UNIVERSITY OF OKLAHOMA

GRADUATE COLLEGE

EXPLORATORY CASE STUDIES OF THE ROLE OF THE COMMURNY
SCHOOL COORDINATOR: DEVELOPING THE SCHOOL SOCIALENWORK

IN URBAN ELEMENTARY SCHOOLS

A DISSERTATION
SUBMITTED TO THE GRADUATE FACULTY
in partial fulfilment of the requirements for the
Degree of

DOCTOR OF EDUCATION

By

VERNA DEAN RUFFIN
Norman, Oklahoma
2013



EXPLORATORY CASE STUDIES OF THE ROLE OF THE COMMURNY
SCHOOL COORDINATOR: DEVELOPING THE SCHOOL SOCIALENWORK
IN URBAN ELEMENTARY SCHOOLS

A DISSERTATION APPROVED FOR THE
DEPARTMENT OF EDUCATIONAL LEADERSHIP AND POLICY STDIES

BY

Dr. Gaetane Jean-Marie, Chair

Dr. Curt Adams

Dr. Patrick Forsyth

Dr. Beverly Edwards

Dr. Diane Horm



© Copyright by VERNA DEAN RUFFIN 2013
All Rights Reserved.



Dedication

This work is dedicated to my daughter, Adrianna Dogue Lyons. Adrianna,
for your entire life you have observed me studys®jting goals and challenging myself
to new levels. | thank you for loving me regasdl®f the inordinate amount of time it
took me away from being your mother. It could have been easy having such a
mom. You have remained a solid supporter and {pdeughter. You have witnessed
me working on this important chapter of my life ahdough it all you encouraged me
and kept me grounded. | am grateful for youeloencouragement, and prayers
during the time it took to complete this part of fourney. As happy as | am at this
time, nothing makes me happier and more fulfillegt having you as my daughter.
You have grown up to be such an amazing young wonvam are gifted, talented,
loving, caring and so insightful and discernings IAsee you preparing for your role in
the health profession, | know that you are caltedreatness. Stay the course. | am so
proud of you! | love you big as the worlds!

Additionally, |1 wish to dedicate this work to myother, Lovenia Andres, who
worked tirelessly and sacrificed much to assurelthad everything | needed to be
successful in life. Many years ago you taught heelife-long lesson of persistence and
perseverance. You taught me the importance cdting strong and being strong even
when it was difficult. Who would have imaginedtiden you sacrificed and bought
that wooden Selmer clarinet that a life would fanelve changed? Well it did! You
taught me that if | did not know how to do someghiaday, | needed to learn how to do
it tomorrow. That lesson will always be ingrainadne.

| remain eternally grateful to God for His greasieove and favor.






Acknowledgements

| wish to acknowledge my professors at The Univeisi Oklahoma for their
dedication, scholarly work, encouragement and atterto me as their student.
Dr. Jean-Marie, as the chair of my committee, yemtbeyond the norm to assure that
| completed my course of study which has enabledanmeove forward in my journey.
Your passion and dedication toward the work youndeducation and for social justice
are contagious, inspiring and admirable. | anufoate to have met you at OU and
sincerely wish you the best on your journey.

| was truly blessed to have such an outstandingecaicdprofessors at OU and
owe a sincere thanks to Dr. Curt Adams, Dr. Patrafsyth, Dr. Beverly Edwards and
Dr. Diane Horm. Thank you so much for agreeingdose on my committee, editing
my work, providing feedback, sharing scholarly weses, sharing your wisdom and
encouragement during my course of study. | anmspiied by your scholarly work,
professionalism, and commitment to higher educadiweh fostering the desire to
produce scholarly work from your students.

| wish to acknowledge the many friends, family ataff members who have
encouraged me along the way. It is not by accitiattour paths have crossed.

| acknowledge that all things are possible throGginist who strengthens me.
Without a firm belief in God and all He has donerfwe, this chapter would not be

finished. It is donel



Table of Contents

ACKNOWIEAGEIMENTS ....uiiiie ittt s e e e e e e e e e e e e e e e e e e eenneeeeeesennnnnns Y
S o T [ R IX
Y 013 = Lo PP PP PUPPPPPPPPPP X

Chapter 1: Introduction
INEFOAUCTION ... e e e e e e s e 1
Statement of Problem..........oo i 2
Statement Of PUMPOSE.........iiiii e e e e eee e 3
Research QUESTIONS........c.oi i ettt s eeee e D
Definition Of TEIMS ... .. e e e e e 5

Chapter 2: Review of Literature

1] 0o [ [ 1o ] o IR PP 7
Emergence of the Community School Coordinatorand®ls..................... 8
Community School Coordinator as Informal Leade®amools.................. 11

Complexities of a Principal's Role Necessitatebar&l Leadership
APPIOACK. .. .t 11
Principals and Community School Coordinator EngggmShared
Leadership....c.cooeiii e e L3
Reconceptualizing How Schools and Community Worgéber Through the
Community School Coordinator..........o.vve it e e e e 15

Building Social Capital through Connection witkt&rnal
Constituents and AgeNCIes..........covvviiiiiiiie e e een. .. 16

Internal and External Social Capital...............ccoviiiiiiiiiiiicincieenenn.. 20



Social Networks Building Social Capital................ccceiinnnnn. 22
Social Networks in Schools: Community School Camaitbr Fostering School and
(@] 0010 01U T o 71§V I T= 2 PP 2o
Connecting ACroSS BOUNAIIES. .. .....oovuiuiiiii e e e e e e e 28
Building Relationships. .. ..o 29
Fostering Collaboration............o.oi i 30
Spanning Boundaries. .........coovviii i i e 3
The Influence of the CSC on Sustaining the Sci@whmunity Network...... 33
SUMMABIY ... e e et e e e e et et et et e et eae et re e e e e ee e e 3D
Chapter 3 Research Method
INEFOAUCTION ... .. e e e e e e 37
RESEAICN DESIgN. ... ettt it e e e a0 38
Research QUESTIONS........oii i e e e e 39
Purposeful Sampling Strategy.......oooue v 39
Data ColleCtion...... ..o e i AL
ODSEIVALIONS. .. ...t e e e e e 43
Document ColleCtion...........cc.coiiiiii i A4
Data ANalYSIS......ueiie ittt e e e A6
Cross-Case ANalysSiS.......c.veviiiiiiii i e e 0 48
Data REAUCTION. ...t e e e e e e e 49
Data DISPIAY ... vttt it e e e e e 49
Data Analysis, Conclusion Drawing and Verificatio..................50

Overview Of PartiCiPantS... ... ..ot e e ee e 52

Vi



DIStHICt Profile... ... e 54
School Profiles........c.ooin e e 22 D5
Bryce Elementary School................c.coo o055
Angelo Elementary School................cociiiiiiiiiiccc e85
SUMMAIY ... et e e e e e et e et e et et et et e e e eaeeaeaaens 56
Chapter 4 Findings
INEFOAUCTION ... .. e e e e e e 58

Community School Coordinators and Principals Engggn Shared
Leadership. ..o e e e e e 2020008

The Boundaries of Shared Leadership: Principad &t Vision......... 63
Role of the Community School Coordinator...............ccovevveiivnieemeene, 66

Liaison and Builder of Relationships.....................coe i ienvt.... .66

School-Community ConNNecCtioNS..........covveiiiiiiii e e e, 72
Developing Relationships and Developing the Sadgtivork.......... 74
Relationships and CommuNitieS..........covve i i i e e, 75

Relationships with Families and Teachers.....................cc.ccewed9

Relationships with Children and Families..................... i viceee 82
Relationships with Partners.............cooooiiiiiiiii e e, 89
Meeting the Academic and Social Needs of StudentS....................... 93

Programs, Services, Opportunities with Purpose.....cceu............93
Accountability in Meeting the Needs of ChildramdaFamilies.......... 95
Eliminating Barriers in the Community School......................... 96

Teaching and Learning Supports in the Communityo8th...................100

Vil



CSC's Work Enabling the Principal to Focus oncheay

=T o = = 1 o1 o 100
SUMMATY ...t et e e e e e e e reiensaene e neeeneaenneeanesenen . 10D
Chapter 5 Discussion
INtrOdUCEION. .. ..ee e 107
Leadership and Shared Influence.............cccoiiii i, 108
Developing Relationships to Connect with Famihesl Community.......... 110
Meeting the Academic and Social Needs of Children...............112
Developing Trusting Relationships with Parentd Bamilies.......... 117
Structural Location of the CSC in Relation to Werk of the
Community SChOOl....... ..o 120
CSC Serves as Connector and Weaver of the Soctalodeand
Developing Social Capital ......coweveieiiiiie i 121

Value and Influence of the CSC on the Instructldreadership

Role of the Principal..........cooo i i

Implications for Policy and PractiCe........c.ooovii i 127

CONCIUSION . .. e e

RO BIENCES . ... e e e e e e e e e

Appendix A: Statement of SUPPOI .......coevieeeeeee e 157
Appendix B: Research Case Study Protocol.................ccovvvceee v enn el .. 162
Appendix C: Observation ProtoCol............ccoiiiiiiiiiiiie i e e e e 169
Appendix D: Participant Document Profile ............cccoovii it iimiee e 170
Appendix E: Cross-Case Analysis Worksheet.............coovuvit e ceeve e enns 171

viii



List of Figures

Figure 1: Site Team Action Planning FOMM ....cccccee oo e 74
Figure 2: Social network between CSC Braxton, $thad Internal and External
PartnersS. .. ..o 101
Figure 3: Social Network between CSC Mitchell, &hand Internal and External

= |1 L] £ I § )24



Abstract

This exploratory case study examines the role @ctimmunity school
coordinator (CSC) in the community school modéimn urban elementary schools. It
seeks to understand how the role and respongBilii a community school coordinator
supports fostering relationships with parents, hees, students and the community (i.e.
building the school social network for the purpo$eneeting the academic and social
needs of children). The community school appraech reform of urban schooling
seeks to implement systematic educational changdich partners come together to
offer a range of supports and opportunities foldrhn, youth, families and
communities before, during, after school and dunmercession (Coalition for
Community Schools, 2006).

The findings in this study help define the rolele community school
coordinator (CSC) who serves as a connector betteeschool and community.
Serving in an informal leadership role, the CSCksarlosely with the principal to
develop and sustain relationships with internal extérnal school members (i. e.
teachers and students, families, communities aadags). These relationships seek to
restructure how school and communities togethevraptish the complexities of
improving student learning and social outcome<hoidren and families. Implications
for practice and further studies are considerddrtber examine this important role in

the school reform literature.



Chapter 1

Introduction

While the need to respond to families in high-gskools and neighborhoods is
evident, there is no clear pathway to linking teevees that are needed to help children
and families live better. Following the 1983 repdiNation at RiskMcCombs &
Quiat, 2002), educators and policy makers developaay comprehensive school-wide
reform models. Calling for systems change and waws of organizing administrative
structures that are more responsive to consumezs ¢hildren and families) is
essential (Melaville, Blank, & Asayesh, 1993; Crows Boyd, 1995; Zucker, 1987).
While demands on leadership in urban schools imchudlding stronger connections
between schools and the community they serve (BBgbkring, Allensworth, Luppescu
& Easton, 2010; Jazzar & Algozzine, 2007; Jean-MdRuffin & Burr, 2010), time and
priority of the work of principals may constrairethefforts to accomplish this work.

Community schools are increasing in popularity asoalel of whole school
reform addressing the rampant problems currentnéacommunities (Adams & Jean-
Marie, 2011; Jean-Marie & Curry, 2012). The comiuschools concept places
schools as the “hub” of the community as school+qtomity relationships are
emphasized (Samberg & Sheeran, 2000). The comymnsohbols approach as a reform
of urban schools seeks to implement systemic edunzdtchange in which partners
come together to offer a range of supports and ppities for children, youth,
families and communities before, during, after ghand during intercession
(Coalition for Community Schools, 2006). Howewvange component conspicuously

absent from the literature on the Community Schaotke role of the community



school coordinator and how this role influencesdtigools efforts to build school-
community relationships for the purpose of impravihe lives of children and families
in the school community.

Statement of Problem

The principal plays an essential role in leadind sinengthening school and
community partnerships for the purpose of improsedient learning (Hallinger &
Murphy, 1985; Jazzar & Algozzine, 2007; Leithwood&ke, 1999). Charged with
evaluating curriculum and teacher evaluation preeg¢Parkay, Hass, & Anctil, 2010),
engaging in the school’s instructional program (idger, 2005) and being the chief
operator and administrator of setting clear gaallecation of resources and monitoring
teacher evaluations (DiPaola & Hoy, 2008), the @pal is challenged in finding a
balance between managerial and instructional pesthat complement and support
instead of compete with each other (Shellard, 2008)s take charge approach
potentially changes as the role of the principaldoees too big for one person alone to
accomplish.

Traditionally, school administrators @erot expected to reach out past the
school building walls, and therefore many printspd#o not feel comfortable reaching
out to the wider community they serve (Fusared0@). In the throes of school reform,
principals are held accountable for students’ agaclsuccess, thus raising the pressure
on school leadership to a critical level (Levin@03).

Educational researchers (Johnson, 2001; Warrers) 20Que that school-
community collaboration benefit from the supportaaofintermediary agent such as a

community school coordinator to help them builcteinships with out of school



partners. Personal relationships are fundamemtaldcessful interagency
collaborations (Fusarelli, 2008; Coleman, 1990sEBull & Kerchner, 1999).
Collaboration occurs only when there is conceréiggon among partners for sharing of
resources, expertise, communication and contragfalli, 2008; Wang, Haertel, &
Walberg, 1995). Maintaining those relationshgdeettime and energy which school
personnel may not have to devote to such efforteeswork on improving student
academic achievement (Fusarelli, 2008; Ravitch8196hnson, 2001). Principals may
not have time to develop relationships with comrtythased organizations. Some may
lack the skill and training to build relationshiyw#h non-educational organizations
(Fusarelli, 2008). Teachers and school staff atdrained as social workers; therefore
they may be unable to respond to the needs of vhsdaged students (Dryfoos, 1995;
Fusarelli, 2008). In short, school systems arepngpared to meet all the needs of their
students with existing personnel (Dryfoos, 1995).

There is however a general lack of empirical resean the contributions or
influence of a community school coordinator ontble of the principal in developing
social networks potentially contributing to improgithe lives for children and families
in the school. While a community school coordimasancluded as a structural
component of the community schools model (Adam®&&ndMarie, 2011; Jean-Marie
& Curry, 2012), empirical studies on this role amm-existent. As such, the community
school coordinator has not been studied in edutati@search.

Statement of Purpose
Goldring and Hausman (2000) suggest that princiyvalgd benefit from a liaison

to help them build relationships with other comniyriiased agencies. Goldring and



Hausman (2000) found that if principals had addgidime they would spend it on
instructional leadership. Finding more time iprancipal’s day may not contribute to
building the social network. Principals must thofdeadership as an organization and
community-wide phenomenon (Johnson, 2001; Pou@gawa, & Adams, 1995) and
they need to view the role of civic capacity burlds an important part of their work
(as cited in Fusarelli, 2008). This role reconcapaation will take time. Fusarelli
(2008) speculates that principals will need botbdding and support in their efforts to
collaborate with external agencies. Principals éav, should not be expected to do
this work alone. A community school coordinatoulebhelp the school to nurture and
maintain effective relationships with external agies (Fusarelli, 2008).

While there is little research on the influencea@ommunity school coordinator on
the role of the principal in developing social netls, studying the role of the
community school coordinator contributes to theaesh. Studying the role of the
community school coordinator contributes to theybofiresearch by identifying key
behaviors and expectations for the intentional @ute of community and school
efficacy (Traynor, 2002). It is recognized thatial services alone are not enough.
“It is highly probable that only a combination oterrelated research-based reform
strategies and collaborative, school-linked sasugdport services will lead to dramatic
improvements in students’ academic achievementraptbved social outcomes for
disadvantaged children” (Fusarelli, 2008 p. 366).

This exploratory case study examines the role ®GQBC to investigate the
potential influence of an intermediary agent in@leping the relationships between

school and community for the purpose of improving lives of children and families in



school. The study contributes to the limited boflyesearch regarding building the
school social network and the intermediary agardistl in the role of the community
school coordinator.

This study examines how the role and respons#slitif the CSC supports
fostering relationships with parents, teachersjestts and the community (i.e. building
the school social network for the purpose of megtive academic and social needs of
children).

Resear ch Questions

1. What is the role and function of the communityaaicoordinator (CSC) in
developing the social network between the schowimanity to meet the
academic and social needs of children?

2. How does the CSC perceive his/her role of fostetivegsocial network to
connect the school with the community?

3. In what ways do the CSC bridge relational gaps aramilies, between
families and schools, and between school and contynairganizations for
continuous school and community improvement?

4. How does the role of the CSC enable a princip&btas on the operating core
of teaching and learning?

Definition of Terms

Community school coordinator: One of the structural elements of the Community
School Model, these leaders on the ground areipoaetrs and community members at
school sites who know local issues and have this $&ibuild relationships and connect

residents to resources and opportunities (Blaral, gt. vi).



Intermediary agent: helps schools to maintain focus on their dualggofhigh

student achievement and improved social outconrestdidents without putting undue
burden on school personnel (Fusarelli, 2008)

Social network: is defined as the relationships and ties amonglpemmntributing to

“a sustained effort to build and support the coapee and interdependent relationships
in a community, woven together but open to allowdase of access and freedom of
movement, that are necessary to achieve resulieyBa006, p. 4).

Social Capital: “resources embedded in a social structure whietaecessed and/or

mobilized in purposive action” (Lin, 1999, p. 3%rByth, Adams, & Hoy, 2011, p. 122)



Chapter 2

Literature Review
Introduction

As educators accept the responsibility of edugadihchildren, there is growing
recognition that schools must work in tandem wialmmunities to maximize their
collective educational potential (Murphy, Beck, ®@fard, Hodges &McGauphy, 2001).
Growing numbers of students live in poverty, vi@denfragmented or non-existent
families and/or substance abuse (Panasonic Foond2007; Dryfoos, 2005; Barth,
1990; Elmore & Associates, 1990; Lieberman & Mill2890; Newman, 1993; Task
Force on Education of Young Adolescents, 1989).9eébool principals today, these at-
home and community issues become school issues.

However, schools alone cannot assume the respliysibi all that needs to be
done for students but many are ready to take drctrelenge through partnerships with
communities and agencies (Adelman, 1996). A chg#eschools confront is the ability
to effectively coordinate efforts between the sdtaom community. An emerging role
in schools is that of the community school coortbnaho serves as connector (Jordan,
2006) to develop and sustain relationships andemddsocial and economic barriers to
learning (Dryfoos, 1995) for children and familiesschools. Arguably, the community
school coordinator not only serves as a conne@twden the school and community
but may also be an informal leader who represémtptincipal in various capacities to
families and communities.

Given the limited knowledge on the role of the commity school coordinator,

the literature review examines this emerging roledhool through the literature from



the Coalition for Community Schools and what Fuligi2008) identifies in her
research on full service programs, an intermedigent who coordinates resources for
the school. The review also considers the inforerdlership role of the community
school coordinator who works in conjunction witle fbrincipal to develop and sustain
relationship with internal (i.e., teachers and stud) and external (i.e., parents,
community agents & leaders) constituents to impstuelent learning and their social
outcomes (Adelman, 1996; Fusarelli, 2008). Givemnititreasing accountability
demands placed on principals, developing and sustpthe relationships with external
constituents to meet the social and emotional neegttidents are hindered. But the
community school coordinator may be the lynchpiaddressing this critical need for
schools. Finally, the review also examines theneséind function of the community
school coordinator in developing the social netwaekveen school and community to
weave together school and community ties and ressup improve academic and
social outcomes for children (Adelman, 1996; Fuiag908). Through an
understanding of the community school coordinatmls, educators and policymakers
will be able to determine how this emergent roftuences the academic and social
needs of children and families in urban elemensahools.
Emer gence of the Community School Coordinator in Schools

The emergence of the community school coordinatbnked to the Coalition
for Community Schools (2006) in which school dggithroughout the United States
have adopted as a school reform. The philosopdiyuthdergirds the community school
model is an integrative focus on academics, fasulyport, health and social services,

and youth and community development (CoalitionGommunity Schools, 2006). This



fusion leads to improved student learning, strofigerilies, and healthier communities
(Coalition for Community Schools, 2006, p. v). fagilitate the relationship between
school, families and communities, the communityostitoordinator is a school
personnel or liaison whose responsibilities is¢gedop and nurture the relationship
between these constituents.
The Coalition for Community Schools (2006) descsibiee work of the
community school coordinators as:
.. .the ‘community organizer’ of the school andntounity. [They] create,
strengthen, and maintain the bridge between thecsd@mnd community.
Community school coordinators facilitate and previdadership for the
collaborative process and development of a contmafiservices for children,
families and community members within a school hearhood (Coalition for
Community Schools website; retrieved, March 30,28t

www.communityschools.org

Further, according to Dryfoos (1999), a full-tim@nemunity school coordinator works
in partnership with the principal. This personasponsible for the delivery of an array
of supports provided by local agency partners artigipates on the management team
for the school. Over time, most community schoaolssciously integrate activities in
several areas to achieve the desired results:tygealiication; positive youth
development; family support; family and communibgagement in decision-making
and community development (p. 2).

Calling for restructuring education support sergiead integrating community

resources, there is an increased awareness thateloemsive reform models rarely go



beyond the scope of school management, curricathirestruction (Adelman, 1996).
As increased efforts mount from federal, statelandl levels, schools are beginning to
respond to meeting the needs of children, famédies communities by opening their
doors beyond the traditional school day and parigexith local agencies and
organizations to meet this need (Adelman, 1996fday, 1994). Calling for
coordinated services and school-linked servicebsence of reforming and weaving
existing school and community resources is simpsyfficient in meeting the needs of
children and families in schools and communitieddlnan, 1996). However, school
systems and agencies rarely change the governanctuge in order to facilitate this
work (Dryfoos, 1994). Exploring how a communityreol coordinator may influence
the work between school and communities meritsystud

While the literature on the community school cooatior is sparse, a role that is
closely aligned is that of an intermediary agehh intermediary agent helps schools
maintain focus on teaching and learning while aisoroving social outcomes for
children without placing undue burden on schookpenel (Fusarelli, 2008).
Educational researchers (Johnson, 2001; Warrern) 200phasize the importance of an
intermediary agent to facilitate school-communitylaborations. Citing the
importance of additional personnel to develop refesthips with community-based
organizations, an intermediary agent can help iallesthe added responsibilities of
meeting the dual goals of academic achievementrapved social outcomes
(Fusarelli, 2008). The importance of this roleguatally aids the principal by serving
as liaison in supporting their efforts to buildiredationships with partners outside the

school (Goldring & Hausman, 2000). Given the densawfdhe principal’s role in

10



school improvement, it is unrealistic to expect #xdding more work could be
navigated simply by expecting them to be bettexatds of time management. Given
the complexities of their jobs, principals wouldsbatilize their time on teaching and
learning (Goldring & Hausman, 2000). An intermegliagent offers some relief to the
complexities of school leadership while paying ratiten to the benefits of meeting the
social needs of children and families by workingjatmoratively with out-of-school
agencies providing social services (Fusarelli, 2@@8dring & Hausman, 2000).

Community School Coordinator asInformal Leader in Schools
Complexities of a Principal’'s Role Necessitatedar&d Leadership Approach

In schools, the principal is perceived as the fddeeder in that he or she

provides guidance, promotes a shared vision, andhges the instructional program
(Leithwood & Riehl, 2003). Balancing leadershimlananagerial responsibilities are
challenges for many school leaders today as theigat@ work that is increasingly
more than one person can manage (Lambert, 200&wa@dd & Riehl, 2003; Portin &
Knapp, 2011).Various reform initiatives convergesahools (Togneri & Anderson,
2003; Cawelti & Protheroe, 2001; Massell & GoeB202; Hill & Celio, 1999; Knapp
et al., 1998) which tasks principals with additibresponsibilities to an already full
plate. Along with school accountability and re-Aattization of ESEA, together or
separately, these initiatives have great influesrcéhe work environment of the
principal and bring with them great complexitiesitih & Knapp, 2011). Together
these huge influences potentially inhibit urbanostheaders’ efforts to improve

teaching and learning (Portin & Knapp, 2011).
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Principals hold a key responsibility however fardgnt learning. In fact,
instructional leadership has huge effects on stuolgitomes (Blasé & Blasé, 2000;
Goldring et al, 2009; Hallinger, 2011b; Leithwoddag 2004; Quinn, 2002; Robinson
et al, 2008a). Further, “the more leaders foces tielationships, their work, and their
learning on the core business of teaching and ilegythe greater their influence on
student outcomes” (Brown & Chai, 2012; Robinsorle2008a, p. 2). But, to this end,
principals must also attend to the social and esnatibarriers that hinder students from
learning. With the increasing accountability pldoa principals for improved student
academic achievement, requiring them to reachthastchool building and into the
wider community they serve becomes increasinglyle@hging and may be beyond the
training and skills some principals possess (Flis&2608).

