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Introduction
Schools and districts are not isolated entities: local
context and system-level factors affect how students
learn and grow, but they often lie outside of the
control of schools. The work of the Annenberg
Institute for School Reform at Brown University
(AISR) is guided by the “smart education system”
theory of action, which holds that a web of strong,
overlapping collaborations between school systems,
community institutions, higher education partners,
and families is crucial to transforming urban educa-
tion. The extent of collaboration across these 
multiple sectors helps determine to what extent
educational options for all students improve.  

To be successful, these collaborations must be
intentional, aligned, and consistent with evidence-
based best practice, but there are few tools to
inform the development and ongoing maintenance
of such collaborations. The purpose of the research
we describe in this report was to develop a practical
set of indicators1 for two key types of collaborations:
family leadership in district-level reform and part-
nerships between school districts and higher educa-
tion institutions. We also developed self-assessment
rubrics for each of these types of collaborations.

We chose to conduct our research in Central Falls,
Rhode Island, to capture lessons from the school
district’s exemplary practices in both of these areas.
In this report, we describe the strategies used by the
Central Falls School District (CFSD) to engage
families as leaders in districtwide reform. A com-
panion report2 describes the partnership between
CFSD and Rhode Island College (RIC). Our
research in Central Falls drew on AISR’s experi-
ence developing indicators for factors that affect
learning at a systemic level, as well as on the theo-
retical and empirical literature on family engage-
ment and higher education–school district
partnerships. We anticipate that these indicators
will be useful to stakeholders in Central Falls and
RIC in reflecting on and advancing their work and
to other school systems and their partners as they
seek to deepen engagement and develop parent
leadership. 

The Need for Family Leadership in 
Systemwide Education Reform
Educational opportunities for low-income students
and students of color increase when families are
actively engaged as leaders in systemwide reform
(Noguera 2004; Orr & Rogers 2011). When fami-
lies are engaged as leaders, they can place concerns
on the school’s agenda that were not previously
acknowledged, suggest and act on new ways to
solve problems, draw on their own political and
organizational networks, and bring to bear support-
ive resources (Fine 1993). Parents as an engaged
collective can also hold schools and school systems
accountable (Noguera 2004). Latino parents, in
particular, are traditionally underrepresented in
local school boards and other political offices, ren-
dering it all the more important for there to be
alternative avenues for participation and power in
decisions related to their children’s schooling
(Fraga & Frost 2011; Jasis & Ordóñez-Jasis 2005). 

The Need for Indicators of Systemwide 
Family Leadership
Despite interest in cross-sector collaboration, the
field lacks empirical evidence of best practices and
clear indicators that collaborators can use to assess
progress and plan strategically. Educational indica-
tor systems act as applied research tools that are
measurable, easy to understand, and lead to clear
action (Del Razo et al. 2014). Practitioners appreci-
ate indicators that offer formative data in sufficient
time for course-correction and can spur meaningful
conversations that inform action (Foley et al.
2008). Indicator frameworks also help to clearly

1 Education indicators are “yardsticks” that can inform a system by
highlighting areas in need of development as well as areas that
have experienced growth and improvements. 

2 See http://annenberginstitute.org/?q=publication/central-falls-
collaboration.
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define nebulous concepts such as “engagement”
(Shavelson, McDonnell & Oakes 1991); this clarity
is especially useful for cross-sector initiatives that
involve numerous organizations with differing per-
spectives and missions.  

Many recent AISR projects have grappled with
how cross-sector sets of stakeholders maintain com-
munication, negotiate visions and goals, and share
feedback and best practices. In recent work, AISR
has co-developed systems-level indicators for fac-
tors affecting the quality and quantity of learning
time,3 college and career readiness,4 and data-shar-
ing partnerships between districts and their part-
ners.5 Building on that experience, we created a
framework of concrete, actionable indicators for
school systems and their partners to help them
actively develop parent leadership. We drew on a
number of helpful frameworks for university-com-
munity and university-school partnerships devel-
oped by other scholars and intermediaries (see
Bibliography), key themes from empirical literature
on parent leadership, and the experiences and
reflections of families and district staff.

About This Report
In this report, we give a brief overview of Central
Falls and the district’s work to build authentic fam-
ily leadership; describe our research methods and
our framework for family leadership; and present
our analysis of CFSD’s family leadership efforts,
organized according to our framework. At the end of
the report, we share a self-assessment rubric of indi-
cators aligned to our framework, informed by CFSD’s
work and vetted by CFSD families and leaders. We
anticipate the rubric will be useful as a reflection
tool for other districts in strengthening their own
work to engage families as powerful leaders. 

3 See http://timeforequity.org. 
4 See http://vue.annenberginstitute.org/issues/38.
5 See http://annenberginstitute.org/?q=publication/data-

collaboration-new-york-city-challenges-linking-high-school-and-
post-secondary-data. 
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Positive Change and Innovation:
Collaboration and Engagement 
in Central Falls
The city of Central Falls, Rhode Island is just one
square mile in area with a population of approxi-
mately 19,000, making it one of the densest cities
in New England. The city is culturally and linguis-
tically diverse, with 71 percent of the population
speaking a language aside from English in the home
and 40 percent having been born outside of the
U.S. (U.S. Census Bureau 2013). One-third of fam-
ilies with children under the age of eighteen are in
poverty. CFSD has an enrollment of approximately
2,800 students across a high school, a middle
school, and four elementary schools. Within the
district, 81 percent of students qualify for free or
reduced-price lunch, and the student body is 73
percent Latino, 12 percent Black, 13 percent
White, and 2 percent other races. Another 1,058
students from Central Falls attend charter schools,
and 142 students attend parochial and private
schools.

Rebounding from Multiple Crises 
In 2010, the school district made national head-
lines when the school board voted to fire all of the
teachers in the high school when the union did not
agree to stipulations required for a federal School
Improvement Grant. The next year, the city
appeared in the news once again when it became
one of only a few cities nationwide to have filed for
bankruptcy. These two incidents – in addition to
high rates of crime, poverty, and unemployment
(Federal Bureau of Investigation 2013; Rhode
Island Department of Labor and Training 2014) –
have brought the city and school district ample
negative attention. 

However, the past few years have been ones of posi-
tive change and innovation, as the school district
and city rebound and resist negative stereotypes.
Central Falls High School (CFHS) has imple-
mented a comprehensive transformation plan to

strengthen academics and student support. The dis-
trict received a $1 million grant from the U.S.
Department of Justice to expand its school-based
restorative justice programming and has strength-
ened collaboration with local charter schools
through a Bill & Melinda Gates Foundation Char-
ter-District Compact grant. In 2012, Central Falls
elected its first Latino mayor, a Central Falls native
and son of Colombian immigrants. Thus, despite
the same structural injustices that plague other
cities with a high proportion of people of color –
high crime rates, inadequate municipal services,
insufficient and underpaid jobs, and police harass-
ment – many residents and school personnel are full
of hope and optimism. 

Collaboration
The partnership with RIC and the major invest-
ments in family engagement have been central to
the district’s efforts to transform itself into a model
for urban education. In 2013, Central Falls signed a
memorandum of understanding with RIC to form a
comprehensive “Innovation Lab” engaging the
entire university and entire district in experimenta-
tion and innovation.6 In the same year, Central
Falls secured a $3 million federal Investing in Inno-
vation (i3) grant to transform family engagement in
grades PK–3.

