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Abstract
NUESTRA REALIDADLLUMNATING THE LIVED EXPERIENCES
OF MIDDLE-CLASS HISPANIC PARENTS IN
PREDOMINANTY WHITE TEXAS

PUBLIC SCHOOLS

Olga Martinez Hickman, PhD
The University of Texas at Arlington, 2014

Supervising Professor: Ifeoma Amah

As the student population across the nation becameesasingly diverse,
educators are constantly met with challenges thdteyond teaching. While the
Latino® population continues to grow, and the projectbthe U.S. becoming a
majority-minority nation is fulfilled, it is impo&nt to pay close attention to the
educational inequities and challenges that contiawexist for students of color.
Parents of coldr which is defined in this study as Hispanic paseftMexican

origin, have been urged to actively participatechools in an effort to increase

! Hispanics/ Latinos- these terms are used interchangeably by the@éSsus Bureau to refer to
persons of Mexican, Puerto Rican, Cuban, Centi@lSouth American, Dominican, Spanish, and
other Hispanic descent (U.S. Census, 2010).

2 Parents of colofFhis term is often used to define population whiatlude African Americans,
Hispanics, Native Americans, Asian Americans ancifiedslanders. For the purpose of this
study, this term will be used to define Hispanicgmas of Mexican and Guatemalan origin.



student achievement. However, the literature seldstmguishes between the
experiences of Hispanic parents from diverse secmomic backgrounds. This
gualitative study specifically examined how eightidie-class Hispanic parents
perceive their involvemehtin predominantly White schools, using Criticalc®a
and Latino Critical Theories as tools for analy§ienspicuously absent are
studies that describe the unique experience ofrdppeme Hispanic parents with
respect to their children’s schooling. The primdaya collection sources included
two rounds of semi-structured individual interviewasocus group, demographic
guestionnaire, observations, and analytical memdihg findings of this study
revealed differing definitions of parent involvemeais well as instances of

racism and discrimination noted by participants.

% parent involvementhe participation of parents in regular, two-waryg aneaningful
communication with school staff involving studentdemic learning and other school activities
(DoE, 2004)
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CHAPTER 1

INTRODUCTION

Over the last few decades, there has been a coalsidehange in the
makeup of the United States population. The Pojpmdeference Bureau (2010)
has noted that the nation is growing in size andrdity. Data from the 2000
Census showed the number of Hispahioghe United States growing up to 35
million, making Hispanics the largest minority gpoin the nation. Today,
Latinos continue to be among the fastest growihgietgroup in the United
States, with the group comprising 17% of the naigopulation in 2013 (Pew
Research Center, 2014). It is estimated that tpadtiic population will continue
to grow, with the United States becoming a majemiiyority nation for the first
time ever sincel943 (Pew Hispanic Center, 2018450, it is believed that the
percentage of the population of Hispanic or Latnigin will increase from 15.9
million to 34.4 million by 2060, with one in evetiyree residents being of
Hispanic descent.

However, the largest racial and ethnic minorityugr@ontinues to tralil
their White peers in educational attainment, intigdyraduation from higher

education (Pew Hispanics, 2012). In 2012, the Mali€enter for Education

4 Hispanics/ Latinos- these terms are used interchangeably by the@éiSsus Bureau to refer to
persons of Mexican, Puerto Rican, Cuban, Centi@lSouth American, Dominican, Spanish, and
other Hispanic descent (U.S. Census, 2010).



Statistics (NCES) reported that Hispanics had ekt rate (79%) of high
school completion compared to 89% of Whites. Theaigralso had the highest
percentage of student dropout rate, with 15% oinloatages 16-24 not enrolled
in either high school or college (NCES, 2012). While number of students
enrolled in colleges and universities has incregdespanics still lag behind
Whites by 16.4 % and Blacks by 5.9% in attainmérat college degree (U.S.
Census Bureau, 2012).

While a significant number of Hispanic studentsemeolled in K-12
schools across the nation, there is an urgent toegaderstand why they continue
to encounter educational inequities and challeagestical points along the
academic pipeline (Gay, 2004; Pew Research Hisfaamter, 2012). In 2011,
the National Center for Education Statistics (NCEprted that Hispanics had
the lowest attainment rate of at least a high sictiptoma (78.1%) and the
highest dropout rate (5.8%) compared to Whites®2.d4nd Blacks (4.8%). In
addition, Hispanic students continue to trail beHimeir White counterparts in the
completion of a four-year degree. In 2010, 140,8&panic students received a
bachelor’s degree, compared to 1.2 million non-Eisp White students (Pew
Hispanic Center, 2013b). In an effort to closeahbievement gap, the United

States Department of Education [U.S. DoE] (2004)dadled for an increase in



the parent involvemenof families of color and low-income backgroundsying
increased communication between parents and schools

As middle-class families of color enter traditidgalvhite schools, their
presence has been deemed beneficial to studemvaament (Cucchiara &
Horvat, 2009; Robinson, 2007). Parents of colahich is defined in this study as
Hispanic parents of Mexican origin, have been utgeaktively participate in
schools (Hong, 2011; Laureau & Hovart, 1999; Lo@€f)1). However, because
students from middle-class backgrounds may havet@raccess to opportunities
and resources necessary to achieve at their maxipotential, much of the
research on parent involvement has focused onhoanie communities of color
(Robinson, 2007). As a result, researchers argateptirents of color have been
negatively generalized and infused with deficitdagerspectives, attributing
students’ lack of educational achievement to pardrdckgrounds and cultures
(Robinson, 2007; Valencia, 2010). Much of the &tare seldom distinguishes
between the experiences of Hispanic parents frov@rsie socio-economic

backgrounds.

® Parent involvementhe participation of parents in regular, two-waryg aneaningful
communication with school staff involving studenademic learning and other school activities
(DoE, 2004)

® Parents of colofFhis term is often used to define population whiatlude African Americans,
Hispanics, Native Americans, Asian Americans ancifiedslanders. For the purpose of this
study, this term will be used to define Hispanicgmas of Mexican and Guatemalan origin.



Background of the Study

On any given day, the definition of academic sus@as be described
differently, depending largely on whom you ask. Whattributes that include
grades, athletics, and even popularity can beteop#ine equation, no two people
will define succes$n American schools the same way. The accoladgeademic
achievement has historically been predetermindztkong to White students,
with achievement gaps existing between them and grosps of students of
color (Singleton & Linton, 2006). Even with a pleth of research in the area of
disparities in academic achievement, the mystegdatating all children
remains a challenge, particularly because, “scha@siot designed to educate
students of color,” (Singleton & Linton, 2006, p, &nd [schools] continue to
blame other social, economic, or political factors.

The southern state in which this research studly pdace also has an
increasingly large population of residents of Higpaorigin. Ranked as one of the
fastest growing states in the nation, Texas seootitk nation in terms of their
Latino population (Pew Hispanic Center, 2013a).h/piatterns of change
mirroring those of the United States, the sta@agected to triple the size of the
Hispanic population from 5.9 million to 17.2 milliidoy 2040 (Texas State
Comptroller’s Office of Public Accounts, 2008). Taeticipated growth also
shows a 530% increase from 1980 to 2040, makin@d exnajority-minority

State.



The state of Texas Comptroller’s Office of Pulfliccounts (2008) noted
that the drastic changes will require leadersuidiclg those in the educational
systems, to address needs of all its citizens. Wigpanics being the youngest
major racial or ethnic group in the nation, it ssurprise that they are filling up
the seats of pk-16 schools. In 2011, one in foudn entering kindergarten in
the United States was Hispanic (Pew Hispanic, 204/&%h the accolade of
enrolling the highest number of students in settihgublic education, Hispanics
have also shown significant gains in academic aehnnent. In 2011, the percent
of Hispanic adults ages 25 and older with at ladsgh school diploma or
equivalent was 63%, a 13% increase from 2000 (Pispatic Center, 2013a). A
2012 report by the Pew Hispanic Center recogniaatifor the first time,
Hispanics (18-24 year-olds) were the largest migi@iioup enrolled in four-year
institutions of higher learning across the natibme same report also showed
Hispanics received associates and bachelor’'s degteecord high numbers. In
Texas, the numbers were similar. With the distorcof being the state with the
second largest elementary and secondary schodlrean, the Texas State Data
Center (2008) projected that the state to havadest population of over 60% by

2040.



Statement of the Problem

A master narrativeexists in the United States, which presumes ttierac
of Hispanic parents are uniform, regardless of ime®r social status. As more
Hispanics are entering the middle-class, it is irtgpa to recognize the role they
play in their children’s education (Agius-Valle@013). While the U.S. Census
Bureau (2010) defines the median household incdar86@000 annually, the
Pew Research Center (2012) describes the middés-almhouseholds with two-
thirds to double the national median. In 2011, laf%dispanics earned between
$62,000 and $100,000 and 11.5% earned over $100F@80 Hispanic, 2013a).
Despite preponderant imageries that have depibedroup as uneducated and
underprivileged, Agius-Vallejo (2013) affirms thtae average income and
number of Hispanic homeowners in the United Sthéssrisen. Even with the
growth of the middle-class Hispanic population, ewer, limited research on
their parent involvement experiences in K-12 pubtibools exists.

Additionally, the state of Texas Comptroller’'s @#iof Public Accounts
(2008) noted that the drastic changes in populatidimrequire leaders, including
those individuals in the educational systems, tiregk needs of all its citizens,
including Hispanics. Through this research, | pdevinsight into a phenomenon

that will not only provide awareness of the Hisgapmarents’ unique experiences,

" Master narrativea script that has been created by the dominanpgi\hite, heterosexual
males) that specifies and controls how some spctalesses are carried out. It defines and limits
value and who is entitled to academic achievement



but also, provide recommendations that will leaddoversations about parental
involvement, which may differ from the discoursethis issue.
Purpose of the Study

The problem this study addresses is that scartngsexists to provide
insight into the experiences of middle-class Hispaarents, and how they are
involved in supporting their children’s educatiditerature that exists depicts a
monolithic portrait of Hispanic parents, and fadsdifferentiate practices of
involvement in their children's education. As sutly, purpose for conducting
this study is to add to the existing work on paiaablvement in schools, while
delving into the perceptions and practices of aigrihat has been overlooked.

The guiding research questions for this study ithetl

1) How do middle-class Hispanic parents define andepee their
parent involvement experiences in K-12 public séhiao Texas?

2) What factors facilitate opportunities and/or craadblocks to
participate in their children’s education withiretie learning
communities?

Additionally, the intersection that race, racisnscdmination, and class
plays will be examined, in hopes of providing ardapth understanding into the
experiences of middle-class Hispanic parents. Jtudy will to inform educators
and policymakers as they continue to design programa initiatives for parents

of all racial/ethnic and socioeconomic backgroudee research will provide an



opportunity to improve communication and collabmmatetween parents,
families, and schools, which may ultimately imprakie academic achievement
of all students.

Through the collection of data, | was able to garesults to provide
recommendations that can influence future poliegearch, and practice.
Implications for policy include the following: 1)éQuire employers to allocate
time that would allow parents to attend events tyyaitally take place during the
workday, 2) urge districts and schools to estaldislommittee to create an action
plan that would identify specific needs and a dpeorganizational vision to
increase the involvement of all parents, and 3Yyipieprofessional development
for teachers and staff that share best practicqaadoeasing parent involvement.

