Connection and identified how the program impacted their students. Ms. Duncan is one of 
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the selected teachers from School B who was trained by the community schools and facilitated 

the program: 

The presence of peer leaders and the PGC in our school has helped decrease harassment, 

intimidation, and bullying, which greatly affected our academic achievements. Student 

activities centered on the themes of community, identity, and leadership to help them 

develop skills to be successful students, but most important, successful members of their 

community. (Ms. Duncan) 

Responses like this show the PGC program’s positive impact on the students who were part of 

it. But, most importantly, it gave an account of the effects of PGC on the school community.  

Ms. Jones represents one of the teachers currently instructing a PGC group of eighth 

graders who is not involved with the initiative. However, she shares how the program has 

improved students’ academic prowess in her classroom.  

When I think about how community schools have impacted student academics, it starts 

with building their self-esteem and self-confidence. Many of them [students] face serious 

identity crises, affecting their performance in school. Several of the students in my English 

classes are a part of various mentorship programs offered by community schools. But PGC 

is the program that has been most significant in their learning. Students now see the best in 

themselves, which shows in their behavior and attitude but, most importantly, in their 

academics. (Ms. Jones) 

While the Peer Group Connection program may not be a traditional academic resource, 

participants from School B provided a rich perspective of the challenges their students face 

emotionally and socially, which can have lasting effects on how students perform academically.  
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Most importantly, PGC builds capacity in students’ goal-setting and decision-making skills 

while also increasing the student’s sense of resonance and connection to the school. This 

initiative represents one of the ways the FSCS model supports the school community by 

establishing holistic approaches to address student academic persistence. 

III.III Field Trips 

The field trip theme represents one of the more traditional resources schools provide to 

support academic instruction. Several different responses came about when participants were 

asked how community schools promoted their students’ academics. However, participants 

mentioned field trips several times. School field trips are events or activities where students 

leave the school grounds for curriculum-related activities, serving as an extension of the 

classroom experience (Behrendt, 2014). Research has shown some advantages of field trips and 

the nature of experiential learning for driving student learning (Behrendt, 2014). This kind of 

learning is described as a methodology in which educators coordinate student experiences and a 

reflection on those experiences to increase knowledge, develop practical skills, and build student 

capacity. The research describes field trips as improving students’ educational experiences, and 

because of this, FSCS has organized countless field trips for teachers to extend classroom 

instruction pragmatically. 

 In their unique ways, parents and teachers discussed the importance of field trips when 

asked how the school enhanced students’ academic experience. For example, Mr. Foley shared 

about his students attending the National Museum of African American History and Culture in 

Washington, DC, in 2018. Community schools organized this trip to the NMAAHC, which 

carried students, parents, teachers, and some administrators.   
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Before this trip, many students had never left the state of New Jersey, so for them to get on 

a bus and travel down to the nation’s capital, I’m sure, piqued their interests in ways a 

classroom never could. Teachers were concerned about behavior, but the students surprised 

us. They rose to the occasion and had a good experience in the museum. (Mr. Foley) 

Kara expressed her experience as a chaperone on one of the class field trips with her child and 

how the students relished that experience. 

One year, my daughter practically begged me to attend one of her field trips with her class. 

I couldn’t tell her no, so I went, and our experience was amazing. I had been to this place 

before with my daughter, but with a combination of her friends and her teacher, I noticed 

a different level of interaction. It was good to see her in that element being able to interact 

with the stations. (Kara) 

III.IV Blended Learning Environments  

Blended learning environments describes the integration of technology to support the 

school community to enhance the school environment inside and outside the classroom (Patrick 

et al., 2013). Across the United States, many school districts have invested in the FSCS model to 

assist with the long-standing social inequities impacting lower disadvantaged communities 

(Maier, 2022). In addition, to support students, curriculum adoptions have called for a more 

contemporary approach to educating students. These goals are reflected in how districts train 

teachers and administrators to operate in their respective capacities. For school leaders, the 

recent pandemic demonstrated the need to establish a blended environment to ensure schools can 

function effectively and efficiently. For teachers, educational programs have urged technology-

intensive coursework to best prepare them for the demands of a blended curriculum. (Patrick et 

al., 2013). During interviews, feedback drew connections to blended learning environments and 
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their impact on school community members. Most importantly, they referred to some previously 

mentioned enhanced communication methods amongst other supplementary resources as one of 

the ways the FSCS model helped provide academic support for stakeholders in their school 

communities. 

Although participants may not have been thoroughly exposed to blended learning 

concepts, many referenced some of the objectives associated with the model in their responses. 

For example, several statements described parents’ perspectives and experiences of how FSCS 

has collaborated with school leaders to enhance the school stakeholder experience. This helped 

substantiate some of the primary values associated with the FSCS model, which supports 

integrating different services to improve the overall academic experience. (Oakes et al., 2017). In 

particular, Sharon from School B revealed her experiences with community schools by 

addressing some of her school’s previous areas of concern regarding communication, which also 

ties into the blended learning concept.  

Thinking about how community schools have been involved with student academics makes 

me think about how during one of our Campaign Connect meetings, the CSD presented 

some projects the school was working on to help the school run more effectively. As I have 

mentioned, they [CSD & School Administrators] have discussed ways to enhance 

technology in classrooms by purchasing KiNVO, a communication platform to assist with 

classroom communication. We were very vocal about the lack of communication between 

teachers and parents. How can we best support our children if we lack healthy 

communication lines? Not much later, they [CSD] introduced KiNVO as a way for us and 

teachers to communicate better. This will allow us to keep up with student academics 

between the schools because it needed to be more effective. (Sharon) 
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Similarly, Cynthia and Evans shared some of the contributions FSCS made to support 

their children’s academic experiences in line with some blended learning approaches to help 

their children at home. For example, Cynthia shared the following:  

As I mentioned earlier, two of my children struggle in math. So, when I think about 

academic resources given by the school, I immediately think of those online sites we use 

all the time in my house. IXL Learning for one and Khan Academy for my oldest. Both my 

kids use those websites constantly when doing homework or to help prepare for tests, which 

have positively impacted their scores. (Cynthia) 

When asked about FSCS’s contributions to student academics, Evans responded by sharing: 

During the pandemic, the school really came through for us with laptops for my kids. The 

school and the CSD purchased additional Chromebooks and gave them out to those in need. 

But even more so, the schools provided hotspots to give students access to the internet. 