However, given the increasing demands on principalsrmal leaders also
exist to carry out myriad responsibilities assadatvith the role of a principal (Cuban,
1987; Murphy, Hallinger & Miller, 1987; Hallinger &ichardson, 1988; Little, Long,
& Guilkey-Amado, 1986; Little & Long, 1985; Dryfoos.d.; Kanter, 1979). Included
in the body of research, is the examination ofrimi@ leadership roles carried out by
teachers, administrators, parents, students (Leibkv& Riehl, 2003) and others as
influential sources of informal leadership in sclsodRecognizing the significance of
school leadership focused on teacher and learsiagstly important, however, it is
insufficient for school improvement which includaslaboration with school and non-
school agencies (Leithwood & Riehl, 2003; AdelmB906; Blasé & Blasé, 1999).

The literature is replete with studies on teacl@is other role groups who

engage in leadership with the principal ( GronrQ&0reddlie & Stringfield, 2007;

12



Malen, 1995; Talbert & McLaughlin, 1993; Marks &y, 2003; Murphy & Meyers,
2007; Goodson, Moore, & Hargreaves, 2006; Leithw@&mhshore Louis, Wahlstrom,
Anderson, Mascall, & Gordon, 2010). These studres others represent scholarly
work on teachers and school reform (Coburn, Chdi&a, 2010); social networks,
trust and school improvement (Moolenaar & Sleed&40); examining social
networks to enhance learning between and amonpdaea(Baker-Doyle & Yoon, 2010;
Daly, 2010) and reform efforts among formal leabgrgositions (Penuel, Frank &
Krause, 2010). Similarly, the community school rcieator as an informal leader
fulfills important responsibilities associated witlorking closely with families and
community, an area often negated because prina@palsverwhelmed in focusing on
the challenges inside the school.
Principal and Community School Coordinator Engaginghared Leadership

Evident in the literature on community schools restructuring of leadership
that places focus on multiple individuals, suchhescommunity school coordinator to
more effectively address the challenges schooks fa¢ithin the National Coalition of
Community Schools model, leadership is not onlyrésponsibility of the principal, but
also others such as parents, teachers, and conynmugmbers positioned to influence
the lives of children (Blank, Berg and Melavill&@; Community School Coalition,
2006). The community school model emphasizesdleeaf the community school
coordinator as a cross-boundary leader (Commurtity& Coalition, 2006; Adams,
2010; Adams & Jean-Marie, 2011; Jean-Marie & ClU204.2).

Cross-boundary leadership is defined as a colldéiverapproach to leadership

which reaches across structural boundaries andonlegvto create and enact shared

13



responsibilities among entities which in turn irfhce the lives of children (Adams,
2010; Adams & Jean-Marie, 2011; Jean-Marie & CW2B4.2). As such, boundary-
crossers embrace the understanding that netwoekssaential to share the
responsibility of the challenges facing schools emehmunities of the Zicentury
(Blank, Berg, & Melaville, 2006). Accordingly, joi participation by school leaders,
business, government and local organizations piagsaential role in non-traditional
ways to develop the community school model (Peftd®hnson, 1998). As cross-
boundary leader, the community school coordinabordinates the efforts of the
principal as well as the programs and servicesithjatove the quality of life for
children and families served by the school (Caatitior Community School, 2006).
While cross-boundary leadership is an emergingdiesduipp model in the reform
literature, shared leadership (Lambert, 1998; 200@)e clearly explicates how the
community school coordinator may work in concettiwvthe principal in this role.
Through shared leadership, a principal seeks teldpueadership capacity among all
members of the school community while being fulbgoizant that he or she cannot do
the massive work of school improvement alone (Lami2002). Leadership as joint
decision-making or participatory is a foundation$bared influence (Wagner &
Gooding, 1987). Practicing leadership from a braaey of role groups and
stakeholders potentially strengthens the capagitmprove and change practices within
schools to maximize school performance (Seash&ighwood, Wahlstrom, &
Anderson, 2010). Sharing common threads with ctille leadership (Camburn,
Rowan & Taylor, 2003; Spillane, Halverson & Diam@2001); distributed leadership

(Gronn, 2002; Spillane, Halverson, & Diamond, 20849l democratic leadership
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(Blasé & Blasé, 1999; Woods, 2005; Jean-Marie, iRu& Burr, 2009; Allix, 2000),
shared leadership (Lambert, 1998; 2002) is intienemutual relationships where
participants are both shapers of and shaped byother (Donaldson, 2006; Moller &
Pankake, 2006). The one-person model of schodétship fails to develop potentially
under-developed talents within the school (Lam&902) however; there is lack of
empirical studies on how the emergent role of tramunity school coordinator shares
leadership with the principal. To better underdthaw this role may contribute to the
social and academic needs of children and famiinesl|iterature review examines the
nature and function of the role of the communitiyasad coordinator who serves as
liaison to the principal in developing the relasbips between school, families and
communities to benefit children and families.
Reconceptualizing How Schools and Community Work Together Through the
Community School Coordinator
The relationships connecting schools to other argdions are beneficial;
however, relationships for the sole purpose of fingar to provide social services do
not alone result in purposeful action (Forsyth, mda% Hoy, 2011). The nature and
function of the community school coordinator mustdurposeful and work in
conjunction with the principal’s work to maximizeet potential benefits of the role.
Managing new relationships with social agencies sbave children is an important part
of the role of the community school coordinatoryioos, n.d.; Coalition for
Community Schools, 2006). Also important to depeig the relationships with social
agencies is the reconceptualization of how schaaiscommunity work together for

the benefit of children and families. Beyond theus of improving instruction and
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leadership functions of schooling, an expandedwmisnust include restructure of the
current system of fragmented, categorical, andiajigteoriented approaches toward a
comprehensive and cohesive programmatic approatheaognizing that it is primary
and essential to improving teaching and learningde{fan, 1996, p. 435). This
complex work calls for new ways of leading whiclquee principals to balance their
leadership and managerial responsibilities in whags move the school and community
forward (Leithwood & Reihl, 2003; Gardner, 1988his work is primed for the
community school coordinator who works in partngrsith the principal (Dryfoos,
n.d.; Coalition for Community Schools, 2006) andeésigned to not only meet the
educational outcomes for children and familiesdsi® to improve social behavior and
healthy youth development; better family functianand parental involvement;
enhanced school and community climate; and acoesgaport services (Dryfoos, n.
d.). This work requires people working togetheaa®cial network. Social networks
in schools are developed through an actor suclcamaunity school coordinator who
works closely with the principal in spanning thaihdary between school, family and
community (Fusarelli, 2008; Dryfoos, 1995). Howopke interact with each other is
another way of describing social capital (Dekked&laner, 2001) which is discussed in
the following section and lays out the conceptuatfework for the study.
Building Social Capital through Connection with External Constituents and
Agencies

In schools, the community school coordinator ipogsible for developing
relationships with children, families and commuestas liaison to the principal. As

such, the community school coordinator works witteinal and external constituents
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and agencies. Social capital is used as the thealriens to better understand the role
of the community school coordinator functioningatmcomplish the work of building
lasting relationships through the schools socialvoek.

Social capital is recognized as “one of the basictions of social network
theory” (Daly & Finnigan, 2010, p. 6). Scholarsitend that it is about the value of
networks, bonding similar people and bridging betdiverse people, with norms of
reciprocity (Dekker & Uslaner, 2001, Uslaner, 20085 Fukuyama (1995) noted,
social capital is an instantiated informal nornt {l@motes cooperation between two or
more individuals. Adler and Kwon (2002) define isbcapital as ‘the goodwill
available to individuals or groups. Its sourcs lie the structure and content of the
actor’s social relations. lIts effects flow fronetimformation, influence, and solidarity it
makes available to the actor’ (p. 23). Briggs @9&efines social capital as the
“specific processes among people and organizatwoiking collaboratively in an
atmosphere of trust, that lead to accomplishinga gf mutual social
benefit...interactions among people through systératsenhance and support that
interaction” (p. 2).

Defined as a “return on investment” in a systero&a relations, social capital
allows the resources of other individuals to beeased, borrowed, or leveraged (Daly
& Finnigan, 2010, p. 7). Resources that exiselatrons between individuals are
referred to as “ties”. Social capital theory thiere suggests that it is the ties between
individuals in a system that creates a structuaie dltimately determines access to
resources (Burt, 1992; Coleman, 1988, 1990; Grateryd 973, 1982; Lin, 2001,

Putnam, 1995). Social capital has been assocmathd variety of positive outcomes,
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including access to information, power, and knog&(@Lin, 2001). In education,
social capital has been linked to higher educatiatiainment (Aldridge et al 2002;
Halpern 2001; Israel et al 2001; Dyk & Wilson, 1998levated aspirations (Stanton-
Salazar & Dornbusch, 1995), and increased homee$cloonections (Horvat,
Weininger & Laureau, 2003). Defining relationshipat bridge between schools and
external organizations are important to understamthe functional resources (Portes,
1998) which can be provided to schools for thertit@al purpose of social capital.

Lin (2001a) defines social capital as resourcesegitied in one’s social
network, resources that can be accessed or mabtlzeugh ties in networks. An actor
has access to other actors’ resources which mayd@evealth, power or reputation
(Lin, 2001a). Itis generally accepted and ackmalged by scholars, that social capital
is network based (Bourdieu, 1980, 1983/1986; L8#82t Coleman, 1988, 1990; Flap,
1991; 2001; Burt, 1992; Putnam, 1993, 1995, 200i@kEon, 1995, 1996). Social
capital, defined as resources embedded in netwsekges as a basis to formulate
theoretical propositions for identifying the sows@nd the returns of social capital (Lin,
2008).

The productive benefits of the term social ca@fgbear to be commonly shared
among most definitions as they appear in the liteea Pierre Bourdieu defined the
first systemic contemporary analysis of social t@s “the aggregate of the actual or
potential resources which are linked to possessi@ndurable network of more or less
institutionalized relationships of mutual acquant& or recognition” (Bourdieu, 1985,
p. 248; 1980). His definition contributes to aaclenderstanding that social capital is

decomposable into two distinct elements: (1) th@asoelationship itself that allows
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individuals to claim access to resources possdsgé#ukir associates and (2) the
amount and quality of those resources (Portes,)1998cial capital expands admission
to facilitate actors’ access to economic resourioesgased cultural capital through
experts of refinement or through affiliation wittstitutions that confer valued
credentials (Portes, 1998).

Economist Glen Loury (1977, 1981) presented a qainebich captured the
differential access to opportunities through socainections for minority and
nonminority youth; however this work has not begpanded to other forms of social
capital (Portis, 1998). His work however laid sogneund work for Coleman’s work
on the role of social capital in the creation ofrfain capital (Portis, 1998). Coleman’s
definition of social capital included its functias “a variety of entities with two
elements in common: (1) consisting of some aspiestcial structures and (2)
facilitating certain action of actors, within thieusture” (Coleman, 1988a, p. S98, 1990,
p. 302).

Social capital has various definitions and is ppshigest guided by the discipline
and level of investigation applying this conceplafi@ige, 2004). Much debate occurs
over the application of the term ‘capital’ thusukisg in difficulty conceptualizing it
(Claridge, 2004). Pierre Bourdieu, James ColemanRobert Putham, among other
authors and researchers have contributed to thenemtiiry conceptualization of this
complex theory (Claridge, 2004). This study suibes to the definition of social
capital which incorporates the theoretical elemé® Loury (1977), (Coleman,

(1986, 1990), Bourdieu (1985), and Putnam (2000)ckvaffirm that social capital is a
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set of “resources embedded in a social structuiehndre accessed and/or mobilized in
purposive actions” (Lin, 1999, p. 35; Forsyth, Adan& Hoy, 2011, p. 122).

Sociologists and organizational theorists haverenad social capital through
the internal relations among groups or group memehin organizations (Coleman,
1988, 1990; Hansen, 1999; Tsai and Ghoshal, 1998ntrastingly, research in
business has focused on external relations betagamization and important
stakeholders (Dyer and Singh, 1998; Koka and Ptefa02). Both forms of social
capital are important predictors of organizatigmatformance (Leana & Phil, 2006).
Social capital enhances performance at the orgémmed level among individual
members and between the organization and its abmssdary stakeholders (Leana &
Phi, 2006) and referred to respectively as intespalal capital and external social
capital.
Internal and External Social Capital

Structure and content of relationships among actathin a system define the
concept of internal social capital (Adler & KworQ@2). Structural, relational, and
cognitive are specified by Nahapiet and Ghosha@) Qs three facets of internal social
capital. The structural element of internal socegpital involves the connections
among actors such as a community school coordimatom organization who share
valuable information to facilitate individual leang in its context. Accordingly,
Nahapiet and Ghoshal (1998) postulate that withrwlad with what frequency actors
share information create competitive advantagesnimancing the organization’s ability
to absorb and assimilate knowledge (Leana & PDGE2@. 353). The relational aspect

of social capital refers to the development oftreteship that is sustained over time
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based on ongoing interactions (Nahapiet & Ghos888)1L A key attribute of this is the
level of trust among actors to facilitate collakiov@ behaviors and collective action in
the absence of explicit mechanisms to foster amdaree such behaviors (Coleman,
1990; Onyx & Bullen, 2000). As noted by Leana & [®D06), members who trust one
another are more likely to exchange sensitive mfdron that is not available to others
outside the circle of trust (p. 354). This levetroist fosters a collaborative
environment in which exchange of information canddg both the individual and the
organization (Bradach & Ecclees, 1989).

A final property of internal social capital is thegnitive aspect. As individuals
interact with one another through collective pugdkey are likely to develop shared
understanding and vision and, establish commorsdoathe organization. Nahapiet &
Ghoshal (1998) call this the cognitive dimensios@tial capital in which the
integration of shared vision and goals, and callectalues promote a sense of shared
responsibility and collective action (Coleman, 199 schools, when school
members, internal and external, hold this colleciense of purpose and goals, social
capital may substitute for contractual agreementgntives, and monitoring systems
that exist in organizations to control individuahaviors which may counter attainment
of collective goals (Leana & Pil, 2006). To fubtgpture its effect, the antecedents of
social capital — structural, relational, and cogeitmust work together to enhance
information transmission among members which maylten enhancing
organizational performance.

While internal social capital alone may not enhamrgmnizational performance

(Leana & Pil, 2006), access to external informafod resources is critical to social
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capital (Burt, 2000). External linkages open asdesexternal providers of valuable
resources such as suppliers and alliances (Ledni 006). In schools, through the
position of a community school coordinator, havaugess to suppliers and alliances
increases the resources schools need to better therwieed of children and families
which often are beyond what schools can do witleatstrnal support. External social
capital which can be obtained via external tiespating to Heller and Firestone (1995)
are important to organizations in obtaining resesrsuch as funding and personnel.
Social capital is not synonymous with social netnaione, but it is the resources that
are created by the existence and character of tmbsesuch as information sharing and
trust (Adler & Kwon, 2002, Nahapiet & Ghoshal, 199&ich contribute to the
actualization of social capital. Given the intég@approach of internal and external
social capital, its relationship to social netwarkrits consideration to understand how
it operates in organizations such as schools.
Social Networks Building Social Capital

Citing the importance of creating something new different such as networks
of shared responsibility, Gardner (1988) suggdstsleadership should enjoin others to
become comfortable with change and develop waghdoe common values where
stakeholders trust each other and develop a sémsetoal responsibility for the future.
The community school model offers students, famidad community residents a
common place to interact and build social capBéiik, Berg, & Melaville, 2006, p. 1)
which is a result of social networking.

There are a variety of types of social capitakesults, produced by effective

social networks. Bridging ties focus on extermddtions while bonding or linking ties
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focus on internal relations (Woolcock, 1998; Bail2g06; Jordan, 2006). Within
informal networks, the close social relationshipet forms with family and/or friends
create bonding ties. These ties lead to bondin@bkcapital that not only bring people
closer together, but helps them get by, providimg&onal support or informal child
care. Relevant to this study is the bridging thech is established between people in
generalized and institutional networks. These tidsch are established mainly
through a community school coordinator, lead toftmmation of bridging social
capital that connects people to resources acragsries and may make the resources
that exist in one network accessible to membeesnother (Bailey, 2006). Bridging
social capital enables people to “get ahead” fangxe by providing job referrals, job
counseling and training, child care, and transpioritsto work and appointments and
helping them find solutions to obstacles and prwisiaffecting their lives (Bailey,
2006; Fusarelli, 2008; Kirst & Kelley, 1995; Wartdgertel, & Walbert, 1995).

Social capital created by bridging ties—helpingmeaxtend beyond their
immediate circle to connect to a broader rangesdurces and opportunities—can
open doors necessary for success (Bailey, 20063itive results of social capital
generated by social networks can be an importagdg®to connecting families to
needed resources and opportunities outside ofeigiinornood and by promoting
common causes and collective goals for advocaspaal action (Carter & Hyleck,
2003; Briggs, 1998 as cited in Jordan, 2006, p. 16)

In schools, the function of social network is preed on establishing close ties
and trust among people within a network to heigtitenpossibilities of achieving

collective ends (Warren, 2005). According to WayrBmompson, and Saegert (2001)
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mobilizing the social capacities of the school rhayeven more powerful than
achieving educational goals because it empowergl@¢o utilize available assets and
mobilize these social relationships to lobby fagager resources (p. 136). Social ties
through the network connect people to opportuniti€ranovetter (1985) suggests that
social ties connect individuals to opportunitie@aonsequence of the resources
embedded within interpersonal relationships.

Social network can expand access to resources@uttanities (i. e. social
capital) for public schools and school-communitytparships. Conditions within and
outside the school itself are critically importamtd provide access to additional
networks which are foundational in the interactiansong in-school and out-of-school
boundary spanning leaders (potentially the CSC) wtemtionally work with all
stakeholders to create the school social netwankgfelli, 2008; Johnson, 2001; Kirst,
1991; Dryfoos, 1994; Kirst & Kelley, 1995; Wang, ¢ttel, & Walberg, 1995).

In community schools, the relationships connecsicigools to other
organizations are beneficial; however, relationstigy the sole purpose of funding or to
provide social services are insufficient for pumgfos$ action (Forsyth et al, 2011). The
connectedness of the relationships within the soetavork of schools is fundamental
to influence the needs of the school communityis Tbhnnection may be mediated by
the emergent role of the community school coordinatting on behalf of the school

and community.
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Social Networksin Schools: Community School Coordinator Fostering School and
Community Ties

In schools, the function of networks is premisedestablishing relationships
and trust among people within and outside the ddiodmeighten the possibilities of
achieving collective ends (Warren, 2005). The wekvbetween school and community
can expand access to resources and opportunitidsefpurpose of school-community
partnerships. The community school coordinatoveseto cultivate conditions within
and outside the school itself which is criticaliygortant and provide access to
additional networks which are foundational in theeractions among in-school and out-
of-school boundary-spanning leaders. The commuaitypol coordinator intentionally
works with all stakeholders to create the schooladmetwork (Fusarelli, 2008;
Johnson, 2001; Kirst, 1991; Dryfoos, 1994; Kirské&lley, 1995; Wang, Haertel, &
Walberg, 1995) which is inherent upon relationdhigding.

Social networks are defined by people and relahigpmssamong and between
them. By collaborative work, people in and outadganizations can draw upon a
broad range of resources and expertise of othanargtional members in the network
resulting in an improvement in health and well-lgeai community members
(Chisholm 1998; Provan & Milward, 2001). In additji community schools address
beyond educational reform in ways that enhancaraumity’s economic, social and
environmental development, thereby influencing naeeple and creating public value
(Moore, 1995). When crossing disciplinary bounelgrthere is increasing interest in
the study of social networks in schools which cbuite to understanding outcomes for

youth, social cohesion and civic engagement (Qoalfor Community Schools, 2006).
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For schools, understanding how these relationsimggties (social networks) among
people inside and outside the school collectivelytcbute to improved quality of life
for the children and families merits attention.

Three social network definitions are presentedtt@te the focus of the current
study. Wasserman and Faust (1994) define sodwalonles as “consisting of a finite set
or sets of actors and the relation or relationgdefon them (p. 20). Jordan (2006)
defines social network as “a set of people, orgaions, or other social entities
connected by a set of social relationships” (p.9stly, and for the purpose of this
study, social network is defined as “a sustainéoretfo build and support the
cooperative and interdependent relationships ionancunity” (such as a school) “that
are necessary to achieve results” (Baily, 2008)p .

In considering the role of the CSC in schools, @awetwork provides a lens to
understand the network between school, communiysarvices in school reform. The
ability to engage in educational change dependb®wgapacity of the actors within the
system to do the work of the reform (Daly, 2018%cordingly Daly (2010) states that
knowledge, skills, expertise, and attitude represeme of the relational resources
required to develop, engage and sustain chan@s4p.

The community school coordinator is potentially lewrtg as weaver and
connector (Jordan, 2006; Fusarelli, 2008). Whit@anector will often stop at simply
introducing people to each other, a weaver wilettie time to build relationships and
learn about a family’s interests, skills, and nesdh the intent to encourage more than
one connection to the network (Plastrik & Tayld02). Importantly, this community

school coordinator serves to develop reciprocati@iships that are mutually
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advantageous to the school, families, and the camtynat large (Blank, Berg,
Melaville, 2006). The community school coordinatarks to bring resources to the
hub (i.e. school) which is described as a focahipfmr network connectivity and

activity (Plastrik & Taylor, 2004). These are maavhere families come to get specific
needs met but also tap into networks that may teadher opportunities to use their
skills and talents.

As an example for how a community school coordinatay work, this role
becomes the steward of the network and is charggdassuring cultural inclusion,
attending cultural barriers, engaging people iivabt voicing what they think, and
creating opportunities for interaction while forrgirelationships that facilitate this
work (Jordan, 2006, p. 25). This role then, whepliad to schools, becomes the
potential intermediary agent (Fusarelli, 2008) wogkwith the principal and
community to move schools beyond programmatic chsmg major systemic reform.
While this study does not incorporate social nekntbeory or analysis, it seeks to
examine how social networks may relate to formhgrelationships and connections
essential to building the schools network for theppse of developing relationships
between school and community.

In summary, within social network, a netwavkeaveris a leader, one who takes
an active role in creating new relationships andractions to purposefully influence
the work of the organization and the community @&and Holley, 2002-05; Jordan,
2006). In the context of school leadership, thditronal role of the principal does not
include the expansive responsibilities to navigatiernal and external controls alone.

Consideration of the complexities of the expanaegonsibilities of the principal
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should be given in light of implications for schamlvernance and job alignment.
Transitioning this role can potentially lead toealthy community which is a result of
effective collaboration emphasizing that this wisrkiot the sole role of one individual
but rather the sum of many working for a commorppae to benefit the entire
community (Jordan, 2006). Similarly this work, foemed in schools, potentially
weaves a social network to help children and fasilive better lives. Heightened
external control and the exhaustive responsilslifiaced on schools (Bennet & Hansel,
2008), have expanded the role of the principal hdytoaditional job descriptions and
responsibilities (Shipps, 2008; Adams & Jean-M&i# 1; Jean-Marie & Curry, 2012).
These leaders and the organizations they leachBiwemnced by their ability to share
leadership and to lead across boundaries bothmatid outside the school.
Connecting Across Boundaries

The community school coordinator, as leader imtingdle within the
community school model, works in concert and acbmsshdaries to develop
partnerships collaboratively working together ttiuance the lives of all children
(Adams, 2008; Adams & Jean-Marie, 2011; Jean-M&r@urry, 2012). The
connectedness of the relationships within the dshedundamental to influence the
needs of the school community. This connection beynediated by the emergent role
of the community school coordinator acting on bebathe school. The community
school coordinator operates as a “connector andevéaimilar to what occurs within
social network (Jordan, 2006). Further, the comitgiachool coordinator potentially
connects families with teachers, families with esiséresources and services, and the

school with community resources and opportunitfegafns & Jean-Marie, 2011).
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In the community school model, community leadersrafe like “portals or
doorways” in the social network; in that these camity members provide access to
resources and opportunities through their soaal with other individuals and
organizations (Jordan, 2006; Adams & Jean-Mari@120The community school
coordinator potentially serves as the intermedagnt to the principal in building the
network between school, community, and agencieshd community school literature,
this role is idiosyncratic to the schools they ser"However, to better understand how
this role may contribute to the social and academ&ds of children, this study draws
on the community school coordinator who potentiatyves as liaison to the principal
in developing the relationships benefiting childeerd families.