Furthermore, the results of the study can alsgpipiexd to programs of
higher education, including scholars who are irgi@ in finding solutions to
closing achievement gaps through targeted actvifgarent involvement. The
implications for research include: 1) the continedfdrt to expand the
conversations regarding the intersection of ralesscand gender, especially in
the Hispanic community. Additionally, this discussicould provide
opportunities to recognize in-group differences thast between Latinos of
different ethnic and socioeconomic background€x)and the scope of the
research by studying participants in differentisg. An example could include

conducting a quantitative study that compares nragtropolitan areas in Texas,



such as Houston and San Antonio. 3) Future studiel focus primarily on the
experiences of parents of color, in general, ahoéaesponsored organizations,
such as the PTA.

This information will particularly be useful to the interested in the
changing role of race in programs of parent involeat in practice. Due to the
fact that this study was centered on the rolerthe, racism, class, and
discrimination played in the experiences of thdipgants, the data indicated that
cultural differences existed between the partidipaschool officials, and parents
of the predominantly White schools their childreéteaded. Implications for
policy suggest that school personnel should: 1pB&sand encourage all types of
involvement by becoming familiar with parental sagpnstilled in the home. 2)
Design and implement a professional developmergsérat addresses the
growing population of Hispanics (and other studertsolor) in predominantly
White schools. For example, schools officials cagib by implementing a
professional development series that addressagaleng population of
Hispanics in predominantly White schools. 3) Enegerthe participation of

Hispanic parents by implementing practices thatattwirally sensitive.



Personal Relevance

My interest in this research topic began four gegyo when my husband,
Anthony’, an African American man and I, a Mexican Amerieaaman moved
into tightknit predominantly White, affluent neigbihood in Longhorn, Texas.
During this time, we enrolled our daughter Reynkindergarten at Spring Creek
Elementary School, a school that traditionally ssrmiddle-income and affluent
White families. The school is a part of the Longhbrdependent School District
(LISD), an urban district that serves students frbwerse backgrounds, 24.5%
African American, 13% White, 60.5% Hispanic, 0.3%tiMe American, and
1.8% Asian/Pacific Islander. At LISD, 75.3% of ttedents are economically
disadvantaged At Spring Creek, over 86% of the student popatats White,
while a small percentage is Hispanic (6%) and ecocally disadvantaged
(4.5%). In fact, the majority of students perforral\on state mandated tests. For
example, in 2010, 99% of all third grade studentSming Creek that took the
Texas Assessment of Knowledge and Skills (TAR$assed, compared to the

73% who passed in the entire district (Texas Edoicatigency, 2011).

8 pseudonyms will be used to protect identitiesxdhiiduals, places and events associated with
this study.

° Disadvantaged students refer to students fronstasio-economic background and/or have not
performed satisfactorily on an assessment instrtiackministered.

2 The Texas Assessment of Knowledge and Skills (TAK® standards-based test, which means
it measures how well students are mastering spesiifils defined for each grade by the state of
Texas. In 2010-2011, the TAKS was used to testestisdn reading in grades 3 through 9; in
writing in grades 4 and 7; in English language artgrades 10 and 11; in mathematics in grades 3
through 11; in science in grades 5, 8, 10 and dd;imasocial studies in grades 8, 10 and 11. The
goal is for all students to score at or above thtesstandard (Texas Education Agency, 2011).

10



Growing up in a low-income family (Note: When | dipg for financial
aid in 1995, my parent’'s combined income was ctoskl5,000), my parents
instilled in my siblings and | that we can and Wib better” than them.
Therefore, throughout my K-12 schooling, | was cdtted to excelling
academically in order to gain access to educatiandlprofessional opportunities
outside of my neighborhood. Being the first in mynily to obtain a career in
higher education, and the fact that both my huslaanadl are educators, | was
certain my experiences as a parent would be diffehan those of my parents,
especially in regards to home-school relationsHigaidly recall my mother
expressing that one of the reasons she did noy émgoschool setting was
because.llas maestras se creen nmia¢ (The teachers think they are better than
us). Because my father worked maintenance fos¢heol district, his experience
with school staff was different from that of my rhet. He often described how
he interacted with school administrators, teachergport staff and students who
were supportive and thought highly of his work etlior example, they would
usually give him plates full of cookies, cupcakas tamales whenever there was
a class party or celebration. In our home, schelaited issues were often left for
my mother to address. Due to my postsecondary @#doehattainment,
professional experiences as an educator and knge/eicthe K-12 school
system, | envisioned a different type of interagctibrough my involvement in my

daughter’s school.

11



Besides my high school and college graduationspangnts rarely
attended my school events and meetings. Therdfor@s excited to join the
Spring Creek Elementary School Parent Teacherschetgm (PTA), attend the
parent-teacher conferences, and volunteer for $cutigities. After the first
event, which occurred before the school year belgamte the following
reflection in my journal, It felt like we were the three only chocolate chipa
sea of vanilla ice cream,(Author’s personal journal, n.d.). As the parents
congregated together at the park across the $tosethe school, it was obvious
that the families had known each other for yeairsceSwe had just moved into
the neighborhood, | was determined to get to knthers families and be actively
involved in the school activitieslowever, | cried almost every day throughout
our first year in this learning community.

Despite the strong involvement of parents, theremment was not
inviting towards me. | was often overlooked whengp& volunteers were needed
for school events and activities. Throughout tHeost year, | was present every
day, stood outside the school at 2:55 p.m. and tetehose days for cheerleading
practice or Girl Scout meeting. At times, | receihan occasional smile from a
parent. Although we were involved in numerous aiéis and events, my
daughter Reyna, began to also recognize the erdaisi practices and asked

time and again,Mommy why don’t they invite me to their playgrdipls

12



continued to assure her that it was not her fanld, kept thinkinghings will get
better(Author’s personal journal, n.d.).

Unfortunately, during the spring semester of Reyikadergarten year, |
observed an event that proved otherwise. | waobtiee four chaperones for the
fieldtrip to the zoo. | was in charge of four gjriscluding my daughter. | would
like to say that all five-year-olds behave in a agt displays kindness and
eagerness to be friendly to others. But the belhawbserved that day was the
exact opposite. | recall sending a text messageytbusbandkL.ittle white girls
become just like their mothers when they grow whddy will ever treat our
daughter the way they are treating her todAythor’s personal journal, June 6,
2011). That day, my daughter was being treatebdarsame way these girls’
mothers treated me throughout the year. In all pyears as a student and
educator, | had not experienced the sadness #éxgierienced that day.

All of a sudden it made sense to mall‘the advanced degrees in the
world will never change the fact that | am not Whitlive in the same
neighborhood, yet | will always be an outsid¢Ruthor’s personal journal, June
6, 2011). Nothing could have prepared me for thect®on | felt as a mother of a
biracial child. If | felt this way about these inetions, | was not sure that | could
understand how our daughter felt. As a family, menediately made a decision
to enroll our daughter in a new school within LoaghISD, Westside Montessori

School [WMS]. The student and teacher populati@h was more diverse at

13



WMS (34.1% African American, 36.7% Hispanic, 24.8%hite, 4.7%
Asian/Pacific Islander) and five miles away fronr bome. However, | continued
to be interested how other parents of color atrfgp@reek Elementary School
navigated the education system, or if they too @@aventually go elsewhere. As
a child, I had an abundance of love and admirdbomy teachers, and never
truly understood what my mother meant when shertesther feelings of being
excluded from the school due to her lack of edocaéind money, and inability to
comprehend or communicate in the dominant languafger many years of
working as an educator and obtaining advanced dsgneorder to provide my
daughter with a ‘better life’, | felt the same way mother did. Although our
predicaments were different, the sense of gen@@timarginalization remained
Organization

This dissertation study is organized into severmpt#a. In Chapter One, |
discussed the personal relevance, and providedybaakd that focused on the
education and parent involvement of Hispanics enUlnited States. In addition,
this chapter defined the purpose of the study atrdduced the research
guestions that would guide the study. Chapter Tresgnts a review of literature
related to the demographics of Hispanics in thdddhStates, parent involvement
and engagement, and deficit perspectives of Hisgaaments. Additionally, |
provided a justification for this study through da&mg the lack of scholarly

research on middle-class Hispanic parent involven@mapter Three included an

14



in-depth overview of the theoretical frameworks.olframeworks, Critical Race
Theory of Education (CRTE) and Latino Critical Theg@LatCrit) were used to
guide the study, as well as center the analysiapten Four provided an
explanation of the methodology, site, sample, aatd dollection procedures used
in this study. This chapter also includes the methagical approach for
collecting and analyzing data, limitations, andrdé@htions. There are two
chapters for findings in this study. Chapter Fiaptared the findings to the first
research question, related to the participantkdpaeind and experiences of
parent involvement. Chapter Six presented theigglfor the second research
guestion. This chapter focused on the participgregsteptions of the intersection
of race and class in their involvement. | concluttezldissertation with a
summary, key findings, implications, limitationgsidasuggestions for future

research.
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CHAPTER 2
REVIEW OF LITERATURE

It is easier to raise strong children than to nepesken men.

--Frederick Douglas
(no date)

It is important to understand that parent involeats multi-faceted. This
study seeks to explore the involvement of middéssIHispanic parents in their
children’s education as a way to better undersexpetriences that are unique,
and often untold (Robinson, 2007). Much of the entiiterature on Hispanic
parents’ involvement in their children’s educatfaiis to detail differences
between families from varied income levels. Thiamtler examines related
literature concerning the changing demographiddigpanics in the United
States, continued lagging academic achievemenatifid students, and parent
involvement. | also explore the ideology of defitiinking and the role it plays
on the involvement of Hispanic parents in K-12 silhol astly, | discuss the
scant literature that exists on the parent invokenof the Hispanic middle-class.
Changing Demographics of the United States

The Pew Research Center (2014) paints an accucateegoof the shifting
demographics across the nation. According to thertethere was an increase of
53 million Hispanics between 2000 and 2014. Thevgnof the Hispanic
population also accounted for over half of courgryrowth, compared to the

overall U.S. population increase of 12%. The pofpareof Hispanics with
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Mexican origin increased by over 50 percent, grgwnom 20.6 million in 2000
to 33.5million in 2011. The Pew Research Centet 820 also reported that in
2011, Hispanics of Mexican origin accounted forltbree-quarters of the 51.9
million Hispanics in the U.S.

Because the Hispanic population has contributeddee than half of the
growth of the total population in the United Statethe past decade, it is
imperative that various stakeholders involved incadion acknowledge the
increasing numbers of Latinos in K-12 educationatitutions across the United
States. As this group continues to lead in high Imens, schools are aiming to
close achievement gaps while considering what eathome towards improving
their academic success (Gay, 2004; Rolon-Dow, 2086pmicsky, Hall, &
Haycock, 2011). Across the nation, efforts to adslithe academic achievement
gap between Hispanics and their White peers amipiog.