During the pandemic, I did not have the internet at the house and used hotspots and turned 

our phones into hotspots to gain internet access. This would not work in our house with 

multiple laptops with Zoom and Google Classroom. These resources helped save our 

learning experience during the pandemic. (Evans) 

While some experiences offered direct impacts, others presented indirect examples that 

provided valuable feedback on the use of blended environments and their effects on academics. 

On several occasions, the FSCS model prioritized technology as an opportunity to enhance the 

school environment. It has also allowed the community school model to be efficient in various 

efforts to support academics and other aspects of the school. Ultimately, this feedback helps 

narrate the overall experiences with the FSCS model and its implications for schoolwide 

academics. 
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Summary 

 The compilation of narratives obtained from parents and teachers provides a variety of 

ways the FSCS model has influenced the area of academics for the student population and the 

community alike. The interviews focused on opinions from teachers’ and parents’ experiences in 

the classroom and household to elucidate students’ academic experiences. Participants identified 

the FSCS model as ‘integral’ in identifying educational goals and collaborating to help mitigate 

potential equity gaps within their communities. In addition, participants identified a wide variety 

of initiatives from the school, including enrichment programs to assist student learning and 

purchasing peer-group connections (PGC) programs to provide mentorship for students focused 

on characteristics needed for academic achievements. 

Furthermore, FSCSs utilized field trips to supplement instruction beyond the traditional 

classroom walls and collaborated with stakeholders to institute blended learning environments to 

enhance students’ academic experiences. Whether the assistance was intended for students or 

their households, FSCS collaborated on initiatives grounded in student productivity in the 

classroom. Most importantly, the themes identified by participants related to the interactions of 

teachers, parents, and school administrators and their collaborative efforts to serve the 

community best.  

Throughout this theme, community schools consistently used a partnership approach to 

build capacity within school communities. Part of this approach from FSCS is to address the 

needs of all stakeholders to support potential gaps in the learning experiences. FSCSs use 

relationships to create common objectives for stakeholders and promote transparency with all 

members, which is essential for community schools. In addition, the FSCS model emphasizes the 



80 

 

 

importance of academic development and assists in creating equitable classrooms for students, 

families, and the community to drive overall school productivity.  

Theme IV: Community Engagement 

 This section explored parent and teacher perceptions of the FSCS model using 

community Engagement as a theme. According to Saunders (2003), community engagement is a 

constant, two-way approach to establishing relationships with community members by 

collaborating to support the school community. The protocol in this theme focused on how the 

FSCS model prioritizes community engagement activities to support stakeholders and how those 

community members receive those activities and resources. Community engagement in schools 

became popular in the early 20th century with Jane Addams and her integration of the settlement 

house idea establishing the “neighborhood school” (Anderson-Butcher et al., 2010). The 

neighborhood school concept explores how schools can serve as community centers focusing on 

child development centers, family support, and neighborhood advancement through 

collaboration with the school community (Anderson-Butcher et al., 2010).  

Some of the emerging sub-themes collected from participants under the community 

engagement construct identified Parent Teacher Association (PTA), community partnerships, 

community events, and Campaign Connect as ways that the FSCS model has impacted the 

overall school community. These sub-themes were instances where FSCS collaborated with the 

community to help enhance their relationship with them and support the stakeholders’ needs. In 

many cases, identified needs were determined by feedback from the parents, students, and 

administrators, often using data collection instruments (surveys, interviews, schoolwide polls, 

etc.). These themes were generated from the analysis of the interviews conducted with parents 
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and teachers when they were asked about experiences with community engagement initiatives in 

their respective schools. 

IV.I Parent Teacher Association (PTA) 

One of the sub-themes that emerged under the community engagement construct was 

Parent-Teacher Associations (PTA), which participants identified as one of the traditional 

initiatives the community school model leans on to promote collaboration within the school 

community and outside the physical school structure. Essentially, the Parent Teacher Association 

(PTA) is a network of families, students, teachers, administrators, and business and community 

leaders devoted to the educational success of students and the healthy collaboration of families in 

schools (Woyshner, 2009). Much research on parent associations in schools suggests that such 

organizations, regardless of income/education levels or cultural associations, can help yield 

positive outcomes for schools (Mayes, 2002; Souto-Manning & Swick, 2006; Sheldon, 2016). 

However, the same research also reveals that families from higher socioeconomic communities 

tend to be more involved in their school community, which places communities with fewer 

resources at a disadvantage (Mayes, 2002; Souto-Manning et al., 2006; Sheldon, 2016) 

One of the foundational underpinnings of the FSCS model prioritizes parental integration 

into the school paradigm (Berg et al., 2006; Blank et al., 2012). The community school model 

acknowledges the importance of organizations like Parent Teacher Associations (PTA) to 

encourage parents to take a stake in schools and have a presence in the school community (Blank 

et al. 2012). During interviews, participants were asked to describe some opportunities 

community schools provide families and the community to engage with the school. Although in 

different schools, Sharon from School B and Lisa from School A made connections to their 

involvement with the PTA in their respective schools. Sharon spoke openly about the lack of 
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participation from parents in school affairs and how having community schools provided 

opportunities for organized discussions with school staff. 

I have been attending PTA meetings since my kids joined this school to stay involved. 

Meeting in the past was inconsistent. Now, meetings are organized on weekly Zoom calls 

organized by the principal and coordinated by the community school director. No lie, with 

more organized efforts, many more parents have joined the calls and supported this 

movement. (Sharon) 

Lisa, one of the co-presidents of the PTA in School A, spoke about the working relationship she 

and the Community School Director (CSD) has organizing various school fundraisers. 

Throughout my five years in this school, we have struggled to be able to fundraise money 

to support school projects. This was for several reasons; parents being involved was 

probably at the top of the list. Also, part of the issue was that teachers and principals were 

busy running a school daily. This can hurt our goals when we are not advertising things. 

The school hiring a CSD gave us a liaison who helps organize and promote our projects so 

they can succeed. (Lisa) 

 Overall, the Parent Teacher Association theme establishes a rich culture of collaboration 

between parents and school members to engage the school community with one another. In 

addition, participants showed that the FSCS model had played a role in assisting the PTA by 

facilitating meetings and providing support to fundraising projects by ensuring parents and 

teachers worked together towards achieving schoolwide objectives. This type of collaboration 

between parents, teachers, and school leaders can be significant for encouraging buy-in from 

stakeholders in the school community while also driving school improvement, climate, and student 

outcomes. 
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IV.II Community Partnerships 

Community partnerships was a sub-theme generated primarily due to the consistent 

references by participants outlining the FSCS model’s impact on their school community. 