Building Relationship

In response to the increasing demands of theipah@merging in some
schools is the community school coordinator whdkseée build the relationships
between school and community. In particular, @&C garners resources and services
to meet the social and academic needs of childtelewnabling the principal to devote
time to teaching and learning (Coalition for ComntyiSchools, 2006). Evolving as a
weaver and connector (Jordan, 2006; Fusarelli, a8 CSC is responsible for
developing relationships. While a connector witea stop at simply introducing
people to each other, a weaver will take the tinleuild relationships and learn about
family’s interests, skills, and needs with the nmt® encourage more than one
connection to the network (Plastrik & Taylor, 2004)

This CSC works to bring resources to the hub. @ckool) which is described as

a focal point for network connectivity and activ{f§lastrik & Taylor, 2004). These are
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places where families come to get specific needsbutealso tap into networks that
may lead to other opportunities to use their shifid talents.

As an example of how a CSC may build relationsHips role becomes the
steward of the network and is charged with asswuityral inclusion, attending
cultural barriers, engaging people in actively wajycwhat they think, and creating
opportunities for interaction while forming relatghips that facilitate this work
(Jordan, 2006, p. 25). Relationships are builtrost. As such, these informal leaders,
community school coordinators must be able to undéviduals in collaborative action
to build relationships that promote trust and comivation between families and
schools (Leithwood & Riehl, 2003). The need tdalmbrate among many sectors is not
the sole responsibility of one person and is complerk which focuses on ways to
improve the lives for children and families in th@hool community.

Fostering Collabor ation

The role of the principal further evolves into arfecollaborator characterized
by the ability to bring diverse groups togethewtark across multiple and sometimes
conflicting accountabilities. While school leadérs. the principal) attempt to improve
student learning, the political, bureaucratic mgrgeofessional and moral
accountabilities often become conflicting demanash@ job of the leader (Firestone &
Riehl, 2005). Leadership for the purpose of devielp social networks serve as a
connecting role (Bailey, 2006) and serves as eleackaver and connector whose
responsibility is to the network.

Collaboration occurs only when there is conceréiggon among partners for

sharing of resources, expertise, communicationcantrol (Fusarelli, 2008; Wang,
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Haertel, & Walberg, 1995). Personal relationslapsparamount to successful
interagency collaborations (Fusarelli, 2008; Coleni®90; Driscoll & Kerchner,
1999). Maintaining those relationships takes tand energy which school personnel
may not have to devote to such efforts as they warknproving student academic
achievement (Fusarelli, 2008; Ravitch, 1998; John2601). However, the CSC is
positioned to develop relationships with commutised organizations and needs the
skill and training to build relationships with nedaucational organizations (Fusarelli,
2008). Simply stated, school systems are not peeld@ meet all the needs of their
students with existing personnel (Dryfoos, 199%)dCSC seeks to fill that gap in
schools. As this applies to school leaders, ibbess critical that the community school
coordinator emerges as a leader who is able td@eeealitions engaging all
stakeholders.
Spanning Boundaries

Widely recognized as a detriment to student sudeesshools is the fact that
students cannot learn well if they lack the basgratials in life such as adequate
housing, health care, nutrition, safe and secuve@mments or if their parents lack the
adequate employment to meet the families’ needs¢Bu & Brooks-Gunn, 1997,
Panasonic Foundation, 2007; Dryfoos, 1995). Wlenmnaunity-development
organizations work collaborative with schools andhmunities to support the social
and economic health of families and communitiesg@s & Mueller, 1997),
developing these networks across boundariesgch®mol and community) takes on a
holistic approach to impact the quality of life tbee whole child (Warren, 2005). Out-

of-school agencies, businesses, faith-based, galaind governmental agencies
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collectively help meet the needs of the entire famwithin the school and school
community (Fusarelli, 2008). Leadership expdmelgond the typical school
community to enjoin others for purposeful actiom(l2001). This spanning
boundaries approach enjoins others in the developofehe whole child beyond the
child’s cognitive abilities (Blank, Melaville & Sina 2003, 2006; Coalition for
Community Schools, n.d.; Jean-Marie, et al, 2010).

Identifying barriers to establishing competencydmundary-spanner requires
identification of specific factors or conditionsathinfluence the success or failure of
collaborative encounters such as shared visionpoamcation or teamwork (Williams
2002). Challis, Fuller, Henwood, Klein, Plowdengl¥, Whittingham, and Wistow
(1988) emphasize key characteristics of flexibi(Myilliams, 2002) as an essential
element of collaboration within the network. Denj@hg the network between schools
and communities for a common purpose supportsaheapt of leading across
boundaries which include building coalitions betwsehool and community. In
schools, the CSC develops as builder of the saei@lork and builder of coalitions
between school and community.

Collaborative partnerships between school and comitsnbenefit from strong
leadership whose skills and talents facilitate stdatecision making (Leithwood,
Seashore Louis, Wahlstrom, Anderson, Mascall & @or@010). Further, Goldring
and Sims (2005) affirm “that cooperative inter-orgational relationships can take
firm root and flourish under an innovative leadgusdtructure that is grounded in
principles of shared power and shared learning2®3). Fostering democratic inter-

organizational relationships can be mediated bgumtary spanner determined to
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develop successful partnership structures (Goldii&ms, 2005). Further, schools
play an important part in assuring that parentsskiléed in productively participating
in their child’s education (Epstein & Dauber, 1991)

The Influence of the CSC on Sustaining the School-Community Networ k

For real reform to occur, according to Crowson Bogld (1996), there must be
a concerted strategy in which schools play an actie in the empowerment and
economic revitalization of their communities (aediin Fuserelli, 2008, p. 360).
Attempting to reform urban schools while the comityusurrounding them
deteriorates seems senseless (Warren, 2005). Ycbaoling and its future is linked to
community reform beyond the efforts of improved §iog, safety, and economic
development initiatives (Halpern, 1995). Weldingdther fragmented health and social
services with educational systems in hopes of nedube fragmentation of existing
service systems for families is highly essentialf & Kammerman, 1992). Critically
noted is the overemphasis on providing servicemftividuals as this is an ineffective
strategy for addressing the full range of issuesicg poor academic performance,
dropouts, gang violence, teen pregnancy, substanese, racial conflicts and a plethora
of challenges facing the nation (Adelman, 1996).

Calling for policy changes that produce desiredsiii outcomes proponents
insist on an expanded vision that moves beyonduesting instructional and
management functions and “recognize a third prinaay essential set of functions is
involved in enabling teaching and learning” (Adeim&996, p. 435). Adelman (1996)
calls for restructuring education support servimed programs to move this agenda

forward as it removes fragmented, categorical,spetialist-oriented approaches
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toward a comprehensive and cohesive programmapiaph and lastly it moves the
agenda to primary and essential focus (p. 435ditAwhally schools are expected to
respond to the increasing demands of operatingelolgurs in order to teach students
what they need to learn (Dryfoos, 1999).

As such, in schools the emergent role of a commiwaihool coordinator may
be the response to such a critical role in devalpfhe relationship between school and
community for the specific intention of buildingagonships and developing the social
network of services beyond social services fordzbih and families in schools.
Furthermore, this study examines the community slcb@ordinator whose
responsibility it might be to elicit others for tepecific intention of building the
school’s social network. Understanding how thesgiams (i.e. coordinated services,
school-linked services, before, during and aftémest extended time, etc.) function in
conjunction with the school’s social network fotantional purpose and how and in
what ways the community school coordinator buildsgocial network can provide
needed information to policy makers, educators,samndice providers.

Further, leadership inclusive of sponsors, changiboundary spanners, and
facilitators are considered important to the openadf organizations through clearly
defined structures and processes (Huxham and Vagges, p. 202-12) yet very little
has been written that would guide replication aisin effective practices. In schools,
other leaders and roles (i.e, actors) possiblyestrcreate and build linkages among
social entities. Research is still needed thatldvoantribute to policy makers
understanding how or when government, businesgrobts, media and communities

cross-sector collaborations could benefit the amgdion or community (Bryson,
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Crosby & Stone, 2006). Likewise research is nee¢denlide, design and implement
such collaborations that would lead to creatingadawtworks providing resources
beyond social services for the purpose of influeg¢he academic and social needs of
children and families in schools.

In considering the role of the CSC in schools, ¢hatormal leaders share the
responsibility of school leadership as an interragdagent with the principal by
forming relationships within and outside the schobhis CSC works with the principal
to address the academic and social needs of childreey potentially foster the
school’s social network to connect the school it community and bridge relational
gaps among families and schools for the purpos@mfoving the school and the
academic and social needs of children and families.

Summary

In schools, other leaders and roles are considesgehtial to building relations
especially with non-school entities (Gardner, 19&irce & Johnson, 1998). These
cross-sector collaborations (Crosby & Bryson, 20@8lude sponsors and champions
(Crosby & Bryson 2005a), weavers (Kreb & Holleyp2605; Jordan, 2006), connectors
(Jordan, 2006), boundary-crossing leaders (Peirdet#ason, 1998; Coalition for
Community Schools, 2006); conveners (Gray, 1983jduak, 1986) who hold
authority, prestige and have access to resources

Relationships are important and they do mattéie Weaver connects people
and resources in a meaningful way by collaboradimg) sharing resources with one
another. Similarly, schools serve as the hubeénctt)mmunity schools model (Coalition

for Community Schools, 2006), while the role of teenmunity school coordinator
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emerges as “weaver”, “convener”, intermediary ageuosarelli, 2008), liaison to the
principal within and outside of the school buildiagd serves an important role in the

development of the relationships between the dcfernilies and community.
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Chapter 3

Resear ch M ethod
Introduction

The purpose of this study was to explore how agrmédiary agent, studied in
the role of a Community School Coordinator, conités to building the school’s social
network. In this study, social network is defiresl“a sustained effort to build and
support the cooperative and interdependent relstips in a community...that are
necessary to achieve results” (Baily, 2006, p.2Qcial networks are defined by people
and relationships among and between them. Bylomiédive work, people in and
outside organizations can draw upon a broad rahgesources and expertise of other
organizational members in the network resultingnnmprovement of health and well-
being of community members (Chisholm, 1998; Pro&aviilward, 2001).

In schools, social networks are the relationships ties among people inside
and outside the school who collectively contribist@nproved quality of life for
children and families. There is little researchtloa contributions or influence of an
intermediary agent (i. e. community school coortbnaon developing social networks
in schools for the purpose of helping children &andilies lead better lives. The
methods section presents an overview of the resesign, sampling strategy, data

collection, data analysis, and an overview of pgénts.

37



Resear ch Design

Considering the descriptive nature of this studgljative methods were
employed to describe how the Community School Coatdrs (CSC) helps to develop
the school social network for the purpose of megtive academic and social needs of
children and families in the school community. tdsqualitative methods allow for in-
depth exploration of phenomena with a specifiedexdrand as experienced by
participants (Yin, 2009; Patton, 2002; Gibbs, 20@ies & Huberman, 1994).
Qualitative research method was appropriate farghidy as it promoted a deep
understanding of the role of the CSC from the pertipe of research participants
(Bloomberg & Volpe, 2008) with an emphasis on ergion, discovery, and
description (p. 7-8).

Specifically, this exploratory case study (Yin, 2)@xamined the role and
patterns of interaction of tw@ommunity school Coordinators to better understand
what extent this role served as an intermediarpiagerking to develop the school
social network in two urban elementary schoolsdifdnally, the principals and CSI
Director served to inform the role and patternstéraction of the CSC for the purpose
of meeting the academic and social needs of cmldfecase study is an empirical
inquiry that investigates a contemporary phenomenaiepth and within its real-life
context, especially when the boundaries betweeplleaomenon and context are not
clearly evident (Yin, 2009, p. 18). For examptethis study, the role of the community
school coordinator is studied by examining theirkvwithin the context of the
community school. Case study allows for respobtsésow” and “why” questions

through analyzing explanation and description diiidual experiences (Leedy &
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Ormrod, 2005; Yin, 2009; Hancock & Algozzine, 20@yanborn, 2010). Questions
responding to “what” are likely to be the natureanfexploratory case study (Yin,
2009).

The following research questions guided the exfilmmaof the role and
influence of the Community School Coordinator omaleping the school social
network for the purpose of meeting the needs dticdm and families:

Resear ch Questions

1. What is the role and function of the communityeaicoordinator in
developing the social network between the schodlcmmunity to meet the
academic and social needs of children?

2. How does the CSC perceive his/her role of fostetivegsocial network to
connect the school with the community?

3. In what ways do the CSC bridge relational gaps aramilies, between
families and schools, and between school and contynairganizations for
continuous school and community improvement?

4. How does the role of the CSC enable a princip&btas on the operating core
of teaching and learning?

Purposeful Sampling Strategy

Purposeful sampling was used to identify participdar the study. Participants
were chosen for the study because they were “irdtan rich” with respect to the
phenomenon of interest (Morse, 1989; Kuzel, 1992e4/K Huberman, 1994; Patton,

2001; Creswell, 2006; Bloomberg & Volpe, 2008) vd-participants were chosen
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because of their role within the context of comntyischools in this urban district and
because of their longevity in the community schaloés/ serve.

The participants were the Community School Coortdirsa(CSC) and principals
in two Title | Community schools and the Directditile Community Schools Initiative
(CSI). These two community schools were choseaumthey were identified as
being “mentoring” or “sustaining” as classifiedthre Four Levels of Community
School Development (Adams, 2010; Coalition for Camity Schools, n.d.; Children’s
Aid Society, n.d.). A mentoring level communityhsol is defined as aligning the
community school vision with programs, services] apportunities around shared
results thorough integrated school/community pastmes (Adams, 2010; Coalition for
Community Schools, n.d.; Children’s Aid Societyd.j. A sustaining level community
school is defined as embracing the philosophy afroanity schools throughout the
school and the broader community (Adams, 2010; i@@afor Community Schools,
n.d.; Children’s Aid Society, n.d.).

Of the twelve Title | Community Schools in this whst, these two schools were
the only two community schools retaining the samiecgpal and Community Schools
Coordinator for a period of at least 5 years. Ofhiee | Community Schools in the
area had recently experienced changes in theicipals assignment or re-assignment
and/or did not have a community school coordin&dpoa period of five years. During
the course of this research, one of the principitbe two community schools studied
and the Director of the Community Schools Initiatietired. However, given that the
principal and the Director of the Community Schdoisiative had recently retired less

than a year, they had insight into the role antlierfce of the CSC and served to
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contribute to this study. A new principal for tlsghool has been hired while the
Community School Coordinator remained at the school
Data Collection

The purposely selected Community School Coordisaswhool principals, and
Director of the CSI served to inform the researgbggions. Upon the Institutional
Review Board’s (IRB) approval, contact was madating each participant to the
study. Letters of support and consent forms warapgproved part of the IRB process
and are included in Appendix A..

Multiple sources of data were collected as pattiahgulation and for the
purpose of increasing the confidence and credlitfindings (Creswell, 2007; Yin,
2003, Anfara, Brown, Mangione, 2002; Miles & Hubam1994). Using a case-study
approach (Yin, 2009), data collection includediahiand follow-up interviews,
document analysis, and observations.

Individual, in depth interviews with the Communfghool Coordinators in two
Title | Community Schools, the Director of the Conmity Schools Initiative (CSI) and
the principals of the two community schools weradigected. In-depth interviews
permitted the interviewees to share their perspestabout events and the nature of
their roles much like guided conversations (YinQ20 Pursuing a consistent line of
inquiry, the interview allowed my stream of quesson this case study interview to be
more fluid and less rigid (Rubin & Rubin, 1995)heTin-depth interview facilitated the
interviewees sharing facts as well as their petspescregarding their experiences and

events as well as sharing other sources of evidgfice2009).
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Each in-depth interview was a minimum of 90 minuteduration for each
participant. Participants decided the date, tinee@ace convenient for the interview as
well as providing privacy and confidentiality asedeed appropriate. Initial interviews
were conducted on the college campus as per feamtits decision.

Case study protocols were created to guide the/iid, 2009). Case study
protocols included an introduction and purposehefdtudy, data collection plan,
interview questions, personal reminders to prolia wertain questions during the
interview and reminders to conduct certain intasvprocedures (Yin, 2009; Hancock
& Algozzine, 2006). As an example, prior to thgioaing of the initial interviews, a
telephone call was made to each prospective gaaiti requesting their consent to
participate in my study. A formal letter of suppand agreement to being a part of the
study was signed by the principal of each campudstlaa district superintendent and
submitted to the IRB office for approval. Followithis telephone call, and after IRB
approval, a verbal recruitment script was used vapproaching the participants which
again introduced the study to the participant.

After approval of the IRB, each participant waseasto read and sign the
informed consent form agreeing in writing to papate in my research study and to
being audio-taped. The general interview guidéireed a set of questions and issues
corresponding to the research questions to be e@leith each participant before
interviewing began (Yin, 2009; Patton, 2002). Tdusde ensured the relevant topics
were addressed in order to address the researshange Research questions approved

by the IRB were used to guide the interviews (sppehdix B).
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In-depth interviews focused on the participants\kiedge and experience
toward the role of the community school coordingon, 2009; Patton, 2002).
Further, the in-depth interview(s) allowed for exaltion of the role of the community
school coordinator in developing the social netwlaekveen the school and community
to meet the academic and social needs of childfée. follow-up telephone interviews
focused on clarifying any vague interpretations tmngrobe deeper into findings that
gave insights to the phenomenon under study.

Following each interview, audio recordings werecttanically submitted to
WordZxpressed for transcription services. Theringsvs were transcribed verbatim
within 5 business days. Transcriptions were reeWwy each participant and verified
for accuracy in transcription and interpretatidrnis member checking was essential to
verifying that | captured the participants’ viewpts accurately through my data
collection, analytic categories, interpretationd aonclusions (Lincoln & Guba, 1985;
Leedy & Ormrod, 2005;Creswell, 2006). Participantsrviewed are identified by a
pseudonym.

A follow-up interview by telephone was conductedanltlarifying questions
occurred. One follow-up telephone interview wasdigcted with each participant.
Responses to follow-up questions were loosely tréped next to the corresponding
guestion requiring clarification.

Observations

Observations of school and community events wigh@ommunity School

Coordinator and students and teachers/staff, ardimgs with community partners

were conducted. Two site team meetings conducteddoCSC were observed at
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Angelo Elementary. One neighborhood revitalizatimeeting was also attended at
Angelo Elementary. One campus visit was attendeldoae school/community
Thanksgiving turkey dinner distribution was atteth@é Bryce Elementary. One
Community Schools Implementation Team meeting wtehded. An Observation Tool
Protocol was used (see Appendix C) to capture gse notes which were detailed,
chronological notes | was able to see, hear andiwdtcurred during the observation
including capturing the physical setting (Cresw2002; Bogden & Biklen, 2007).

As the researcher, | served as the primary ingnirfor data collection
(Lincoln & Guba, 1985; Merriam, 1998; Patton, 1998n advantage of being the
primary instrument for data collection allowed theely collection and processing of
data as soon as it was available and for any umgageesponses to be further explored
(Lincoln & Guba, 1985).
Document Collection

As part of the document analysis, a personal graiild school profile was
obtained to provide background and context inforomettelative to the participants and
within the community schools context. The CSCipgrants discussed their
educational and professional experiences leaditigeir hire as a CSC during the
interview process. The primary use of documentssiie and community meeting
visits was to confirm and enhance as evidencentfuepth interview responses (Yin,
2009; Hancock & Algozzine, 2006; Bogden & Bikle®0Z). The documents and
artifacts enabled me to obtain information aboatghrticipants “behaviors, experience,

beliefs, knowledge, and values, and perceptionsbf®vin & Goodwin, 1996, p. 137).
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Further, document analysis served as a researttotegamine documentation
of school schedules, community events and logatefaction with stakeholders both
within and outside the school. Documents colleeted analyzed for this study
included, meeting agendas, minutes of meetingmraptans, a parent survey,
community meeting announcements and school calend&pecific documents
collected included a community invitation to theigf#orhood Revitalization meeting
in the Angelo community, an overview of the neightitmnd revitalization project, site
team meeting agendas for Angelo Elementary, a patewey from Bryce Elementary,
a CSI management team meeting agenda, a Commuhopols Implementation Team
meeting and a proposal for the continued developmecommunity schools in this
district.

Documents gathered were a result of specific raguessponses to questions
and meetings regarding the role of the communitypstcoordinator in building the
school’s social network (Clark, 1967; Hancock & é&gine, 2006). For example, if the
CSC indicated that a site team meeting was beitty hasked if | could attend the
meeting. From the meeting, | retrieved documenuis fthe meeting. Documents and
artifacts relative to the seven components of tmaraunity school were also gathered
in the data collection process when available. ddramunity school subscribes to
seven core components as essential to the devetbmi@ community school. These
seven components are (1) Early care and learri)di€alth / health education, (3)
Mental health / social services, (4) Youth develeptr out-of-school time, (5) Family /
community engagement, (6) Neighborhood developraedt(7) Lifelong learning.

These seven components were included and statextreaved documents, interviews
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and electronically. In sum, documents were retrtefrom attended meetings, shared
by the CSC, CSI or principal and retrieved eleatralty from the internet.
DataAnalysis

Data analysis includes inductive analysis of in@mtranscripts, and
documents to look for patterns and emergent théRetson, 2002, Anfara et al, 2002).
Codes were used to retrieve and organize dataaidleeand derive meaning (Miles &
Huberman, 1994; Gibbs, 2007). Codes were basédeaienants of social networks
and the research questions. “Codes are tagseslfdy assigning units of meaning to
the descriptive or inferential information compilédring the study (Miles &
Huberman, 1994, p. 56). Codes were attached tantdi of words, phrases, sentences
or whole paragraphs connected or unconnectedpgeaf& setting (Miles &
Huberman, 1994).

The reoccurring words, phrases, sentences or dsoggpe color coded within a
Microsoft document. Codes were continuously exachiand re-examined and
organized throughout the process (Patton, 2002;2003) to reduce the probability of
premature conclusions. As an example, reoccuwimgls and themes suchmetwork,
reciprocal, shared leadership and cross boundaagésship, partnership, trust, and
relationshipswere prevalent in the interviews. After organgzthe transcriptions, the
written field notes were categorized based on comthemes. For example,
relationships, trust and social networks were psial to form one category labeled
relationships.

Meaning was derived from the significance of thedgo phrases, or sentences

given its context (Bliss, Monk, and Ogborn, 1983ted & Huberman, 1994). The
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“chunks” were categorized to enable me to quickig fpull out and cluster segments
relating to social networks and my specific reskaygestions (Miles & Huberman,
1994). Clustering and display of chunks helpedldsth the drawing conclusions
section (Miles & Huberman, 1994).

Descriptive codes were detailed and required litlerpretation while pattern
codes led to inferential and explanatory findingdd¢s & Huberman, 1994). For
example, several “chunks” referred to relationslapd communication being important
for the CSC while also inferring that without traisbse relationships would not develop
for the benefit of children and families.

| wrote comprehensive summaries regarding eadicipant’s individual
response to each research question. Secondiypited a comprehensive summary of
all participants’ responses to each question.bfetavas created that organized all the
codes/themes emerging from the displayed datarandthe individual narratives to
prepare for cross-case analysis (see AppendiX B¢. letter X was displayed in the cell
if a particular theme or code was identified byaatigipant. This revealed similarities
and differences among the participants’ respon8eslysis of the themes further
revealed significant and sub-themes as they emerngéeen inter-related themes
occurred, some were coded and re-coded or collapgleth a dominant theme (Miles
& Huberman, 1994; Lincoln & Guba, 1985; Straus87)9 For example, the theme of
social network and relationship were collapsed retationships as it became evident
that the relationships fostered the developmeth®f®ocial network. Similarly, trust
was a reoccurring theme and was collapsed inttoakhips as the data indicated that

trust was important to building a relationship.
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Cross-Case Analysis

Cross-case analysis was used enabling me to know about the relevance or
applicability of the findings to other similar gatis and was important to this study and
to transcend “radical particularism” (Firestone &tetriott, 1983). Cross-case
analyzing proved beneficial in diving deeper irtte findings to determine if the cases
were typical, diverse, effective or ineffective arah provide added support to
answering the research questions (Miles & Huberrh@84). The cross-case analysis
included several comparisons which have been divial® four groups: (1)
Comparison between the two Community School Coatdin (2) Comparison between
the Community School Coordinator and their print{@y Comparison between the
two community school principals and (4) Comparibetween each principal and
community school coordinator to the other princigadl community school coordinator.
Deepening understanding and explanation is ano#iason to apply cross-case analysis
(Glaser and Strauss, 1967. 1970).