In a report by the Education Trust, Ushomicky, Hald Haycock (2011)
provide recommendations for raising achievementadwsing achievement gaps
for all students. Detailing the more rigorous dals that should be adopted, the
authors outline flaws of past accountability systemith hopes towards school
improvement efforts for all. Additionally, in 200the University of Texas at San
Antonio provide a report that included recommeratetito create college
opportunities for more Texans. The report highkgiiat a significant population

growth, with Hispanics expected to comprise 58 @etrof the total population in
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Texas in 2040, will create the greatest challelmgeniproving college
participation and attainment.

With the promise of increasing graduation ratewel as college and
career readiness for all students, including Higsivarious states have adopted
standards reform approach or an initiative to imprstudent achievement. In
Texas, the comprehensive standards known as Cdalej€areer Readiness
Standards, (CCRS) were recognized by Achieve (8611) as being the only
ones in the nation to implement all key college eaker readiness policies—
including alignment of curriculum standards, gradtrarequirements,
assessments, and P-20 data systems. In 2010, Wagame of four states where
high school graduates were required to meet colegecareer ready expectations
to graduate (Achieve, Inc., 2011), showing thaesssent of college and career
readiness was necessary. However, with Hispanicgpising 48% of student
enrollment, statistics continue to show that thenber of Hispanics in Texas
schools, and across the nation is increasing, dnttraiing to lag academically.
The Academic Achievement of Latino Students

According to Achieve Inc., (2011) 47 states andDistrict of Columbia
have implemented rigorous and aligned standardsmiigorepare students for
the demands that follow high school graduation.o&srthe nation,
implementation of higher standards has appearedipiag for the Latino

population. The Pew Hispanic Center (2013) repattatlin the fall of 2012, the

18



percentage of Hispanic high school graduates esttati college was higher than
that of their White peers. Additionally, similaetrds showed that in 2011, the
high school dropout percentage rate declined fr8f% &in 2000) to 14% (in
2011) for 16-24 year-old Hispanics.

However, despite recent progress in academic aement, Hispanic
students continue to trail their White peers. hegort from the National
Educational Longitudinal Studies (NELS), Almeidahdson, and Steinberg
(2006) report that minority groups, including Hispzs and African-Americans,
are at a higher risk for not completing high sch&w#search has also described
the critical role early reading indicators playthe likelihood of high school
graduation and college entry (Hernandez, 2011)r @wee decades ago, Lloyd
(1978) suggested that students with low readingescat the end of third grade,
would have lower graduation rates than those rggalimigher levels. More
recently, similar research confirms that a growmignber of low-income, Black,
and Hispanic students enter fourth grade withoutghable to read proficiently
(Fiester, 2010). In a longitudinal study of nea]900 students conducted by the
Annie E. Casey Foundation (2011) asserts that stadeho are not proficiehtin
literacy by third grade are four times more likedydrop out of high school than
proficient readers. They also found that for stusl@vho could not master “even

the basic skills by third grade, the rate is nearktimes greater,” (Hernandez,

1 Reading at or above grade level
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2011, p. 5). Unfortunately, the same report alsecdhthat the rate was the
highest, 33%, for Hispanic students compared tacAfr Americans, 31% and
greater than those of White students with poorirgpskills (Annie E. Casey
Foundation, 2011).

With parents often being defined as their childsdirst teacher (Fiester,
2010), the role they play in their children’s ediima has been attributed to
academic success. The National Education Goald PE85) reported that all
schools should collaborate with parents to incrélasesocial, emotional, and
academic growth of students. While experience arsdarch has proven that
simple acts of involvement, including reading apdaking to children, can
prepare students for success in schools (Epsté&f; X¥enderson & Mapp, 2002;
Lopez, 2001; USDoE, 2004), it is also importantdocognize the partnerships that
should be in place in order for the goal of acadesuccess for every student to
come to be fulfilled.

Parent Involvement Overview

The Children’s Defense Fund (2010) has declaredtbatest threat to the
national security of the nation as the “failuretotect, invest, and educate all of
our children who make up all of our futures,” (p. Because Hispanic students
continue to trail behind their White counterpatieg participation of parents in
their children’s education has been deemed crif{€pstein, 1995; Henderson &

Mapp, 2002; Lopez, 2001; Valdes, 1996). Scholavlgence and national
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policies have confirmed that when parents parttei& school and encourage
learning at home, children are more successfulexnadlly (Fan & Chen, 2001;
Hong, 2011).

The role parents and families play in their chitdseeducation has
evolved over that past 100 years (Shepard & R&®#5)1 Historically, parents
have always played an active role in the educatfdheir children. Beginning
with mothers teaching their daughters skills ofllbene and fathers educating
their sons about vocational skills (Button & Proxen1989, Reese & McClellan,
1998), parents have played a critical role in ¢ngghome-school ties. For
example, during the age of the Puritans and tlggiRis, parents emphasized their
beliefs in education through their connection ® ¢hurch that was necessary in
building academic success. Programs of parentwewnoént have also developed
from “a 1960s deficit home intervention model agmio to a language and
socialization difference model seen during the £&itd early 1980s” (Olivos,
Jimenez-Castellanos, & Ochoa, 2011, p. 163). Edueatpolicy has continued
to advocate strong parent involvement for the impnoent of student
achievement.

As both culture and history have evolved, the adlparent involvement
has continued to change, often gaining even meéeatain. From the late 1980s
to early 1990s, and even today, emphasis has l@éngdeclaring opportunities

for parent involvement as empowerment and partioiyg Olivos, Jimenez-
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Castellanos, & Ochoa, 2011). Inits 1987 publaaWwhat Worksthe U.S.
Department of Education (US DoE) unmistakably desdte direct effect that
parents’ assistance in education has on how scledfelstively educate their
children. The report supports parents’ role asild'sHirst teachers, affirming
that parent’s involvement in their children’s leiagnis often the most influential
indicator of student achievement.

In the late 1990s, the National Education GoalseP@L995) targeted
increased collaborations between homes and schatats)g that in an effort to
increase parental involvement and academic imprewgnschools would
increase and improve partnerships with parenthiéyéw millennium. In 1996,
the National Network of Partnership Schools (NNB&igned an approach to
that would guide the development of comprehenainvkesaistainable partnership
programs between families, schools, and communiiiasders (2010) discusses
how based on a framework of principles underlimecesearch, the NPPS urges
schools to acknowledge and support the pivotalfeot@lies play in supporting
learning in and out of school.

More recently, the aim of closing the achievengap drivesNo Child
Left Behind(NCLB), a federal policy that has intended to pdeva more equal
opportunity for high-quality instruction for alliglents. (USDoE, 2004). The plan
stresses building strong home-school connecticaitscm aid school to “close the

gap between disadvantaged, disabled, and minadutiests, and their peers,”
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(USDoE, 2004, p. 7). With the aspiration of schoagbrovement, the DoE (2004)
delineates opportunities and obligations for pamadlvement, holding schools
accountable in developing consistent, two-way comigation to support student
learning.

The policy mandates that schools provide toolp#rents that will
support them in ensuring that learning is takiraeplin the home, communicate
regularly with families about academic progressyjte opportunities for family
workshops, and offer parents chances to engagar@npleadership activities at
the school site (USDoE, 2004). Involving parentsilevcreating partnerships
with the school and community to improve studeiie@gement is the paramount
in how NCLB defines parent involvement. In a boaktten by leading scholars
and practitioners in the field of family and comntyrinvolvement, Blankstein
and Noguera (2010) uphold that “both researcheidscammon sense tell us that
parents and educators share the same goal—stuamesss,” (p. 2) Parent
involvement, therefore, continues to be consideredtical component of student
achievement of all students.

Parent Involvement vs. Parent Engagement

The parent involvement prototypes described irréveew of literature
detail prescriptive models that have traditionaliyered to a Eurocentric, middle
class audience (Epstein, 1995; Henderson & Mapp2R@Guch examples define

schools as the agents of knowledge and power, gdkem define the
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expectations to which parents should abide. Pamgntvement initiatives have
been designed to include local and federal mandate®oE, 2004) that include
activities to help close existing achievement gapsticularly between White
students and their peers of color.

It is critical for the reader to know that the pose of this study is to
understand the experiences of middle -class Hisgaarents within the realm of
school-sanctioned activities (parent involvemeB&cause federal policy
(USDOE, 2004) has called for an increase in meduiiagnd collaborative
communication between schools and parents, s @cessary to recognize the
characteristics of parent engagement. For exarhpltazzo (2011) discusses how
parent engagement provides opportunities to calbavith school officials in
making decisions that will affect the achievemdmlbstudents within a learning
community. Engagement also allows parents to lertaop the daily occurrences
of the school, through the intentional implemewtatprocess of collaborative
relationship between educators and parents (Boéiv@hrispeels, 2011,
Ferlazzo, 2011; Ferlazzo & Hammond, 2009). Cemtréthe concept of school
engagement is the focused effort to empower pateritke on collective action
while working closely with school officials to impve public education.

Advocates of empowering parents as partners inatun, Mapp and
Henderson (2002), address the need to disting@sieen involvement and

engagement, because the two do not occur simuliaghedn a 2011 study that
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focuses on enhancing the leadership of HispanenpsrBolivar and Chrispeels
also allude to the need to redefine parent invokmrby creating opportunities
for collaborative decision-making. Such actiongmeitely create empowerment
amongst schools, parents, and ultimately the ectinemunity. Parameters of
parent engagement include listening and includergipts, two-way
communication, and parent relationships.

While differences exist between parent involvenserd parent
engagement, involvement is relevant in this studhyséveral reasons. First, in
providing descriptions of how parent involvement t& increased, federal policy
(USDOE, 2004) suggests: assisting children in legtrbecoming partners in
education, and serving on decision- making andsadyicommittees—as deemed
appropriate. Additionally, the goal was to underdtéhe role race, social class,
and racism played in the experiences of middlesschispanic parents through
school-sanctioned activities. Because the liteeahas focused on using deficit
views when discussing the involvement of parentsotdr, the counter-stories
and narratives presented through conversationség@dctions with the eight
participants emphasized how they were able to meggdheir involvement
without fully adhering to what was expected of themoviding instances of

resistance that continue to exist for parents tdrco
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Parent Involvement and Student Achievement

Multiple perspectives, frameworks, and explanatiohgarent
involvement have been presented. The Harvard FdReisearch Project (2007)
asserts that while parent involvement is benefatabss all ages and grade
levels, when formal schooling begins, studentdementary school undergo
personal and intellectual developmental changdsctrabe supported by parents
and families. “Substantial research supports thomance of family involvement
in the elementary school years, and a growing lwdytervention evaluations
demonstrates that family involvement can be stiesggd with positive results
for children and their school success,” (HarvarthifaProject, 2007, p. 1). The
benefits of home-school relationships for studantdementary school set a
foundation for academic achievement throughout dicational careers.