Community Partnerships describes opportunities for community agencies to assist the needs of 

children and families by collaborating to enhance the academic, social, and emotional encounters 

in the schools and at other community-based sites (Epstein, 2011). Such partnerships are 

established by using collaborative leadership practices and developmental approaches to enhance 

the conditions needed to improve student learning, well-being, and relationships beyond the 

confines of the school community. This is critical to developing social capital, and teachers 

learning from their peers appear to be the factors that explain the link between collaboration and 

better student achievement (Epstein, 2011). But for these things to be successful, the community 

school model needs to engineer the process for collaboration. As community engagement is 

necessary, community schools serve as the anchor to align the school and community to create 

conditions required for school success. 

Several participants shared about different partnerships with community agencies to help 

support the school community. Two of the more impactful partnerships referenced during 

interviews were with the Alliance Community Healthcare (which provides medical and mental 

health assistance for students and parents) and B.L.E.S.C. (Black Law Enforcement Servicing 

the Community), which is an organization that focuses on connecting the community to members 

of law enforcement through mentorship and community outreach. In my interviews, participants 

from Schools B & C offered intriguing perspectives about some of their community partnerships 

based on the different stages of integrating the FSCS model in their respective schools. School B 

represents the longest-established community school in the district, while School C is the newest 
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one. Participants were asked, “Explain how you believe community schools, if at all, have 

promoted community engagement.” Kara, a mother of three from School B, responded by 

sharing some resources that the school helped her receive from Alliance Healthcare officials.  

One of the nice things being established in schools was the additional services offered 

through a partnership with Alliance. Parents needing outside services like doctors (dentists, 

pediatric, or whatever), behavioral, or other social services can now come to the school and 

be pointed in the right direction. Many parents do not have a chance to see the right doctors 

for fear of payments or not knowing how to seek assistance. (Kara) 

Ms. Adams, a sixth-grade math teacher from School C, talked about the need for schools to 

address mental health and how partnerships with Alliance Healthcare will help in her school’s 

best support of students.  

One thing we have learned in schools is the need for mental health services for students. 

Schools have not addressed these, but I do not think we have the resources or training to 

do it alone. Community schools have helped reinforce this but helping bring these 

resources in to support students, and even staff in some cases. (Ms. Adams) 

Evans, a parent of two from School B, spoke about the B.L.E.S.C. organization and its 

mentorship and support in the School B community. 

When I think of partnerships, the collab between the school and B.L.E.S.C. organization 

has been super important for the children of this community for many reasons. It’s no secret 

the issues this community faces with crime and poverty and the current state of affairs 

between African Americans and law enforcement. This organization has assisted with 

many aspects of school, including attendance, legal matters, programs for mentorship, 
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schoolwide giveaways, block parties, etc. This type of community involvement does a 

school a great service for bringing the community together. (Evans) 

Partnerships with organizations like B.L.E.S.C. and Alliance Community Healthcare 

represent effective links with outside organizations that impact all school community members. 

Participants have illustrated the importance of these kinds of partnerships and how they can be 

vital in providing school communities maximize their abilities. While parent and community 

involvement has always been a cornerstone of the public school paradigm, applying a more 

conscious approach to partnership and community advocacy can be beneficial to promoting 

positive school outcomes. In addition, this fosters buy-in with stakeholders and transparency to 

overcome public education’s many hurdles. 

IV.III Community Events 

 The community events theme surfaced as one-way participants engaged with the school 

community. Community events are any school-sponsored or school-authorized extra-curricular 

events or activities on or off school property geared toward the community (Epstein & 

Dauber, 1991). Families that come together for school events create wider social circles that 

allow other community members to meet, socialize and get to know new people. This makes a 

more cohesive community should future challenges arise when parents, families, and other 

individuals need to rely on these kinds of relationships (Epstein et al.,1991). Also, community 

events can be valuable when establishing relationships with businesses, cultural organizations, 

and community groups by creating a shared responsibility to promote the well-being of children, 

families, and schools by all members of the community (Barrera & Warner, 2006)  

 Many of the community events organized by community schools were attempts by the 

FSCS model to foster relationships with stakeholders. Experiences shared by participants offer 
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several instances that targeted the community using different methods. For example, School C 

hosted Breakfast with the Principal. At the same time, participants from School A shared some 

of the holiday drives that provided opportunities for outreach which were considered successes. 

In School C, Cynthia and Mr. Burns spoke about a successful monthly breakfast event called 

Breakfast with the Principal that allows parents to accompany their children to a fully funded 

breakfast by community schools. On a few occasions, Cynthia attended this event with her 

youngest child, who is in kindergarten. 

The school organized monthly breakfast meet and greets down at the school, which was a 

good way for us to get to meet the school principals. It is a perfect way to meet them on a 

positive note instead of a negative one. Many parents, I’m sure, would agree it’s better this 

way than in his office over a potential issue. (Cynthia) 

Mr. Burns also shared how Breakfast with the Principal and similar programs have 

benefited schoolwide behavior. 

This event, in my opinion, seems to be a great way to open the lines of communication 

between the school and parents, especially with the history of minimal contact with parents. 

Also, this can help with behavior when kids know parents and teachers are in constant 

contact. However, most importantly, parents need to see the schools as a place you want to 

pour into because when they do that, it makes life easier for everyone, students, parents, 

community schools, administrators, and anyone else. (Mr. Burns) 

Mr. Foley, from School A, talked about some of the food drives organized for the neighborhood 

by community schools. 

Over the years, community schools have organized different drives to support our school 

community throughout the year. Just a few weeks ago, for Thanksgiving, we had a turkey 
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drive where we gave out, I think, seventy turkeys and other thanksgiving goodies collected 

through local donors. It was such a success that the community school director and 

administration are working with one of the local pastors to organize a toy drive and are 

asking teachers for a list of children who are in need. They will ask those teachers to 

provide them with holiday gifts. (Mr. Foley)  

Overall, The FSCS model has demonstrated the importance of community events to 

engage the community and allow stakeholders to integrate themselves into the school 

environment outside the traditional sense. Such events have allowed community schools and 

administrators to be innovative in strengthening the relationships between teachers and parents. 

Participants have shown many impacts associated with developing a sense of connectedness and 

belonging and improving school outcomes. Finally, showing this commitment to community 

events can promote a positive school culture, invite positive school behavior, and develop a more 

robust school environment for all stakeholders. 

IV.IV Campaign Connect 

 As part of the FSCS model, all schools in the district are required to host what is referred 

to as Campaign Connect meetings, which consist of staff, teachers, students, parents, and in most 

cases, community stakeholders. This sub-theme emerged when participants were asked about 

opportunities for the community to be engaged with the school. Campaign Connect helps 

determine school priorities and needs based on surveys, focus groups, and interviews by 

implementing a continuous cycle to create a persistent focus on developing student outcomes –

academic, emotional, social, and physical (Center for Supportive Schools, n.d).  