Because | was an assistant superintendent in the dsstrict as the participants,
bracketing was used during the data collectiongssc Bracketing allowed me to set
aside my own professional experiences and priowkeaige to remove myself from
responses and to objectively record the respomsesthe perspective of the
participants (Creswell, 2007; Leedy & Ormrod, 20B6gden & Biklen 2007; Strauss
& Corbin, 2008).

Digging deeper, analysis data consisted of thoses of activity: data

reduction, data display, and conclusion drawingfieation (Miles and Huberman,
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1994). The data analysis was a rigorous processsatescribed in a step-by-step
process in the next section.
Data Reduction

Case study data were organized for data reduatibith made data easy to
retrieve and manage (Yin, 2003; Miles & Huberm&d94). “Data reduction refers to
the process of selecting, focusing, simplifyingstadcting, and transforming the data
that appear in written-up field notes or transeooips” (Miles & Huberman, p. 11). The
data reduction process was ongoing throughoutakee ahalysis process. Data
reduction was a critical component of the analgsi# aided in decision-making
regarding the selection of data to code and/orlektrData-reduction decisions were
based on properties of social networking (Bailyg&0Daly, 2010). An example of
data reduction occurred when writing the field saded transcriptions relative to
shared leadership and cross-boundary leadershpaodiapsed into one category
coded as the nature of leadership in communityashalhe data and coding were re-
examined multiple times for accuracy (Miles & Hulpan, 1994).
Data Display

The second step was to organize data for displagtd display is an organized,
compressed assembly of information that permitglasion drawing and action”
(Miles & Huberman, 1994, p. 11). While displaysymwaclude matrices, graphs, and
charts, for the purpose of this study, data tabiere created that were labeled with
social network theme and the research questiohs.inferview transcriptions were
reviewed for reoccurring words and/or themes rédlédea particular research question

or social networking. Significant relevant statesevere extracted from the
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transcripts and organized within the table underadmetwork. Considerable care was
given to assure data were not stripped from itp@raontext by coding the
transcriptions when statements were extracted.inQdte transcriptions provided the
ability to refer back to where the statements aaggd with ease to ensure that
statements were being reported in appropriate gb(¢rauss & Corbin, 2008).

Each campus visit and meetings were recordedenhlibervation tool and
reflections were gathered based on the observatiothsnteractions of the attendees
and the involvement of the community school coartbn The observation tool enabled
me to capture detailed, chronological notes abdatwsaw, heard and what actually
occurred during these observations (Creswell, 2Bogden & Bilken, 2003).
Reflections of the observations were gatherediveléa my personal reactions and
experiences with the observation.

The display of these data was an analytical agtamd enabled me to better
understand what was occurring among the particgoamd in determining if more
information was required (Miles & Huberman, 1994i1fé&a, Brown, & Mangione,
2002). This was an effective tool which identifib@ need to devise further clarifying
guestions required during the follow-up interview.

Data Analysis, Conclusion Drawing and Verification

The next steps of the analysis process were datgsisy drawing conclusions
and verification. According to Miles and Hubermg994),“From the start of data
collection, the qualitative analyst is beginninglexide what things mean, is noting
regularities, patterns, explanations, possibleigondtions, causal flows and

propositions” (p. 11). After data were organizethtive to the research questions and
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social network, content analysis was used to sdaraleoccurring words, phrases or
sentences and to connect to a specific settingraamdes (Miles & Huberman, 1994) .
Meaning was derived from the significance of thedgp phrases, or sentences given its
context (Bliss, Monk, and Ogborn, 1983). The “dksinwere categorized to enable me
to find, pull out and cluster segments relatingdoial networks and my specific
research questions (Miles & Huberman, 1994). €lus and display of chunks helped
establish the drawing conclusions section (Milel@berman, 1994). Descriptive
codes were detailed and required little interpretedvhile pattern codes led to
inferential and explanatory findings (Miles & Hub®an, 1994).

This process allowed for the identification of patis within the participants’
responses and for cross-case analysis. Genecatirogptual themes conforms to Miles
and Huberman'’s (1994) method of textual analysieneby issues of importance
inductively emerged from the data. Additionallypgs-case analysis enabled me to
know more about the relevance or applicabilityhaf indings to other similar settings
(Firestone and Herriott, 1983). Cross-case anadyproved beneficial in diving deeper
into the findings to determine if the cases wepedgl, diverse, effective or ineffective
and provided added support to answering the reseparestions (Miles & Huberman,
1994). Deepening understanding and explanationawather reason to apply cross-
case analysis (Glaser and Strauss, 1967. 1970).

Conclusions were verified after their formatiovierification included a brief
second thought, looking back and reexamining fredtes, and an extensive review
among colleagues to gain consensus about findiniggM. Huberman, 1994). As a

final verification, a peer reviewer engaged in ¢batent analysis of my study. The
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peer reviewer earned a doctoral degree from the samversity, had undertaken
introductory and advanced qualitative researchsesuand had gained experience with
the analysis process and procedures. The findihthee peer reviewer served to
compare and verify the findings of this study (Qvel, 2006; Leedy & Ormrod, 2005).
Overview of Participants

In the ensuing section, individual participanth®ls and district information is
introduced. Descriptive information was garnerbdu the participants’ background
and school and community context to place the stu@dyreal-life setting within the
community school with a community school coordimatBseudonyms are used to
provide anonymity to participants. Therefore, slshools and district were also given

fictitious names.
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Angelo Elementary Schog

Principal Smith

Prior Educational
Experiences

Speech Pathologist,
Administrative certification
Served as an assistant
principal then later became
principal of Angelo
Elementary

# of Years at School
9 years
Retired in summer, 2012.

CSC Mitchell

Master of Divinity, cross
discipline study in
psychology/counseling,
Master in Pastoral Care andg
Counseling

Worked as an employee of
the Community Service
Council, Family and Schools
Together, Family Resource
Center, Social Worker,
Service Coordinator with

5 years at Angelo

\°%}

Housing Authority,

Bryce Elementary School

Principal Karrington

Prior Educational
Experiences

BS degree in music with
Elementary certification.
Taught and been an
administrator in other
states.

# of Years at School
19" year as Principal of
Bryce Elementary

CSC Braxton

B.A. in Elementary
Education, M.Ed. in School
Administration

Worked as a teacher for 1(
years at Bryce teachind’3
grade, & grade, ELL
instructional facilitator, and
PE

)

Currently CSC at Bryce fo
the past 5 years. She has
worked with her current
principal 15 years
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CSC = Community School Coordinator

Community School
Initiative

Prior Educational # of Years at School
Director Mason Experiences No experience as a teacher
Years as CSI Director: 6 | in a school

Prior Experiences: Studied
to become a physical
therapist, obtained a
teaching certificate but has
not taught

She has worked in Junior
League and is a trained
child advocate, trained
facilitator of community
organizational capacity
building. Her work
experiences include
working with Alliance for
Families which was an
initiative between two
elementary schools and two
housing communities in a
high-poverty neighborhood.
She became the Director qf
CSlin 2006.

District Profile

This Midwestern United States Urban District isdtadl in the Northeastern part
of the state and is considered one of the staejest school districts with nearly
42,000 thousand students in 88 schools. Comntit@adcomplishing the core goals of
the strategic plan, this district aims to “expahné toncept of community schools to
appropriate scales of growth within the DistrictThe district demographic data
include: 28.7% Caucasian, 29.48% African Ameri@h13% Hispanic, 7.39% Native

American, 1.5% Asian and 6.7& other. The distpicivides early childhood through
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secondary school campuses in a variety of gradfigeoations including Pre-KB
grade, Pre-K-8 grade and several secondary school configurations.
School Profiles

BRYCE ELEMENTARY SCHOOL

Bruce Elementary School is part of the Communaid®l Initiative (CSI)
serving students and families of the Charlestoghi®rhood in a continuous learning
school environment. Their programs are designedeet the needs of a unique
community of learners that include a growing numifdeLL students. The mission of
the school is to provide quality instruction wittetsupport of a variety of programs
including a Family Resource Center, Community Sti@mmrdinator, community
mentoring program, technology projects, performang visual arts, Positive
Behavioral Support Services, and extended day =aieth@ed year options. This school
has been recognized on the state and nationalds\veelsuccessful Literacy First school,
constantly increasing the number of students #ed at or above grade level through
this specialized reading methodology. Student dgaphics includes: 4.06% Native
American, 1.13% Asian, 32.73% African American,03% Hispanic, 18.28%
Caucasian, .45% Pacific Islander, and 9.26% mitlitnie.
ANGELO ELEMENTARY SCHOOL

Angelo Elementary School’s old building was contglfereplaced with a new
building in less than nine years ago. The sch@fer®full day kindergarten and a full
day 4-year-old program. Social services are abklas well as a Community School
Coordinator. The school offers a continuous leagrsichool environment. The school

includes an enrollment from three housing projecid is considered a high-poverty
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school with over 98% students being on free/rediech. Student demographics
includes: 9.46% Native American, 1.18% Asian, 8%04African American, 18.91%
Hispanic, 20.33% Caucasian, .24% Pacific Islanddriat.42% multi-racial.

The overview of participants serves to introducehgazarticipant’s background,
education, certifications and preparation. In taddj the district and schools overview
provides demographic data in this Midwestern Urbastrict and the two Title |
Community Schools chosen because they were cledsif being “mentoring” or
“sustaining” community schools.

Summary

An exploratory case study was employed to exaithaeole of the community
school coordinator in developing the social netwiarkchools for the purpose of
meeting the academic and social needs of childidms exploratory case study was
designed to address the research question: Wtta rele and function of the
community school coordinator in developing the aboetwork between the school
community to meet the academic and social needkilafren? Qualitative methods
provided a rich description of the behaviors, krexige, experiences and interactions as
participants shared their experiences throughvmerquestions and observations with
me as the researcher.

Cross-case analysis was used enabling me to know about the relevance or
applicability of the findings to other similar gat§s and was important to this study
(Firestone and Herriott, 1983). Cross-case anadyallowed me to dive deeper into the

findings to determine if the cases were typicalioerse (Miles & Huberman, 1994).
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As an ethical issue, one should consider that aarassistant superintendent in
the same district as the participants; howeveo, hok serve as their supervisor.
Consequently, bracketing was important to thisaegeas a manner of reducing the
occurrence of research bias and to further incréesebjectivity of this study
(Creswell, 2007; Leedy & Ormrod, 2005). In additiethical issues that were
considered throughout the study included gainingseat and confidentiality of
information (Patton, 2002; Hancock & Algozzine, BP0y obtaining approval from
my university through completing the IRB process.

The methods were appropriate for the researchtiqunesand for the purpose of

this study. Findings from the data analysis aes@nted in the next section.
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Chapter 4
Findings
Introduction

The purpose of this research was to study theenfte of the community school
coordinator in developing the school’s social nekmo meet the academic and social
needs of children. In particular this study exagdithe role of the community school
coordinator (CSC) within the community schools andght to understand how the role
and responsibilities fostered relationships withepss, teachers, students and the
community (i.e. building the school social networkyithin this study, five major
themes with subthemes emerged from the data. imtied@s are organized beginning
with (1) the CSC and principals engaging in shdeadership, (2) defining the evolving
the role of the CSC, (3) the CSC as developerlafiomships for development of social
networks between the school and community, (4)rtfieence of the CSC toward
meeting the academic and social needs of childneah (5) the influence of the CSC on
the work of the principal’s core responsibilitifs@aching and learning.

Community School Coordinatorsand Principals Engagingin Shared L eader ship

The emergent theme of shared leadership was prevalthe data from the five
participants in this study. Diffusing school leestep among a number of actors shifts
the responsibility from one lone leader and posdiytmakes the complex work of
school leadership more managealidastributing school leadership across multiple
actors requires interactions among school leaderdatween these leaders, teachers
and others (Penuel, Frank, & Krause, 2010). Shiagtership enjoins multiple leaders

equipped and skilled to collaboratively accomptisé work of the school together. In
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seeking to better understand the emerging rolkeofdSC, the principals and CSI
Mason, recently retired Executive Director of then@nunity Schools Initiative, talked
extensively about leadership in the community stheat pertained to the role of the
CSC.

Principal Karrington of Bryce Elementary School p@bout sharing
leadership with CSC Braxton at her school. Shiectdd on the process of when her
school was becoming a community school and the genee of new roles.

There are new needs all the time for people to geand take on leadership

roles that guide certain practices, services andgrams. But at the same time

the instructional program and processes of thedahast grow and remain
strong. The role of the CSC was to really stdondgside the principal and
share the leadership of all those processes tagstihtbat the principal’s role
can be primarily focused on instruction.
In particular, Principal Karrington indicated thihe CSC was involved in all of those
processes together with her so that the principaleswas primarily focused on the
instruction and the development of teacher effectess.

Principal Karrington further described her concgfpghared leadership as
having multiple leaders equally skilled and resplgiedor all the practices and
processes so that “we can do each other’s workheger collectively however we
need to do it”. She attributed shared leadershigetng a factor in “building and
cultivating partnerships” with and for her schodlhe work of the CSC was further
equated with shared leadership being a signifitaetor for principal Karrington and
CSC Braxton at Bryce Elementary because it allothedCSC to cultivate the supports

families needed to be successful in school. Rrald{arrington further articulated that

she had a dependent role with her CSC and relidteoto cultivate the supports that
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the families at Bryce needed. She also believe@d important that teachers viewed
the role of the CSC at the level of leadership:

A real powerful community school coordinator aceepie role of shared

leadership. Part of growing that successfully iewteachers are comfortable

with that. When they’re comfortable with the leeghip being shared with
somebody else they don’t view the community sclroolrdinator’s position as
an assistant principal or somebody that’s in tleegrchy under the principal;
they really view that person as equally as imparsaual responsible for as many
things and collectively with the principal. Paehtave to have that same
perception.

Similarly CSC Braxton at Bryce Elementary also sdahat she, her principal
and teachers had an understanding of shared I&gale&Sharing how a new school
coordinator might be uncertain in the role and widekl compelled to ask permission
from the principal to proceed in certain matteh& soted that her principal trusts her as
a result of their work together. According to CBfaxton, “the principal lets me take
care of all the community and the parent engageth@rgs, so that she honestly can
work on the academic side. It's truly shared |eskli@, in the building and in the
community.” She asserted that she had the autorioitake care of all the community
and parent engagement matters and that the stea@ership was both in the building
and in the community.

In further support of shared leadership, | attenslexiSite Team meetings at
Angelo Elementary School to observe CSC MitchBiliring those meetings, |
observed CSC Mitchell leading the Site Team mestinthe Site Team serves a
specific purpose as stated by the CSC,

They are not people who come in and get on comesitéad do things. They

are a group, a consulting group like a Board oeBtiors. | always go and try to

find out what is going on in the neighborhood. flisghow | know who needs to
be on the site team.
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Each of the observed Site Team meetings was coedibgt CSC Mitchell and
attended by members of the Angelo community tauitkelthe PTA, Neighborhood
Association, medical, parent and faith-based petnEach meeting included an
agenda. During one of the meetings, CSC Mitcleellithe committee in developing
SMART goals using the format she previously reagifrem a CSI Implementation
team meeting, which | attended as well. She ledythal-writing session by sharing
with the group the importance of the goals beingnad with their (Angelo’s)
priorities. She explained the purpose for writihg new goals and how these goals
were to be measured. The template included spaddentifying the priority, actions
and outcomes, person(s) in charge and status. Mi8Gell had autonomy to facilitate
these site team meetings.

Former Principal Smith, who had recently retirezhirAngelo Elementary
School, stated that CSC Mitchell was a part oflbadership staff and made reference
to how the CSC was almost viewed as “an assistamtipal”. Viewing the CSC as a
vital part of the school, she commented that theencapable she realized her CSC to
be, the “more it took off my plate”.

Principal Smith stated that the CSC’s office spaas once a distance from her
office and therefore inhibited the CSC from heasoge of the important interactions
occurring with parents. Therefore, the principaved the CSC’s office near her own
office to enable the CSC to hear some of the intenas that were helpful to her work
in dealing with difficult families, absentee isswasl programming. She considered the
CSC as part of her executive leadership staff addided her in formal and informal

meetings.
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Likewise, CSC Braxton of Bryce Elementary refertedboth she and the
principal being in close proximity and “in the fitoof the building” which facilitated
them “talking all the time”. Principal Karringta@tated that she can “hear the CSC
talking to the family about the school and whatythan expect from the school” from
her office.

Principal Smith stated that in her former schooe¥tgone worked together and
there was not a task too minute or a person otipnso hierarchical that they were
absolved from doing the work in the community sdho&he commented that
“regardless of the level of the task even in pigkirp trash in the hall or handling a
child who might be bleeding or ushering a disgrechtbarent, it was everyone’s job to
do the work needed in the community school andX8€ played a vital part in that”.

Further, given the shared leadership role, Prin@paith stated that the CSC
would communicate with her matters of importanc tieeded to be addressed and
were potential problems. When this occurred, tiecppal would get a leadership team
together and ask how the problem could be resol@allectively the principal noted,
“I don’'t have all the answers, she (CSC) didn'téall the answers, but together, we
had a lot of them”. The principal also maintaitiedt while “leadership of the school
comes and goes, the CSC remains the constant’m8te this comment referring to
her recent retirement as principal of Angelo, et ¢constant remaining at the school
was the CSC whom she considered a valuable cotitnbto sustaining leadership at

the school.
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The Boundaries of Shared Leadership: Principak3e¢ Vision

Important to the work of the CSC is a shared visuth the principal whose
responsibility it is to establish the vision foetbommunity school. In seeking to
further understand the leadership role of the Q%30 interviewed CSI Mason who
was the Executive Director of the Community ScHhadlative (CSIl). She described
the CSC'’s relationship with the principal as oneteeed around coordination “with the
principal; they are not standalone, but in the dowtion with the principal and under
the principal’s leadership”. The vision of thermipal is critical to shared leadership in
the schools. CSCs were hired for specific purp@sel in accord with the vision of the
principal as CSI Mason shared,

They (CSCs) weren’t coming to us from youth develept organizations to do

after school programming; they were really beingdhito fit a particular niche

for that community based upon the vision of that@pal. So we knew the
skills they were coming to us with, but then ag/thegan implementing the
core components, we knew that their strengths niighe been different based
of the school they were assigned. As an exampigel Elementary needed
help with parent engagement and family engagenaentpecause CSC Mitchell
had actually worked as a Resource Center coordinatr at Southside

(apartment complex), she was a perfect persorhédmeed. We found

generally that it works better if the principalsand shares the vision of the

school.

CSC Mitchell noted that she “rounded out” the pipat. “Principal Smith had a
vision and it was good.” She further stated, ija&d her vision with CSI’s vision and
filled in the gaps”. She spoke of “cross-bounddegdership being a difficult concept
to actually experience although she thought thatlevbe part of the role. She
commented, “We talk about cross-boundary leader$hipit is very unusual to have

that. People are still very protective of thelatinships”. She described cross-

boundary leadership as transparent with a willisgrte listen and “you change each
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other’s ideas about things and you have a richderstanding; both people learn”. This
was her concept of cross-boundary leadership.s&ited that she did not have access
to all partners. She was however the contact pess@m partners came into the school
to conduct programs and schedule activities. Hearihquiry into the leadership
explained how the relationship between the CSCtlamgbrincipal evolved into one of
trust and autonomy,

| think that | earned a lot of respect over tinMobody is going to turn

everything over to a new person and just let therwigh it, but I think with

time, what happened was that | wasn't really suged: It was more of ‘| don’t

have to worry about what she is doing’. It is ltke capacity of community

building, the capacity for bringing folks in, theogramming in the school, the

things that were available for kids, it just bumpgdand she (principal) didn’t

necessarily know how it happened but she couldttsaesomething that you've

(CSC) done changed this and that these are googisthi
Principal Smith realized that she had to refraomfrher “I'm in charge” attitude and
allow the CSC to help her be in charge. Statirag $he (the principal) had a “control
issue”, she also noted that the CSC did her jobamel that she and the CSC developed
a good working relationship. Principal Smith irada the CSC as part of the leadership
or executive leadership staff and while she diddesicribe “sharing leadership” she
definitively credited the CSC for taking some oé tuties off her plate. Principal Smith
emphasized the importance of the CSC managingutiefeschool time programs and
partners contributing to the out-of-school time\ates.

CSC Braxton at Bryce stated that she and her pahtiad an understanding of
shared leadership. She asserted that she hadttreey to take care of all the
community and parent engagement matters and thahtired leadership was both in

the building and in the community. CSC Braxtomeoeented on Principal

Karrington’s setting the tone and vision for Bryteeg just built it up and it's the

64



culture that was created by (principal) which hetstise tone to do whatever it takes for
our students”.

Both principals spoke of sharing the work perfornrethe school. Angelo’s
principal Smith stated there was not a task toauteior a person or position so
hierarchical that they were absolved from doingwloek in the community school.
Bryce’s principal Karrington expressed that theacapt of shared leadership meant the
school had multiple leaders equally skilled angboesible for all the practices and
processes so that “we can do each other’s workheger collectively”.

While the principals spoke of leadership, eachrafithe role of the CSC in
leadership differently. Principal Smith noted ttreg CSC was part of the leadership
team. She emphasized that the CSC was in chamg-off-school time working with
partners and the community. Principal Karringtiescribed how the CSC shared
leadership with her and viewed her role as priridipée a dependent role with her
CSC.

Director Mason also referred to shared leadershgescribing the CSC as an
integral part of the community school. She idesdiftypes of leadership (i.e. cross-
boundary, shared and distributed leadership) ticdided other people in the building
and affirmed that it was not the responsibilityjugt one person. Since Director Mason
was responsible for hiring the first four CSCsttus district, she shared that when
interviewing for new community school coordinatarag of the interview questions
sought to determine prior experience in sharedeiesdip. She believed shared
leadership is “modeled at the Resource Centeti@g depend of each other to get the

work accomplished.
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In summary, similarities exist as each participarthe study described the work
from a leadership perspective although each CSflasionship with the principal
influenced the degree leadership was shared. fiheigal setting a clear vision was
important to influence the degree of shared leduigia the schools. The next section
details specific functions and responsibilitieshd role of the community school
coordinator.

Role of the Community School Coordinator
Liaison and Builder of Relationships

In addition to engaging in shared leadership sthdy revealed specific duties
and responsibilities associated with the role ef@$&C which further captured their
influence in the schools. These responsibilitieseressential to building, nurturing and
sustaining the relationships with external andrivdeconstituents who were able to
provide resources to support the school.

Former Principal Smith affirmed CSC Mitchell knelmetneighborhood and was
trusted in the neighborhood, community and schbieé former principal further
commented that in the early stages of their deveé as a community school, there
was not a CSC in place. However, she stated,

The minute we got a community school coordinatgyst mushroomed. It was

huge then, the role of the CSC. Over time, | &dster so much that she would

be able to open the building, even though she whaa district employee. She
was able to be there on Saturdays and Sundaysvamaldn’t have to be.
Similarly, Principal Karrington of Bryce Elementasigfined the role of the CSC as

developing relationships and seeking new relatiqusshs per the school’s needs. She
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stated that the CSC also knew how to support iostnu by knowing what teachers
needed and what kids needed in the classroom $odzessful.

Principal Karrington asserted that her CSC spemcual amount of time
throughout the day with partners, teachers andli@snwhile she viewed her role as
principal primarily being spent with teachers ahdisnts and not so much with
partners. The principal stated that the CSC tbeKdad in the area of working with
partners but that shared responsibility also inetulder “accountability for student
success”. Noting that the work is complex, shdarpd,

It's kind of messy work...community schools work issy work because it is

big and it requires thinking out of the box. Theshimportant work she (CSC)

can do is to have the ability to really develop streng relationships that are
needed with both partners and teachers and withiégnand sustain them. She
is equally as important an ambassador of the sawbhm as a school leader;
maybe even more.
Bryce Elementary School’s principal Karrington coented that the CSC is visible in
the community and contributes largely to othersaustnding what a community
school really does by having informative convermaiwith families, partners and the
community.