Family Leadership 
Upon her arrival to the district, Superintendent
Fran Gallo instituted monthly “superintendent
forums” for parents. Having set the tone for strong
family leadership, many of CFSD’s current family
leadership practices blossomed at the Central Falls
High School as it was undergoing transformation.

6 For more on the Innovation Lab, see http://annenberginstitute.org/
?q=publication/central-falls-collaboration.
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During these years, the high school
instituted a parent room, a family
leadership institute, regular parent
meetings, and a monthly coffee
hour to mirror the superintendent
forum. The i3 funding equipped
more schools with a parent room,
secured five full-time bilingual par-
ent liaisons, and provided stipends
and training for new parent leaders.

Parent leaders engage in school
and district initiatives in various
ways. Many parent leaders spend
time reaching out to other parents,
for example, calling parents to offer
support when their children are frequently absent,
or home visiting to communicate information.
Some parent leaders also lead trainings or lend
informal support to other parents to help them
develop skills, and some, particularly those with
younger children, help teachers in the classroom.
Parent leaders have also spearheaded changes in
policy and practice. Parents were particularly proud
of a successful parent-led campaign to implement a
student dress code across the district. This cam-
paign required enacting new legislation to ensure
that a dress code would not violate first amendment
rights, as well as mobilizing district personnel,
teachers, staff, and other parents. Parent leaders
have galvanized their peers to enact many other
changes, including insisting that one of the schools
hire a crossing guard, making a school playground
more accessible to all students, and encouraging
district staff to ensure that all written communica-
tions to parents are translated into Portuguese as
well as Spanish. Parent leaders have also helped to
support new district-led initiatives, for example,
restorative practice.7

CFSD builds parent leadership capacity through a
three-day family leadership institute, offered in
partnership with community organizations such as
Fuerza Laboral and the Rhode Island Parent Infor-
mation Network. The trainings focus on building
parents’ leadership, meeting facilitation, advocacy
skills, and policy knowledge. New leaders are
trained twice a year. Parent leaders also receive
training about procedures for keeping student and
family information confidential. Related to parent
capacity building, CFSD and RIC have instituted a
Parent College, the idea for which emerged from
listening to parents express interest in developing
skills like speaking English, working with comput-
ers, financial literacy, and parenting. Using their
social networks, CFSD and RIC recruited commu-
nity organizations and corporations to provide in-
kind support and classes on a voluntary basis. In its
first year (2013), eighty-six parents completed at
least one course, and parents participated in a grad-
uation ceremony on the RIC campus. The vision is
for Parent College to offer certificate programs and
credit-bearing courses, and for Central Falls to
eventually become a satellite campus of RIC.
Although capacity to coordinate all of the partner-
ships and sustainability present challenges, Parent
College has been well received by families. 

7 See http://www.cfschools.net/restorative-practices.html.
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About the Study
The research questions guiding our approach were:

• What are the conditions, practices, and strategies
that foster sustainable and authentic family lead-
ership at the school system level? 

• How can these conditions, practices, and strate-
gies be represented in a system of actionable indi-
cators?

We based our initial understanding of the goals and
features of CFSD’s family leadership initiatives on
conversations with CFSD leaders and AISR’s expe-
riences documenting and evaluating system-level
change in CFSD. Using our review of the literature
on family engagement8 and relevant AISR-devel-
oped indicator systems, we developed a conceptual
framework for family leadership in system-level
change. The framework is organized into four broad
categories of indicators, adapted from Wilson and
Wilde (2003): 

• Values and Commitments 

• Communication 

• Capacity 

• Inclusivity and Influence 

The categories are interconnected and interde-
pendent, and in practice the borders between them
are often blurred. (The full framework is presented
in the next section.) 

We used the draft frameworks to generate struc-
tured interview and focus group protocols. We 
conducted one-on-one interviews with CFSD’s
superintendent and executive director for family
and student supports, and five focus groups with
CFSD parents and parent leaders, recruited by the
director for family and student supports.9 The
home-school liaison at one of the schools, who also
considered herself a parent leader, participated in
one of these focus groups. After coding our inter-
view data, we developed findings organized by the

four categories specified above. We also revised our
frameworks to more accurately reflect the experi-
ences in Central Falls.

We next developed a rubric aligned to indicators 
in two categories – inclusivity and influence, and
capacity. We focused on these two areas because
they are not as fully described as other categories 
in previously published rubrics and tools. (See the
Appendix for suggestions of such tools.) We tested
the rubrics through focus groups with CFSD leaders
and parent leaders using cognitive interview proto-
cols (Willis 1999), and incorporated their insights
and feedback. The full rubric can be found in the
final section of this report.

8 The Bibliography includes a complete list of the literature that
informed our frameworks.

9 Because of the limited scope of this study, we were only able to
conduct focus groups with parents who the district family engage-
ment leader recruited. Thus, our results are biased toward the
opinions of parents who have been engaged either as parent lead-
ers or as Parent College participants and who are therefore more
likely to have positive perceptions of the district’s efforts. Never-
theless, participants still expressed numerous challenges, and we
collected sufficient data to answer our two research questions. Fur-
ther, when creating the indicator framework, we supplemented our
empirical data with lessons from the robust body of academic and
practical literature on the topic of family leadership (see the Bibli-
ography). 



A Framework of Indicators 
for Family Leadership in 
System-Level Reform
Our literature review and empirical research yielded
the indicator framework for family leadership in
system-level reform that is presented in Figure 1.
The categories “Capacity” and “Inclusivity and
Influence” are highlighted because they are featured
in the rubric at the end of this report. 

In the next section, we present a case study of fam-
ily leadership in Central Falls to illustrate what
these indicators look like in practice.
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FIGURE 1. Framework of Indicators for Family Leadership in System-Level Reform 

VALUES AND 
COMMITMENTS

There is an assets-based approach that identifies and builds upon skills and knowledge already 
in the community.

Parents are viewed as being capable of and wanting to take collective action to improve educa-
tion for all children.

Parents' ideas and opinions are valued and supported.

COMMUNICATION

There are multiple ways of informing parents and soliciting their input.

Feedback is provided to parents in a continuous manner.

There is honest and open sharing of thoughts, ideas, and information.

CAPACITY

1. The district invests in parents' knowledge and skills. 

1.1 The district invites all parents to take on meaningful leadership roles.

1.2 Parent leaders have opportunities to develop personal and professional skills.

1.3 Leadership training aims to strengthen parent leaders' abilities to build relationships with
one another, other parents, and school and district staff.