The goal of Campaign Connect is to implement data-informed, relationship-driven 

initiatives that provide schools with the ability to (a) create a mechanism for analyzing data in an 
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accountable fashion and (b) have a platform for dialogue between the different layers of the 

school community about strengths and potential areas of need (Center for Supportive Schools, 

n.d). All three schools in this study host Campaign Connect meetings, with several participants 

actively participating. Mr. Gass, an eighth-grade math teacher in School A, identified some of 

the benefits of Campaign Connect in his school.  

Before community schools, many decisions made regarding our staff and students were 

made by mostly teachers and administrators, which is common in schools with a lack of 

parental involvement. Now and again, parents would chime in but never continually. Even 

when teachers tried to contribute, it was never done cohesively. Since we started doing 

Campaign Connect, it has brought a lot of transparency to the table where parents and 

teachers can discuss what takes place in classrooms. Administrators can also provide 

feedback and support each other in our respective roles. (Mr. Gass) 

Ms. Jones, Ms. Duncan, and Evans (who all represent School B) shared how Campaign Connect 

meetings are coordinated in their school. Ms. Duncan and Ms. Jones are teacher representatives, 

and Evans is one of the parent representatives. Ms. Duncan shared how meetings were organized 

in her school: 

Myself and four other teachers, administrators, the CSD, several parents, and a few other 

community members make up the Campaign Connect committee for our school. These 

meetings are constructive in discussing ways to make our school academically and 

culturally successful. During these meetings, we talk about various things, such as 

academics, school goals, events, and fundraisers; you name it, we discuss it. The best part 

about this is how the numbers have grown. Year one, I think we started with maybe seven 
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people; now we have Zoom calls with over twenty to twenty-five on a Wednesday night. 

(Ms. Duncan) 

Evan recently joined Campaign connect and commented on the need for more parental 

involvement. 

All these years, I was not aware of Campaign Connect, but as my children got older, we 

wanted to make a conscious decision to be involved in our children’s schools because a lot 

of parents don’t—also, one of my kids’ teachers [Ms. Jones] pushed for my wife and me 

to join Campaign Connect. CSD organizes this meeting along with the principal, and the 

meetings are pretty good. This is something more parents should take part in because it 

gave us a lot of information about what kids will be learning and programs being used in 

classrooms; we even get speakers to come in and present different resources available to 

us as parents and a school community. This is why more parents need to get involved 

because half these parents don’t have a clue about some of the things available to us. 

(Evans) 

 Although Ms. Jones’s experience with Campaign Connect was shorter than the other 

participants, she championed their work during those meetings.  

One way community schools have impacted community engagement in our school was the 

implementation of Campaign Connect. CC [Campaign Connect] meetings allow different 

members of our school community to communicate who, in all likelihood do not work 

together. I am a middle school SE [Special Education] teacher who sits with teachers and 

parents from the lower grades. This type of cross-curricular dialogue helps address how we 

may instruct our students or even how we strengthen the culture throughout our school. 

(Ms. Jones) 
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 Overall, participants shared how Campaign Connect provides a platform for strategic and 

intentional engagement between various layers of the school community. The FSCS model has 

implemented this forum to solicit collaboration between all school community members by 

placing them at one table. These meetings aim to provide research-based resources to create a 

fluid process for decision-making in schools. Through Campaign Connect, schools can organize 

a diverse yet inclusive platform led by practical decision-making for engagement with the larger 

school community to devise and carry out a concise plan of action.  

Summary 

A synthesis of the collected narratives provides, in a rich context, the importance of 

meaningful community engagement and its association with the FSCS model. Based on the 

narratives gathered from participants, strong community engagement has helped reinforced 

existing organizations like Parent-Teacher Associations (PTA) while developing new 

opportunities like Campaign Connect to support the school community and promote a positive 

trajectory for student outcomes. In addition, participants spoke about community events like 

Holiday drives and Breakfast with the Principal as examples of community engagement efforts. 

Also, FSCS heavily leaned on partnerships with Alliance Community Healthcare and B.L.E.S.C. 

to extend its resources into fields that can supplement what takes place in schools. Most 

importantly, the themes identified by participants were gathered through the interactions of 

teachers and parents to identify their collaborative efforts to best engage the community.  

The FSCS model leans on developing a healthy culture through school-community 

partnerships with high-quality community organizations to leverage the community’s strengths. 

Through these relationships, community partners introduced possible resources that can be used 

to enhance school environments. Throughout this construct, two main characteristics referenced 
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by participants were transparency and relationships when asked to characterize how community 

schools engaged community members. In addition, the FSCS model promotes engagement for all 

stakeholders and other community organizations committed to participating in rich, culturally 

respectful discourse grounded in the progression of the overall school experience. 

Overview 

The findings collected from teachers and parents offer a variety of experiences with the 

FSCS model that positively impact the overall school community. The FSCS model stresses the 

need for collaborative support services through various community agencies and nonprofits, 

emphasizing family and community engagement opportunities and enhancing learning 

opportunities in the classroom and after school. Participants’ comments presented the FSCS 

model’s design for collaboration, integration, and relationships between stakeholders to expand 

the infrastructure needed to support the school paradigm. By design, the community school 

model has been constructed to foster the creation of programs, encourage authentic relationships 

within the community, support family/community partnerships, and integrate gathered data to 

make decisions about school objectives. However, this model can only be sustained when 

embraced by all layers of the school community. The findings in this study show that for a 

successful program model to exist, program fidelity matters. The outcomes associated with 

schools that adopted the FSCS model show positive results when the programs are outlined with 

clearly specified roles and structures are executed consistently from top to bottom. 
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Chapter V: Summary, Conclusions, and Recommendations 

Introduction  

Chapter V summarizes the findings of this study, relates the results to the literature 

reviewed, and offers suggestions for practice, policy, and future research. This study aimed to 

investigate parent and teacher perceptions of the FSCS model and its impact on overall school 

communities. The research questions that guided this study were:  

RQ 1: What is the overall perception of the FSCS’s influence on overall school 

communities 

RQ 2: How do teachers perceive the FSCS model to influence parental involvement? 

RQ 3: How do parents perceive the FSCS model to influence parental involvement? 

RQ 4: How do teachers perceive the FSCS model to influence school outcomes? 

RQ 5: How do parents perceive the FSCS model to influence school outcomes? 