Further elaborating on the role of the CSC, priatigarrington shared that the
CSC is responsible for cultivating the services amgports that improve conditions for
learning in the school. Another responsibilitytlié community school coordinator is to
be transparent about how the school measures ggnel to remain focused on
accomplishing those measures as an expectatidre gfasition.

In addition to how the principals viewed the rofdlee CSC as liaison between

school and community, the CSCs also elaborateti@inroles and responsibilities in

similar ways. Community School Coordinator Brax&irBryce Elementary recalled
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that during the beginning phases of becoming a comitynschool, they probably
served as “guinea pigs” since they were the fohosl in this Northeastern district to
implement the community school reform. She stdtatthe beginning stages of our
developing the community school, the expectatioasevio dramatically improve our
communities and focus on the seweme components”. Those seven core components
are: (1) Early care and learning, (2) Health Ntheeducation, (3) Mental health / social
services, (4)Youth development / out-of-school tid& Family / community
engagement, (6) Neighborhood development andi{@lohg learning.
CSC Braxton continued, “We focused on those comepmments as we raised
expectations and were able to develop into thedalie have become”.
In her role, CSC Braxton does “anything | can denike a child’s experience
at school better and more productive”. She doésarfine her work to acquiring the
basic family needs but aids them in securing smhstito problems such as reconnection
of disconnected utility services or getting sometna doctor’s appointment or finding
a bed to sleep on should one be needed. She caetm@anhow her role has evolved
from one where she was perceived as the on-cangrasrpresponsible for acquiring
uniforms, shoes, food or those basic needs fod@nl and families to one where she
now focused on the community at large. She workighl partners and engaged them to
work together to meet the needs of not only th@slchut to meet the needs of the
community. As an example of the partners workowggether she discussed an incident:
One of our apartment complexes had a huge firdoafate | was aware there
was a fire, | was already getting e-mails and phzaiks on how our partners and
how our community could help the families that wafkected by the fire. It

was the school community coming together to hefséhfamilies; it was our
community partners and it was people | didn’'t ekeaw, through our contacts
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and relationships that came together in respontettamily’s needs. Those
people had furniture, bedding and clothing withio tdays.

CSC Mitchell at Angelo Elementary perceived hée as one “eliminating
experiential barriers to children’s learning” andigg them a “comparable experience
as those afforded to children from more affluemifees”. Her role enabled
partnerships whose contributions assisted childiémscience projects and “made
connections for children to benefit from their ugisity partners” and medical students.
Further she discussed the afterschool programntiAggelo as “incredibly” successful
in meeting the needs of children interested inipiggoccer, basketball, and other
activities which might not otherwise be availalsigheir school or community.

CSC Mitchell at Angelo also viewed part of hererak teaching parents to
support their children. For example, when childdesire to play sports or have an
interest in the arts, it requires involvement frparents. Her role is to facilitate that
between parents and children as well as teachiidyeh how to advocate for
themselves. In another example, she asserteddti®at a child needs transportation and
if parents are not willing or incapable of providiit, she facilitates the child’s getting
whatever is needed to assure they can participatesiactivity. She illustrated several
ways she attends to that. She may have the ekl tsansportation from someone else
participating in the same event or she will tryg&i them connected with another
resource. Attimes, she may be the one transpattie student herself. As she
indicated, she believed that it is important toegdarents the opportunity to “step up
and learn to support their child” and she placed tesponsibility on the parent while

teaching them the importance of assuming the respitity. She explained,
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There are certain expectations that we put on paments). If we weren’t

giving them opportunities to do this, then we camiticize them for not doing

it. You can’'t get mad at them if you never ask.
Therefore when parents were unprepared or unwitbngrovide support to children,
CSC Mitchell “helps children learn to recruit theiwn support”. She contended that
support for children comes in various forms and mti®se supports are not provided
by a parent, it can be provided by an extendedlyamember or friends. She viewed
her role as one “giving others an opportunity & rand take advantage of those
opportunities accessible to them so that they nvayricher lives”.

Similarly, CSC Braxton at Bryce Elementary workeith parents and children
in developing school readiness skills. CSC Braxnd Principal Karrington identified
a chronic absenteeism problem in Pre-K and Kindézga The principal stated that
“the families were entering school at pre-K withauteally strong school connection
and a strong sense of the importance of good sahgol attendance and participation”.
Therefore, an added focus to the work of CSC Braxtas included. CSC Braxton
spoke of this focus during her interview as w&he shared:

Sometimes we have small groups of kids and paveimbsare not in school yet,

but we are trying to get them to have school rezsfirskills before they are even

setting foot in the door of Bryce. It is desigrfedour two and three year olds.
During a campus site visit, | observed the classrelyoung children were in
attendance with their parent(s) at Bryce. This aragxample of how the school
reached out to work with parents in preparing thbildren for school readiness. This

work with the two and three year olds and theiep&s was supported by the social

services coordinator as well as the CSC at Bryce.
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Both CSCs Mitchell and Braxton spoke of their noléeaching parents to
support their children. They viewed their roleeasbling partnerships to come into the
school and contributing towards educational oppuoties for children. CSC Mitchell
affirmed that her after school programs are suéskessmeeting the needs of children
desiring to play sports or other enrichment opputies not previously available to
them. Both CSCs stated their roles as importadet@loping relationships and
meeting the needs of children and families. Thethlcoordinated after school
programs and meet the needs of children and farihie@ugh their various programs
and relationships with partners, parents, and coniijmand school staff.

Principal Karrington at Bryce viewed CSC Braxtordaseloping relationships,
seeking new relationships as per the school’'s ne€&C Braxton, according to the
principal, spent an equal amount of time throughbetday with partners, teachers and
families. Principal Karrington reiterated that CBfaxton takes the lead in the area of
working with partners but shares responsibilitygardent success. She affirmed that
the CSC is visible in the community and contribuéggely to others understanding
what a community school does by having engagingemations with families,
partners and community. Principal Karrington con&d that the CSC is responsible
for cultivating the services and supports that iowprconditions for learning. She
interpreted part of the CSC’s responsibility asigagransparent about how the school
measures progress and to remain focused on acatmmglithose measures as an
expectation of the position.

Both principals articulated the CSC’s importancé@veloping relationships

and partnerships in and around the community. cRyah Smith at Angelo spoke of the
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after-school programming and coordination of thteraschool time while Principal
Karrington at Bryce stated that the CSC is equalbponsible for student success and
measuring goal attainment.
School-Community Connections

Coupled with the principals and CSCs perceptiotinefrole of the CSC,
Director Mason viewed the CSC'’s role as assumisgaesibility for the day-to-day
management of programs, services and opportutiitggsome into the school and
around the school’s respective neighborhood. A @anity School Coordinator is to
coordinate with the principal and is under the @pal’s leadership as they are charged
to “remove those non-academic barriers for studamdstheir families to really help
them be successful”. She stressed that the go#ié school is that:

Children and families are successful but successtislefined as a test score,

grade or achievement. Opportunities are paramaumtommunity school and

so is the work of the community school coordinatareating those

opportunities for children to achieve success.

Director Mason further elaborated that the expgexta of her agency is that the
CSC supports the conditions for learning and hogetiothose established. She viewed
the CSC as the voice and coordinator of those progy services and opportunities.
She specifically articulated that it is the CSC velstablishes those partnerships and
relationships around those core components ofdheunity school model. She
asserted that this coordination is “always in panghip with the principal.”

The CSC, according to Director Mason, “is the et the community school

for the principal”. The CSC is responsible for kexping the role of CSC to others in an

effort to assure they understand the responseéslgitached to this new role for schools.
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She perceived the CSC'’s role as one who “enhaneegl®dy’s capacity to do their
work better.”

Building on the roles and responsibilities of @8C, Director Mason also
emphasized organizational skills as an essentihtskossess in this position. For
example, a CSC is responsible for keeping elabonatathly reports reflective of
monthly goals and narrative descriptions of accashpients and goal attainment. As
an observation, when | attended the Community SeHomplementation meeting, |
obtained an agenda and a copy of a Site Team pighoim used in 2011-12. In this
plan, priorities were identified along with actiand outcomes, person responsible,
status update of the action, date of completionthadudget assigned to the
action/outcome (See Figure 1).

This format was also observed when | attended ifeeT®@am meeting at Angelo
Elementary School as they were preparing theioagilans and steps for the upcoming
school year. An example of an action plan sharethd the Implementation Team
meeting and used at Angelo Elementary School’'sT&iten meeting follows (See

Figure 1).
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Priority Action & Person(s) in | Status As Budget
Outcome charge of...date
Out-of- We will Sam Brewley | We have As of Feb. | $3,858.00
school- provide a (pseudonym) | offered 18 21
time/youth minimum of classes this
development | twelve year: Games
afterschool (3x), Etiquette
enrichment (3x), African
programs Drumming,
throughout Art, TEAM
the 2011-12 Kids, Go
school year Club, Girl
so that Scouts, Camp
students can Fire (2x),
experience a Choir, Global
variety of Gardens
lifelong (2x)Running
learning Club, iLead
activities

Figurel: Action Plan

In addition to being discussed and illustrated miyithe Community School
Implementation meeting, | also observed discusarmhplanning during Angelo
Elementary School’'s Site Team meeting where CSChéit used the format with
Angelo Site team’s input.

Developing Relationships and Developing the Saddetivork

While the participants described leadership anddbponsibilities of the role of
the community school coordinator, bridging relatibgaps was an important aspect of
the CSC’s work in a community school. The CSC wdrlwith many stakeholders and
as such, the ability to work successfully with npi# stakeholders paved the way to
eliminating barriers allowing for bridging relatialngaps.

Former Principal Smith at Angelo viewed the schambelonging to the
community: “It's a public place.” She believed #&hool should be open without
charging the community for its use. She reinforited belief with an example of how
she opposed fencing the area around the schoobugh her persistence, this “gave the
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community a safe walking area between the parkamgpdexes instead of going out in
the middle of the street to get around it”. Itoadgmve “access to the playground and the
community garden after school hours”. She expretsa in the nine years of her

being principal, vandalism has not occurred asalr®f giving access to the school
grounds to the community.

While the principal was instrumental in removingustural impediments to the
school and community access, it was the CSC wherked and nurtured the ongoing
interaction between these groups. Principal Sreiterated how CSC Mitchell
coordinated the kind of after-hour life that themcounity needed to be engaged in the
school. She remembered, “We were open from 7100ta. 6:00 p.m. five days a week
and many of the weekends” and the CSC worked wighyene including leadership,
housing authorities, apartment complexes and haa understanding of the
community. She further articulated that relatiopstwere important. Relationships
with students, CSC, principal, and the entire comityuwvas essential. As well, the
CSC had to have strong relationships with all gtafichers, principal, and support
staff) as they respected her and according to Pah8&mith, she was given the
“leeway” to do what was needed for the school asdraunity.

Relationships and Communities

Principal Smith further affirmed that the commuyridgves the school and has
found it to be a safe place in the community whbey “feel cared for and loved”. She
also commented on how the school communicatesremtsin correspondence which

has been thoughtfully written at an appropriatelaédity level for most members of
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the school community to comprehend. The schoekéffely communicated offerings
to parents and families.
The CSC explains the community school concept ttmpes, adopters,
community and others. We do a brochure for braewd parents. We give them
a brochure of community schools and we try to mtake about a third grade
level because our parents are not capable of rgadlinigh levels. We send
home fliers to our community and seek interessfgning up for drumming,
dance, baton, tutoring, etc.
These offerings, usually held after-school and doated by the CSC, afford
opportunities for students to participate in progsgi.e. reading programs, soccer, etc.)
which benefit children, community and school. Bipal Smith contended that the CSC
was responsible for the logistics of all the praogirag as well as being the face of the
liaison between the entire community and the schtbhe parents knew they could
trust her, because they trusted her in the apattomenplexes. They knew that what
she said meant something.” Being trusted by tiveipal was also an important part of
that relationship facilitating the work of the CSC.
Bridging relational gaps between school and comtyuwevioked action from the
principal and required deliberate responses tougnpyoblems and situations.
Angelo’s principal Smith attributed many positivevélopments in her school
community to the fact that they were able to bridglational gaps within the school
community. She observed the school enroliment grgdwom 170 students in 2003 to
approximately 478 in 2012. She stated that a naldibhg and addition to the building
allowed for one-fourth of the enrollment being starred in because of the

programming that community schools would offer.e $hedited programmatic

improvements and the Angelo staff for making theost a welcoming place. She

76



affirmed the school currently has a good feelingwbne walks in, parents are always
welcome and parents are welcome to stay and helgctinool.

She explained how the school responded to thefgpeeeds of Angelo’s
community by including community service “for pategetting out of prison or jail”
and creating opportunities for these parents fdlftiieir court-ordered mandates or
community service requirements obligations at ttiesel. She stated the school
assumed the responsibility of “showing them howlddhe community service and how
that looked in a school”. She added that thisuidetl showing parents how to dress, act
and speak appropriately in a school environmehke &tributed some of this success to
the social work background of CSC Mitchell recogmgzthat her experience in this
profession was also very helpful for their schaadl achool community.

To better understand the intent of the CSC’s pmwsitn bridging the relational
gaps, the Director of CSI provided additional itgionto this work and elaborated on
the importance of outreach to and with variousettakders within the school and
school community. Director Mason shared CSI’'seetations for the CSC’s work
with families and communities explaining that thesipion is to support and set up the
conditions for learning.

Director Mason stated the CSC is the voice in tlagten of establishing
conditions for learning. Accordingly, the CSC adioates the programs, services,
opportunities and primarily partnerships and relaghips around those core
components. Stressing the importance of relatipssbirector Mason voiced that the
essence of the community school work is the ratatigos and partnerships that are

brought into the community that matter. It is thoslationships that define the real
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difference between school-linked or school-basedsss. She compared the two by
describing the provisions of school-linked serviedsch is primarily linking with
entities which in turn enter the school but withobtigation to having a relationship.
Likewise school-based services function under tispi@es of their agency’s mission.
However, in a community school, Director Masonraffed that everything is “under a
common vision, looking at the whole child as thayrsthat family in that engaged
community”.

Establishing a relationship is critically more ionfant, Director Mason stated,
than just identifying a need and getting sometivnipe building. Director Mason
referred to an example to demonstrate how a reistip crossed beyond boundary
lines as part of the social network for the purpafskeelping communities. She stated,

Heritage Church is way out North and a long distainom the school they

support. However, because of the relationshigx8€ had with someone in

their congregation, they actually now are hugelyplaed in this distanced
elementary school and with another smaller congimyé#hat they had the
relationship with because that congregation isiendchool community.

Therefore it not only was a small congregation e¢amnto the school, it

actually reached farther North through that retehap that the CSC

established. It's not just thinking about what'symur surrounding

neighborhood but it's much broader than that.
Director Mason asserts that everyone benefits tftercommunity groups and/or
organizational relationships with the CSC. Shectored that the reciprocal work
between school and community was evidenced in maiteire community schools
where the relationships had been established b 8@

Referring to CSC Braxton, Director Mason cited Wwerk involving the

community garden at Bryce Elementary which wasméernal part of the school. It was

developed through partnerships and with the le&ded the Mayor’'s mentoring
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program, Mason shared. Through this relationghip,or three churches around the
community were able to involve families and studdntwork on the garden. Through
this work, the CSC and her connection with the sthd-amily Resource Center was
able to begin talking about how to give thankdhairtpartners in a meaningful way.
While “writing thank you notes may be a typical waydemonstrate appreciation”, in
this community school, CSI Mason attests, the @&€ able to facilitate reciprocity
between the school and church by having the schmohteer to help the church with
their Fall Festival. It was based on the relatimpgreviously established. They were
able to go back to their community environment adked with them on a joint
project. Both groups benefited and the childrehasi well through the proceeds that
the church invests in the school.
Relationships with Families and Teachers

While Principal Smith mentioned that it was na girimary responsibility of
CSC Mitchell to coordinate meetings between parantsteachers, she did play an
important part of bringing possible problems to dippropriate personnel when she
became aware of them. The CSC was able to calitaih to problematic areas to the
principal and together in a leadership team, praldelving would occur. Principal
Smith felt that the CSC was able to bridge relaigaps among families and the
school because of her earned respect in the nailghtid and community as well as in
the school. When situations occurred which migbtdate a concern for a parent, the
CSC, according to Principal Smith informally comruated this to her. As the CSC
was familiar with the families and could determihgituations potentially required

immediate attention, this approach was acceptalagelo.
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Both principals agreed that if the CSC became aewéa problem between
parent and teacher, the CSC would respond by Imgngio the attention of the
appropriate person. Principal Smith indicated thaite CSC Mitchell does not manage
the parent-teacher conference types of meetinges #re times “when parents come
and say ‘I am upset with a situation’, then she esmo the principal and the principal
meets with the teacher and states the concerrtieéicher. The principal stated that
this dialogue is usually done in an informal marared the CSC “knows the
personalities well enough to verify whether or agiroblem does exist and merits being
addressed”. Likewise, CSC Mitchell verified thathuse of the relationships she has
developed with parents and teachers, there ara tineg (parents) talked to her and she
may become the first point of contact; however, Isfiggs the concern to the principal
for resolution. Principal Karrington comments:

If she (CSC Braxton) happens to be the persorfitisatinds out about a need

for a parent to talk with a teacher or a teachéaltowith a parent then she

certainly won't delay that for somebody else tatdar for me to do it. She

owns responsibility for that. But sometimes, shthe very person that may

have a relationship with a parent that maybe | doave or the teacher doesn’t

have and is the most obvious person to facilita¢estheduling of a

conversation. In a community school, the persan Ibrings people to the table

to talk is often the one that has the closest fekttionship with that family.
Bryce Elementary, according to Principal Karringttearned that if their families were
motivated to support them in school and be involveithe school and be a stakeholder
in the school that the school could ultimately eeanore successful. Principal
Karrington elaborated:
I think it was about 2003-2004 that we really abput our finger on the whole
concept of voice in choice being what really neteddrive the work of the

school; that families and stakeholders and teadhgigen the opportunity to
have a voice in choice about what needs to takeeptaschool for kids to be
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successful then that’s what really grows commusityool’'s DNA and creates a
community school.

The CSC is critical to working with families anddging relational gaps in order to
reach out to families. CSC Mitchell also refertedher connection with the
neighborhood. Elaborating on the nature of herattion with parents, she added:

| already knew a whole lot of them because | hackea next door at North
Park (apartments). | go to basketball games, s@arees, so | know them
personally. They are my friends. | know the otieg are in afterschool
programming the best. | am always trying to geepes involved in the site
team or the Revitalization project, developmentdlative. When the
Revitalization project team was trying to get p&senvolved, they didn’'t have
contacts in the neighborhood so they came to nkeew the parents who were
likely to show up. | knew the neighborhood, theaasations and | knew about
the project through my site team development. & klways trying to engage
families in those types of things to get them ineol. When people wanted to
do something in the school building, | would arrarigat. We have the
neighborhood Revitalization meeting about once atmao | have a good
relationship with them and the people in the nesgghbod. Through the site
team, | know the apartment managers, the sup@ftagtFamily and Children
Services and folks that are working with peopléhi@ neighborhood. | use to be
in housing authority. | am usually connecting pdsavith what is going on and
a lot of times, | hear what they are saying becaggeto the meetings.

As an observation, | attended The Neighborhood ®Bkxation meeting which was held
at Angelo Elementary. It was attended by the C3tchdll from Angelo Elementary.
Approximately forty-three people including residgmntealtors, business, CSC and
teachers along with the developers of this neighdod were in attendance. The
Associate (spokesperson) stated: “we got your faekdbefore and we are back tonight
to ask ‘did we get it right?’. This meeting wag tiee first meeting intended to engage
the community and neighborhood in a revitalizagen expected to be funded through
a Choice Implementation Grant. Community residantsthe CSC were actively
engaged in the meeting. CSC Mitchell asked thetiue “What would your

(Association group) relationship be as property agg@ment? With the rest of the
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neighborhood?” as a response to that questioag\gkociate replied that this group
did not only do property management but the citkpeould need to be kept up by the
city implying that this partnership would involvetronly the neighborhood, but the
entire city in keeping up with the revitalizatioropect.

CSC Mitchell was involved in the meeting and conéd to ask questions
regarding a practice field for soccer, multi-pupdiglds and wanting to assure there
was going to be a bike route as a provision oftgaf€he CSC played an important part
in getting the parents and residents of the comiytmiattend these meetings. She
stated that when the project began, the organdtdnsot know the neighborhood and
did not have contacts in the neighborhood...

So they came to me. | knew the parents who wes hkely to show up. |

knew the neighborhood associations, and | know#ighborhood development

that is going on in the area because I've learhedd things through my site

team development. | am trying to engage familethose types of things.
CSC Mitchell noted that some of her connectionsecttimough CSI because they are
the entity with relationships extended to a lamgyework of organizations. However,
she stated that these partners know when theytg@aioommunity school such as
Angelo, they have a liaison through her as the @8dthey will be welcomed. She is
that connection and liaison making it possibletf@se organizations and partners to
have space to conduct their programs in the sch&he added that she trusts those
organizations coming through CSI as they are quahtl offer some sustainability.
Relationships with Children and Families

Principal Karrington affirmed that Bryce’s CSC Btan interfaced with parents

every day either formally or informally. Formallyould be evidenced by monthly

meetings either in small group or larger group digloparent activity. For example,
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during the month of August CSC Braxton met withtisigrade parents to talk with them
about transitions. Transitions from one gradellew@another were an identified goal of
Bryce Elementary since they recognized their sttedéid not transition well from
elementary school to junior high. According to grancipal, CSC Braxton began to
have conversations with sixth grade parents astidme of the school year to assist them
with figuring out what they needed to assist thuglehts in making an easier transition
to junior high. This reflected an example of a Bnmedium size group meeting.

As another example of bridging gaps and meetiegheds of families,
principal Karrington shared that CSC Braxton meeatk a small group of mothers at
their apartment complex as a result of these mstkkencern regarding bullying in the
apartments where the families live in close proimo each other. CSC Braxton
serves as a mediator or a voice for the parerse@seets with them in the apartment
clubhouse to talk about what they can do as morhglfpeach other when their
children do not get along.

Further descriptions of how the CSC built and umed relationships and
bridged relational gaps included Principal Karrorgs description of how CSC
Braxton speaks to parents enrolling children atcBryShe referred to conversations
between CSC Braxton and families as “welcomingiamding as the CSC seeks input
from the families to determine their needs in aficiemtial manner which maintains the
integrity of the family and child”. Principal Kangton also stated that relationships are
built by the CSC and families from the moment thweyk into the school building. She

shared:
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When they step in that doorway they get a sensigedfeeling and the climate of

the school. The first words that they hear frostadf member can determine

what happens over the next months or years withfainaily.
The CSC is very tuned in to what happens with feasil

Although CSC Braxton does not assume responsilbditgcheduling or
coordinating meetings between parents and teagh@nsjpal Karrington stated that
sometimes the CSC does happen to be the firstaamt#he one first finding out about
a need for a parent to talk with a teacher or #gedrfor a teacher to talk with a parent.
Should that occur, the CSC does not delay in connrating this to the proper channel.
Principal Karrington pointed to CSC Braxton ownnegponsibility for that as well. In
addition sometimes she is the person that may adaekationship with a parent that
perhaps the principal or the teacher does not h@iies may place the CSC in exact
position to facilitate the scheduling of a convémsa

CSC Braxton does not view her involvement in camating between teachers
and parents as a major part of her work unlessaicesttuations call for that level of
interaction. She noted that if the school is wogkwith wrap-around services for a
child for example and if a parent required transgd@mn to attend an appointment,
occasionally she may become involved to facilitheeparent getting an application
however, she does not view this as occurring fretipe Principal Karrington stated
that although it was not the responsibility of @8C to schedule or coordinate
meetings between parents and teachers, sometin@8@&ton is the first contact or
the first one to discover that a parent needslkondh a teacher or the need for a
teacher to talk with a parent. Principal Karrimggxpressed confidence in CSC

Braxton’s timely response should a situation of tiiture occur at Bryce.
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CSC Braxton provided me with a parent survey whvels sent to parents
soliciting their input in helping the school betteeet their needs. The survey asked
parents to respond to eight questions regardingpheferred information delivery
method(s), their interest or non-interest in atteg a class on how parents can help
their child at home and in selecting the type atslbest suited to the parent’s need
such as homework help, math/reading, ELL, etc. dturgey continued to seek the best
venue for the program/class, for example, in th®sk; hosted by a parent or other
suggestion. The survey sought to determine the ocoos/enient time of day or evening
for the parent to attend a program, inquired alioeit child care provision needs, and
other special needs such as an interpreter. Tqwesstions sought to gain insight from
parents regarding how the school could accommdtateneeds in helping their child
at school.