In 2004, Barnard found that when high African Aroan participation
occurred during students’ elementary schoolingy #iteained high school
completion at higher rates. A similar study thaamined relationships between
the parent involvement and literacy achievemer®06f low-income families
between K-8 grades, found that as parents increased theicipatton in their
children’s education, academic performance inditgrimproved as well
(Dearing, Kreider, Simpkins, & Weiss, 2006). Whetpharents are supporting
their children’s educational attainment and achieset through literacy,

providing help with assigned work from school, ntoring learning, or
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maintaining high expectations, such processesrareatfor the academic
achievement of elementary school children.

A leading researcher in the field of parent invohemt, Joyce Epstein,
also identified multiple measures that are necgdsaaffect increased academic
results for students in elementary schools. Inskeminal study, Epstein (1995)
suggests a typology that connects family, schow,@mmunity that includes six
critical components: parenting, communicating, uppg school, learning at
home, decision-making, and collaborating with comityu Epstein (1995)
asserts that overlapping spheres of involvemehtante student achievement
and when parents have a connection to schoolspiéayme more involved in
supporting learning. Hoover-Dempsey and Sandle9F) 8lso provide a
comprehensive theoretical framework. The authodsess three main issues of
parent involvement: 1) why parents become invol\&dow parents choose
types of involvement, and 3) how parental involvahmaakes a positive
influence on student achievement. The model alggests three factors that
influence the frequency and variety of parent imeatent: 1) personal
motivators, 2) perceptions of being invited, andifg)context variables (Hoover-
Dempsey & Sandler, 1995, 1997).

Additionally, in a meta-analysis conducted in orttesynthesize
qualitative literature between parent involvemeard atudent achievement, Fan

and Chen (2001) examined multiple measures of pareolvement in 25
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research studies. The researchers identified gingiéar concepts: 1)
communication, 2) supervision, and 3) parental etgimns and parenting style.
Moreover, in describing common goals for studetess, Blankstein and
Noguera (2010) also discuss partnerships betwesesctiool, family, and
community that are necessary for student succéss, lecommend three
principles for building school-family relationshigk) mutual understanding based
upon empathy and recognition of shared intere$tsieaningful involvement of
family and community in a variety of school actieg, and regular outreach and
communication to family and community (Blanksteil\&guera, 2010, p. 3).
The principles outlined, therefore, encourage eaget with parents and
families, and yield student achievement.

Traditionally, parent involvement has been broat#fined as
opportunities that connect parents to schools. ‘iFamvolvement is often
thought of simplistically as helping with homewoskttending parent-teacher
conferences, or volunteering in the classroom” (\&poGlimpse, & Johnson,
2001, p. 34). In their research of 200 superintatgacross 15 states, Kessler-
Sklar and Baker (2000) found that over 90% of ttteos| districts had parental
involvement policies and organized initiatives athag improving academic
performance. The authors found that such poliaetiding communicating with
parents on students’ progress and involving paierdecision-making, supported

how parents remain connected to their childrerasnimg.

28



Delgado-Gaitan (2004) conveys examples of convealiparent-
involvement activities that engage parents thrawgghertakings usually designed
by school staff and leaders, including volunteermgking copies, and attending
field-trips. Other research confirms that suchitradal models are good, but for
best results, opportunities for parent involvensdduld be viewed as more than
activities, including the support parents proviti@@me (Delgado-Gaitan, 2004).
In describing how parent involvement can act as@portunity to engage and
have parents become equal partners, Wooley, GlingpgeJackson (2010) allude
to how participation should be more than mere dss “More than 30 years of
research tells us that it [parent involvementjasrauich more than that” (p. 34).
Instead, effective ways to build shared responsildivr student achievement,
partnerships between schools, homes, and even coitnesiushould be
established (Bolivar & Chrispeels, 2011; Hoover-[psey et al., 2001). Such
collaborations should locate students at the ceatging all stakeholders to work
together towards school success.

Researchers have insisted that the more populasfand programs of
parent involvement have generally been developgaaade ways to make up
for what was considered as a lack of involvememmfparents of color, including
Hispanics (Delgado-Gaitan, 2001; 2004; Kim, 20@hools have sought to
control the direction in which parents participagenerally through ways that

appeal to the White middle-class, including funsirag, volunteering, and
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attending events sponsored by schools (Delgadad2001; 2004; Hong, 2011,
Valencia, 2010). In discussing inequities amongstidution of power between
parents and schools, Fine (1993) observed thah{sai®om low-income
backgrounds “feel and are typically treated ass’léfsan the professionals” (p.
13). At the same time, parents from professionaipper-income backgrounds
are described as being more involved. Delgado-64#801, 2004) discusses
how such assumptions, generalizations, and stgrestyf the behaviors of
parents of color have been presented with deficieh perspectives that have
permeated schools.
Deficit Perspectives of Hispanic Parents

Literature asserts that negative generalizatiodsségreotypes regarding
the involvement of parents of color, specificallisphinic in K-12 schools, have
been presented with deficit-laden perspectivesekample, Sanders (2010)
describes feelings of inadequacy amongst paremtswiincome neighborhoods,
within their relationships with schools. Delgado#@a (2004) agrees that
negative stereotypes that have historically existann, “that language or
cultural differences interfere with learning” ()1 contribute to problematic
negative perceptions that educators have of Lagarents. Schools have also
commonly defined Hispanic parents through charaties of deficiencies, such
as being adversarial and nonresponsive.

The paradigm of deficit thinking has been prevalerdur society since
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the 1600s (Valencia, 1997, 2010) and continuesague our schools today.
Students and families of color have long been targkthis action. Schools have
also adopted general beliefs regarding the invobrgrof parents of color in
schools. Current models of parental involvemertrigtsnvolvement to specific
groups: the hegemonic, White middle-class (Robin2607; Valencia, 2010).
Auerbach (1989) was one of the first scholars tmawledge that programs of
parent involvement are designed upon deficit amgjth-based views of families.
The deficit perspective attempts to blame anddixifies that are not active
participants in their child’s education (AuerbatB89).From a deficit viewpoint,
parents’ level of participation is dependent updrether they are involved in
activities that are in tune with the goals of thbeaol. Rather than examining how
schools are structured to prevent the academiesaaif students of color, this
model bases school failure on the students, tla@kdrounds, and their families.
More recently, scholars (Auerbach, 2007; Delgadtraa 2004; Lopez,
2001; Zarate, 2007) discuss non-traditional suppargnts of color provide to
their children that may not appeal to the goalsabiools. By providing a space
for learning and planning for the future, parerftsaor continue to support
students informally. In a study that focused omeixéng Latino parents’
perception of involvement in their children’s edtioa, the Tomas Rivera Policy
Institute (TRPI) found that Latino parents were enooncerned with how they

participated in their children’s lives than thetademic involvement (Zarate,
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2007). For example, the definition of parent inweshent Latino parents provided
included teaching good morals and respect of otlesescising discipline,
providing advice on life issues, and establishmgttwith the child (Zarate,
2007).

Additionally, in an ethnographic study on the livaddour
immigrant/migrant families in Texas, Lopez (2001fecs an example of deficit
thinking in practice. Through the stories of tharféamilies, he found that the
parents perceived that they were involved in sujgpptheir children’s education.
Through the demonstration and act of valuing edocdahrough hard work and
providingconsejogadvice), the families were, in fact, actively eged in the
development of their children’s academics. Howegducators or policymakers
have not customarily recognized the form of supfieey provided. He concluded
that the practices defined as parental involvermesthools adhere to the beliefs
of the education community. When Hispanic parergsat involved through
traditional measures, including volunteering oists®yy with homework, they are
deemed as uncaring, uninvolved, and/or unconcerned.

The literature supports that typical middle-claasepts demonstrate their
concern and value for their children’s educatioratignding school meetings and
functions, volunteering, helping their children lvtheir homework, and ensuring
that their children are ready to start school ackeng them their letters and

numbers (Daniel-White, 2002; Epstein, 1995; 200dnd¢] 2011; Lopez, 2001).
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Parent involvement, however, has different defomtior different groups,
including Latinos.

Because of cultural differences in role definitiphatino parents often
view the relationship they have with schools withaim more distinct boundaries
between the school and parents. According to L¢p@@l), if the involvement of
these parents were to be seen through a lensditidraal involvement, “they
would appear to be largely uninvolved in their dhein’s education,” (p. 15).
Latino parents place importance on raising childuaio are well behaved and
respectful, value education, and thrive on goodatsaand responsibility (Valdes,
1996). Current researclescribes the deficit perception that suggestsathat
parents of color are unprepared and unwilling tdigipate in the learning that
occurs at school as a deficit model of parentablvement (Valencia, 2010).
“Deficit thinking is tantamount to the process blgming the victim.’ It is a
model founded on imputation, not documentation”l@/aia, 2010, p. xiv).

In turn, schools have sought to control the diogcin which parents
participate and collaborate with schools (Kim, 20@¥ficit thinking takes place
when school officials assume that parents hav@regared their children with
the necessary tools to be successful in schook{&& Guerra, 2004), and do not
participate through the imposed norms of what pgaremlvement should look
like. While the intent may be to design opportwestior parents to support their

children, a lack of differentiation amongst aciest exists. In addition, school
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officials have little regard to race or ethnicifyhe literature has deemed the roles
of race and class as, “inevitable determinantshotiwvgroups of parents wield
power and privilege” (Olivos, Jimenez-Castellar®€choa, 2011, p. 85).
Research has generally defined White middle-classlies as being more
involved, making the assumption that all parents\greater financial resources
forge positive partnerships with schools (Lare®@8% Lareau & Weininger,
2003). In her early work on status and privileg@arent involvement in U.S.
schools, Lareau (1989) found that parents withéngiocial and income status
participate in their children’s education by exsnag their privilege. In a later
study, Lareau and Weininger (2003) also found $hiah parents use their capital,
or resources drawn upon, to show their power otlers in the school, including
teachers.

Although parents with greater financial resourceduding middle-class
and affluent families, have been generalized tehawure status, power, and
communication with teachers and schools, Sandé@d0j2varns that they too are
at risk. Traditionally, middle-class and affluemtrents have been lauded for
being more involved than minority or low-income g@ats. However, Shannon
(1996) also conveys that educators not only com@hbut the parents they
describe as uninvolved, but about overbearing psua@nwell. Many times,
“teachers also complain about the aggressive pareoliivement of majority,

middle-class Anglo parents” (Shannon, 1996, p. 88 author also predicts that
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if parents of non-White students, who have beengyeed to be uninvolved,
become more involved, they too will be seen asdaggressive. Shannon (1996)
claims that it is common practice for schools terate the actions of White
middle-class, but be dismissive towards the actafrather groups—including
Hispanics. Overall, differences in social class stadus are critical in shaping the
ways schools respond to, works with, and welconagesrs.
The Involvement of Middle-Class Parents of Color

An abundance of literature has positively linkedep& involvement to
increased student achievement for students chedls, cultures, and backgrounds
(Delgado-Bernal, 2004; Epstein, 2001; Hong, 20A%)previously stated, the
literature has presented Hispanic parents as meorlithic. While directing
attention to how the lack of involvement of Latiparents has contributed to a
continued academic achievement gap, the literdtaseneglected the Hispanic
middle-class. In reviewing the literature, | waseato find several studies
(Howard & Reynolds, 2009; Reynolds, 2009; Robin&f97) that focused on the
role of middle-income Black families in their chiéh’s education. However, the
voice of Hispanic middle-class parents remaine@afsom the scholarly
research.