1.4 Leadership training helps parent leaders learn to change policies.

1.5 Leadership training aims to build parent leaders' knowledge about education and educa-
tional systems.

1.6 Leadership training aims to strengthen confidence and emotional well-being.

2. The district provides resources that allow parents to participate fully. 

2.1 Meetings allow all families to participate fully.

2.2 Families have a welcoming parent center in or near all schools.

2.3 All families are able to engage regardless of language. 

INCLUSIVITY 
AND INFLUENCE

3. District leadership encourages parent power and action. 

3.1 District leadership encourages every family to participate fully and values all viewpoints.

3.2 District leadership constantly asks for parent input to improve all family engagement 
practices.

3.3 District leadership understands families’ needs, resources, and strengths.

3.4 District leadership encourages school administrators, faculty, and staff to engage families. 

4. School staff helps parents to feel included and influential in the school community. 

4.1 There are full-time staff who bridge home and school (aka “home-school liaison” or
"boundary spanner").

4.2 School staff and faculty collaborate with families toward common goals.

5. There is a sense of community between parent leaders and other parents.

5.1 Parent leaders trust one another and other parents.

5.2 Parent leaders feel a sense of unity with one another and other parents.

5.3 Parent leaders have positive opinions about the community. 

5.4 Parent leaders value diversity.
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Findings: Promising 
Family Leadership Practices 
in Central Falls
Districts with strong family leadership have certain
values and commitments in common. These values
are manifested in CFSD’s efforts to communicate
effectively with parents, build parent capacity, and
include parents and promote their influence within
schools and districts.

Values and Commitments
Districts with strong family leadership recognize
and build upon parents’ strengths and assets (Mar-
tinez-Cosio 2010; Delgado-Gaitan 1991; López,
Scribner & Mahitivanichcha, 2001). Rather than
focusing only on the problems that need fixing,
they recognize parents’ funds of knowledge and
incorporate parents’ voices into their decision-mak-
ing and implementation of new reforms. 

These districts also define family leadership as
broader than just the relationship between an indi-
vidual parent and her child; rather, they recognize
the collective power of a group of parents (Dyrness
2011; Hong 2011; Ishimaru 2014; Jasis & Ordóñez-
Jasis 2005; Warren & Mapp 2011). Studies show
that a common outcome of parent organizing is that
parents gain a sense that their child’s success is
intertwined with the success of all other children
(Dyrness 2011; Hong 2011; Jasis & Ordóñez-Jasis,
2005; Warren & Mapp, 2011). 

Finally, districts with strong family leadership value
and support parents’ ideas and opinions (Fine 1993;
Martinez-Cosio 2010; Noguera 2004; Rollow &
Bennett 1996). They are committed to providing
families with many opportunities to provide feed-
back, try to understand opinions with which they
disagree, and support parent-led initiatives. 

Communication
Districts with strong communication provide multi-
ple ways of soliciting family input, continuous feed-
back to families, and honest and open sharing of
thoughts, ideas, and information. 

Soliciting Family Input and Providing Continuous
Feedback 

CFSD provides many ways of soliciting input from
families. Every month, the superintendent holds a
forum on a different topic, such as attendance or
Common Core math curriculum. Additionally,
each of the district’s schools holds a monthly coffee
hour where the principal discusses the monthly
theme and invites parents to ask questions or pro-
vide feedback. Furthermore, Parent College courses
are integrated with other district- and school-wide
meetings. For example, the computer and ESL
classes integrated the Common Core math curricu-
lum in preparation for the superintendent’s
monthly forum. 

Parents also know that they always have someone
who will listen to their concerns. One parent
shared, “If you have a concern, [the superintendent]
will listen and will see how it can be resolved.”
School and district staff frequently ask parents to
complete satisfaction surveys and participate in
focus groups. Recognizing that meetings are not
accessible to all parents, district staff and parent
leaders also conduct home visits to inform parents
about changes in the district (such as a new dress
code or school restructuring) and to seek their
input. Every parent in the district has the superin-
tendent’s phone number and has been invited to
call her if going through other channels has been
unsuccessful. School and district staff admitted that
they sometimes struggle with circling back to par-
ents to let them know what came from their sugges-
tions, but recognized that this step was crucial to
establishing and maintaining trust. 
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Honest and Open Sharing 

The district communicates with parents through
many avenues, as one parent said, “[The district]
lets you know in many ways, with calls, emails, with
papers and bulletins they send you.” Despite these
multiple forms of communication, relationships are
paramount for sharing information. Information
often flows from district personnel to parent leaders
to other parents. Many parent leaders expressed
that district personnel are critical conduits of infor-
mation; they mostly find out about opportunities
and initiatives through the home-school liaison or
the executive director for family and student sup-
ports, although formal meetings between district
staff and parent leaders are sporadic. Communica-
tion then continues in everyday interactions
between parent leaders and parents, for example, at
school, in laundromats, or at the grocery store,
where parent leaders can explain new initiatives
and address parents’ concerns outside of formal
meeting times. If parents cannot attend a meeting
or do not feel comfortable being honest and open
during a meeting, they still might have the ear of
another parent. 

Language Capacity

This flow of information reinforces the importance
of bi- and multi-lingual abilities for individuals who
work with parents. Parents who speak Spanish
reported that having district and school personnel
who also speak Spanish has been instrumental to
helping them feel welcome, valued, respected, and
connected to their children’s schools. A challenge
for the district is to hire more bilingual staff.

Capacity
Districts with strong capacity for family leadership
build parents’ capacity by investing in their knowl-
edge and skills and providing resources that allow
parents to participate fully. 

Building Parents’ Capacity 

Family leadership trainings should promote individ-
ual, social, and political empowerment by: strength-
ening parents’ confidence and emotional
well-being; helping parent leaders develop their
abilities to build relationships with one another,
other parents, and district staff; and expanding
knowledge about the school system and changing
policy (FRIENDS National Center 2010; Reynolds
& St. John 2012). Similar to other studies (Hong
2011; Warren & Mapp 2011), the development of
relationships between parents in Central Falls has
undergirded broader policy change. 

Parent leaders shared that the family leadership
institute taught them not to judge other parents or
make assumptions, and that they were better able
to unite around policy change once they realized
their common goals and shared identities as parents
and residents of Central Falls. For example, the suc-
cessful parent-led campaign for a district-wide dress
code emerged from the family leadership institute.
Parents have already seen the effects of the dress
code on improving school climate, as one parent
said, “The change in uniforms – that obviously ben-
efited us a great deal, in my view, in everything.
Starting with bullying. Because it gets at the root of
the issue.” The family leadership institute has also
produced leaders in the broader community; for
example, one alumnus became a school board mem-
ber and then a city council member.

Not only does CFSD invest in parents’ leadership
skills, but it also invests in parents as whole human
beings. Parent College offers classes that are respon-
sive to parents’ desires and goals. When asked how
Parent College fits into the broader goals of the dis-
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trict, CFSD’s executive director for family and stu-
dent supports responded, “We always talked about
giving families the tools to build their tool box.”
Parents highly value these “tools.” For example,
English classes have helped parents communicate
with their children’s teachers and support their
children with their homework. One parent said,
“I’m learning a lot more [English] and I am much
more attentive to [my children’s] education.” 

Parents also appreciate that Parent College offers
childcare and dinner, which enables them to com-
pletely relax and focus on themselves. A parent
said, “Everyone is preoccupied with work, their
obligations at home, their responsibilities. So, actu-
ally, [Parent College] is additionally a time for our-
selves, because we don’t have it,” and another
parent added, “It is our time to be dedicated. To
come to be educated. To put in effort.” Parent Col-
lege has engendered mutual respect between par-
ents and CFSD personnel: parents feel that the
district respects them as human beings and supports
their needs and goals; in turn, they are more willing
to support the district and trust that district person-
nel harbor students’ and families’ best interests.
One parent said, “I like the school system, because
they were like, ‘If this is what you want then we’re
going to support you.’”