CSC Braxton also shared that when studying tlodiosl’s data, it was evident
there was a chronic absentee problem in Pre-K andekgarten. Therefore, the school
determined there was a need to address this igstaedeting parents of 2 and 3 year
olds and preparing them for school readiness. Mguaisite visit at Bryce, | observed
this class being taught to parents with their 2 &uygar olds. Both CSC Braxton and
Principal Karrington referred to this class whichsaprovided to parents based on an
identified need within their school community.

CSC Mitchell at Angelo Elementary believed she éeased the respect of
people and affirmed that the principal was ablestease some of the work to her as she
“brought it up a notch”. The principal realizedes|[CSC) had the capacity for

community building and bringing folks in. CSC Ml expressed that she had a
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relationship with the supervisors sending partoergroups serving children into the
school. While she corresponds with them mostledmgail she also meets with them.
She also has an ongoing relationship with CSI hedService Council whom she
credits with having connections and relationshigk groups and organizations
providing services to the children and familieshia school.

CSC Mitchell does not coordinate meetings betwseents and teachers as
both she and the principal considered this as & moademic service however, she
does meet with teachers and parents in out-of-$&vemts and activities. There are
instances when occasionally a parent may expregsooto CSC Mitchell who would
then bring that situation to the attention of thiegpal in an informal manner.

CSC Mitchell considered herself collaborative antcbmmunity builder. She
viewed the concept of community as not being singplg thing but about common
vision, right relationships and “connecting witle theople you serve”. She described
that concept as “where everybody sits down togeghthe table and shares your gifts
and your food and everything”. CSC Mitchell ackihedged that her theological
background and her social work background camehiegéor a common purpose in
her role as a CSC. She stated that her languabgamanner in which she speaks to
people are all inclusive and she speaks the larmgaagommunity. CSC Mitchell uses
language purposely and stated that it is not Iogteople who perhaps lack the same
capacity for language. She believes people feehaad they are respected by the way
people speak to them.

Assuring that students and families were notdeftor disregarded, CSC

Mitchell gave an example of a partnership churdogeizing students’ birthdays
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quarterly. She remembered when children were ieidently left off the list they were
not permitted to attend the celebration. Therefshe established procedures for
checking the lists, verifying enroliment and assgrihat a newly enrolled student was
not left off because they enrolled late in the stlyear. She further recognized that
this required her developing a good relationshitnthe office staff as they provided
her with lists to help her verify the data. Shenceents on the office staff and others’
willingness to work together,
The office staffs, the registrar, are real impartafhey have to be willing to do
a little something for me, because they don’t wiorkme. Nobody works for
me. | do my job if people who don’t have to workiwme are willing to work
with me.
Being sensitive to the highly transient populaiiothe school, CSC Mitchell assumed
the responsibility for setting up procedures faessing enrollment and drop out
patterns, assisting new entries so that no ondeftasut just because they were
transient. She commented:
Knowing who belongs to whom and where they live aat neighborhoods
they live in, | recruit kids into programs constgntlt is ongoing. | send
information out in hopes that it gets to parents.
She enrolls students in programs when they indigat@terest. She confirms that
communication is important.
CSC Mitchell stated that the partnerships and tbgrams in the school must
be purposeful and tied to students’ interest. &be mentioned that in coordinating all
the programs, she usually works the hardest whetetichers are not working (after

school) because she coordinates all the afters¢imoelactivities and is like the

“afterschool principal”. Citing some concerns wlggnups want to come into the
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school to provide programs or activities but stugleinterests are not conducive to the
partnership, she gave this example.

Folks sometimes want me to create a group so tweyeme in and do an

activity and leave; but is takes hours and houmsark to put a group of kids

together so someone can come in and feel good dbmg something for poor

people. So | try to connect them with somethirgg thill make a partner in the

school.
She confirmed that consistency in a partnershipshleér with budgeting as well. For
example, if a teacher wants to teach baton ane ieestudent interest, CSC Mitchell is
able to pay a stipend to the teacher. The stuaemitd take baton for an hour followed
by an hour of tutoring in reading. Mitchell coniad to discuss various other programs
offered during after-school time which she intenéithy sought based on their
suitability for the children served in the schoohamunity. As an example, she shared:
“I have a six grade girls group called Circle oiAds and | paid our social worker to
have an ongoing support group with the sixth ggidse because | wanted to do
something special for them”. She noted thatimigortant to provide the types
programs and groups that children need and thgtitbeefit from.

CSC Braxton, shared that in order for the studentse successful and become
members of that school community, they must be niadieel supported. That means
the students must know why they need to be suadessfl why they need to be
contributing members of that community. She stétedmportance of students

knowing what is expected of them when they leae& tchool and learn to be

contributing members of society.
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Relationships with Partners

Principal Smith also stressed the importance @if {partners in bridging gaps.
For example, while the CSC had a social work bamkgad, she also worked with other
staff possessing social work background and a eestip with the juvenile court
system to address absenteeism among studentséamifrincipal Smith complimented
the CSC with having a strong relationship with ¢benmunity, the housing authorities,
and apartment complexes and “really getting thghirhood”. The principal asserted
that CSC Mitchell was respected in the community @as not afraid of the
neighborhood. Principal Smith credited bridging tklational gaps between the
school, community and others as a result of haaiggod understanding “that
everything boils down to relationships—relationshigth students in order to get them
to learn, relationships with the CSC, principalgtt anything done”.

Upon reflecting on this further, former PrincipahBh contended that since
Angelo has evolved, the community interest waswgwatary. Often, Principal Smith
served as a broker as she asserted that her rdsptynsas in partnering with
organizations, obtaining funding and donations lamaging in the financial resources
to help the school and community. She reflected,

| would meet with different civic groups and sayded you to do a fund drive

for us. | need you to help us with uniforms. | dgeu to help us with food'. |

would ask you for donations.
She reiterated that the programming that commuaitypols would offer, the trust and
the manner in which the school responded to thenmamity needs are evidenced when
walking into the school: “It has a good feelingemhyou walk in; parents are welcome

and encouraged to stay and help the school”. Shieuded some of this success to the
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social work background of CSC Mitchell recognizthgt her experience in this
profession was also very helpful for their schaad achool community as it evolved.
Principal Smith affirmed, “You don’t have a commiyrschool without a coordinator”.
Before the school had a coordinator, the princgbalred,

| would open the building on Saturdays and Sundaygould monitor those

types of things. | would get teachers to make sueg extended their time to

make sure there was plenty of supervision in theaicfor Boy Scouts, Girl

Scouts, and other events and activities but tHusgg were pretty limited. |

would meet with all the community people includidgrtners in Education.

There were times that you can pass those thingé yiti have a quality CSC. |

think it's an impossible situation without a CSCaese of the level of ability to

communicate with the entire faculty and community.
The right person with a “heart for the community“ain important characteristic of the
CSCs according to Principal Smith.

Further, former Principal Smith states she nowhogee that through the
Neighborhood Revitalization project and the citgpecific new business will locate in
the area where that would not have occurred fiv&@years ago. She credited that
change with the school being a community schoolelVihattended the Neighborhood
Revitalization meeting, this specific business wedsrenced as residents asked how
many jobs this new business would create for tt@inmunity.

Likewise, Principal Karrington of Bryce Elementaypressed the importance
of relationships in bridging the relational gapsoaig families, between families and
schools, and between school and community orgaaigator continuous school and
community improvement. As an example of how thedseof her school community
changed drastically, Principal Karrington gave aplieit account of how demographic

changes affected her students’ performance asaswelie school environment. She

credits a concerted effort inclusive of businessnmunity, CSI and faith-based
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partnerships with having supported the school, liamand community through this
time which benefited the children and familieshe Bryce community over time.

She affirmed that CSC'’s relationship with partmarsst be as strong as the
principal’s relationships with partners. Principarrington stated that by both she and
the CSC being involved, those relationships cararerstrong. She reiterated that as
principal, she may have more skill and expertisteinstruction arena while the CSC
had developed more expertise in the cultivatiopastnerships although they both do
some of this work together.

Principal Karrington at Bryce Elementary also etiathat trust was important as
the stakeholders must trust that she and the C8@ave the same mission, same goals
and they both believe that the school is safe hatfamilies must be supportive.
Involving other school leaders in this work was ortpnt as the principal noted. The
CSC according to principal Karrington, “develops tklationships, seeks new
relationships as the needs of the school changds tery familiar with how to support
instruction by knowing what teachers need and Wit need in the classroom to be
successful”.

Although Principal Karrington did not believe gecessary that the CSC has
prior experience with the same campus they are@maglas CSC, she does note that it
has served Bryce Elementary quite well. CSC Braktas a history with this campus
as she also taught at this campus prior to beieig @5C. While the principal noted
both she and the CSC already had a relationshipfamilies at Bryce, she credited this
relationship with the school’s ability to “go degpinto their work with partnerships.

She stated there now existed “reciprocal relatiggsStwith partners. “They assist us
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with support through volunteers, money, prograntservices but we also support
them; our staff works with our partners as onéhefrtsupport arms”, stated Principal
Karrington when explaining the benefits she belien®y be the result of she and CSC
Braxton’s prior history with the campus and faetiihg the cultivation of relationships.
As an example, principal Karrington shared thatstadf of Bryce Elementary assisted
the partners with their own fundraising and adigtas they manned their events and
became part of their partner’s culture. She ceedibat with having the CSC at the
same school for a long period of time becausdatedd her to be familiar with the
community and developed strong relationships wathifies. She anticipated that in
schools just beginning to incorporate a CSC in&rtbommunity school, the
relationship building may take more time for theamdarn the community and learn
their families, however, through CSI, she belietlteeinew CSCs were getting support
for their new roles.

Citing another example of building relationshipsnpipal Karrington
expounded on another illustration, this one of “peting priorities” when the
philanthropic partner, the district and CSI eadicalated different directions for the
partnership. She stated the school had to figutdow to have a relationship with all
three of those groups and satisfy each of theargies at the same time. This occurred
when one of Bryce Elementary School’'s premier fusdiecided their funding needed
to be more directly connected to the CSC’s role sorde specific school goals and
outcomes instead of going to CSI resource cerfibe funders expected more
accountability, wanted the CSC to be a district leryge as opposed to a CSl employee,

and wanted set tangible achievement goals and mesastiprogress based on the
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performance of a person or an idea, not the resatenter. Principal Karrington
remembered that when this funder made that deniiacr@ated some tension between
the district, the funder and CSI. At that poininpipal Karrington and CSC Braxton
talked in depth about the situation, considerethallr facts and made a decision that
they were going to do what was right for studemis families in the Bryce community.
For them, this meant that Bryce Elementary wasgytortake over the responsibility
for the reporting, money management and supervision

M eeting the Academic and Social Needs of Students
Programs, Services, Opportunities with Purpose

In addition to shared leadership, developing refeships and coordinating
programs, the work of the CSC was connected toifspbenefits which contributed to
meeting the needs of children socially and acadaltgic Although principals were
responsible for teaching and learning and they wWes@nes who assured there was an
academic focus related to or integrated in the @lshmrogramming, the CSCs
contributed to these as well. The involvementefprincipals in the programs that the
CSCs developed reinforced an academic emphasit©ywhggests that the CSC played
a role in meeting the academic and social needhitafren.

Principal Smith described the community school asheol “normally in a high
poverty area” and she explained that her studgat€nts “have not acquired a formal
education beyond high school while some have nojpdeted high school”. She
considered that in this school and community emwirent, it was important that the
school provide opportunities for the children tlseyve and that are comparable to

schools located in less economically challengedsar&he explained that her students’
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parents do not have the “means to do soccer, ldegketrumming, violin, Boy/Girl
Scouts”. Therefore the community school, she ésdeprovided these opportunities in
a safe place that also welcomed parents. Sheeddtie CSC with facilitating those
opportunities by coordinating the after-schoolhatiés with some academic supports
such as tutoring in an extended learning time envirent.

Principal Smith viewed the CSC as the liaison betwine school, academics,
and social services programming for children amdilfias. She believed the school
gave the children at Angelo “an experience thdtoémn get in middle and upper class
schools from their college-educated parents”. Sated that CSC Mitchell was the
person conducting the out-of-school time which éedithe children and families to
have those experiences. She further noted the ‘iI€§Ging to be in charge of
anything out-of-school-time and my role (principafls to ensure academics got to be a
part of that”.

Principal Smith explained that the CSC coordindttetiveen enrichment and
tutoring (i.e., drumming, baton, art, music, Boyisli&sClub, tutoring, programs, etc.).
She expected the CSC to work with the entire comityiamd coordinate camps, field
trips, and other activities which afforded enriclmnand academic opportunities for
children.

Principal Karrington commented that she and the Gi%€ed the responsibility
for the success of their students. She statedatttyce, families feel safe and
supported. Itis a place where families have Hopéhe future of their children and can
realize their expectation that their children vl successful in school. She viewed the

CSC as being responsible for cultivating the sew@&nd supports that improve
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conditions for learning. As an example, the ppatishared that when she hears the
CSC talking with a teacher about how to distrilthiee Food for Kids backpacks on
Fridays, that is an example of her describing thraraunity school. She explained,
“They're talking about how to get these backpackthe hands of the kids that really
need the most, how to do it with dignity, and hawdb it so that kids feel supported”.
Accountability in Meeting the Needs of Children &aanilies

Further, Principal Karrington elaborated on ho# thmmunity school and the
responsibilities of the CSC evolved over the last years with their partners. Partners
at Bryce wanted some accountability and expectéahoav how they (school) were
doing and how students were doing in the schoble drincipal stated that their
conversations with partners shifted from a conwesaegarding what the partners can
do for the school, to conversations about the arfee of the CSC and the funding on
meeting the needs of the children.

Important to the partners at Bryce Elementarettirsy growth goals with
measurements of evidence that the goals link teeaement. Principal Karrington
recognized that the partners at Bryce wanted ptaiftheir efforts (and funding) were
making a difference in the lives of children. Téfere, the principal and CSC provided
data and feedback to the partners. Beyond stHtatghe donations from the partners
“will help our children not be hungry”, the prina@lpconsidered it was more accurate to
say “children who are not hungry have better at@nd and children who have better
attendance have improved academic performancelfs Wherefore, Bryce reports
those connections to partners as part of theirorespility to be held accountable and to

emphasize the importance of the role of the CSkis Was an important part of the
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responsibility of the CSC—to be transparent abodtstaying focused on those
measureable goals. This was also a direct indicatiahe influence on meeting the
academic and social needs of children in the conitymaahool.

Principal Karrington also attributed the acadesuccess of her students in the
6" grade to the “power of target work with a focusthg CSC, the principal and
teachers collectively setting a goal and measutingshe elaborated on the expansion
of their goals,

We are adding that focus to her work because we hdawge problem with

early chronic absenteeism in Pre-K and Kindergartéow that we know that

focused community schools intervention can achssraee outcomes, we know

how to apply that to another arena—supported bydoeal services

coordinator.
During one of my site visits at Bryce Elementahystclass was observed as the
younger children and their parent(s) were in tragnvith the school staff.
Eliminating Barriers in the Community School

CSC Mitchell at Angelo Elementary stated that lode feliminates barriers to
children’s learning and eliminates experientialrigss” that afford the children at
Angelo learning experiences equivalent to thosers&pced from more affluent
neighborhood schools and families. She concludatitecause of the poverty levels in
her school, many students’ “life of language idaaen” and because of the
partnerships with a local university and their noesit the children have opportunities to
speak with and discuss science fair projects afehddheir projects with professionals.
This she believed exposed the children to richiegropportunities.

CSC Mitchell credited her after school programmfimgaffording students an

opportunity to be exposed to mentors/coaches wdigih allow them experiences in
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playing sports. She stated that there are opptigsriior parents as well as they are
taught to support their children and encourage tteesucceed. She stipulated that
playing in sports or aspiring for academic excaleerequired involvement and
commitment of parents. Therefore she commented'f&\teaching the parents how to
support their children. These kids aren’t goingutmor high without any basketball or
soccer or any skills like that, they're going witbme skills”. CSC Mitchell believed
these experiences prepare the students to tryroub@long on a team and they are
better prepared as a result of the experiencesvthegceived at Angelo. As a result of
this programming, their parents too now have expee in supporting them.

Further, CSC Mitchell elaborated on how the stislbenefit when parents take
an active part in their lives by supporting thentreesy aspire to participate in sports or
academics. She reiterated the importance of paterterstanding that it requires them
to get their children to practice, to games, aolitain a uniform. As well it requires
parents and students to conduct themselves in agnannducive to those athletic or
academic events. She noted that in the commuciiyds, it is part of their
responsibility (and her role especially) to teaahgmts and students how to behave in
different settings. This gave parents an oppotyuni “step up and learn to support
their child”. She further stated: “If we weregiving them opportunities to do this,
then we can'’t criticize them for not doing it.”

CSC Mitchell assured that when there is absenpam@nt or family support for
the child, her role helped children learn to rectieir own support. She believed that
when children lack support from a parent, then gtisech as a neighbor or an extended

family member can provide that support. She sulbsdrto giving the parents and
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families occasions to rise up to the expectatidrsipporting their children and she
believed through her work and the work of the comityuschool, they can derive those
skills and be supportive.

CSC Braxton affirmed she believed that her roteeseto meet the academic
and social needs of students. It is easier, simr@mted, to point out the ways her role
meets the social needs for example through theoriegtwith Big Brothers/Big
Sisters, children’s therapy and therapeutic seswagich are provided onsite. While
she credited these services, programs, and partpemsith addressing social needs,
she also confirmed that they do address academi®la She stated that it is not easy
to translate the influence on test scores but iatimg the social needs of children such
as the provision of clothing, food and services, ¢hildren know they are well cared
for and loved. She believed those provisions arilted test scores as they addressed
the basic needs people require.

Additionally, CSC Braxton reflected on early lessdearned when as a teacher
she realized the importance of meeting the needadi student on an individual basis.
She compared that to the work in a community sch&ble remembered when as a
teacher at the same school she now serves as al@S€ervices were there from the
foundation. They were the first school that heldo®l-based mental health services.
She articulated, “We just built it up” and now itlse culture that was created by the
principal whom she credited for setting the tond te vision exemplified at Bryce.

Elaborating further, CSC Braxton noted that herkaaan be defined as doing
anything that she can to make a child’s experiensehool better and more productive.

She stated that this work could entail getting ia plashoes, helping them get clean
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clothes, food, or it could entail helping their @at(s) getting the electricity
reconnected, obtaining transportation to a doctgpjzointment or helping someone
find a bed. She described her work and the wotk@ttommunity school as all-
encompassing service for families. “We do whatévakes for these kids. And if
you're a kindergarten teacher, you care as muchtahe fifth grade as you do about
your kindergarten class and vice versa” she affirme

CSC Braxton also referred to how her work sometier@ailed working with
small groups such as the small group of childreh@arents who are not yet enrolled in
school. She noted that because the school igjttgiget younger students “school
ready”, they extended a program to two and three gkls. During a site visit at Bryce
Elementary, | observed this class as the youngktreh and their parent(s) were in
training with the staff. This school readinessslalso was an example of how the CSC
contributed to meeting the academic and socialsieédhildren and also applied a
parent component for the achievement of that goal.

With CSI being involved with the community schaatiative from its
inception, the perspective of the Director of C&htributed to better understand the
role of the CSC in meeting the academic and soeiatls of children. Director Mason
indicated that the work of the CSC “removes nordacaic barriers for the children and
families to really help them succeed” not only thigve in school but to be successful
however the families define success. She statditb CSC is responsible for meeting
the needs of children and families by managingtiograms, services and

opportunities that come into the school and aratedeighborhood.
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Director Mason emphasized the importance of oppdréas for the children and
families and noted that it is not about programsdiout opportunities. She further
explained that the work of the CSC and communibosts entails engaging students
and families to work with them “in their educatioaid to help them be engaged in that
educational experience and life experiences. 8heved that it is not about the
education alone but their life experiences thatenahost. Director Mason believed
that if students and families are engaged thenwhyopefully continue to go into a
career or college so that they will be successBlile noted that they (CSl) are careful
not to speak just about achievement because ten afthievement is compared to
grades. She stated her conviction that succdgs is bigger than just the academic
child.

Director Mason of CSl reiterated that the commuadhool and the work of the
CSC are about relationships and partnerships tediraught into the community by
the work of the CSC. Differentiating this concépim the school-linked or school-
based services, she stated that those servicesaded by entities wishing to adhere
to their own mission and require no relationshgniror with families. She affirmed
that in a community school, the common vision loakthe whole child as they sit in
that family in that engaged community. In her apmnshe acknowledged this as the
best mechanism for student success.

Teaching and L earning Supportsin the Community School
CSC’s Work Enabling the Principal to Focus on Teaghand Learning
The community school coordinator emerged as digeaye in freeing the

principal to practice the major work of teachingld@arning while the CSC forged
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relationships inside and outside the school comtyuwhile some of the work was
shared between CSC and principal, a significarttgdadhe CSC'’s role enabled the
principal to focus on instruction. Figures 2 anitli&trate the social network between

the schools, the CSC and internal and externaheest

Figure 2
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Figure 3
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As the CSCs focused on developing, nurturing artivating the school’s social
network, the principals ensured a focus on teachimjlearning and the day-to-day
operation of schools.

CSC Mitchell asserted that she “rounded out” theggpal. The principal
developed the vision then the CSC filled in gajas Would bring together the
principal’s vision with the work the CSI envisione8he clarified this statement by
adding that “something needed to go on” in all ¢heeas (conditions for learning) for
families to succeed; therefore her work (CSC’shiaed out the principal’s work and

did not duplicate her work. CSC Mitchell noted ttia principal did not like to have
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formal meetings, therefore, the CSC served addisoh between the community and
the principal. She scheduled meetings which frgethe principal. CSC Mitchell
further added that she did not meet with the ppalciormally but she had access to the
principal at various times since their offices weext to each other.

Similarly, CSC Braxton asserted that she had thenamy to assume some
responsibilities which took certain tasks “off fhlate of the principal”. She took care
of all the community and parent engagement worlctvifrieed the principal to “work
on the academic side”. Again she referenced “shi@edership” as part of the way the
school is operated in the building and in the comityu CSC Braxton viewed her work
with partners as a major part of her responsibifiye was the “point person” they talk
to and schedule with. All of this is taken off fkencipal’s plate because the CSC does
it.

Principal Smith of Angelo commented that she ceba her CSC and does not
have to assume all of the work alone. She beli¢givadboth the principal and the CSC
must share common beliefs and be willing to asssonee of the hard work which
community schools entail because without that cekesss the programming would
“go away”. Principal Smith stated that the CS@ifal to a community school as the
skills required for a successful CSC are not tylgitather employees relative to their
experience and educational backgrounds.

Principal Karrington of Bryce viewed the CSC’s wass important as her own
work as instructional leader. The CSC she statgltiyvates the supports that families
need to be successful in school. The principaficord that without the CSCs work in

that area, her work as a principal would not bp@sgerful. Principal Karrington
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reflected on a time when she assumed the resphbtysibicollecting data as well as
coordinated volunteers, partners and attended véitte (principal) made those parent
contacts as well as being responsible for talkiith wew parents. She took charge of
scheduling times to meet with parents and leadargnt meetings. As principal,
Karrington would set the agenda and sometimesotaest speakers. Now she
acknowledged the CSC assumes those responsibiitigs she as the principal can
spend her time on teaching and learning.

Similarly, both principals relied of the CSC whiehabled them to focus on
assuming their predominant roles as instructiogadlérs. Likewise both CSCs agreed
that their work focused on coordinating and manggartnerships for the school and
community while taking this part of the work “offé principal’s plate” enabling the
principal to focus on teaching and learning.

CSC Braxton viewed her role as an evolving onéthA inception, she was the
one who would “gets things” for families and saw tble evolve to what she described
now as helping families and children with situasorShe provided that support for
those families within the school community as veallothers attending different schools
that now connect with her via the families in thyd& community. As an example,
CSC Braxton, recalled when a parent from anotheococame in for help processing
an application. CSC Braxton commented, “Old famsilcome back because they know
we’re a safe place; they know that we can help thaththat we do help them”.
Similarly she gave another example of the partardscommunity responding to the
needs of a family whose apartment burned. Shetsri@ quick response for the

families to the social networking between schooimmunity and partners. She stated
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“they (community and partners) were reaching ouh&family, and | didn’t even know
what had happened yet".
Summary

Similarities and differences exists as each comtywwthool coordinator works
within the context of her community school with B&SC'’s relationship with the
principal influencing to what degree the work whared and diffused within the school
and community. Delineating duties and responsigicontributed to the collaborative
work of the CSC with the principals as each souglialance each other’s work
without duplication.