As stated in the study’s research methods section, the qualitative study’s methodology 

used a narrative research design to capture stakeholders’ experiences regarding how they 

perceive the FSCS model to impact school communities. This study gathered twelve 

participants (seven teachers and five parents) across the district’s three K-8 grade FSCS 

locations. Subjects took part in interviews, which lasted between thirty–five to sixty minutes 

and were conducted in person or over Zoom. During interviews, all participants were recorded, 

transcribed, and coded to protect participants’ location and identity. Once data was collected, it 

underwent a thematic analysis process to allow the researcher to identify emerging themes using 

the qualitative analysis software Dedoose. Emerging themes were derived from the data 

collected from the participants. After this process, a codebook was created to allow the 
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researcher to organize the emerging themes gathered from the narratives and effectively track 

statements. 

Summary of Results 

 Participants of this study were asked about their perceptions of the FSCS and its impact 

on school communities. The data collected included many positive statements touching on the 

FSCS model’s contributions to support the school community. Although feedback was 

categorized under the primary themes of school climate, school resources, academics, and 

community engagement, several sub-themes emerged, demonstrating instances that described 

contributions made by the FSCS model in participants’ locations.  

 The school climate theme outlined a meaningful interpretation of how participants 

viewed the FSCS model as addressing the school environment and how students/families 

received these contributions in their school community. Participants were asked to emphasize the 

importance of creating a healthy school community and how FSCS contributed to that. An 

analysis of the transcribed data presents parents’ and teachers’ perceptions of the model’s impact 

on the school climate as valuable. Some participants described the school climate as one of the 

more improved aspects of their school community since the arrival of the FSCS model. Some 

reasons for this were improved communication and attendance practices, implementing a more 

culturally inclusive school environment, and using student-centered events/programs to support 

student interests. These sub-themes outline some of the traditions associated with the FSCS 

model to bolster the school climate and enhance the school experience for all stakeholders.  

 The school resources theme focuses on how the FSCS model leaned on its ability to 

provide resources essential to providing equitable experiences for all members of the school 

community. The narratives collected from parents and teachers shared various school resources 
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used to support different members of the school community by addressing potential equity gaps 

and supporting school functionality. Examples from this construct include health-related 

resources (such as mental health and fitness programs), behavior-related resources (such as 

PBSIS and student mentorship programs), instruction-related resources (after-school enrichment 

programs), and family-related resources (such as rental assistance programs and other 

coordinated family assistance programs) to best support school communities. These types of 

commitments by the FSCS can impact how stakeholders build capacity within their 

communities, both in and out of schools, which can help them become more assertive in society. 

In distressed socio-economical communities, schools have become beacons of hope to change 

the conditions for future generations. Most of these resources that emerged during interviews 

support the theory that all students, families, and communities benefit from strong ties between 

schools and local agencies to supplement the resources provided in school communities. 

The academics theme introduces various techniques used by the FSCS model to support 

instruction for the student population and the community. Participants identified the FSCS model 

as necessary in developing educational goals and facilitating collaboration to help mitigate 

potential equity gaps within their communities. In addition, participants identified a wide variety 

of initiatives from the school ranging from enrichment programs to assist student learning and 

integrating peer-group connections (PGC) programs to provide mentorship for students focused 

on characteristics needed for academic achievements. The FSCS model also utilized field trips to 

support students in their education and assisted in integrating blended learning environments to 

improve students’ educational experiences and positively influence their outcomes. Finally, the 

academic construct allowed participants to demonstrate the FSCS model’s contribution towards 
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the need for academic development by creating equitable classrooms for students, families, and 

the community, which has a lasting impact on school productivity.  

The final theme from the data provided insight into the importance of community 

engagement to see how the FSCS model used that to support school outcomes. Based on the 

narratives gathered from participants, this theme talked about the reinforcement of existing 

organizations like Parent-Teacher Associations (PTA) while instilling new opportunities like 

Campaign Connect to support the school community and promote a positive trajectory for 

student outcomes. In addition, participants highlighted the importance of community events and 

partnerships to enhance community engagement by partnering with organizations like Alliance 

Community Healthcare and Black Law Enforcement Serving Community (BLSEC) to promote 

engagement for all stakeholders through participating in the dialogue necessary for the 

progression of the overall school community. 

Discussion on Findings 

 This section examines and reviews the significant findings collected from the study to 

provide a roadmap of connections between the research questions, results, related literature, and 

applications. This section also highlights emerging themes and the significance of those themes 

concerning the research questions investigated in this study. This investigation looked at teachers’ 

and parents’ experiences with the community school model and its influence on parent 

involvement and school outcomes. An analysis of the data collected from participants 

demonstrated the effectiveness of the FSCS model on school outcomes and the contributions to 

the overall school community. These determinations were based on an assessment of responses on 

different aspects of the school community. Participants were questioned on factors ranging from 
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school climate, school resources, academics, and community engagement. A synthesis of the 

responses was organized into Table 3 below: 

Table 3.  

Findings from data 
 

School Climate 

• Helped implement schoolwide communication to establish an efficient way for stakeholders to 

contact each other. 

• Increased student attendance by spearheading several initiatives to create positive attendance 

practices. 

• Collaborated with the stakeholders to create a culturally inclusive atmosphere for the school 

community.  

• Collaborated with teachers, parents, and students to create events/programs for students' interests.  

School Resources 

• Offered various health-related resources to support students. 

• Organized mentorship opportunities and collaborated with staff members to create programs that 

supported positive behavioral practices and social-emotional interventions.  

• Assisted in support of instruction by funding field trips and purchasing applications to help reinforce 

instructional practices. 

• Collaborated with community agencies to provide services to support households.   

Community Engagement 

• Collaborated with teachers, parents, and administration to coordinate meetings to promote students' 

educational success and establish healthy relationships between families and schools. 

• Created numerous partnerships with community agencies to improve student outcomes beyond the 

confines of the school community. 

• Organized countless events centered around engaging the community and stakeholders to 

incorporate each other into the school community (ex., Breakfast with the Principal & Food Drives). 

• Commissioned "Campaign Connect" for stakeholders to develop school priorities and needs using 

data to drive student outcomes. 

 

Academics 

• Collaborated with school administrators to create enrichment opportunities to support students' 

academics.  

• Instituted a program geared to help students deal with challenges their students face emotionally 

and socially. 

• Funded or transported students on curriculum-related trips to help supplement the classroom 

experience.  