Providing Resources That Enable Participation 

Resources that allow parents to participate fully
include: meetings during convenient times in both
the daytime and evening, where childcare, food,
translation services, and sufficient seating are pro-
vided; a parent center in or near all of the schools;
and sufficient staff who speak the languages that
families speak (Families in Schools 2013; U.S.
Department of Education 2007). CFSD has taken
the general principle of serving food one step fur-
ther. After the first year of Parent College, parents
reported on a survey that they were unhappy with
the dinner. The district listened and responded
with more pleasing dinner options. District person-
nel did not perceive dinner merely as an incentive
to promote attendance, but rather as a core part 
of its commitment to supporting families. They
viewed dinner as a time for parents and children to
eat with one another, and it was therefore impera-
tive that families enjoyed the food. 

Despite its commitment to hiring bilingual staff and
having translators at all meetings, the district still
struggles with a lack of capacity to meet the linguis-
tic needs of all families. Because someone translates
all conversation during meetings from English to
Spanish, or vice versa, some parents complained
that meetings were tedious and moved too slowly.
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Simultaneous translation equipment would help to
address this issue. Additionally, parents who only
spoke Spanish discussed how they felt excluded
from their children’s schools when they couldn’t
communicate with staff. One parent described a
particularly harrowing experience when she was not
able to communicate with anyone when her child
had an emergency at school, lamenting, “These are
things that sometimes make you feel ‘Oh, what am
I doing here?’” 

Inclusivity and Influence 
Districts with strong influence and inclusivity have:
district leadership that encourages parent power
and action; school staff that help parents to feel
included and influential in the school community;
and a sense of community between parent leaders
and other parents.

Encouraging Parent Power and Action 

Inclusive leadership seeks parent voice and engage-
ment in all phases of a new initiative and solicits
feedback from a diverse group of parents in terms 
of race, culture, and language (Wilson & Wilde
2003). CFSD’s recently launched restorative justice
initiative offers an example of how a district can
involve parents in all phases of a new initiative.
First, the superintendent held a forum to explain
the initiative, answer questions, and solicit feed-
back. Parents were told that their feedback would
make the initiative better. Not only were parents
asked for their input, but they were also asked to
help implement the restorative circles and were
provided training. One home-school liaison
described the motivation for including parents,
“Why not give the opportunity, the platform to
help us as a community? And yes, I mean profes-
sionals are good, but we’re also needing the man-
power, because we have about six behavior
specialists in the school and we have 800 kids at
least at the high school, so we’re needing the man-
power.” District personnel, including home-school

liaisons, the executive director for family and stu-
dent supports, and even the superintendent, also
attempt to include all voices by following up indi-
vidually with parents who seem dissatisfied or con-
cerned after a meeting. Although they admit that
they do not have the capacity to do so for every sin-
gle meeting, with every single parent, they strive
toward this goal. Another challenge district staff
noted is sparse meeting attendance by parents
whose native language is English. 

Inclusion and Inclusivity by School and 
District Staff

Parent leadership efforts are most effective when
they are broadly supported by school and district
staff (Dyrness 2011; Fine 1993; Ishimaru 2014). For
example, Central Falls parents reported that district
staff supported their campaign for a dress code. The
home-school liaison at one of the schools said, “I
had the pleasure of sitting down with the parents
who actually were the leaders of the movement,
and they explained to me what was behind the
whole initiative. I was like, ‘Okay, I like it. So what
would you like me to do? How can I support you to
pass the word on [about] what is going on?’” District
staff expressed how being inclusive of parents pays
off. Not only was the dress code policy imple-
mented, but parent leaders also helped to generate
buy-in from other parents, and reluctant parents
accepted the policy when district staff told them
that the campaign was led by parents, not by the
district. 

Leadership that promotes influence and inclusivity
also does so in everyday interactions with parents.
Parents expressed that important qualities in a
school district leader were “to be close to the com-
munity,” “being involved in the problems to under-
stand the problems that the community is living,”
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and “always being kind; and meeting you with a
smile.” Similarly, when asked what skills and dispo-
sitions her job required, the district’s executive
director for family and student supports noted the
importance of having “empathy” and said, “It’s not
just having a coffee hour where I talk to you. It’s
having the coffee hours as an opportunity where I
meet you.” Although Central Falls has many school
and district staff who exemplify inclusion and
inclusivity, one challenge for the district is to
develop all teachers’ and staff ’s capacities to work
alongside families to advocate for change.

Sense of Community

A strong sense of community involves parents
trusting one another, having a sense of unity, hav-
ing positive opinions about the community, and
valuing diversity (Dyrness 2011; Hong 2011; Jasis
& Ordóñez-Jasis 2005; Liberato et al. 2011; Warren
& Mapp 2011). Parents spoke frequently about the
importance of a sense of community among them-
selves. A strong sense of community among parent
leaders was evident in their motivation to promote
the well-being of all children in Central Falls. Par-
ent leaders reported treating other parents’ children
as if they were their own. For example, one parent
described how he frequently mentors young people:

That’s what I tell them all the time. I say,
“Your mother, whatever mistakes she did, fine,
let her deal with it, but you’ve got to help her
out. You’ve got to show her some support.
You’ve got to understand her. You’ve got to
participate in the house, the chores, the stud-
ies. Do something so you can work as a team.”
That’s what I tell them all the time.

Parent leaders also felt that they were intercon-
nected with other parents as residents of Central
Falls and were optimistic that by working together,
they could improve the city and its schools. A par-
ent said, “This is about you live here in the city.

This is about that you live here, you’re part of this
group, you’re part of what is going on in this soci-
ety.” Parents were confident that substantial change
would emerge from supporting one another and
supporting one another’s children. A parent leader
expressed this sentiment as such:

So if I can get them to hear, if I can get one
person to listen to me, then I can make sure
that that person talks to another person, and
we create a domino chain. And that’s enough
for me. So I don’t see it as a leadership. But I
do see it as a family thing, as a community.
And that’s what it’s all about, creating like
community sense. And it takes a village. So
that’s why we do it. We’re raising our kids as
we’re supposed to do, as a village.

The sense of community that this parent described
was further evident in parents’ descriptions of the
parent room at one of the schools. In this space,
parents teach one another how to read and write
and use a computer, and encourage one another to
overcome their fear of the school system. 

Building Trust and Respect

Developing trust between parent leaders and other
parents is one area for growth. Several parent lead-
ers assumed the worst of other parents, remarking
that they did not care about their children or were
lazy. In order for parent leaders to effectively engage
other parents, they must meet them with trust and
respect. Although the family leadership institute
helped to break down some assumptions, these con-
versations must be deliberate and ongoing. 
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Putting Values into Action 
This case study of family leadership in Central Falls
illustrated how the district puts into action its val-
ues of appreciating parents’ funds of knowledge,
recognizing the collective power of a group of par-
ents, and valuing and supporting parents’ ideas and
opinions. 

We briefly highlight key themes:

Meeting parents’ needs and helping them reach
toward their goals: Parent College has exemplified
the district’s commitment to valuing parents as
whole human beings and viewing family well-being
as integral to student success. Of particular note is
that everything from course offerings to the food
that is served reflects parents’ stated desires.