In their qualitative study, Howard and Reynoldsd2Pexamined the
experiences of middle-class African-American pasemtd students. The authors

interviewed 30 parents (20 mothers and 10 fatheinglse children attended
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school in a predominantly white, suburban commuinit¢alifornia. Through the
investigation of the role class and race play, tloeyd that most of the
participants believed in the importance of beingplaed in their children’s
education. The authors provide factors and recondatens that can inform and
can support the involvement of middle-class Afridanerican parents, including
being informed about what is happening in theitdtkin’s schools, the need to
guestion critique and challenge decisions beinganadd the importance of
collaboration and networking with other African Aniean parents.

Following a case study approach, Reynolds (2008)n&xed the role of
race and class and how it related to the percepbbengagement of sixteen
middle-class Black families. Drawing on Criticald®alheory (CRT), she
identified implication of race as a dominant fadtodetermining relationships
between parents and school officials. She fountpasicipants perceived
disparate treatment by school officials. The par@ih¢ntified racism as the root
cause of racist attitudes and beliefs adopted &gthools. Moreover, she
provides recommendations to support collaboragl&tionships that disrupt
current practices and policies that continue togimatize Black students. For
example, forming collegial, collaborative, and naltworking relationships with
parents, recognizing parents as full partners utation, and addressing the role

racism continues to play in the education of Blsitidents.
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Additionally, Robinson (2007) presents a phenomagiohl perspective
through her investigation of the perceptions offihectices of eight middle-
income African American families in their childreréducation. With attention on
how middle-class African American families suppbet literacy development of
first-grade children, she discredits a deficit pyal that has been painted. The
images of uninvolved parents with low expectatiarescombatted through the
portrayal of the different levels of engagementef participants, while noting
the importance of understanding that not all Aini¢emerican families are
uninvolved in their children’s education.

While scholars have argued that there is a neadderstand the
involvement of middle-class parents in the acaddiwves of their children, the
findings are exclusive to African American familigsoward & Reynolds, 2008;
Reynolds, 2009; Robinson, 2007). In contrast, | m@sable to find any literature
that conceptualized the parent involvement middtsime Hispanic families. A
review of the literature reveals the need to allbevvoice of Hispanic middle-
class parents in the academic discourse. Througlstidy, | aspire to add to the
limited research that has focused on understandiggoup differences of parents
of color, including middle class Hispanics, andngaisight to the perceptions of

involvement with their children’s education.
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CHAPTER 3

THEORETICAL FRAMEWORK

As race often continues to be a silent culpritonversations regarding the
educational inequities experienced by people afrcdi also plays a critical role
in this study. Scholars have argued that sociaWkedge generates a hierarchy,
which continues to explain the lower academic amias outcomes of people of
color (Parker, Dehyle, & Villenas, 1999; VillenasZehyle, 1999; Yosso, 2005).
The role race plays in the participation of Latperents in schools is at the center
of my framework for analysis. | build upon the pisenof Critical Race Theory
(CRT), which challenges such beliefs and defic#ng of people of color that
have been used to “explain the persistent achienegap between white and
nonwhite students” (Kumansi, 2011, p. 200). CRVakiable when addressing
the intersection of race and class that continoexist within the experiences of
middle-class Hispanic parents in schools. This tdrgmovides an overview of
the conceptual underpinnings, including Criticat®aheory, Critical Latino
Theory (LatCrit), and counter-storytelling, for eximing the parent involvement
of middle-class Hispanic parents.
Critical Race Theory

Critical race theory (CRT) is a framework of anédythat places race at
the center of inequalities that continue to existaciety (Delgado, 1995; Delgado

& Stefancic, 2001). Matsuda (cited in Solorzano &s¥%0, 2001) defined CRT as
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a progressive theoretical framework that initiddggan in the legal field to
examine the role of race and racism in Americandaa work towards
eliminating racism and other forms of oppressiorthe mid-1970s, the theory
emerged in the field when a group of legal scholaduding Derrick Bell,
Kimberlee Crenshaw, Alan Freemen, and Richard Rielghsplayed discontent
with the slow pace of racial reform in the U.S. @sDelgado & Stefancic,
2001). CRT builds on previous movements, Critioagal Studies (CLS) and
radical feminism, and stemmed as a result of d Bgdem that failed to address
“the effects of race and racism in U.S. jurisprugke(De Cuir & Dixon, 2004, p.
6). The theory analyzed the role of race and raamsthe disparities and
inequities that exist between hegemonic and maligethracial groups, as well as
challenged the traditional civil rights approachttremained color-blind to social
injustices (De Cuir & Dixon, 2004; Kumansi, 201$gholars continue to assert
that racism is apparent in all parts of the U.8lization (Delgado, 1995; Ladson
Billings, 1998; Ladson-Billings & Tate, 1995; ParkBehyle, & Villenas, 1999).
In the field of education, CRTE has been adoptembitiress inherent inequalities,
causing a close examination of racism of educatithemry, policy, and practice
in schools across the U.S. (Solorzano, 1998).

Specifically, critical race theorists in educatwrallenge negative
stereotypes, generalizations, and assumptionsiteavident in classrooms and

programs in schools where students of color arenajerity (Dehyle & Villenas,
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1995; Kumansi, 2011; Ladson-Billings & Tate, 199®sso, 2005). Kumansi
(2011) discusses the normalcy of attributing thepdiities and inequities between
students of color and their White peers to sodads: She refers to race-neutral
policies that focus on an assumption that the cocisbf race does not relate to
the issues of school achievement.

CRTE has been used as a tool that supports theirat@on of race and
class in the continued achievement gap that elettgeen White students and
students of color. Initially introduced through anticle that addressed discussions
of race in schools, CRT in education can be trdzak to the seminal work of
Ladson-Billings and Tate (1995). In “Toward a Gl Race Theory of
Education,” they posited that CRTE could be usedhntover the role of race and
racism in education. They argued that the voiceaifginalized people of color
needed to be heard in order to understand thearegqres in education. Years
later, the boolCritical Race Theory in Education: All God’s Chielr Got a Song
(Dixson & Rousseau 2006) highlighted the collectinak of educational
scholars that continued to examine the constrdd®RTE in schools. Providing
discussion of CRTE in two realms, research andtigeadhe book expands on the
progress of using CRTE to address a range of coagereducation.

Critical scholars theorize how race intersects wttimicity, class, and
other systems of power, and work towards liberatiboppression (Delgado-

Gaitan, 1996; Villenas & Deyhyle, 1999). AccorditagSolorzano and Yosso
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(2000) a critical race theory in education challEsmithe dominant discourse on
race and racism as they relate to education by iexagrhow educational theory,
policy, and practice are used to subordinate certaial and ethnic groups.
CRTE has been used in analyzing academic progisystems of tracking,
curriculum, and assessments that primarily allodhé assumption that students
of color are deficient. Given the fact that thigdst aims to explore the unique
experiences of Hispanic middle class parents, CR&is an important role in
capturing issues of race and class that may exist.

Soldrzano (1998), Solérzano and Yosso (2000), argbd (2005) outline
five tenants that form a CRT in educational se#tjimghich include:

1) The intersection of race and raciSBGRT recognizes race and racism as a
permanent fixture of American life, and the conéduole the two play in
American schools (Delgado & Stefanic, 2001; LadBdhngs & Tate, 1995)

2) Challenging the dominant ideolog@RT in education examines the social
inequalities that exist in systems of educationT@Rallenges dominant
assumptions based on claims of equality, objegtigihd race neutrality in
systems of education (Ladson-Billings, 2000).

3) Commitment to social justic€RT is committed to a transformative social
justice agenda and aims to end all forms of subatain, including racism,
sexism, and classism (Solorzano & Delgado Berr@f) 12

4) The centrality of experiential knowleddeRT recognizes that a dominant
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ideology exists, and that the experiential knowkedgmarginalized

communities is critical in understanding their exgeaces of subordination

(Delgado Bernal, 202). CRT gives voice to peopleaddr through the use of

storytelling, narratives, oral historiegjentosandtestimonios(Delgado

Bernal & Villapando, 2002; Delgado & Stefanic, 20@harker & Villapando,

2007).

5) An interdisciplinary perspectiv€RT uses interdisciplinary methods to
analyze race and racism in historical and conteargdexts (Solorzano &
Yosso, 2001).

The five tenets represent a collective definitioattbeen informed by the
work CRTE scholars (Yosso, 2005). In education pieise is to use CRT as a
means to challenge the role race and racism ptagmpowering students and
families of color.

Counter-Storytelling

In an effort to examine the actual experiences afgimalized people,

Solorzano and Yosso (2001) also contend the useuwfter-storytelling as a

means to combat the hegemonic master narrativgabDeland Stefancic (2001)

define counter-storytelling as a method of tellangtory that “aims to cast doubt

on the validity of accepted premises or myths, eisfig ones held by the
majority,” (p. 144). The aim of counter-storytetiintherefore, is to give voice to

marginalized people while creating an understandirtheir unique experiences.
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CRTE aims to provide the perspective of the voicearginalized groups
through their own experiences (Kumansi, 2011). 0$eof storytelling and
counter-storytelling counteract the master nareatiithe dominant group, while
recognizing the experiential knowledge of peopleabr (Delgado, Bernal &
Villapando, 2002). While elements of the five tetsamay be evident through the
voice of the participants, the supposition of cemstorytelling and experiential
knowledge are used as the main vehicles to un@sgmptions about race as
they relate to experiences Hispanic middle classmis.
Critical Latino Theory

CRTE also serves as the foundation for the useititél Latino Theory
(LatCrit) as a methodological tool. Scholars, inlthg Garcia and Guerra (2004)
Gonzalez and Moll (2002) and Villenas and Dehy@9d) have used tenets of
CRTE to challenge the deficit perspectives thamigldlispanic parents and
families for the poor academic performance of tehitldren (Yosso, 2005).
Garcia and Guerra (2004) discuss the negative gagma they have encountered
about culturally diverse students and familiesoiw-performing schools. They
identify negative suppositions that occur when peref culturally diverse
backgrounds are urged to change when they do matipate with obligatory
parameters and definitions of parent involvement.

Gonzalez and Moll (2002) affirm that the life expaces of Latina/o

families, termedunds of knowledge (FOKgan empower them. According to this
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view, everyday experiences brought from the homidigpanic students create
socially distributed bonds of trust and shared etgi®ns within their
communities. ConsequentlyOK encourages educators to look beyond prior
perceptions, while building on the prior knowledgedents have acquired from
their parents, families, homes, and communitien@atez & Moll, 2002; Moll,
1992).

Additionally, in their review of seven ethnographMillenas and Dehyle
(1999) examine Latino schooling and family eduaatidsing CRTE, they
highlight experiences of the subordination and nmalgzation that exist in the
constant low expectations of Latino students amdmia. They discuss how the
voices of Latino parents expose “negative wayshictvthey are treated, by
insensitive bureaucratic requirements, and by tagsvin which school-conceived
parent involvement programs disregard Latino kndgéeand cultural bases”
(Villenas & Dehyle, 1999, p. 413).