• Collaborated with teachers, parents, and administrators to develop a technologically driven school 

environment for all members. 
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 The results above showcase various outcomes related to services, resources, and 

community-driven partnerships that participants have perceived to impact school outcomes. These 

outcomes involve social, health, or other educational entities to provide services on a case-by-case 

basis in response to the needs of students and households (Maier et al., 2017). Other initiatives 

involve service providers to incorporate various academic, health, and social services into the 

school and make them available to all students, referred to as wraparound services (Maier et al., 

2017). Providing these services is critical to the FSCS model because they encourage partnerships 

and promote social capital development, enhancing efficiency (Maier et al., 2017). Social capital 

describes the resources embedded in a social structure that are accessed and mobilized in purposive 

actions (Lin, 2017). While social capital does not directly offset the damage produced by poverty, 

it creates relationships with people who can provide access to the resources needed to support 

underprivileged communities. Schools that service low-income areas can increase social capital 

efforts through genuine community alliances, contributing to stakeholders’ buy-in.  

Furthermore, these findings illustrate how the FSCS model prioritizes school 

sustainability by supporting resources at different layers of the school community. First, its 

commitment towards collaborative leadership and infusion of data and best research practices 

(Campaign Connect) positively impact school outcomes. Second, the commitment to the 

students’ health, wellness, and academics (PGC, Paid mentorships, etc.) supports their self-

awareness. Lastly, the FSCS commitment to academic culture in the school (After-School 

Enrichment program, field trips, etc.) helps reinforce the pedagogy in classrooms to ensure 

comprehension. These instances illustrate favorable conditions organized through the FSCS 

model to establish a school climate and successful integration of the school and the 

community.  However, to sustain this success, school leaders must be committed to it at an 
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operational level to ensure it is maintained financially and systematically (Dryfoos, 2000). This 

operation-level commitment and vested leadership from the administration can help FSCSs to 

acquire and support the financial resources they need to maintain the model. 

The FSCS model represents a viable option to overcome some of the hurdles debilitating 

the urban public school infrastructure. However, for this model to be sustainable, it requires 

support through policy to reduce barriers. State governments should intentionally support 

students living in concentrated poverty areas. First, policymakers and educational leaders should 

incorporate FSCS initiatives into educational policy by defining the model and all its 

functionalities, practices, and types of services that should be included in this model. The most 

enacting language should incorporate how the model receives funding.  Reviewing the existing 

FSCS models can provide valuable exemplars and show the model’s practicality, building 

support for this model. Then, local and state-level policymakers can adopt initiatives to 

reorganize school dynamics and seek the funding needed to support these initiatives, which can 

help build advocacy within the educational community. The reviewed literature on policy 

surrounding community schools suggests the need for annual grants to sustain this model 

(Sanders et al., 2019). However, the need for consistent funding puts the state government in a 

compromising spot due to ongoing financial shortages in education. As a result, the FSCS model 

has yet to be widely considered as a universal option to support disadvantaged school 

communities (Min et al., 2017). 

Overall, most of the accomplishments of the FSCS model required collaboration, 

integration, and relationships between all stakeholders to create the infrastructure needed to 

support the entire school paradigm by including teachers, parents, students, the administration, 

and the community. However, to continue this initiative’s success, these stakeholders must 



99 

 

 

embrace their responsibilities concerning the school community and carry out those 

responsibilities with a collaborative mindset to create positive school outcomes.  

Recommendations for Practice 

Based on this study’s findings, the FSCS model renders several solutions that have 

positively impacted lower-income school communities. However, to ensure the model operates 

optimally, school leaders of FSCSs must establish consistent routines. This section offers several 

recommendations of practice for school leaders:  

i. Creation of school-wide goals and objectives. FSCS sees success by implementing 

goals and objectives that best operationalize their school community’s strengths. 

Blank et al. (2003) emphasized the importance of collaborating with stakeholders to 

create a valuable collection of goals and objectives that will ensure schools can align 

with the community and measure the success of the FSCS model. 

ii. Complete annual needs-based assessments to understand where the school needs 

support. Understanding the needs of the school community can be beneficial in 

creating a model which best suits all stakeholders. Therefore, FSCS should conduct a 

needs-based assessment to identify the communities needs and how to best 

supplement them for stakeholders.  

iii. Conduct a program evaluation that offers information about progress toward 

hoped-for outcomes. One effective way to provide a review of a program is to 

conduct a program evaluation. Like any successful model, continual assessment and 

revision are needed to safeguard the model. The FSCS model is a continual process 

that requires constant development to ensure its effectiveness.  
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iv. Provide professional learning on the community schools model for staff members. 

Professional development is essential for increasing expertise in an area and building 

competency. Community school staff members should undergo annual professional 

development to ensure staff members are trained on family and community 

engagement to ensure that the FSCS model is operating to its maximum potential. 

Recommendations for Policy 

The sustainability of the FSCS model should not explicitly fall on the shoulders of local 

districts to sustain these efforts but also requires support from the state and federal levels. This 

section lists several recommendations for policy writers and decision-makers at various layers to 

further support the FSCS model:  

i. Increase funding opportunities for programs that support a community school model. 

The core of the FSCS is predicated on supporting disadvantaged school communities by 

supplementing them with resources to bridge the equity gaps these communities may 

encounter. To succeed will require the allocation of funding to be funneled to these 

specific school communities.  

ii. Encourage states and local school districts to adopt the FSCS model. Research shows 

that components of a community school approach are beneficial to school outcomes (Berg 

et al., 2006; Blank et al., 2012). Educational leaders should be educated on the benefits of 

the FSCS model. 

State Governments should: 

i. Adopt a comprehensive Community School policy. State-level educational leaders or 

policymakers should approve policies that make funding and adoption accessible for 

districts based on need. In addition, state governments should solicit federal funding 
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opportunities to help support communities utilizing the FSCS model in their schools in 

need. 

ii. Include classes that support instruction in community schools in teacher preparation 

programs. State Departments of Education should mandate that teacher and administrator 

preparation programs require community-centric coursework. Such training would help 

school personnel to appreciate the community school framework and integrate the 

community school model efficiently into schools’ paradigms.   