Parent access to school and district leadership: Par-
ents expressed that they always have the ear of
someone in a leadership position – including the
superintendent – who will listen to and respond to
their concerns. Conditions are ripe for strong family
leadership when parents have support from leaders
with authority to enact change. 

Sense of community: Many parents shared that they
felt connected to one another as people, parents,
and as residents of Central Falls. This sense of com-
munity led them to believe in their ability to effect
change. One challenge is to continue to be deliber-
ate about establishing trust between parent leaders
and all parents. 

Challenges engaging all language groups equitably:
Although the district is intentional about having
translation services at meetings and translating doc-
uments that are sent home, more bilingual staff and
simultaneous translation equipment would help
more families feel welcome, valued, and respected. 

Like any district, CFSD has room to grow, but evi-
dence suggests that promoting family leadership has
yielded changes that benefit students, families,
school culture, and the entire community. Parent,
school, and district leaders have a strong sense of
optimism and a belief that anything is possible if
they work together. As one parent said, “Parents
always have the power to change anything. If all of
the parents get together, we can get anything we
want.”
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Appendix: Additional Frameworks
and Rubrics for Family Engagement
and Leadership 

District level
The U.S. Department of Education’s “Dual Capac-
ity-Building Framework for Family-School Partner-
ships” illustrates the capacities that families,
teachers, and staff need in order to develop effec-
tive partnerships and describes the ingredients
required to develop these capacities.

http://www2.ed.gov/documents/family-community/
partners-education.pdf

School level
This illustrated commentary, created by AISR con-
sultant Anne Henderson, depicts characteristics of
four different school-based approaches to family
engagement. 

http://www.edweek.org/ew/section/infographics/
the-pathway-to-a-partnership-school.html

Classroom level
The Flamboyan Foundation’s “Classroom Family
Engagement Rubric” illustrates the skills and dispo-
sitions required from teachers to effectively engage
families in teaching and learning.

http://flamboyanfoundation.org/resources_and_
publications/family-engagement-classroom-rubric/



The Family Leadership Self-Assessment Rubric



18 THE FAMILY LEADERSHIP SELF-ASSESSMENT RUBRIC: An Indicator Tool and Lessons from Central Falls

About the Rubric
This rubric was developed from the literature on
parent leadership in school district partnerships,
AISR’s previous work on parent leadership, and our
analysis of interviews and focus groups with parents
and school and district staff. It focuses on two cate-
gories of successful partnerships – capacity, and
inclusivity and influence – that don’t seem to be
thoroughly addressed in existing rubrics. Two other
categories – values and commitments, and commu-
nication – are no less important to successful part-
nerships, but several useful tools exist to assess
them (see the Appendix). 

This rubric is intended for self-assessment, not for
evaluation purposes. We hope that it will be useful
in assessing progress, taking stock of partnership
dynamics, and highlighting areas for future growth.
We anticipate that very few partnerships would rate
themselves in the “transformative” category on
most indicators in this rubric. Most partnerships
likely vary in their development from indicator to
indicator. We hope the “established” and “transfor-
mative” categories can provide aspirational goals for
inclusive, sustainable, authentic collaboration. 

Instructions for Completing the
Rubric
For each indicator, you will find statements organ-
ized into four columns – “minimal,” “developing,”
“established,” and “transformative.” Some indica-
tors have one statement in each column, while oth-
ers have several statements. 

Check the boxes next to the statements that you
feel best apply to your partnership. Even within an
indicator, you may check boxes in more than one
column. 

Usually, statements in the same row of the rubric
change qualitatively as you move from left (“mini-
mal”) to right (“transformative”). However, some
rows are additive – that is, an “established” partner-
ship would check the statements in both the
“developing” and “established” columns, and a
“transformative” partnership would mark state-
ments in the “developing,” “established,” and
“transformative” columns. These rows are marked
with gray shading, and the heading “developing
and” or “established and.”

For ease of interpretation, we have included a scor-
ing row where you can add the statements checked
in each column for each indicator to get a sense of
which column best represents your partnership at
its current stage. However, we think the rubric will
be most useful in identifying areas of strength and
areas for growth, rather than focusing on numeric
scores. 
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The Family Leadership Rubric
C

A
P

A
C

IT
Y

1. The district invests in parents' knowledge and skills.
1.1 The district invites all parents to take on meaningful leadership roles.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There are no for-
mal opportunities
for families to
become leaders.

■ Less than 1% of all par-
ents in the district are
parent leaders.

■ 2% to 4% of all parents in
the district are parent
leaders.

■ 5% or more of all parents in
the district are parent lead-
ers.

■ District or school staff
invite a few parents to
become leaders. Training
opportunities are not
welcoming to new lead-
ers.

■ District or school staff
invite all parents to
become leaders, but they
do not make a special
effort to recruit parents
who represent the races,
ethnicities, and lan-
guages of all parents.

■ District or school staff make
a strong effort to recruit par-
ent leaders who represent
the races, ethnicities, and
languages of all parents.
(For example, in districts
where the majority of par-
ents speak Spanish, the
majority of parent leaders
speak Spanish as well.)

■ Parent leadership train-
ing is offered to new
leaders every few years.

■ Parent leadership train-
ing is offered to new
leaders once a year.

■ Parent leadership training is
offered to new leaders mul-
tiple times a year.

■ District and school staff
do not make an effort to
invite parents who have
expressed frustration or
anger with the system to
become leaders.

■ District and school staff
would like to, but do not
know how to, invite par-
ents who have
expressed frustration or
anger with the system to
become leaders.

■ District and school staff
make a strong effort to invite
parents who have
expressed frustration or
anger with the system to
become leaders.

■ Parent leaders rarely or
never plan and conduct
leadership trainings or
mentor less experienced
parent leaders.

■ Parent leaders help to
plan and conduct leader-
ship trainings and mentor
less experienced parent
leaders.

■ Parent leaders take the lead
in planning and conducting
leadership trainings and
mentoring less experienced
parent leaders.

■ Parent leaders do not
have a choice about
what roles they take on.

■ Parent leaders have a
choice between several
different roles, but they
are not encouraged to try
out different roles.

■ Parent leaders have choices
between many different
roles, and are encouraged
to try out different roles and
gain multiple skills.

■ There are no or very
infrequent events to rec-
ognize and honor parent
leaders.

■ There is one event each
year to recognize and
honor parent leaders.

■ There are ongoing events to
recognize and honor parent
leaders.  

■ There is no job descrip-
tion for parent leaders.

■ There is a job description
for parent leaders, cre-
ated by district or school
staff.

■ There is a job description for
parent leaders, created by
district or school staff and
parents.
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1. The district invests in parents' knowledge and skills. 
1.2 Parent leaders have opportunities to develop personal and professional skills.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There are no for-
mal opportunities
for parent leaders
to develop per-
sonal or profes-
sional skills.

■ Parent leaders are
offered training in pro-
fessional, parenting, or
language skills, but are
not asked what type of
training they would like.

■ Training opportunities
are responsive to some
of the stated interests of
parents. 

■ Training opportunities are
responsive to most of the
stated interests of parents. 

■ Parent leaders are
offered training, but they
are not invited to develop
professional or personal
goals.

■ Parent leaders develop
professional or personal
goals.

■ School staff and teachers
are aware of and support
parents' professional goals.

■ There are no opportuni-
ties for parent leaders to
receive training to be
hired as school or district
staff.