Furthermore, other scholars, including Lopez (206&fynandez (2002),
and Delgado Bernal (2002), use CRTE to collecstbées of their participants.
These stories allow the experiences and perspsativieatino parents to be
voiced. The personal experiences directly challgrggailar research, and
recognize the cultural knowledge Latino studengsepts, and communities hold

(Delgado Bernal, 2002).
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LatCrit Theory

The main reason | chose to couple the two theargssbecause has been
CRT has been criticized for heavily emphasizingBleck/White binary,
excluding other communities of color (Davila & Aed de Bradley, 2010). While
the oppression of African Americans has been heénghlighted, racism
towards other races, classes, languages, et@alsar@revalent. With Hispanics
being amongst the fastest growing population int.,, the systemic
marginalization that exists in schools should belipally documented. With a
commitment of addressing issues of social jushe¢ arise in the Latino
community, LatCrit expanded on conversations oéraad racism addressed in
CRT to include the experiences of Latina/os ancc&fta/os (Solorzano & Yo0sso,
2001). Issues affecting Latina/os, such as identiiyninal justice, and
immigration enforcement have been considered usingtCrit framework
(Lopez, 2001, Romero, 2008). In an effort to chajke the status quo, and
understand the manifestation of race, classismrithgation, and racism in
schools, experiences that are unique to the Latipapulation should be fully
understood and not classified with the experiené@dher groups. | draw from
the lens of LatCrit (Sol6rzano & Yosso, 2001) tedfically situate the
experiences of the Latina/o participants in my gtu®olérzano and Yosso
(2001) define LatCrit theory in education as, ‘@anfiework that can be used to

theorize and examine the ways in which race andmaexplicitly and implicitly
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impact on the educational structures, processesgiaoourses that effect People
of Color generally and Latinas/os specifically,” 479).

Expanding on the tenets of CRT, scholars have Latgrit in the field of
education to challenge the views of colorblindnesstitocracy, objectivity, and
neutrality (Dixson & Rousseau, 2006; Ladson-Biln4998; Sol6rzano, 1997).
Although the five principle tenets of CRT extentbihatCrit, two tenets play an
important role in the experiences of Latina/ostiPalarly, LatCrit builds on the
principle ofvoiceand the intersection of race and class, and wex tas
specifically analyze the experiences of middleldspanic parents and their
involvement.

CRT acknowledges experiential learning, which isrexted to the use of
counter-storytelling in LatCrit. Dixson and Rouss€2006) discuss the use of
voice as an acknowledgement of experiences of camtiasi of color. Using
personal narratives provides an opportunity toibita experiences of middle-
class Hispanic parents.. Fernandez (2002) sugthedtsounter-stories and
narratives recognize individual experiences fromlies of people of color “who
are often the objects of our educational reseandhyat are often absent from or
silenced within the discourse” (p. 46). Additioyalsolorzano and Yosso (2001)
contend that it is critical to understand the iséetion of race and other identities
(including gender and class) that further compéicace and racism in the

experiences of people of color in schools. In otdegain a more accurate of the
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experiences of Latina/os middle-class parents,imhportant to be aware of the
systems of oppression that may be specific to #fieitiperceptions that have
defined their involvement. LatCrit confronts thegkenonic narrative, and
challenges the deficit theories that claim the \&hiddle-class parent
involvement as the norm.

LatCrit, therefore, uses counter-storytelling amel tecognition of
experiential knowledge to highlight the issue aferand social change for Latinos
at the center of analysis (Solorzano & Yosso, 200hrough the engagement
with participants, | include stories and countemsss of the individuals in this
study. By doing so, | address the experiencescdrabnly be captured from the
participants | have chosen because of their fanylivith the phenomena under
study.

Delgado-Bernal (2004) describes the makeup of #igb community as
one that is varied, claiming that Hispanics congasly a piece of the Latino
cultural heterogeneity. However, Pizarro (1999)teads there is a lack of
literature that supports the educational empowetmHispanics. More
specifically, he argues that the research that driss does not include the
perspective of Hispanics in regards to educationh\dh emphasis on the voice
of a group that has been neglected in the liteeatDRTE and Lat Crit fit well
within the objective of this study. Since the cuatrparent involvement literature

lacks the perspectives of middle-class Hispaniemar my hope is that through
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detailed and personal conversations with partiggédrcan bring forth the social
construction of race, and acknowledge the sal@etit continues to play in our
schools. | highlight experiences that are uniquenitdle-class Hispanic parents
that may differ from the stories that have beed-tatlepicting all Latinos as poor,
uneducated, and uninvolved. It is my goal to receyand detail experiences that
challenge the traditional claims that have beenemwadarding the parent
involvement, or lack thereof, of Hispanic paremt$Ji.S. schools. Concurrently,
this study serves as counter-story to the masteatnae that has long been told

about the relationship between schools and Hisgzaments.
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CHAPTER 4
RESEARCH DESIGN

The review of the literature revealed a need toaldeeper into the stories
of how middle-class Latina/o parents perceive thgperiences in supporting
their children’s schooling. Therefore, for this ppenenological study, qualitative
methods were used to discover, explore, and irgedstithe perceptions and/or
realities as constructed through an exclusive samipiniddle-class Hispanic
parents (Creswell, 2013). This chapter begins witliscussion of the research
design and methodology of the study. | go on t@ules the site/setting,
recruitment process, participant selection, daliection, and data analysis. |
conclude the chapter by discussing the trustwoesrof the data collected and
my role as the primary researcher.
A Qualitative Research Approach

In an effort to answer my research questions, lemented a qualitative
research design for this study. Though not gereatalle in nature, Denzin and
Lincoln (2011) encourage the use of qualitativeaesh when focusing on
interpreting phenomena in its natural setting, @/aiiming to better locate the
researcher in the world being explored. Furtherm@reswell (2013) provides
the following definition:

Qualitative research begins with assumptions aedifle of

interpretive/theoretical frameworks that inform #tady of research
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problems addressing the meaning individuals orgsa@scribe to a social

or human problem. To study this problem, qualiatigsearchers use an

emerging qualitative approach to inquiry, the adien of data in a natural
setting sensitive to the people and places unddysand the data
analysis that is both inductive and deductive astdl#@ishes patterns or

themes (p. 44).

He continues by describing the process used faepteng the information
through the voices of the participants. Additiopads a qualitative researcher, |
provide a complex description and interpretatiothef problem, and suggest how
to effectuate change through my findings.

Through a qualitative research design, | was tbtdserve personal
experiences, processes, and beliefs, and providé ded depth (Lincoln &
Guba, 1985; Patton, 2002) to answer my researc$tigns. This approach
afforded my participants an opportunity to tellitheevn story, based on their own
experiences. Furthermore, it allowed me to gaimp#rspectives of middle-class
Hispanic parents, rather than relying on informatizat currently exists in the
literature (Creswell, 2013).

Methodology

One’s experience of the world is based on occue®titat are unique to

that individual. Because the aim of the study veagrtderstand the lived

experiences of middle-class Hispanic parents, ¢timstcuct of this study was
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designed as a phenomenology. Moustakas (1994 )edediphenomenology as a
methodology that “seeks meanings from appearanmgkarives at essences
through intuition and reflection on conscious axftexperience, leading to ideas,
concepts, judgments, and understandings” (p. 38&n&menology can be traced
to early philosophers, Franz Bretano (1838-191d)@arl Stump (1848-1936),
who viewed the research approach as a way to dedored experiences without
making causal explanations (Spiegelberg, 1982) ithxidlly, Rossman and
Rallis (1998) credit the tradition of phenomenol@gybeing rooted in German
philosophy, which focuses on the essence of livgeteences. The authors
describe German philosophers Edmund Husserl (1838)land Martin
Heidegger (1889-1976) as prominent leaders of pmenology.

Creswell (2013) defines a phenomenology as on€‘destribes the
common meaning for several individuals of theietivexperiences” (p. 76).
Moustakes (1994) also emphasizes the insightfuhinga that can be gained
from participants through a phenomenological desighenomenology seeks
meanings from appearances and arrives at essémoagl intuition and
reflection on conscious acts of experience, leatbngeas, concepts judgments,
and understandings,” (p. 58). A phenomenology &lilw me to become
knowledgeable of the characteristics of a purpdssfnple that provides
information on a population that has been negleictéde research literature.

Furthermore, Groenwald (2004) asserts that theodipmenomenology is
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to be able to describe experiences as accuratg@lgsasble. Because little
research exists on the problem being studied,| watk closely with participants
to collect rich and thick descriptions that arequa to them. Through the use of
phenomenology, | will be able to understand theciacand psychological
phenomena from the perspective of the people irehiGroenwald, 2004, p.
5). Phenomenology commonly includes interviews paraary method for
collecting data, in an effort to portray the stasytold by participants. Using
semi-structured interviews, and asking open-endedtipns, will help me to
understand evolving themes and patterns portrayekebspecific experiences of
my participants.

While qualitative research has taken many diffeegroaches, the
phenomenological inquiry was particularly approfarig addressing meanings
and perspectives of research participants (Cres@@ll3; Groenwald, 2004).
Because limited research on the experiences oflexmdss Hispanic parents
existed, | was be able to collect rich and thickalgtions (Geertz, 1973) and
provide detailed accounts of occurrences that weigue to the participants, as
Latinos. Additionally, incorporating Critical Raead Latino Critical Theory also
provided a forum that allowed participants to exprecial inequities they felt
existed. Employing a phenomenology allowed the e®iaf the participants, who
have typically been generalized as not being isteckin their child’s education,

to be heard (Delgado-Gaitan, 1991;Valdes, 1996).
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Setting

With growing population trends across the natiois evident that the
state of Texas has also seen an increasing yowspahic population. In fact,
Hispanics comprise 50.2% of the population enraietthe public schools across
the state (Texas Education Agency [TEA], 2013). tRerfirst time ever, the
group makes up the majority of students. The staggestatistics provide
evidence of changing demographics across the sthteh ultimately affect its 1,
241 school districts.

Hispanics of Mexican origin or descent are ranketti@top of the
nation’s largest Hispanic country-of-origin grole(v Hispanic, 2011). For this
study, | chose to focus on a large metropolitaa areiated in North Texas. The
Dallas-Fort Worth (DFW) Metroplex has been rankedhe fourth largest
metropolitan population in the United States, drellargest in Texas (U.S.
Census, 2011b). The DFW Metroplex encompassesurities, and has gained
more new residents than any other metropolitan iartee United States, about
one million since the 2000 Census. Additionally VDlRas been ranked by the
Pew Hispanic Research Center (2011b) as one ¢bth&£0 Hispanic
metropolitan areas in the United States. In 20814% of the Metroplex residents

were Hispanic, with 85.4% of Mexican origin (Pewsptanic, 2011). While
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447, 000 Hispanics (ages 5-18) were enrolled irRksdhools in 2010, the group
also had the lowest educational attainment. Adul#lly, the median income for a
family of four was $40, 000 for Whites, $28, 000 Blacks, and $20, 000 for
Hispanics (Pew Hispanic, 2011).
Participant Recruitment

With the goal of adding to the existing body oétature on parent
involvement, my aim was to recruit a purposeful pnof participants that had
not been included in previous research. Partigylénls study explored the
perceptions of Latino parents, who attended U.8oalc While the setting
represents an urban school district with a higlegraage of Latino students, the
sample will be representative of parents whoseestisdattend predominantly
White schools, and their role and involvement. Tigtopersonal communication
and involvement in parent activities, | previousktablished a strong working
relationship with the parents whose children atteritbols where the population
is predominantly White, and middle-class. Througfioimal conversations | had
with close friends and acquaintances, | begangpext that the unspoken
segregation and discrimination | had experiencesl med only evident across my
own city; it also exists in institutions of eduaatiacross the state. Moreover, in
my circle of friends and acquaintances, | was hetdnly one discussing such

experiences. Through continued discussions, thereqxres being shared made it
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clear that the marginalization that continued tstexgainst Latinos was not
inclusive to any one social class.