Local School districts should: 

i. Approve a community school policy at the district level. School districts that adopt the 

FSCS model should also develop an approach that determines the infrastructure for this 

model at the district level. This policy should outline budgets, resources, contracts, 

partnerships, and job titles associated with community schools. 

ii. Create District-level Community School Coordinator positions. Community school 

Directors [CSD] play a critical part in the success of the FSCS model. However, to ensure 

continuity, districts should create coordinator positions to ensure the model’s efficacy for 

a district’s adopted schools. In addition, district-level coordinators can help build the 

capacity of their school-based colleagues by assessing local schools’ responsibilities and 

providing support.  

iii. Provide District level Professional Development on the FSCS model. School districts 

must educate all levels of district staff about the community schools model to ensure its 

success. In addition, because of the importance of collaboration with the community, all 

levels of district staff should constantly engage in PD in family engagement and 

community awareness.  
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Recommendations for Future Research  

There is never a one-size-fits-all approach to addressing issues in public education. As 

researchers and practitioners in this field, it is always necessary to explore the research and 

continue to broaden the context of a problem. Throughout this study, the goal was to build upon 

the research on the FSCS model and encourage further replication and research to enhance the 

model. Furthermore, this study hopes to challenge equity issues that plague urban education by 

investigating the FSCS model and its influence on school productivity. To build upon this 

research, the recommendations for further investigation are as follows: 

i. Conduct a narrative research study using student perceptions of how the FSCS model 

impacts their experiences in school. Most of the research on school productivity is 

directed at students and their ability to succeed in the classroom. The feedback in this 

study suggests that the FSCS has positively impacted the school community. However, 

to further ensure the model’s efficacy, a look into students’ experiences can be 

beneficial to substantiate the findings. 

ii. Replicate this study to investigate administrators’ perceptions of the FSCS model to 

determine how it affects the school community. This study uses the experiences of 

teachers and parents only. Research suggests that the principal is one of the most 

influential people in shaping a school’s climate, culture, and positive teacher attitude 

toward students and school practices (Galano, 2012). Therefore, it is worth examining 

how principals perceive the FSCS model to support their schools’ functionality. 

iii. Replicate this study in the high school population to investigate stakeholder 

perceptions to see if there are differences or similarities. Most of the research 

examined in the literature review investigates student populations coming from 
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kindergarten through eighth-grade populations. Studying the FSCS model at the high 

school level to compare similarities and differences in stakeholder perceptions can 

provide a different perspective on how those models are structured and the allocation of 

resources.  

Overview 

It has been nearly four decades since A Nation at Risk (1983) was published, and educational 

reform efforts have not yielded the desired outcomes. The FSCS model represents a necessary 

resource for schools in poverty-stricken communities. At its core, the FSCS model’s main 

objective is to provide high-quality education to children by offering help to school districts 

requiring an immense amount of support. The community school’s approach provides the public 

school system a fighting chance to provide an equitable experience for students, a constitutional 

right. However, for it to be successful, it will take a village. This proverb returns this study to its 

origin, leaning on the importance of collaboration, responsibility, and accountability as keys to 

helping these school communities produce positive outcomes. 
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Appendix A: District Authorization Letter 

 
 

 

 

 

 November 4th, 2022 

 
Dear Dr. Norma Fernandez, 

I am preparing to present my dissertation proposal to Seton Hall University’s Institutional Review Board 

(IRB) for final approval. As part of the IRB process, I must obtain written consent from the school 

district’s superintendent, where I will conduct my research. Therefore, I respectfully request your 

permission to complete the necessary research on my dissertation topic: It Takes A Village: A Qualitative 

Study On Parent And Teacher Perceptions Of The Full-Service Community School Model And Its 

Influence On School Communities. 

This study aims to capture parent and teacher perceptions of the Full-Service community school model 

and its impacts on the overall school communities. 

 

To conduct my research, I will need to collect data through interviews with parents and teachers from 

the Mahatma Gandhi Community School (P.S.#23), Whitney M. Young Junior Community School 

(P.S.#15), and the Barak Obama Community School (P.S.#34). These three locations currently represent 

the district’s three K-8 Full-Service community schools. 

 

The interview process will be approximately thirty to sixty minutes long, and the responses will be 

recorded electronically for transcription. The transcribed data will be placed in a codebook to secure the 

participant’s identity. The audio and transcribed files will also be stored on a password-protected laptop 

until the oral defense is completed, then the flash drive will be wiped. 

 

Upon completion of the research, the project’s results will be willingly shared if desired. I 

would be happy to meet with you if you have any questions or require further clarification. For 

additional information about the project, don’t hesitate to get in touch with me. 

I look forward to your response. 

Sincerely, 
 

Jackson Nyamwange 

Teacher of Social Studies 

Abraham Lincoln High School 

Jersey City Public Schools 
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Appendix B: Letter of Solicitation 

Letter of Solicitation 

  

Dear Participant, 

 

I am currently enrolled at Seton Hall University, South Orange, New Jersey as a doctoral student in the 

College of Education, Department of Education Leadership, Management and Policy. I am conducting a 

study investigating parent and teacher perceptions of the Full-Service Community School model.   

I am writing to invite you to participate in an interview needed for my study. 

This study aims to capture parent and teacher perceptions of the Full-Service community school model 

and how you perceive it to impact the school communities. 

Data collection will be gathered through semi-structured, one-on-one interviews. 

The interview process will be approximately thirty to sixty minutes long, and your responses will be 

recorded electronically for transcription. All identifying characteristics and answers will be coded to 

protect your anonymity. Recorded data will be securely stored on a password-encrypted laptop to ensure 

security. 

Your responses will be kept strictly confidential and will only be used for the purpose of this 

Study. Only the principal researcher will have access to the codes that match interview responses to data. 

Please read and sign the attached Informed Consent Form if you agree to participate in the study. If you 

have any questions, don’t hesitate to get in touch with me at 201-747-1444. Thank you for your time and 

consideration. 

I look forward to your anticipated cooperation. 

 

 

Sincerely, 

Jackson Nyamwange 

Doctoral Candidate  

Department of Educational Leadership, Management, & Policy 

Seton Hall University 

400 South Orange Avenue 

South Orange, NJ 07079 
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Appendix C: Informed Letter of Consent 

Informed Consent Letter 

Principal Researcher :  

The collected research for this doctoral study was organized by Jackson Nyamwange, who serves as the 

principal researcher for the study. Mr. Nyamwange is a doctoral student at Seton Hall University in the 

Educational Leadership, Management, and Policy Department. 

Purpose of the Research: 

This research aims to capture parent and teacher perceptions of the Full-Service community school model 

and how they perceive it to impact the school community. These narratives hope to provide insight into 

different stakeholders, facilitate conversations centered around the Full-service Community, and assist in 

promoting school development. 

Description of the Procedure: 

Participants will participate in an in-person or zoom interview regarding their perceptions and experiences 

with the Full-Service Community school model and its impact on the school community. The principal 

investigator will take field notes, audio record the session for future listening, and ensure the accuracy of 

interviews. Interviews will last between thirty–sixty minutes in-person or VIA Zoom, contingent on the 

participant’s preference. The interviews will be audio-recorded for transcription and content analysis of the 

responses by the primary researcher. 