■ There are opportunities
for parent leaders to
receive training to be
hired as school or district
staff.

■ Parent leaders are hired as
school or district staff.

■ None of the trainings
offer college credit or a
professional certificate.

■ One or two of the train-
ings offer college credit
or a professional certifi-
cate.

■ Most of the trainings offer
college credit or a profes-
sional certificate.

1.3 Leadership training aims to strengthen parent leaders' abilities to build relationships with one another,
other parents, and school and district staff.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership train-
ing does not aim
to strengthen 
parent leaders'
abilities to build
relationships.

■ Training helps parent
leaders to develop a
strong community among
themselves. For example,
the training: emphasizes
the beliefs that parents
of all races, classes, and
cultures care about their
children and that anyone
can learn and improve;
teaches active listening
and conflict resolution
skills; and encourages
sharing personal stories.

Developing, and:
■ Training helps parent

leaders build relation-
ships with other parents.
For example, it teaches
parent leaders how to:
help other parents find
resources and supports
in the school system;
communicate with other
parents across race,
class, and cultural differ-
ences; understand the
challenges and barriers
parents face; and appre-
ciate many different
kinds of family engage-
ment.

Established, and:
■ Training helps parent lead-

ers build relationships with
teachers, principals, and
school officials. For exam-
ple, the training helps parent
leaders approach school
and district staff with con-
cerns or disagreements and
ask questions about issues
that affect all students.
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1. The district invests in parents' knowledge and skills. 
1.4 Leadership training helps parent leaders learn to change policies.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership train-
ing does not aim
to help parent
leaders learn to
change policies.

■ Training helps parent
leaders develop civic
skills, including running 
a meeting, asking good
questions, and making
decisions.

Developing, and:
■ Training helps parent

leaders propose policy
change, including read-
ing budgets, collecting
and analyzing data, and
identifying key policy-
makers.

Established, and:
■ Training helps parent lead-

ers advocate for policy
change, including planning
a rally, attracting media
attention, and delivering tes-
timony at a hearing.

1.5 Leadership training aims to build parent leaders' knowledge about education and educational systems.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership train-
ing does not aim
to build knowl-
edge about 
education and
educational 
systems.

■ Training helps parent
leaders better under-
stand their children's
schools, including school
policies, school improve-
ment plan, report cards,
and curriculum. Training
also gives parent leaders
skills and knowledge to
volunteer in schools,
including confidentiality
rules, school improve-
ment project design, and
child development.

Developing, and:
■ Training helps parent

leaders understand the
school system, including
parents' rights and dis-
trict policies, budget,
vision, and major initia-
tives. 

Established, and:
■ Training helps parent lead-

ers understand state and
federal educational policies
that affect them, including
Title 1, No Child Left Behind,
and the Elementary & Sec-
ondary Education Act.

1.6 Leadership training aims to strengthen confidence and emotional well-being.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership train-
ing does not aim
to strengthen
confidence and
emotional well-
being.

■ Training helps all parents
recognize that they have
leadership qualities.
Trainers convey high
expectations for parent
leaders and provide posi-
tive encouragement and
emotional support.

Developing, and:
■ Training helps parent

leaders develop confi-
dence to build and
improve upon relation-
ships with family mem-
bers, employers, school
staff, and other people
they see almost every
day.

Established, and:
■ Training helps parent lead-

ers to develop confidence 
in their abilities to create
change in their communities
and beyond.

/6 /16 /16 /16
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2. The district provides resources that allow parents to participate fully. 
2.1 Meetings allow all families to participate fully.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There are no or
few meetings
designed to
inform or gather
input from 
parents.

■ Meetings designed to
inform or gather input
from parents lack one or
more of the following:
• Convenient times in both

the daytime and evening
• Childcare
• Food
• Translation services
• Space for everyone to sit
• Notification of the meet-

ing at least one week in
advance

■ Meetings designed to
inform or gather input
from parents have all of
the following:
• Convenient times in both

the daytime and evening
• Childcare
• Food
• Translation services
• Space for everyone to sit
• Notification of the meet-

ing at least one week in
advance

Established, and:
■ Meetings designed to inform

or gather input from parents
have most of the following:
• Childcare provided by indi-

viduals with training in child
development

• Food that families enjoy
• Time for parents and chil-

dren to eat dinner together
(if evening event)

• Simultaneous translation
equipment

2.2 Families have a welcoming parent center in or near all schools.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ No schools or
nearby commu-
nity settings have
a parent center.

■ There are parent centers
located in a few schools
or in nearby community
settings.

■ There are parent centers
located in about half of
schools and nearby com-
munity settings.

■ There are parent centers
located in almost all schools
and nearby community set-
tings.

■ A few parents know the
center exists and can
describe its purpose.

■ About half of parents
know the center exists
and can describe its pur-
pose.

■ Most parents know that the
center exists and can
describe its purpose.

■ The centers have 1 to 3
of the following qualities:
• Visible and easily acces-

sible location
• Room for a big group of

parents to gather com-
fortably

• Plenty of seating
• Cheerful decorations
• At least one computer
• Resources that can be

checked out
• A staff-person or parent

volunteer in the center 
• Parent input on center

design
• Dedicated ongoing 

funding

■ The centers have 4 to 6
of the following qualities:
• Visible and easily acces-

sible location
• Room for a big group of

parents to gather com-
fortably

• Plenty of seating
• Cheerful decorations
• At least one computer
• Resources that can be

checked out
• A staff-person or parent

volunteer in the center 
• Parent input on center

design
• Dedicated ongoing 

funding

■ The centers have 7 to 9 of
the following qualities:
• Visible and easily accessible

location
• Room for a big group of par-

ents to gather comfortably
• Plenty of seating
• Cheerful decorations
• At least one computer
• Resources that can be

checked out
• A staff-person or parent vol-

unteer in the center 
• Parent input on center

design
• Dedicated ongoing funding
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2. The district provides resources that allow parents to participate fully. 
2.3 All families are able to engage regardless of language. 

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Many schools do
not have staff/
faculty who
speak the main
languages that
families speak.

■ Most schools have a few
staff/faculty who speak
the main languages that
families speak, but their
jobs are to work with
families (such as the
home/school liaison).

■ 20% or more of staff/fac-
ulty at most schools
speak the main lan-
guages families speak,
and they have various
roles at the school,
including teachers, sup-
port staff, and front office
staff.

■ More than 20% of staff/fac-
ulty at each school speak
the main languages that
families speak, and they
have various roles at the
school, including teachers,
support staff, and front
office staff.

■ The district only makes
an effort to hire staff who
speak the same lan-
guages families speak
when they are hiring
home/school liaisons or
similar roles.

■ The district hires front
office staff, teachers,
support staff, and others
who speak the same lan-
guages that families
speak, but does not make
a strong effort to do so.

■ The district makes a strong
effort to hire front office
staff, teachers, support
staff, and others who speak
the same languages families
speak.

/3 /6 /6 /6
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3. District leadership encourages parent power and action. 
3.1 District leadership encourages every family to participate fully and values all viewpoints.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership rarely
or never makes
an effort to seek
parent input, and
there is no district
family engage-
ment policy.

■ Parents are usually asked
to support a new initiative
after the district has
already decided to do it.