Fostering meaningful relationships for the purpokmeeting the needs of
children and families was consistently referencadng the interviews and served to
inform the social networks which most benefited ¢hbool and community. While the
principal played a critical role in removing struial barriers within their schools, it
was the CSC who fostered and nurtured ongoingoekttips with families, partners,
community members and various stakeholders regultibvenefits for children and
families.

Additionally, when there is consistency in the lewsthip of a school (i. e. same
principal and same CSC over time), according to K@&on, those social networks
have become denser and solidly established. Sied:no

With the capacity of that coordinator to have ackenderstanding of the vision,

a clear understanding of roles and responsibilitiedear understanding of the

needs of the partners and their needs as a sahdohatching those up, those

partners now don’t need as much of that cross-camgation. They already
know each other, because (as an example), CSCdaragent a lot of time over
the first three years having those meetings. Mowre seeing a lot of cross-

fertilization just among the partners and they tibave to necessarily go
through her (CSC) every time they need to commumisamething. Those
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social networks have really established with thgacay of that CSC to have a
clear understanding of the vision, a clear undedsiey of roles and
responsibilities, a clear understanding of the se#dhe partners and their
needs as a school and matching those up. Itmskiine of just letting the voice
and choice go for them and that’s been fun to watod that does happen in
some of the other schools.

In sum, having a clear vision for the community@ahs incumbent upon the
principal yet it is so vitally important it faciites the CSC and principals engagement in
shared leadership. It lays a foundation for dafjnthe emerging and important role of
the CSC as they develop relationships and the lsoeiaork between school and
community for the purpose of improving the sociad @cademic needs of children in
the community school.

While each CSC was unique in meeting the needsra$d¢hool and community,
each fulfilled a specific purpose in meeting thedseof the families and community
they serve. Each enabled the principal to focuteanhing and learning by deliberately
taking the non-academic matters from the direqioasibility of the principal and

fostering relationships with multiple stakeholdimnsthe purpose of benefiting children

and families in the schools.
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Chapter 5
Discussion
Introduction

The purpose of this study was to explore how tihe @da community school
coordinator contributed to building the school’sisbnetwork for the purpose of
meeting the academic and social needs of childréine school. In schools, social
networks are the relationships and ties among pdapide and outside the school who
collectively contribute to improved quality of lifer children and families. In this
study, social network is defined as the relatiopsfand ties among people contributing
to a sustained effort to build and support the eoajve and interdependent
relationships in a community (such as a school).t dh@anecessary to achieve results
(Bailey, 2006, p. 4).

There was little research on the contributionsxluence of a community
school coordinator on developing social networksanools for the purpose of helping
children and families lead better lives. This exatory case study (Yin, 2009)
examined the role of twcommunity school coordinators to better understanghat
extent this role served as an intermediary agenkiwg to develop the school social
network in two urban elementary schools for thedfieof meeting the academic and
social needs of children. In examining the findingeveral insights merit further

consideration to shed light on the role and resipdites of the CSC.
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L eader ship and Shared Influence

Participants in the study spoke extensively ofithigortance of leadership being
shared. The community schools model situates tshgieas an essential principle
guiding reform. Leadership is not only the resploitisy of the principal, but also other
leaders such as parents, teachers, and commuadagriepositioned to influence the
lives of children (Blank, Berg and Melaville, 200Bommunity School Coalition,
2006).

Research supports that balancing the increasediatzdmnlity for leadership and
managerial responsibilities is a challenge for @pals today and should no longer be
considered the sole responsibility of one leadanthert, 2002; Leithwood & Riehl,
2003; Portin & Knapp, 2011). Describing sharedl&rahip as having multiple leaders
equally skilled and responsible for all the praesi@and processes, participants in the
study “performed the work together or collectivel{faking it off her plate”, and
realized “no hierarchical” positioning that woultbpibit sharing the scope of the work
in the community school. Assuring teachers, pgrand the community understood
the concept of shared leadership (Lambert, 200ihweod & Riehl, 2003; Portin &
Knapp, 2011) was important as people became adgdanith the new position of
CSC. The CSC was considered a vital part of theaovhich enabled the principal to
have some things “taken off her plate”. Everyormeked together regardless of
position and regardless of the level of the taBkere was not a task too minute or a
person or position so hierarchical that they wérsoéved from doing the work in the

community school.
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The CSC together with the principal at Bryce evewolved in the process of
identifying new needs for people to assume leagersites which aimed to guide
practices, services and programs for their schogdlcmmunity. Cross-boundary
leadership is a collaborative approach to leadpenshich reaches across structural
boundaries to create and enact shared responsgainong entities which in turn
influence the lives of children (Adams, 2010; Adagndean-Marie, 2011). While
cross-boundary is a component of the community @shmodel, it was shared
leadership most referenced by participants in theys

Shared leadership enabled the principals to pertbain primary role as
instructional leaders and on teacher effective(lemsbert, 2002; Leithwood & Riehl,
2003; Portin & Knapp, 2011) while the CSCs focusadhe relationships, partnerships
and out-of-school time. Cognizant that principaanot do the massive work of school
improvement alone, a growing body of research sdgpat one administrator alone
can no longer be held responsible for instructideadiership for an entire school
without engaging substantial participation fromesthin the field (Elmore, 2000;
Lambert, 1998; Lambert et al, 1995; Lambert, Col@igtz, Kent, & Richert, 1997;
Olson, 2000; Poplin, 1994; Spillane, Halverton, &mond, 2001). CSCs were
empowered to lead Site Team meetings inclusiv@wfraunity and school members,
send memoranda, coordinate meetings between neudtipkeholders and schedule
programming. These meetings were inclusive ofobgthool agencies, businesses,
faith-based, political and governmental agencies slfared interest in meeting the

needs of the school and school community (Fusag€l68).
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Shared leadership posited the role of the CSC astegral part of the
community school. Cross-boundary (Adams, 2010;gl& Jean-Marie, 2011) and
shared leadership (Lambert, 2002) included othepleen the building resolving that it
was not the responsibility of just one person feedthe community school efforts in
the building. Each of the participants in the gtddscribed the work of the CSC from a
shared leadership, cross-boundary leadership, aleddership team perspective
however, each CSC'’s relationship with the principillenced the degree leadership
was shared on each campus.

Developing Relationshipsto Connect Families and Communities with Schools

Emphasizing the need for school leaders to buidditons engaging all
stakeholders entails inclusion of all parties. ld@er, this is not the work of a lone
leader. Community and organizations working callalively with schools and
communities offer support and opportunities forislband economic health of families
and communities (Briggs & Mueller, 1997). Develupsocial networks across
boundaries between school and community takeshmligtic approach that potentially
improves the quality of life for the whole child @fen, 2005).

CSCs played an important role in working with néighhood associations, area
coalitions, community, business and faith-basedwimations, universities, parents,
teachers and staff. One CSC assisted the neightdrevitalization committee
members in contacting neighborhood and school parstaff and community members
as a major initiative was introduced in this aréthe city.

The role of the Community School Coordinator tatieghe position of

representing the network and taking responsibidityengaging individuals and families
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in opportunities within the network (Plastrik & Tiay, 2004). The study revealed that
the responsibilities of the CSC were essentialitillng, nurturing and sustaining the
relationship with external and internal constitsanho were able to provide resources
to support the school.

The CSCs in this study served as the liaisond@tincipal and between the
school, academics and social services for childrehfamilies. As the coordinator of
the after school programs, the CSCs work with werimternal and external
stakeholders provided students with experienceppdrtunities which might
otherwise be unavailable to students attending pagterty schools. CSCs assumed
front-line responsibilities for working with the &® community and coordinated
camps, field trips, community meetings, social &y and other activities and
programs which benefited students, parents and aontyrmembers. Leadership
expands beyond the typical school community toiargthers in purposeful action
(Lin, 2001).

Developing relationships and seeking new relatiggsshased on school needs
was incumbent upon the CSC and her ability to corwéh families, children, staff
and the community. The CSC is evolving as a weamdrconnector (Jordan, 2006;
Fusarelli, 2008) as the one responsible for dewetpgelationships. Rather than
gathering many isolated activities or programsifgulementation in the school, the
CSC was responsible for developing long-lastingti@hships and partnerships which
were mutually rewarding and reciprocal. Developiegse social relationships and
strong normative bonds foster a sense of belorgimgng school members and

community partners (Adams, 2010).
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CSCs spend significant time cultivating servicesd smpports that improve the
conditions for learning in the school. These ctads for learning are 1) seamless
system from birth to post-secondary, 2)core instonal program; 3) motivated and
engaged students; 4) holistic needs are addreSs&mily-school partnerships, and 6)
safe school environment (TACSI, n.d.; Adams, 20IHe CSC'’s role encompassed
responsibilities inclusive of acquiring basic faynileeds such as clothing or food to one
focusing on the community at large. Working witiripers and engaging them to work
together to meet the needs of the school and timenemity was an integral part of the
CSCs work. Through social networking, these pastaed community members
interact with each other to respond to community school needs. This was the result
of social networking. The CSC works to bring rases to the hub (i. e. school) which
is described as a focal point for network connétgtiand activity (Plastrik & Taylor,
2004). The CSC represents a key position to inflteghe lives of children (Blank,

Berg & Melaville, 2006; Coalition for Community Sabls, 2006). Each CSC served as
an advocate for programs and services that wetaisable and were important to
students and family needs and interests.

Meeting the Academic and Social Needs of Children

The philosophy that undergirds community schoolslehés an integrative focus
on academic, family support, health and socialisesy and youth and community
development (Coalition for Community Schools, 2008his fusion leads to improved
student learning, strong families and healthier mamities (Coalition for Community
Schools, 2006, p. v). The role of the CSC is chdngith the mission to remove non-

academic barriers to students’ and families’ suscé&aiccess is not defined as
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academic achievement or test scores, but rathacdsss to opportunities for children
to achieve success. This approach enjoins othéheidevelopment of the whole child
beyond the child’s cognitive abilities (Blank, Meile & Shah, 2003, 2006; Coalition
for Community Schools, n.d.; Jean-Marie, et al,®01

The Community School Coordinators served in highepty schools and served
to assist children and families with basic needee@bsas opportunities to participate in
academic, sports, fine arts, clubs, organizatiosesmrichment in an extended learning
school environment. The CSCs and principals irsthdy concurred that the
responsibilities of the CSC included building asty network of supports to ensure the
needs of children and families were met. As am®pta, CSC Mitchell saw her role as
one “eliminating experiential barriers to childreéarning” and giving them a
comparable experience as those afforded to childoem more affluent families.
Utilizing the partners and through the after-schmolgramming, students were able to
participate in soccer, basketball, tutoring, clobganizations and fine arts. These
opportunities would otherwise not be availabletfar children at Angelo without the
partnerships with the community partners, faitheoband teachers.

Teaching parents also contributed to meeting tleel:ef students academic and
social needs as parents were made aware of hagpomd and support their children,
resolve conflicts and the importance of making meutment when children aspired to
participate in sports or academic events. As amgte, CSC Braxton worked with
families in their apartment complex to help witmfiect resolution and bullying issues

and to help the families respond when their chiidiel not get along. And CSC
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Mitchell’s afterschool programming included tutayiand showing children how to
advocate for themselves while teaching parentsdetitihe needs of their children.

The benefits of networks, most apparent for migihess families, are as a result
of access to information channels and trustingiceiahips gained through these social
networks to secure school advantages for theididml (Coleman, 1987, 1988; Horvat,
Weininger & Lareau, 2003; Lareau, 1989, 2003; Lar@aNeininger, 2003; Ream &
Palardy, 2008; Stanton -Salazar, 1997). As sihehCSCs worked to eliminate
barriers to success for children and giving themgarable experiences as those of
children from more affluent homes and families.

Both CSCs provide opportunities to parents asgjgtiem in helping their
children. Adams (2009) suggests that social afett@ie characteristics of school
cultures can evoke parents’ willingness to supptudent learning and school
performance. The capacity of the social envirorina@d its influence on shaping
parent responsibility may be limited by the stréngttthe parent social network (Curry,
2011). When parents develop skills to work witkitichildren, they enhance the
child’s learning experience. Thus, CSC Mitcheblkxns that when children aspire to
participate in sports, arts or academics, it rexpugd commitment from the parent.
Therefore, she believed that it is important teegdarents the opportunity to “step up
and learn to support their child”. She placed tkaponsibility on the parent while
teaching them the importance of assuming theiraresipility.

Likewise, CSC Braxton worked with parents and aleitdin developing school
readiness skills. This stemmed from identifyincheonic absenteeism problem in Pre-

K and Kindergarten. Responding to this problemC@®s8axton along with the school
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social worker coordinated a class for parents hadwo or three year olds in their
school community to help build a strong school @mtion and to develop the
awareness of the importance of early school atteseland participation. The
community school coordinator potentially works tinlg resources to the school which
is described as a focal point for network connétgtiand activity (Plastrik & Taylor,
2004).

Significant to how each CSC responded to the fasiiln the community is the
timely contribution of providing an intervention @t most needed and for the benefit
of children and families. Research supports that extended periods of time and with
consistent interventions, the life of an individaah be changed by influencing the
environment in which they reside (Bronfenbrenndvi&rris, 1998). Further, by
changing an environment, children in poverty hdaeedpportunity to realize their
human potential and to develop to their fullnesso(Benbrenner & Ceci, 1993, 1994a,
1994b). Significant to early responses to chiltidéines is the research affirming that
what matters most in families is the quality of te&ationships and activities that take
place in families which even overrides the assuomptihat quality relationships only
reside best in two-parent home structures (Hetbegrmé& Clingempeel, 1992;
Bronfenbrenner & Morris, p. 1016). Both CSCs remsmto assisting parents of
children develop readiness skills or “stepping tgohelp their children participate in
after school activities served as an early intetiearand was based on the identification
of need within the school community.

The CSC'’s influence in developing relationshipd partnerships in and around

the community was important to meeting the needeetchool community. The
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CSCs assume responsibility for the day-to-day mamaat of programs, services and
opportunities that enter the school and school camiyn CSCs are essential to
“removing those non-academic barriers for studantstheir families to really help
them be successful”. This role supports the camtitfor learning and establishing
those in the school and community. The CSC is thervoice and coordinator of
programs, services and opportunities and estabkligagnerships and relationships
around those core components of the community $echodel. Principal Karrington
asserted that her CSC spent “an equal amount efthnoughout the day with partners,
teachers and families” which was also importartheowork of CSC Mitchell at
Angelo.

In sum, the CSC represents a key position to infteghe lives of children
(Blank, Berg and Melaville, 2006; Coalition for Camnity Schools, 2006). Bridging
social capital enables people to “get ahead”, bygproviding job referrals, job
counseling and training, child care, and transpiorito work and appointments
(Bailey, 2006; Fusarelli, 2008; Kirst & Kelley, 199Wang, Haertel, & Walberg, 1995)
i. e. helping them find solutions to obstacles prablems affecting their lives. This
was evidenced in the work of the CSCs as they tguatents to support their children,
taught children to advocate for themselves, helpeatquiring transportation and
sought to connect children and families with whatehey needed to be successful.

CSCs believed that it is important to give pareéhésopportunity to “step up and
learn to support their child” and they placed tesponsibility on the parent while
teaching them the importance of assuming the resitity. They also contended that

support for children comes in various forms and mti®se supports are not provided
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by a parent, it can be provided by an extendedlyamember or friends. CSCs viewed
their role as one “giving others an opportunityise and take advantage of those
opportunities accessible to them so that they nvayricher lives”.

Developing Trusting Relationships with Parents &adhilies

The CSCs work with multiple stakeholders. As subhir ability to earn trust
of the families and staff was essential to bridgielgtional gaps in the community and
the school. In schools, the function of socialveek is premised on establishing close
ties and trust among people within a network t@hien the possibilities of achieving
collective ends (Warren, 2005).

The fact that each of the CSCs had previous relstips with members of the
community played a significant part in their susce€SCs had relationships with the
teaching staff as one of them was previously aheaat the same school. Both CSCs
developed relationships with the apartment com@geheusing authorities, and
neighborhood associations and earned the trukedamilies in the neighborhood and
community. “The parents knew they could trust because they trusted her in the
apartment complexes. They knew that what shemsa#&ht something.” Trust was
equally important between the principal and CSGrater to accomplish the work of the
community school.

The CSC played an important part in bringing inttigat programs and services
into the school rather than a large quantity ofgpams or activities performed in
isolation. The CSCs sought partnerships for tl®alcand sought those partners
wishing to invest time and effort into the schontiaschool community over a long

period of time.
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CSCs were purposeful and intentional in selectimogams, activities and
events for the schools. As an example, CSC Mitdmehmented that sometimes
people wanted to come into the school for a one-tetivity “so someone can come in
and feel good about doing something for poor péopléae CSC would connect them
with something that would make a partner in theosthnd not just a random activity.
As well she made certain the activity was of insete the children and not simply a
one-time-event aimed at meeting the needs of ti@ytovider. Reciprocity mattered.
Mutuality of ties played a significant part in tlégfusion of resources in the school and
community. A relationship between two people (atitees) is reciprocal when both
indicate they are connected to one another (ag eitBaly, 2010, p. 100; Moolenaar &
Sleegers, 2010).

Reciprocity was evident when relationships had le=sgablished for a longer
period of time and when the school was considerecemature and immersed in the
community school reform model. As an example,@pal Karrington noted both she
and the CSC already had a relationship with faséieBryce. She credited this
relationship with the school’s ability to “go degpinto their work with partnerships.
She stated there now existed “reciprocal relatigsStwith partners. “They assist us
with support through volunteers, money, prograntssarvices but we also support
them; our staff works with our partners as onéhefrtsupport arms”, stated Principal
Karrington when explaining the benefits she belien®y be the result of she and CSC
Braxton’s prior history with the campus and faetiihg the cultivation of relationships.
As an example, principal Karrington shared thatstadf of Bryce Elementary assisted

the partners with their own fundraising and adigtas they manned their events and
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became part of their partner’s culture. She ceedibat with having the CSC at the
same school for a long period of time becausdateld her to be familiar with the
community and developed strong relationships vathifies.

Visibility, communication and trust are importantdeveloping relationships
with parents and in assuring their inclusion ins¢hbool and community they reside. In
schools, the function of social network is premisacestablishing close ties and trust
among people within a network to heighten the fwigses of achieving collective ends
(Warren, 2005). The CSCs developed relationshitis parents through their
involvement and participation in the neighborhooglamizations, apartments, housing
authorities and school. Further aiding in thosati@nships was the CSCs presence at
athletic games and their afterschool and weeketwdtaes which took place in the
school or the community.

The CSC according to Principal Smith is the liaibetween the school and the
academic portion and social services type programgiar children and families.
Personal relationships are fundamental to sucdassfuagency collaborations
(Fusarelli, 2008; Coleman, 1990; Driscoll & KerchnE99). The principal stated that
the CSC was the “constant” on her campus and icdhanunity having been a stable
and long-term trusted member of the community, sthod neighborhood. The CSC
was viewed as the coordinator of programs incluthuginess and faith-based
organizations. Goldring and Hausman (2000) sugbestprincipals would benefit
from a liaison to help them build relationshipshwather community-based agencies.
Likewise Principal Karrington considered CSC Braxss the developer of

relationships, seeking new relationships as pestheol’s needs. Spending equal
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amounts of time throughout the day with partnexachers and families, she takes the
lead in the area of working with partners but shaesponsibility for student success.
Spending time with partners, teachers and familiebeing visible and communicating
played a significant part in the CSCs being trusted valued in the school and school
community.
Structural Location of the CSC in Relation to therkof the Community School
Situating the CSC in close physical proximityte principal was a contributing
factor to bridging relational gaps and improved owmication. Each CSC's office was
located near the principal’s office and enabledG&€ to see, hear and speak to
families as they entered the school. As wellnalded frequent and timely
conversations between the busy principals and @®{s without requiring formal
meetings. As noted by Principal Smith at Angelo,
My first year, | actually had the community schoeobrdinator down the hall
from me and yet she would miss many, many thingstiappened in the office
such as a teacher being absent or a child beirepabShe would miss parents
pulling their kids out or upset about a particgewgram. | subsequently moved
her into an office right beside my office. We sgftha common wall. Then she
got to see and hear what was going on. That wasthimg she needed to know.
She was part of my executive leadership staff Aadis a role we developed.
Likewise, Principal Karrington noted the proximdf/the CSC in front of the
school and the fact that she could hear the CSakspgeto parents about the
community school and communicating their shareerest in the success of children
and families as they enrolled in the school. C3&x®n stated, “We’re both at the
front of the building, so we talk all the time”.h& structural location of each CSC in

proximity to the principal helps to formalize th@e as she was perceived. While

proximity has been studied in relation to teachsegial networking, it has not been
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studied in how proximity influences the work of tG&C with the principal. Research
suggests that physical proximity matters. Proxnsta strong predictor of tie
formation (Krackhardt, 1991; Coburn, Choi, & Ma2810). Proximity is defined as
physical distance separating people in the worlgéad the likelihood they will
overlap and communicate about their work (Mongal 4985; Coburn, Choi, & Mata,
2010, p. 35). Inthe case of the CSCs, proxinatylitated better communication
between them and the principal and in assumingnfioemal leadership role in the
building.
CSC Serves as Connector and Weaver of the SodabNeand Developing Social
Capital
The community school coordinator operates as arfecior and weaver”

in the social network (Jordan, 2006). The comnyusthool coordinator potentially
connects families with teachers, families with esiséresources and services, and the
school with community resources and opportunithetafns, Jean-Marie, 2010).
According to Warren, Thompson, and Saegert (20a)ilming the social capacities of
the school may be even more powerful than achiesthgational goals because it
empowers people to utilize available assets andlmelhese social relationships to
lobby for greater resources (p. 136). As suchctimmunity school coordinators
connected families with communities and communitvél families for the purpose of
achieving beneficial resources, services and oppities.

Connecting parents and the neighborhood witlNgighborhood Revitalization
efforts in the Angelo community was influenced bg tonnections and relationships

previously established by the CSC as she knewetsidents and was able to provide
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contact information for the associates of the mtogmabling them to contact members
of the community. Leadership for the purpose ofedlaping social networks serve as a
connecting role (Bailey, 2006) and serves as elgageaver and connector whose
responsibility is to the network. Through her cections, the CSC was able to
mobilize the community residents and activate tpaiticipation in the Neighborhood
Revitalization meetings. Serving as a weaver acohaector (Plastrik & Taylor,
2004), the CSC served to build relationships aathlabout families interests, skills
and needs with the intent to encourage more tharconnection to the network.

While community schools are located in high povertiiool communities, the CSCs
served to bridge relational gaps by being presedtkaowing the communities they
serve.

Relevant to this study is the bridging tie whislestablished between people in
generalized and institutional networks. Thesel@ad to the formation of bridging
social capital that connects people to resourcesanetworks and may make the
resources that exist in one network accessiblecimlbers of another (Bailey, 2006).
The boundary-crossing example in Angelo’s commusewed to demonstrate how a
relationship crossed boundary lines as part ostweal network for the purpose of
helping communities. CSI stated,

Heritage Church is way out North and a long distainom the school they

support. However, because of the relationshigCx8€ had with someone in

their congregation, they actually now are hugelyplaed in this distanced
elementary school and with another smaller congieyé#hat they had the
relationship with because that congregation isierdchool community.

Therefore it not only was a small congregation e¢amnto the school, it

actually reached farther North through that retsap that the CSC

established. It's not just thinking about what'symur surrounding
neighborhood but it's much broader than that.
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Connecting and weaving, these two groups were Imtadiogether via their relationship
with the CSC.

Parental and community access to the school afierstserved to allow
residents in the neighborhood to appreciate tlobiosl and to have a sense of
belonging. The message that the school belongttoommunity and had access to
the playground, gardens, walkways and facilitiésragchool hours played an important
part of the residents feeling safe and belongintp¢oschool community. This work
was facilitated by the CSC whose work hours extagybnd the regular school day.

While the principals were instrumental in removstguctural impediments to
the school and community access, it was the CSCfedtered and nurtured ongoing
interactions and relationships between groups. OB€ operates as a “connector and
weaver” in a social network (Jordan, 2006). Thencwnity school coordinator
potentially connects family with teachers, famileish essential resources and services,
and the school with community resources and oppirs (Adams, Jean-Marie, 2010).
As an example, the enrollment at Angelo Elemenitasseased from 170 students in
2003 to approximately 478 students in 2012. Forpneicipal Smith attributes this
growth to the fact that their programming and tlerknof the staff and CSC made the
school a welcoming place.