Hyncer (1999) reports, “the phenomenon dictatesrtéthod (not vice-
versa) including even the type of participantsl6). Purposeful sampling
(Creswell, 2013; Patton, 2002) was used to idepi@sticipants that could
provide the necessary data. The sample includdttipants that “have had
experiences relating to the phenomenon to be resedi (Kruger, 1998, p. 150).
My research study began in May 2014, after recgigipproval from the
Institutional Review Board at the University of Bexat Arlington.

| began by selecting an inclusive population tovte insight into their
parent involvement experiences. | contacted pakpérticipants to discuss my
study and schedule the initial interview (Appendix After dates were selected, |
emailed individuals a demographic questionnairep@ulix B) and consent form
(Appendix C). | also printed and provided the fotimgarticipants who did not
have access to email or a printer during the ifntgtrview. | asked participants to
choose a location for the first interview (inclugiooffee shops, participants’
homes, and restaurants). | also scheduled followwgpviews with the
participants immediately following the initial imaew.
| selected two additional participants through evdoall method, which allowed

me to expand the sample by inviting others to pigdite through the
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recommendation of those individuals who were aqgpiagicipants in the study
(Creswell, 2013).
Participant Selection

In an effort to fully describe a perspective o fthenomenon under study,
a phenomenology required me to select individudie wan fully describe their
unique experiences. Because my goal was to intestitia purposeful sample of
middle-class Hispanic parents, | utilized a purpals@ethod of sampling (Patton,
2002). | chose to solicit middle-class Hispanicgpes? whose children attend a
public school in the selected metropolitan areagiids Vallejo (2012) says that
traditionally, scholars define middle-class usingame, educational attainment,
and homeownership as primary indicators. | chosetmbination of parameters
listed above due to the fact that within my ownengnce, even though my
husband and I did not own a home in the affluentt®¢tommunity we lived in,
our combined income allowed us to afford to leakerae. Similarly, although
several participants owned homes in the DFW ahedr, homes were not located
in the suburban neighborhoods where their chilétéanded school. The criteria |
chose were indicative of the respondents in myystlidese individuals are
representative of what Aguis Vallejo (2012) refersis a pathway of integration

into the middle class, representative of the infation | am aimed to uncover.

12 Selection of participants is not inclusive to pars/husbands and wives. Either parent, male or
female, was able to participate.
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Moreover, the criteria for selection consistedlgfSelf-identify as Hispanic of
Mexican origin, 2) Self-identify as middle-classdahave a household income
above the state median income of $51, $2%; Have at least one child/children
currently attending a K-12 public school in a pnexdioantly White, suburban
community within the DFW (Table 4.1).

Table 4.1

Participants’ Pseudonyms and Background Information

Number of
Name Children in Higher Middle-
K-12 School Education Married Class
Priscilla 4 B.A. Yes Yes
Kassie 3 M.A. Yes Yes
Carlos 3 M.A. Yes Yes
Lupe 1 M.A. Yes Yes
Rey 3 No Yes Yes
Michelle 3 Some Yes Yes
College
Some No Yes
Becky 1 College

As previously described in this chapter, the DFWglglex has a

growing population of Hispanics and this growth lmapacted the changing

131n 2011, 21.9% of Hispanic households earned 880,0r more; 17% earned between $62, 00-
$100, 000; 11.5% earned $100, 000 or more (Pepddis, 2012);
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demographics of the schools. While each individiiahis study had at least one
child attending a predominately white school, & #ight participants, four had
children attending schools where the demograplags Bhifted to reflect the
growing number of Hispanics. For example, in Loter D the elementary
school remains predominately white and the middké lagh schools have shifted

to where there are now more Hispanics. This isextith Table 4.2.
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Table 4.2

Demographics of K-12 Schools Participants’ Childésttended

Parent District School Level White Hispanic
Priscilla Lone Star Spring Creek  Elementary 79.7% % 8
Lone Star Spring Wood Middle 33.8% 58.4%
School
Lone Star Spring High School
Spice 30.2% 58.5%
Becky Lone Star Spring Creek  Elementary 79.7 8%
Michelle Lone Star River Raft Elementary 46.6% 46.6
Lone Star Spring Wood Middle 33.8% 58.5%
School
Lone Star Spring High School 30.2% 58.5%
Spice
Rey Lone Star River Raft Elementary 46.6% 46.6%
Lone Star Spring Wood Middle 33.8% 58.5%
School
Lone Star Spring High School 30.2% 58.5%
Spice
Kassie Kendlewood Kendleridge Elementary 76.2% 9%
Kendlewood Corey Middle 81% 9.8%
Crouch School
Kendlewood  Kendlewood High School 85% 7.4%
Lupe White Road South Amos Elementary 46.9% 27.2%
Eva Little Road Bee Hive Elementary 63.9% 27.2%
Meander Kirby Road Middle 50% 31%
School
Meander Meander High
Road School 70.8% 18.3%
Carlos Meander North Hill Middle 68% 29%
School

To fully capture the lived experiences of the p&en this study, it is

suggested to only study a few people, while calectletailed information

regarding an experience in a qualitative invesiigatScholars recommend 3 to

10 members in a phenomenological study (Cresw@lly 2Englander, 2012). The
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phenomenological studies | reviewed ranged froragho 25 participants. A total
of eight Latino parents (three men and five womeene chosen with regards to
their experiences with involvement in their chileflseeeducation. For each one, |
chose a pseudonym to ensure confidentiality antdtect his or her identities
(Table 4.2). In Chapter 5, | provide more thorodgiscriptions and background
information, as they relate to research questianber one. Throughout the
study, | will use the word participant interchaniglgawith parents and research
partners.
Data Collection

Englander (2012) insists that a qualitative redearshould begin the
“initial phase of the process in phenomenologieakarch with acknowledging
that there is a need to understand a phenomenamtifir® point of view of the
lived experience in order to be able to discoverrtteaning of it” (p. 17). With a
goal of capturing rich descriptions of the phenoanand their settings the data
collection phase focused on gathering informatiat allowed themes to emerge
(Creswell, 2013). Patton (1990) describes the weer as ideal methods for
collecting data, primarily used to provide insighto what someone has
experienced in relation to the phenomenon. Injtjdlchose to use interviews as
my main method of data collection. | felt that girecess would allow me to gain
meaningful insight regarding perceptions of theezignces with parental

involvement opportunities that were in place, haatigipants would design
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optimal opportunities for participating, and toelstine if any factors provide
challenges to their participation. Because | ksiiibng relationships with all of
the eight individuals, | considered them to be esearch partners, | was often
invited to attend meetings, information sessionsg, @her events. Additionally, |
was able to conduct informal observations, takid ites, and write analytic
memos.

Interviews

Each interview followed a semi-structured procedsch Fontana and
Prokos (2007) describe as providing greater ddyath other types of data
collection in qualitative research. All of the inteews and materials (consent
form, questionnaire) were in English. Interviewsged in time from 45 minutes
to 90 minutes. | digitally record each interviewdause jottings—or short notes—
and descriptive field notes (Creswell, 2013) totaepimportant details and notes
about responses that may not be captured on tape.

Seidman (1991) recommends following a multi-stepragch for the
phenomenological interview. The three steps aftbedresearcher an opportunity
to build rapport and trust with participants, addréne lived experiences, and
allow time for participant reflection. | adapted@ean’s (1991)
recommendation, and created an interview protdwdlwas divided into multiple

sections, allowing me to interview each participaineast two times.
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The first interview allowed me to gather basic lgaokind information
from individual participants. The interviews inckaiquestions, previously
designed in an interview protocol, described byI&wand Brinkmann (2009) as a
form containing open-ended interview questions @amgle space to write notes
pertaining to participants’ responses. Each wer began with a grand-tour
guestion (Spradley, 1979). For example, “Now thath&ve discussed the
purpose of my study, can you tell me about youps@lhese questions were used
to set up the conversation, hoping to allow pgrtats to share their views, lead
to authentic conversations, and build rapport. 8kireg open-ended questions, |
was also able to gather evidence pertaining t#nmacipants’ early life
experiences, as well as demographics of the sclamol€ommunities to which
they belong (Appendix D).

Concerning this process, Seidman (1991) explams purpose of the
second interview is to concentrate on the conaetails of the participants’
present experience in the topic area of the st(olyl11). The second interview
focused on answering questions that pertainedrtecipant’s current experiences
with parent involvement. Interview questions foaisa “the participant’s
experiences, feelings, beliefs, and convictionsé[Wan & Kruger, 1999, p. 196).
During this time, participants also provided claation, reflection, and made
emotional connections. Questions focused on thicjpants’ perceptions of the

opportunities for parent involvemeihipw leaders and personnel foster
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participation, and how existing programs promotivagarticipation of middle-
class Latino parents (See Appendix D). Examplegiestions from the protocol
include the following:, “Can you describe how yaavk stayed involved in your
child’s school?” Or, “What could the school do di#ént to involve you or other
Hispanic parents?” | also used the second interteask parents to provide
recommendations for increasing their involvement.
Focus Group

Following a phenomenological approach to reseagghires building
relationships that enable and encourage continappsrtunities for dialogue
(Englander, 2012; Seidman, 1991). | was able tagaagether three parents for
an informal focus group interview to review andcdiss the themes | had
identified from transcripts when analyzing indivadunterviews. According to
Creswell (2013) focus groups allow for individutdsput forth opinions that may
not emerge in individual interviews. | had not\poeisly planned to use a focus
group; however, | felt that the similarities wouddlp me to make better sense of
the data. The focus group also allowed the padpto expand and justify their
original responses (Grondin, 1995). This method ptevided a richer data
source, allowing opportunities for further commuation with each other, where

they were able sharing understandings.
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Observation Field Notes

Originally, I did not plan to include the use ofsalvations in my study.
As | built relationships with the parents, | wasitad to different events that
promoted parent participation. Although | was naedo attend an event with
every parent, | was able to gain additional perspes, data sources, and a means
to triangulate the data gathered. Observationsadfrgm 30 minutes to two
hours, and were conducted during interviews andenditending school or school
district sponsored events.