■ When there is a new 
initiative, parents are
informed and asked for
their opinions at the
beginning or the end, but
are not involved in every
part of the initiative.

■ Families are informed and
asked for their opinions
when the district is identi-
fying the problem, coming
up with a solution, putting
the solution into action,
and learning what worked
or didn't work.

■ Parents are sometimes
informed and asked for
their input, but are not
involved in making deci-
sions about major issues
that affect student 
learning.

■ Fewer than 10 parents are
engaged in meaningful
decisions about issues
that affect student learn-
ing.

■ More than 10 parents who
represent the district's
races, ethnicities, and
languages are engaged in
meaningful decisions
about issues that affect
student learning.

■ The district has a written
family engagement policy
that was created without
parent input.

■ The district has a written
family engagement policy
that was created with
some parent input.

■ The district has a written
family engagement policy
that was created in full
partnership with a 
representative group of
parents.

■ At meetings with parents,
leaders do 0 to 1 of the
following:
• Use words, eye contact,

and posture to convey
respect

• Handle disagreements in
a way that values all sides

• Provide space for small
group discussions that
allow for more parents to
participate

• Have a note-taker 
record all questions or
comments

■ At meetings with parents,
leaders do 2 to 3 of the
following:
• Use words, eye contact,

and posture to convey
respect

• Handle disagreements in
a way that values all sides

• Provide space for small
group discussions that
allow for more parents to
participate

• Have a note-taker 
record all questions or
comments

■ At meetings with parents,
leaders do all of the fol-
lowing:
• Use words, eye contact,

and posture to convey
respect

• Handle disagreements in
a way that values all sides

• Provide space for small
group discussions that 
allow for more parents to
participate

• Have a note-taker record
all questions or comments
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3. District leadership encourages parent power and action. 
3.2 District leadership constantly asks for parent input to improve all family engagement practices.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership never
asks for parent
input to improve
family engage-
ment practices.

■ Leadership gathers par-
ents' feedback on a few
of the district's family
engagement practices. 

■ Leadership gathers par-
ents' feedback on some
family engagement prac-
tices.

■ Leadership gathers parents'
feedback on most family
engagement practices.

■ Parents are asked for
their input on family
engagement practices
once or twice per year.

■ Parents are asked for
their input on family
engagement practices
every few months.

■ Parents are asked for their
input on family engagement
practices at least once per
month.

■ There is little effort to
gather feedback from all
parents. For example,
feedback is gathered
only at meetings that
many parents cannot
attend.

■ There is some effort to
gather feedback from all
parents. For example, the
district sends out sur-
veys but does not put
many resources into col-
lecting them.

■ There are strong efforts to
seek all opinions through
focus groups, surveys, home
visits, phone calls, text mes-
saging, and other initiatives.

■ When parents are asked
for their suggestions
about improving family
engagement practices,
leadership rarely acts on
them or tells parents how
or why their suggestions
were or were not fol-
lowed.

■ When parents are asked
for their opinions about
family engagement prac-
tices, leadership acts on
some suggestions for
improvement but often
ignores suggestions with
which they do not agree.

■ When parents are asked for
their opinions about family
engagement practices,
leadership makes sure all
suggestions are considered
and is clear about why some
cannot be followed.

■ Someone rarely follows
up with parents after a
meeting to gather feed-
back about how the
meeting could have been
improved.

■ Someone occasionally
follows up with parents
after a meeting to gather
feedback about how the
meeting could have been
improved.

■ Someone follows up with
parents after a meeting
most or all the time to gather
feedback about how the
meeting could have been
improved.
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3. District leadership encourages parent power and action. 
3.3 District leadership understands families’ needs, resources, and strengths.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership does
not make an effort
to get to know
what families
need.

■ Leadership only makes
an effort to learn about
and meet families' needs
that are directly related
to their children's suc-
cess in school. 

■ Leadership makes an
effort to learn about and
meet families' needs. For
example, they may part-
ner with community
organizations that pro-
vide healthcare and
financial assistance.

■ Leadership makes an effort
to learn about and meet
families' needs and supports
them to reach their goals
and dreams. For example,
they may partner with
organizations that provide
job training and educational
classes.

■ Leadership seeks to
understand the needs or
goals of families repre-
senting one or two of the
district’s races, ethnici-
ties, religions, and lan-
guages.

■ Leadership seeks to
understand the needs or
goals of families repre-
senting some of the dis-
trict’s races, ethnicities,
religions, and languages.

■ Leadership seeks to under-
stand the needs or goals of
families representing all of
the district’s races, ethnici-
ties, religions, and lan-
guages.

■ Leadership rarely spends
time in the community,
including religious insti-
tutions, local businesses,
and libraries. 

■ Leadership occasionally
spends time in the com-
munity, including reli-
gious institutions, local
businesses, and libraries. 

■ Leadership frequently
spends time in the commu-
nity, including religious insti-
tutions, local businesses,
and libraries. 

■ Leadership rarely works
with elected officials and
community leaders to
advocate for policies that
will benefit families, such
as improving access to
transportation and
healthy foods or reduc-
ing harsh policing.

■ Leadership occasionally
works with elected offi-
cials and community
leaders to advocate for
policies that will benefit
families, such as improv-
ing access to transporta-
tion and healthy foods or
reducing harsh policing.

■ Leadership frequently works
with elected officials and
community leaders to advo-
cate for policies that will
benefit families, such as
improving access to trans-
portation and healthy foods
or reducing harsh policing.
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3. District leadership encourages parent power and action. 
3.4 District leadership encourages school administrators, faculty, and staff to engage families. (Best com-

pleted by district leaders)

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There is no train-
ing in family
engagement for
school adminis-
trators, faculty,
and staff.

■ There is no dedicated
time for professional
development in family
engagement for school
administrators, teachers,
staff, and home-school
liaisons. Some schools
might offer professional
development, but it is not
district-wide.

■ There are a few hours of
dedicated time each year
for professional develop-
ment in family engage-
ment for school
administrators, teachers,
staff, and home-school
liaisons.

■ There is ongoing dedicated
time throughout the year for
professional development in
family engagement for
school administrators,
teachers, staff, and home-
school liaisons.

■ Professional develop-
ment is rarely research-
based or grounded in
best practices for adult
learning.

■ Professional develop-
ment is sometimes
research-based or
grounded in best prac-
tices for adult learning.

■ Professional development is
always research-based or
grounded in best practices
for adult learning.

■ When hiring school
administrators, the dis-
trict gives little priority to
whether a candidate is
committed to and has
experience in family
engagement.

■ Candidates for adminis-
trator positions are
asked about their com-
mitment to and experi-
ence in family
engagement, but this is
not a required qualifica-
tion.  

■ The district only hires
administrators who are
committed to family engage-
ment and who have demon-
strated success with
engaging families.

■ The district does not
have written expecta-
tions in its family
engagement policy for
how school staff and
administrators should
engage families.

■ The district has written
expectations in its family
engagement policy for
how school staff and
administrators should
engage families.

■ The district has written
expectations in its family
engagement policy for how
school staff and administra-
tors should engage families,
and the majority of school
staff know what the expec-
tations are.

/4 /17 /17 /17
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4. School staff help parents to feel included and influential in the school community.  
4.1 There are full-time staff who bridge home and school (aka “home-school liaison” or "boundary spanner").