Specific to meeting the needs of their families Bridging relational gaps were
the opportunities afforded parents based on thdsekthe particular school and
community. For example, because some of the pafiemrh Angelo were previously
incarcerated, the school provided for those wheewmsrarcerated to meet their

community service requirements at the school. iRamgere “shown how to do the
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community service and how that was to look in aosth Likewise, CSC Mitchell’s
previous experience with the families and commuimitgpartment complexes, housing
authority, neighborhoods was a bridging factortf@ school and school community as
she was a trusted figure. Similarly because afllyibng issue at an apartment complex,
CSC Braxton'’s relationships with families enabled to work with parents at their
apartment complex to facilitate resolution of theue and their concerns.

Having strong relational ties to the families aainmunity served the CSC well
in the capacity of bridging relational gaps. CS@chkll's social work background and
previous relationships with juvenile court systemmmunity, housing authorities,
apartment complexes and neighborhood served héagsehe was trusted in the
community. CSC Braxton previously served as alteaprior to being selected as the
CSC and along with the principal had a strong cotioe with the students, staff,
families and community prior to assuming the rdl€8C.

Community leaders operate like “portals or doorwayghe social network; in
that these community members provide access toires®and opportunities through
their social ties with other individuals and orgaations (Jordan, 2006; Adams, Jean-
Marie, 2010). CSC Mitchell viewed herself as “daloorator and community builder.
| understand what was going on in their lives”.eSkated that she serves as a connector
for parents as “I'm usually connecting parents witiat is going on and a lot of times, |
hear what they are saying because | go to the ng=stand see people and get to know
them. CSC Braxton specifically states, “I am théegeeper” so community, partners,
organizations “just have one place to talk to. &kgains how this was a shift from

previous work because prior to the position of C®&€,principal was the one everyone
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went to for everything. Now, she states, “thel talme first and the principal can be
the instructional leader” of the school and now thestime to do that work.

The CSC serves as that intermediary agent to theipal in building the
network between school, community and agenciesevaiibwing the principal to focus
on teaching and learning.

Value and Influence of the CSC on the Instructidregldership Role of the Principal

The Community School Coordinators free the prinicipgractice the core
functions of their jobs which are teaching andnésg. Essential to the role of the CSC
is their commitment to forging relationships insatel outside the school community
which enables the principal to then focus on tlaeheng and learning which is critical
to their work as instructional leaders. The densamd principals especially in urban
schools include building stronger connections betwschools and the community they
serve (Bryk, Sebring, Allensworth, Luppescu & East2010; Jazzar & Algozzine,
2007; Jean-Marie, Ruffin & Burr, 2010) places caoasits on these leaders’ time and
work priority regardless of the value of such cartimms. Principals are challenged in
finding a balance between managerial and instroatipractices that complement and
support instead of compete with each other (StkIR003). The CSC fills in the gaps,
“rounds out the principal”, takes non-instructionadtters “off the plate of the
principal” while allowing the principal to work athe academic side.

The CSC becomes the builder, keeper and connfecttire relationships,
programs and services which enhance opportunidreshildren, families in the school.
Valued as an essential role in the community s¢hiibelCSC is responsible for the

after-school and week-end activities and eventglvbnable the school to be “the hub”
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of the community as school-community relationstaps emphasized (Samberg &
Sheeran, 2000; Dryfoos, n. d.). The CSC shareepehdent” role with the principal
and is such an important part of defusing the carepts of the community school
model that the programming would “go away” withthis position. The CSC assumes
responsibility for developing relationships withrieers and scheduling before and
after-school activities which takes that respotisybirom the principal’s office.
Furthermore, these partnerships are purposefubened at meeting the needs of the
children and families in the school and communiigking on the position as a “point
person”, the CSCs are the first point of contaeteby freeing the principal from being
the sole responder when school-community connextiere made.

Realizing that the work in the community schoahad for a lone leader, each
principal came to recognize the value and influesfddie CSC on their work (Cuban,
1987; Murphy, Hallinger & Miller, 1987; Hallinger &ichardson, 1988; Little, Long,
& Guilkey-Amado, 1986; Little & Long, 1985; Dryfops. d.; Kanter, 1979). Principal
Karrington reflected on a time when she was resptfor collecting data,
coordinating volunteers, partners and schedulingtimgs and events with and for
parents and community. Now she acknowledges the \d having the CSC assuming
those duties while she spends her time on tea@nddearning. Likewise, Principal
Smith affirms her reliance on the CSC and no lorfigels that she must do all the work
alone. Crediting the CSC for all the after schmmigramming and trusting
relationships cultivated through connections, shlees the support and cohesiveness of

programming the CSC brings to the school and sctmoimunity. She also reflects on
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a time when she attempted to do all these thinrgseahnd now depends on the CSC to
facilitate these as well as nurture and develogticships.

While each CSC was unique in meeting the needsroéd¢hool and community,
each fulfilled a specific purpose in meeting thedawof the families and community
they serve. Each enabled the principal to focuteanhing and learning by deliberately
taking the non-academic matters from the direqioasibility of the principal and
fostering relationships with multiple stakeholdfmnsthe purpose of benefiting children
and families in the schools.

Implicationsfor Policy and Practice

Each participant in the study described the worthefCSC from a leadership
perspective however each CSC's relationship wighpitincipal influenced the degree
leadership was shared on each campus. Implicatorigture practice would indicate
that a clear understanding of the role of the C8@ben the principal and community
school coordinator should be thoroughly vettedmiechiring a CSC and engaging in
the process of developing the community schoolsaholil was evident in the study
that leadership mattered and the degree to whelC®C had access and was
empowered to develop the relationships and patipersnfluenced the degree of in-
depth reciprocal relationships and partnerships.

The Director of the Community School Initiative yéal an important part in
preparing the CSC for assuming their roles in tesls. As the district and CSI shifts
roles and responsibilities and as funders of th€ €fpect accountability for
improvements based on performance, the call fodisteict to systematize this role

merits consideration. A firm commitment to fundipgofessional development for the
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CSCs and principals is needed to assure each caefines and implements clear
goals and measures of accountability that are lool&ively designed with multiple
stakeholders.

With the retirement of one principal in this stutlye district should consider
principal capacity building and sustainability mst reform model. A clear vision
shared between the principal and CSC is essestiaifacilitates the work in the
community school and helps diffuse the practiceas@mditions for learning school and
community wide

Skill, talent and preparation for the role of C&€re important to the work they
coordinated in schools. Matching the skill, talantd preparation to the desired
outcome and work required in the school and comtyusiessential to a “good fit” in
the selection of a CSC. Districts and hiring ageme advised to carefully select the
CSC and principal to guide the practices and canditfor learning in the community
school model of school reform and aligned to speakeds of the school, parents,
students and community.

Implications for further studies include using isboetwork analysis to
determine the effectiveness of the CSC in devetpfhe social network and for the
purpose of developing social capital for the scleow school community. The CSCs
in this study worked with a vast number of agenaesnmunity organizations and
partnerships as well as in-school staff inclusiveeachers, students, parents and office
staff. This role took some responsibility from gréncipal and enabled the principal to
focus on academic matters. The study contribwtdiset educational research by

defining the role of the CSC as an informal leaated as essential in building, nurturing
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and sustaining the relationships with externaliatenal constituents who are able to
provide resources to meet the academic and sasgalshof children.

Developing and sharing effective prototypes ofpemxtal relationships and
partnerships with partners and the community setiv@®tentially increase the
possibilities for the shared work of the CSC areldbmmunity. As an example, case
studies of the CSCs and their influence on buildirggsocial network in schools should
be shared and used in professional learning wikip@mding the literature on this role.

Policy makers should be aware of the importanaddefttructural and
governance implications for schools and organinst@as they seek to fully implement
the emerging role of the CSC in the community stheform model. In addition,
professional development and continued networkiitly @S| should be maintained as
it connects the schools with multiple stakeholdarg] cohesively aligns resources with
established partners to meet the needs of chilndrfamilies in the community school.

The CSC also frees the principal to carry outetuind responsibilities of
teaching and learning thereby contributing to nmgethe academic and social needs of
children. Additionally the value of the CSC enhesmopportunities to successfully
form relationships and partnerships with commusitiad families who are often
disenfranchised or live in high poverty areas.

Importantly, as school districts reorganize, diste principals to new schools
or hire new principals, selection of the princifial a community school should take
into consideration the characteristics of lead@rdmat would enhance the development
of the community schools model and consider thaelksollaborative and shared

leadership skills of the principal as they workwét community school coordinator.
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The CSC'’s role and successful implementation opth&tion in meeting the needs of
children’s social and academic needs is contingpah the CSC and principal sharing
a common vision for the school community and iredeining the specific needs of the
school and school community.

CONCLUSION

The Community School Coordinator fosters and madhe network
connecting school, families and communities. Byturing the relationships with
multiple constituents, families, community, faitaded and the school, this role serves
to bridge relational gaps among families, betweenilies and school and between
school and community for the purpose of influendimg academic and social needs of
children and families in the school community.

Newly discovered in this study was the importaotthe CSC'’s physical
proximity to the principal. This facilitated fregnt and timely communication and
enabled the CSC to experience first-hand the iotierzs with parents and teachers.
Bringing attention of important matters requiritg talents and skills of the CSC was
easier to actualize when the CSC'’s office was Etaear the principal’s office.

Further research is needed to study the influehegperiential background on
the role of the CSC. Given the limitations of thiady only two CSCs in one school
district were studied. Future studies on the oblthe CSC could further contribute to
research by including multiple CSCs in differergtdcts and/or states to examine an
expanded perspective on this relatively new rolmtesmediary agent to the principal
and its influence on the lives of children and fisesi Additionally, further exploration

using social network analysis could contributexplaining the effectiveness of this
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role on developing the social network between sklomonmunity and families for the
purpose of improving the academic and social neédhildren and families in urban
elementary schools. The findings in this explanattase study define the role of the
Community School Coordinator in meeting the acadeand social needs of children

and families in two urban elementary schools.
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APPENDIX A

University of Oklahoma-Tulsa
Jeannine Rainbolt College of Education
Schusterman Center
4502 E. 41st Street
Tulsa, OK 74135
Office: 918-660-3889

Thank you for agreeing to be a part of this stubdgm a doctoral student at The University of
Oklahoma and | am in the dissertation writing stabey program. My research topic is on the
role of the Community School Coordinator in a ComityuSchool. You have been chosen as a
participant for this study because you are the Conity School Coordinator of a sustaining or
mentoring community school . As a redfujour agreeing to be a part of this

study, | will conduct an in-depth interview to imfio my research question: What is the role and
function of the community school coordinator in d®ping the social network between the
school community to meet the academic and on soeiadls of children? Observations of
meetings or events conducted or attended by then@mity School Coordinator may also help
the researcher in defining the role of the comnyusihool coordinator; therefore permission to
observe meetings or events on or off the camphbsirgy sought. Permission to record the
meetings is being requested. Transcription ohtketing notes will be used in the research. No
identification of attendees will be used in thesaash study.

The interview will be recorded and transcribedhgsa tape recorder and note pad. It
may be necessary to conduct a follow-up interviewrtsure the information | record is
accurately stated as you intended. This intervig@ifocus on your knowledge and experience
as it relates to the topic of the study. | hawesal questions. Please ask me to explain further
if you need clarity about any of the questions.

Statement of Support
I have read the above information. | have askedtipres and have received satisfactory
answers. | support the study.

Participant Signature rinPName Date

Signature of Person Obtaining Support Date
Verna Dean Ruffin

Print Name of Person Obtaining Support

The University of Oklahoma is an Equal Opportumitstitution
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APPENDIX A

University of Oklahoma-Tulsa
Jeannine Rainbolt College of Education
Schusterman Center
4502 E. 41st Street
Tulsa, OK 74135
Office: 918-660-3889

Verbal recruitment script used when approaching@pants

I am a doctoral student at The University of Oklalacand | am in the dissertation writing stage
of my program. My research topic is on the rolé¢haf Community School Coordinator in a
Community School. You have been chosen as a fpaticfor this study because you are the
principal of a sustaining or mentoring communitii@al in . As a result of your
agreeing to be a part of this study, | will condaictin-depth interview to inform my research
guestion: What is the role and function of the oamity school coordinator in developing the
social network between the school community to nteeficademic and on social needs of
children? Observations of meetings or events ccteduor attended by the Community School
Coordinator may also help the researcher in ddfittie role of the community school
coordinator; therefore permission to observe mgstor events on or off the campus is being
sought. Permission to record the meetings is beiggested. Transcription of the meeting
notes will be used in the research. No identifmabf attendees will be used in the research
study. The interview will be recorded and transed using a tape recorder and note pad. It
may be necessary to conduct a follow-up interviewrtsure the information | record is
accurately stated as you intended. This intervigifocus on your knowledge and experience
as it relates to the topic of the study. | hawesal questions. Please ask me to explain further
if you need clarity about any of the questions.

Statement of Support
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I have read the above information. | have askedtipres and have received satisfactory

answers. | support the study.

Participant Signature rinPName Date

Signature of Person Obtaining Support Date

Verna Dean Ruffin

Print Name of Person Obtaining Support

The University of Oklahoma is an Equal Opportumitstitution
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APPENDIX A
University of Oklahoma-Tulsa
Jeannine Rainbolt College of Education
Schusterman Center
4502 E. 41st Street
Tulsa, OK 74135
Office: 918-660-3889
Verbal recruitment script used when approaching@pants
| am a doctoral student at The University of Oklalacand | am in the dissertation
writing stage of my program. My research topicnstloe role of the Community School
Coordinator in a Community School. You have bdarsen as a participant for this
study because you are the Director of the Community School Initiative in
. As aresult of your agreeing to be agfahis study, | will conduct an in-
depth interview to inform my research question: atvk the role and function of the
community school coordinator in developing the aboetwork between the school
community to meet the academic and on social needsildren? Observations of
meetings or events conducted or attended by then@@onty School Coordinator may
also help the researcher in defining the role efabmmunity school coordinator;
therefore permission to observe meetings or evanty off the campus is being
sought. Permission to record the meetings is beiqgested. Transcription of the
meeting notes will be used in the research. Notifilestion of attendees will be used in
the research study. The interview will be recorded transcribed using a tape recorder
and note pad. It may be necessary to conduct@anfalp interview to ensure the

information | record is accurately stated as ydanded. This interview will focus on

your knowledge and experience as it relates toapie of the study. | have several
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guestions. Please ask me to explain further ifry@ed clarity about any of the
guestions.

Statement of Support

| have read the above information. | have askedtipres and have received satisfactory

answers. | support the study.

Participant Signature rinPName Date

Signature of Person Obtaining Support Date

Verna Dean Ruffin

Print Name of Person Obtaining Support

The University of Oklahoma is an Equal Opportuitstitution
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APPENDIX B

INITIAL INTERVIEW: RESEARCHER CASE STUDY PROTOCOL

COMMUNITY SCHOOL COORDINATOR

Exploratory Case Studies of the Role of the Community Schools Coor dinator:

Developing the School Social Network in Urban Elementary Schools

Thank you for agreeing to be a part of this stuédm a doctoral student at The University
of Oklahoma and | am in the dissertation writinaget of my program. My research topic is
on the role of the Community School Coordinatoa i@ommunity School. You have been
chosen as a participant for this study becausay@the Community School Coordinator in
a sustaining/mentoring Community School. As a tesiyour agreeing to be a part of this
study, | will conduct an in-depth interview to imfio my research questions: What is the
role and function of the community school coordmman developing the social network
between the school community to meet the academtioa social needs of children?

The interview will be recorded and transcribednéty be necessary to conduct a follow-up
interview to ensure the information | record isw@ately stated as you intended. Thank you
for allowing me to interview you. This interview lwiocus on your knowledge and
experience as it relates to the topic of the stutgve several questions. Please ask me to
explain further if you need clarity about any of tipuestions.

*Need recorder

* Note pad

PART |

What is the role and function of a Community Sch@obrdinator (CSC) in the school
community to meet the academic and social needkilofren?

Can you shareyour prior professional experiencesthat may have led to your current
role?

"1 Why did you apply for the position of CSC?

"1 How long have you been a Community School Cootdm@SC)?

1 How did past experiences, education and/or prmfieasdevelopment prepare you for
working in a community school?

"1 What were your expectations for your role in a owmity school?
1 Has the role of CSC evolved over time? If so, matways?
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1 Does the role of the CSC help schools meet the academic and social needs of children? Please
elaborate on your response.

PART Il

How does the Community School Coordinator perceive his/her role of fostering the social network to
connect the school with the community?

[ In your role as Community School Coordinator with whom do you interact to fulfill your
responsibilities?

What is the nature of your interactions within and/or outside the school community?

Do you meet with community groups and/or organizations?

If so, how do you determine with which groups or organization you will meet?

Do you have agenda, logs or communication notes you could share with me?

How do you perceive the connections between school and community to be a part of
fulfilling your responsibility as Community School Coordinator?

Part Il

What are the patterns of interaction of the CS@ wiembers in and outside the school?
What do the patterns of interaction reveal regaythe relationship between the CSC and
members in and outside the school?

1 What is the nature of your interaction with pasént

1 Do members within the school interact with memlzérhie community groups and/or
organizations? If so, do you play a role in brimgihe community groups and/or
organizations into the school?

"1 Does your role include scheduling or coordinatimgetings between parents and
teachers? If so, please explain your role in coatg meetings between parents and
teachers?

71 What is the nature of the interaction betweenmgarand teachers in the community
school?

1 Does your work extend beyond the typical schogl(@X 8:30-3:30)7?
1 What are the hours of your typical work day?
"1 Describe a typical day/week in your position a£CS

PART IV

How does the role of CSC enable a principal to $omu the operating core of teaching and
learning?

1 How do you define your role as CSC as it reladesdrking with the principal?

"1 How frequently do you meet with the principal?
1 Describe some of the work you perform that mighthe principal’s responsibility if the

school did not have a CSC?
IRB NUMBER: 0927 IRB APPROVAL DATE: 08/23/2012 IRBUMBER: 0927 IRB
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APPENDIX B
INITIAL INTERVIEW: RESEARCHER CASE STUDY PROTOCOL
PRINCIPAL

Thank you for agreeing to be a part of this studyn a doctoral student at The
University of Oklahoma and | am in the dissertatiaiting stage of my program. My
research topic is on the role of the Community $tlmordinator in a Community
School. You have been chosen as a participanhi®istudy because you are the
Principal in a sustaining/mentoring Community Sdhés a result of your agreeing to
be a part of this study, | will conduct an in-deptterview to inform my research
guestions: What is the role and function of the gamity school coordinator in
developing the social network between the schowimanity to meet the academic and
on social needs of children?

The interview will be recorded and transcribedn#ty be necessary to conduct a
follow-up interview to ensure the information | cgd is accurately stated as you
intended. Thank you for allowing me to interviewuyd his interview will focus on
your knowledge and experience as it relates toapie of the study. | have several
guestions. Please ask me to explain further ifry@ed clarity about any of the
guestions.

*Need recorder

* Note pad

*Participant to receive a copy of interview questidefore beginning the interview
*Clarifying questions are color-coded were not give the participant in advance of
the interview.

PART |

What is the role and function of a Community Sch©@obrdinator (CSC) in the school
community to meet the academic and social needkilofren?

"1 What is the primary role of the CSC?

1 In your opinion, how did past experiences, edocasind/or professional
development prepare the CSC for working in a comitysechool?

) What are your expectations for the role of a C&& community school?

"1 How do you define a community school?

1 Does the CSC explain the community schools cortcepthers? If so, who are they?
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PART I

How does the Community School Coordinator perchiséer role of fostering the
social network to connect the school with the comity@

"1 Is the CSC responsible for meeting with commugityups and/or organizations?
1 If so, what is the purpose for the CSC meetindgpwammunity
groups/organizations?

"1 How frequently does the CSC meet with communitugs/organizations?

1 Which member(s) of the school community benefitrfrthe community groups
and/or organizations meeting with the CSC?

1 Do you consider making connections between sciwdlcommunity an important

part of the job of the CSC? Please elaborate onngsponse.

Part Il

What are the patterns of interaction of the CS® wiembers in and outside the
school?

What do the patterns of interaction reveal regaydne relationship between the CSC
and members in and outside the school?

1 How frequently does the CSC meet with parentsfat purpose do they meet
with parents?

") Does the CSC meet with community groups and/carmggations? For what purpose

does the CSC meet with community groups/organiaa#io
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) Do members within the school interact with memlzérhe community groups
and/or organizations? If so, does the CSC playeainogetting the community groups
and/or organizations into the school?

) Does the role of the CSC include scheduling ordinating meetings between
parents and teachers? If so, does the CSC cocedmedtings between parents and
teachers?

" Does the CSC assist you as principal in your vasrik extends beyond the typical
school day (EX. 8:30 -3:30)7? If so, in what way$®aBe elaborate on your response.

"1 Describe a typical day/week for the CSC in yourosd?

PART IV
How does the role of CSC enable a principal to $omo the operating core of teaching
and learning?

IRB NUMBER: 0927 IRB APPROVAL DATE: 08/23/2012

"1 How do you define the role of CSC as it relatew¢oking with the principal?
) How frequently does the CSC meet with you as tivecipal of this community
school?

"1 Describe some of the work the CSC performs thghtrbbe the principal’s

responsibility if the school did not have a CSC?
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APPENDIX B
INITIAL INTERVIEW: RESEARCHER CASE STUDY PROTOCOL
COMMUNITY SCHOOLS INITIATIVE—DIRECTOR INTERVIEW

Thank you for agreeing to be a part of this studyn a doctoral student at The
University of Oklahoma and | am in the dissertatioiting stage of my program. My
research topic is on the role of the Community $tlamordinator in a Community
School. You have been chosen as a participanhi®istudy because you are the person
responsible for the work of community schools ia @ommunity Schools Initiative in
. As a result of your agreeing to be agfahis study, | will conduct an in-
depth interview to inform my research question: Whahe role and function of the
community school coordinator in developing the aboetwork between the school
community to meet the academic and on social nekdsildren?
The interview will be recorded and transcribedn#ty be necessary to conduct a
follow-up interview to ensure the information | cgd is accurately stated as you
intended. Thank you for allowing me to interviewuyd his interview will focus on
your knowledge and experience as it relates toapie of the study. | have several
guestions. Please ask me to explain further ifry@ed clarity about any of the
guestions.
*Need recorder
* Note pad
*Participant to receive a copy of interview questidefore beginning the interview
*Clarifying questions are color-coded were not give the participant in advance of
the interview.
PART |

What is the role and function of a Community Sch©@obrdinator (CSC) in the school
community to meet the academic and social needkilofren?

"1 What is the primary role of the CSC?

1 In your opinion, how does past experiences, edutand/or professional
development prepare the CSC for working in a comtysechool?

) What are your expectations for the role of a C&& community school?

"1 How do you define a community school?

1 Does the CSC explain the community schools cortcepthers? If so, who are they?
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PART I

How does the Community School Coordinator perchiséer role of fostering the
social network to connect the school with the comity@

1 Is the CSC responsible for meeting with commugityups and/or organizations?
1 If so, what is the purpose for the CSC meetindgpwammunity
groups/organizations?

"1 How frequently does the CSC meet with communitugs/organizations?

1 Which member(s) of the school community benefitrfrthe community groups
and/or organizations meeting with the CSC?

1 Do you consider making connections between sciwdlcommunity an important

part of the job of the CSC? Please elaborate onngsponse.
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APPENDIX C

OBSERVATION PROTOCOL

Setting:

Individual Observed:

Observation #:(first observation, second, etc.)
Observer involvement:

Date/Time:

Place:

Duration of Observation (indicate start/end times):
Descriptive Notes Reflective Notes

(Detailed, chronological notes about whatConcurrent notes about the observer’'s
thoughts the observer sees, hears, what personal reactions, experiences)
occurred; the physical setting)
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APPENDIX D

PARTICIPANT PROFILE DOCUMENT

Personal Information

Gender

Ethnicity

Age

Experience

Highest level of education/majors
Certifications

Years teaching/subject

Years as an administrator/ level
Years at current site

Others positions held

District(s) employed by

Other Information

What Influenced you to enter the field of educa®ion
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APPENDIX E

CROSS CASE ANALYSIS

Reoccurring words or themes

Reoccurring | Participant 1 Participant 2 Participant 3 Partioipd | Participant 5
words or

themes

Network X X X
Relationship X X X X
Leadership X X X X
Reciprocal X X X
Partnership X X X

Trust X X
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