Instruments: 

Semi-structured, one-on-one interviews will be conducted with each participant. An interview protocol 

will be created to guide the discussion and maintain the validity of the questions being asked to participants.  

Voluntary Nature: 

Being a participant in this research study is entirely voluntary. Parents may decline to participate and/or 

may withdraw at any time if they decide to participate. Each interview session may also be terminated upon 

the participant’s request, and they may refuse to answer any questions that make them uncomfortable. 
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Anonymity: 

The interview will be recorded and later transcribed by the PI, in which responses will be coded and placed 

in a codebook to secure the participant’s identity. The audio and transcripted files will be stored on a 

password-encrypted laptop until the oral defense is completed, then the flash drive will be wiped. All 

accounts are password-protected, and only the PI knows the passwords. 

Confidentiality: 

Every precaution will be taken to ensure participating individuals’ confidentiality. The researcher and 

dissertation advisor will be the only ones to view the interview transcripts. Any information obtained 

through this study connected with the identity of the subjects or the schools will be used solely by the 

researcher and kept strictly confidential. After data has been collected, it will be stored securely on a USB 

memory key and in a locked safe in the researcher’s possession. Upon completing this study, the data will 

be stored in a password-encrypted laptop in the researcher’s possession for at least three years, where it will 

be destroyed. 

Risks or Discomforts: 

There are no known risks and/or discomforts associated with this study. 

Benefits: 

The benefit of this study will be its potential to assist administrators and other stakeholders by providing 

the district with an assessment of a model currently being used to provide helpful feedback to enhance it. 

In addition, the data collected will help promote collaboration between schools and the school community. 

Also, similar schools within the district or even in comparable socioeconomic conditions may consider the 

FSCS model as an option to support communities.   

Contact Information: 

Any questions concerning this research or participation in the study may be directed to the principal 

researcher, Jackson Nyamwange, at jnyamwange@jcboe.org or to the researcher’s mentor, Dr. Daniel 

Gutmore, at daniel.gutmore@shu.edu. Any additional questions about your rights as a research participant 

may be directed to Seton Hall University Institutional Review Board of Human Subjects Research at (973) 

761-9334 or by email at irb@shu.edu. 

 

 

mailto:jnyamwange@jcboe.org
mailto:daniel.gutmore@shu.edu
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Participant Consent:  

I acknowledge that I have read this consent form in its entirety. I understand that I can ask questions 

regarding this study and my potential involvement. I also consent to have my interview session audio-

recorded by the researcher’s iPhone. 

Consent for Audio Recording:  

The audio recording collected during the interview will be utilized as a part of the research study. Therefore, 

please indicate your permission to participate in these activities by checking the appropriate box. 

I agree to be audio recorded 

DO NOT agree to be audio recorded. 

I hereby give my consent to participate in the interview and acknowledge that it will be audio-recorded. I 

understand that I will be given a copy of this Informed Consent Form for my records. 

 

 

________________________________                                    __________________ 

SIGNATURE OF PARTICIPANT                         DATE 

 

 

_________________________________________                                __________________ 

SIGNATURE OF PRINCIPAL RESEARCHER            DATE 
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Appendix D: Interview Protocol 

 

 

 

FSCS Interview Protocol 

The following interview is being conducted as a part of a research study developed by 

Jackson Nyamwange. Mr. Nyamwange, the principal researcher, is a doctoral student at 

Seton Hall University in the Educational Leadership, Management, and Policy Department. 

These interview questions were created to capture your experiences being a part of a 

community school and how you perceive it to impact overall school communities. The 

information gathered during this interview hopes to gain insight into the stakeholders and 

create conversations centered on promoting a positive school community. 

Pre-Introduction Questions 

1. Tell me, what is your current title in the school? 

2. How long have you been involved in this role? 

3. What grade level(s) are the children you interact with? 

4. To the best of your abilities, describe what you know about community schools. 

School Climate 

5. How has community school impacted your views on how students feel when they come to 

school? 

6. Does the school offer program, events, and celebrations that represent all cultures who attend this 

school? 

7. What programs, events, and celebrations have taken place inside and outside the school to make 

the environment welcoming to parents?   

8. How do you believe community schools have impacted the school climate, if at all? 

School Resources 

9. Does the school provide services or resources that help students and or parents succeed? 

10. How has the community school impacted how prepared students are when they come to school? 
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11. What programs, events, and celebrations have taken place inside and outside the school to offer 

resources or services to the school community?   

12. How do you believe community schools, if at all, have impacted the resources available to 

families? 

Academics 

13. In your experiences, how have students been able to handle their academics in the classroom?  

14. Describe the academic approach the school has for parents in supporting students in the 

classroom  

15. What programs, services, or resources have taken place inside and outside the school to support 

student’s academics?   

16. How do you believe community schools, if at all, have promoted academics within the school 

community? 

Community Engagement 

17. In your experiences, in what ways have you witnessed collaboration between the community and 

school officials? 

18. Describe the opportunities the community school has organized for families and the community 

to engage with the school. 

19. Describe how these opportunities have affected students, the community, and teachers. 

20.  How do you believe community schools, if at all, have promoted community engagement within 

your school community? 

 

Concluding Question 

In your opinion, how have community schools impacted the overall school communities? 

 

 

 

 

 

 

 

-END- 
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Appendix E: IRB Approval 

 

 

 

 

 

December 6, 2022 

 

Jackson Nyamwange  

Seton Hall University 

 

Re: Study ID# 2023-397 

 

Dear Jackson, 

 

The Research Ethics Committee of the Seton Hall University Institutional Review Board reviewed and 

approved your research proposal entitled “It Takes a Village: A Qualitative Study on Parent and Teacher 

Perceptions of the Full-Service Community School Model and its influence on School Communities” 

Enclosed for your records are the stamped original Consent Form and recruitment flyer. You can make 

copies of these forms for your use. 

 

The Institutional Review Board’s approval of your research is valid for a one-year period from the date 

of this letter. During this time, any changes to the research protocol, informed consent form, or study 

team must be reviewed and approved by the IRB prior to their implementation. 

 

You will receive a communication from the Institutional Review Board at least one month before your 

expiration date requesting that you submit an Annual Progress Report to keep the study active or a Final 

Review of Human Subjects Research form to close the study. In all future correspondence with the 

Institutional Review Board, please reference the ID# listed above. 

 

 

Thank you for your cooperation. 
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