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ The district has
no or very few
home-school
liaisons.

■ Home-school liaisons
have experience in 0 to 1
of the following:
• Cultural responsiveness
• Creating a family-friendly

environment
• Supporting families to

promote academic learn-
ing

• Supporting families as
decision-makers

• Working with teachers/
staff

■ Home-school liaisons are
experienced in 2 to 3 of
the following:
• Cultural responsiveness
• Creating a family-friendly

environment
• Supporting families to

promote academic learn-
ing

• Supporting families as
decision-makers

• Working with teachers/
staff

■ Home-school liaisons are
experienced in 4 to 5 of the
following:
• Cultural responsiveness
• Creating a family-friendly

environment
• Supporting families to pro-

mote academic learning
• Supporting families as deci-

sion-makers
• Working with teachers/ staff

■ Roles and responsibili-
ties of home-school
liaisons are clear to a
few parents.

■ Roles and responsibili-
ties of home-school
liaisons are clear to
about half of parents.

■ Roles and responsibilities of
home-school liaisons are
clear to most parents.

■ Roles and responsibili-
ties of home-school
liaisons are clear to a
few district and school
staff. 

■ Roles and responsibili-
ties of home-school
liaisons are clear to
about half of district and
school staff.

■ Roles and responsibilities of
home-school liaisons are
clear to most district and
school staff.

■ Most home-school
liaisons spend most of
their time responding to
immediate school needs,
such as translation and
event planning.

■ Most home-school
liaisons spend most of
their time engaging fami-
lies in meaningful ways,
such as facilitating par-
ent groups or making
home visits. 

■ Most home-school liaisons
spend most of their time
engaging families and
teachers in meaningful
ways, such as facilitating
parent groups, making home
visits, and facilitating pro-
fessional development for
teachers.

■ A few home-school
liaisons support parent-
led initiatives and
encourage parents to
make decisions.

■ About half of home-
school liaisons support
parent-led initiatives and
encourage parents to
make decisions.

■ Most home-school liaisons
support parent-led initia-
tives and encourage parents
to make decisions.

■ A few home-school
liaisons make all families
feel welcome, valued,
and respected.

■ About half of home-
school liaisons make all
families feel welcome,
valued, and respected.

■ Most home-school liaisons
make all families feel wel-
come, valued, and
respected.
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4. School staff help parents to feel included and influential in the school community.  
4.2 School staff/faculty and families collaborate toward common goals.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ School staff/fac-
ulty rarely or
never interact
with one another.

■ School staff/faculty and
parent leaders might
have informal conversa-
tions but have never had
a formal discussion
about their vision and
goals with one another.

■ School staff/faculty and
parent leaders have dis-
cussed their vision and
goals with one another
but have not agreed on a
unified plan.

■ School staff/faculty and par-
ent leaders have agreed on
common vision and goals,
and have created a unified
plan.

■ A few parent leaders
have observed teachers
or volunteered in the
classroom in order to
gain an understanding of
what it is like to be a
teacher. 

■ About half of parent
leaders have observed
teachers or volunteered
in the classroom in order
to gain an understanding
of what it is like to be a
teacher.

■ Most parent leaders have
observed teachers or volun-
teered in the classroom in
order to gain an understand-
ing of what it is like to be a
teacher.

■ A few teachers know
parent leaders by name,
express their apprecia-
tion for parent leaders,
and support parent-led
initiatives.

■ About half of teachers
know parent leaders by
name, express their
appreciation for parent
leaders, and support par-
ent-led initiatives.

■ Most teachers know parent
leaders by name, express
their appreciation for parent
leaders, and support parent-
led initiatives.

/2 /9 /9 /9
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5. There is a sense of community between parent leaders and other parents.
5.1 Parent leaders trust one another and other parents.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There is not a
group of defined
parent leaders.

■ A few parent leaders:
• Believe that all parents

care about their children
• Believe that families are

capable of change
• Recognize barriers par-

ents face to engagement
educate others about
those barriers

• Listen to truly understand
challenges families face

• Believe that they can
accomplish more
together than alone

■ About half of parent
leaders:
• Believe that all parents

care about their children
• Believe that families are

capable of change
• Recognize barriers par-

ents face to engagement
educate others about
those barriers

• Listen to truly understand
challenges families face

• Believe that they can
accomplish more
together than alone

■ Most parent leaders:
• Believe that all parents care

about their children
• Believe that families are

capable of change
• Recognize barriers parents

face to engagement educate
others about those barriers

• Listen to truly understand
challenges families face

• Believe that they can
accomplish more together
than alone

5.2 Parent leaders feel a sense of unity with one another and other parents.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There is not a
group of defined
parent leaders.

■ Parent leaders feel a
sense of unity with one
another and other par-
ents as parents, helping
to support and mentor
one another's children.
They care about all chil-
dren in the community,
not just their own.

Developing, and:
■ Parent leaders feel a

sense of unity with one
another and other par-
ents, as human beings,
helping with basic needs,
for example, transporta-
tion.

Established, and:
■ Parent leaders feel a sense

of unity with one another
and other parents, as resi-
dents of the same commu-
nity, believing that together
they can make it better.
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5. There is a sense of community between parent leaders and other parents.
5.3 Parent leaders have positive opinions about the community. 

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ There is not a
group of defined
parent leaders.

■ A few parent leaders:
• Believe that the commu-

nity is headed in the right
direction

• Feel that the community
belongs to them

• Challenge negative
stereotypes of the com-
munity, for example, in
conversations with oth-
ers or on social media 

■ About half of parent
leaders:
• Believe that the commu-

nity is headed in the right
direction

• Believe that families are
capable of change

• Challenge negative
stereotypes of the com-
munity, for example, in
conversations with oth-
ers or on social media

■ Most parent leaders:
• Believe that the community

is headed in the right direc-
tion

• Feel that the community
belongs to them

• Challenge negative stereo-
types of the community, for
example, in conversations
with others or on social
media

5.4 Parent leaders value diversity.

MINIMAL DEVELOPING ESTABLISHED TRANSFORMATIVE

■ Leadership train-
ing does not aim
to strengthen
confidence and
emotional well-
being.

■ A few parent leaders:
• Appreciate cultural tradi-

tions of all families, for
example when deciding
about staffing and cur-
riculum or planning
events

• Are friends with parents
of different races, ethnic-
ities, and who speak dif-
ferent languages

• Understand that many
families face discrimina-
tion due to race, ethnic-
ity, religion, language,
and immigration status

• Appreciate learning
about the cultures of all
families

■ About half of parent
leaders:
• Appreciate cultural tradi-

tions of all families, for
example when making
decisions about staffing
and curriculum or plan-
ning events

• Are friends with parents
of different races, ethnic-
ities, and who speak dif-
ferent languages

• Understand that many
families face discrimina-
tion due to race, ethnic-
ity, religion, language,
and immigration status

• Appreciate learning
about the cultures of all
families

■ Most parent leaders:
• Appreciate cultural tradi-

tions of all families, for
example when making deci-
sions about staffing and cur-
riculum or planning events

• Are friends with parents of
different races, ethnicities,
and who speak different lan-
guages

• Understand that many fami-
lies face discrimination due
to race, ethnicity, religion,
language, and immigration
status

• Appreciate learning about
the cultures of all families

/4 /4 /4 /4