Janesick (1999) supported incorporating reflectiotes as a way to
“provide a data set of the researcher’s reflectmmshe research act” (p. 505). |
used the interview protocol, a notebook, or anggief paper | could find to take
handwritten notes or draw visuals to serve as réemsof participants’ verbal and
nonverbal cues and demeanor (crying, laughingngithe table). | also wrote
reflective notes during and after the interviewd abservations. | was able to jot
down brief descriptions and important points (inlthg probes and follow-up
guestions). After my interviews, | immediately reded my thoughts to reflect on
my initial understandings and general experienths step allowed me to make
any necessary changes to the way | approachedcgidrganterviews.

Analytic Memoing
Another data source | used in this study was “megiaiMiles &

Huberman, 1984, p. 69). Analytic memos helped nmreflect on the experiences
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shared by participants. | also wrote memos on guesbr challenges that were
posed throughout the data collection and analysisgss (Maxwell, 2005; Miles
& Huberman, 1984). This process allowed me to cetbe what | learned from
the data, including main issues, themes that eedend other salient points that
supported later analysis (Groenweald, 2004; Mildduberman, 1984). Dating
my memos allowed me to organize the data, and ¢ateelate my analysis and
reflections with the data collected (Groenweald)£2Miles & Huberman, 1984).
Reflective Journaling

Ortlipp (2008) explained that incorporating refleetjournaling into the
research process enables a researcher to me to‘exgleziences, opinions,
thoughts, and feelings visible and an acknowleqgetof the research design,
data generation, analysis, and interpretation msiog. 703). | used a reflective
journal that | began writing when my daughter st@dikindergarten (four years) as
an additional piece of my data collection. Thisrjal provided an opportunity for
me to remain committed to engage in the processlbfeflection by referencing
my own experiences. It also allowed me to dismissgnceptions | gained
during the conversations and observations with@pants. The journal provided
an environment where | could be true to myself,l@vbharing my deepest and
darkest feelings before, during, and after the daligction process. In it, | was
able to express anger, frustration, challengesgaedtions or doubts | was

having. While difficult to refer to, often in teathe reflective journal was a
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reminder of the journey | was on, not just on mynplut also with my
participants.
Data Analysis

Patton (2002) describes the data analysis prdmesaying that “the
challenge of qualitative data analysis lies in mglksense of massive amounts of
data” (p. 432). | ensured that ongoing data anslyscurred simultaneously
throughout the data collection process (Merrian®8)9Additionally, suggestions
in the process of phenomenological analysis haee becommended. Moustakas
(1994) and Hyncer (1999) explicitly describe stéya a phenomenologist can
follow to answer the research questions. Hynce®@9)ladvises that the researcher
continually listen to the recorded interview, ineffort to become familiar with
the information shared by the participants. Thersfthe first interview
transcription occurred within 48 hours.

In an effort to immerse myself in the data, | tamsed each interview
verbatim myself. | also used a descriptive ancertive note protocol while
listening to the interviews, in order to reflect ke information participants were
providing (See Appendix E). Recording my thougimd eeviewing various data
sources allowed me to understand data more desmmilyto organize my data as |
began to generate recurring themes (Marshall & Rass 2006). | used the

frameworks of Critical Race Theory (CRT) and Lat@wtical Theory (LatCrit),
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to find instances that highlighted race, racisnd discrimination, as | repeatedly
listened to the stories shared by the participants.

In addition to ongoing review of data, and trairtsog and editing audio
recordings, | followed Creswell’s (2013) simplifiedrsion in analyzing data
collected in a phenomenology. Prior to the stathefdata analysis process, it
was important for me to participate in the braakgtprocess (Moustakas, 1994).
Through bracketing | was able to describe my owsqeal experiences with the
phenomenon under study. This allowed me to moig fuiderstand and focus on
the participants’ experiences and points of vietheh proceeded to employ three
additional strategies suggested by Creswell (261 Bgtter understand the results
of the data | collected. Those strategies inclajdtorizontalization or
highlighting “significant statements that provide @enderstanding of how the
participants experiences the phenomenon, b) cgetitemes, clusters, or units of
meanings to identify themes, c) representing atti@xdescription” of “what”
participants experienced and d) providing a “sticadtdescription,” present a
description of the context of “how” the phenomemacurred (Moustakas, 1994,
p. 82). From the textual and structural descrigjdrdocumented relationships
that emerged between the recurring themes. | vasdhble to provide what
Moustakas (1994) ternessencegr a summary of all the themes, or common

experiences prompted by the data, and providedtwe wf my participants.
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Trustworthiness

Because the goal of qualitative research is nptdoide generalizations,
validity, and reliability, it is important for quéhtive researchers to employ the
use of trustworthiness and credibility in an efforprovide corroborated
evidence from different sources or methods of dati@cted (Creswell, 2003,
Merriam, 2009). Through in-depth investigation lné phenomenon under study |
was able to develop trusting relationships thaet®ped through prolonged
engagement with participants. | was able to proexkmples of additional
strategies Creswell (2013) recommends, includimggulation and member
checks.

Patton (2002) descries the process of triangulatsoa method used to
establish validity through the analysis of multiplerspectives. Triangulation
occurred throughout the entire data collection. (eagying types of interviews,
observations, reflective notes and journals) aradyars phases (identifying
themes). The multiple forms of interviews (in-deptdividual interviews and
focus groups) allowed me to collect data affordedthe opportunity to interact
directly with participants, pose follow-up questom@and probe for further
information. Because | conducted two interviewsak able to develop trusting
relationships with participants, which led me tmdoct observations. The use of
an interview protocol served as a checklist th&d hee accountable, and kept me

focused in remaining neutral throughout the corat@yas with participants.
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Additionally, it provided a forum that allowed m®jbt my thoughts, and probe
deeper when a response seemed unclear. Havingrdseterview allowed me
an opportunity to reflect as a researcher, posdicktion questions, and probe
deeper when clarification was needed. It also keptrue to my goal of asking
guestions that would answer the research quesposdd, rather than leading the
participants to responds in a certain way.

Because | digitally recorded and transcribed therurews, | was afforded
the opportunity to refer back to the informatiomtjggpants shared throughout the
ongoing data analysis process. To increase theaitealidity of my study, |
conducted member checks, throughout data colleataianalysis where |
returned the preliminary analysis to the individpatticipants (Merriam, 2009).
Participants were given a chance to provide feddbad/or additional responses.
This helped to ensure that the information gleamasl truly what the participants
were attempting to portray (Hycner, 1999). Lincald Guba (1985) term this
technique as “the most critical technique for dsthing credibility” (p. 314). For
example, before starting the second interview,eshdshared my analysis and
interpretation with participants. | offered thene thpportunity to expand on the

previous interview, ask questions, or receive fitation.
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My Role as a Researcher

Creswell (2008) describes qualitative researchragthod that begins
with assumptions about an issue or problem of ésteio the researcher.
Additionally, Delgado-Bernal (2008) provides a dgstton of one’s communal,
personal, and professional identities merging dikeaid of identities-a trenza
de identidadesWith that being said, it was inevitable to inctuahyself in this
study. Behar (1996) terms this the vulnerable ofesewhere the researcher is
able to understand “what aspects of the self arerbst important filters through
which one perceives the world and, more particyldré topic being studied” (p.
13). The identification of my role as a researdlEwed me to recognize any
personal bias that | needed to be aware of thrautghe study.

My interest in this study began because of my owpegences.
Therefore, the findings were interpreted and infleed by my own
understandings. It was through my lens, as a tierteration Hispanic mother,
that | was able to underpin themes and conclugansered from the data. | am a
middle-class Latina, raised by my parents to veligcation as a means to escape
poverty. However, my parents did not model examfilasfollowed traditional
modes of being involved with the school. Insteads padresny parents,
exemplified their support in my education by trogtand respecting the
knowledge my teachers displayed, providing supgod advice on choices | was

making that would affect my future, exemplifyingrdavork and dedication, and
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monitoring decisions | made (Lopez, 2001: Zara@®7). For years, | felt that
because my parents did not sit down with me tcesg\nomework, attend my
academic or extracurricular activities, or everspade me to go away to college,
they did not play a role in my academic successnBuday, my mother
repeatedly echoegp no te ayude porque no pude—I didn’t help yoaubse |
didn’t know howWhen | became a parent myself, | became intateste
understanding the resistance | was met with irhadahat looked very different
from the ones | attended. While my low-income p&evere not able to
participate in the traditional activities consteatty the school, my husband and
| have had such opportunities. And while both mtin@parents and | aspired for
academic success for our children, we also fe#trse of resistance—not only
from the teachers that looked different than we did also from ourselves.

My interest is personal. As an educator myselfd hlways imagined that
| would approach home-school relationships withen@mynfidence. My curiosity
in the involvement of middle-class Hispanic paratdgspened when | realized
that the mere fact of wanting our daughter to sed@cademically was not
enough. It appeared that teachers and other pdradtalready decided to believe
the negative stereotypes that exist for familiesaddr. And while Reyna has been
what some may term successful academically, evaeyyldook at her, and know
that she is capable of so much more. At home, lesabe level of what | term

inequity. | questionls it because she’s Black? Do they expect lessfdf us,
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because of who we aré&hd while | tackle these questions through conversa
with colleagues, family, and friends, | halt whetohsider approaching the
teacher or principal about it. At this point, etBough my profession allows me
to communicate with educators across the statedegghigh quality instruction,

| still withhold the agency | need to approach $iteation at hand. In interacting
with other Hispanic parents in similar situationspw know that even though our
students are not struggling in school, we havenafigestioned our level or type
of involvement. Because | became emotional andivegbthroughout the entire
research process, it would have been unrealistweofo attempt to conduct this
study from an objective perspective.

However, through the data collection and analysisgsses, | was able to
also incorporate the thoughts and voices of othgpahic parents. The narratives
| present support what Villenas (2005) describethasstory of trying to broker
between cultures” (p. 71) in an effort to underdtdre involvement of the

middle-class Latino parent.
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CHAPTER 5
BREAKING BARRIERS: PERCEIVED EXPERIENCES OF MIDDLE-
CLASS HISPANIC PARENTS’ INVOLVEMENT IN SCHOOLS

The sole purpose of my study was to conceptudtieeekperiences of
middle-class Hispanic parents through the involvetnetheir children’s
education. My goal was to describe their percegtioward the phenomenon of
parent involvement that has been manifested indslazross the nation.
Employing a phenomenology allowed me not only tdarstand, but also
appreciate, the participants’ perspectives thrabgir own experiences, rather
than through my predictions or preconceived assiompiMoustakas, 1994).
Framing the study in Critical Race Theory (CRT) &atino Critical Theory
(LatCrit) presented an opportunity for the partaifs to provide examples of
personal and sometimes private instances that @egrtered on race, racism,
classism, and discrimination.

This chapter provides a detailed account of thetjmes employed by
middle-class Hispanic parents in their childrerdsi@tion. It is organized into
five main sections. It begins by providing signafint background information
about each participant, and descriptive perspectbeut the experiences detailed
in the study. In addition, | present key findinggeégard to how middle-class
Hispanic parents portray their involvement experéanin K-12 public schools in

Texas. The narrative | present was developed tihrtlugmes that emerged from
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conversations with participants, providing exampmeactual experiences of a
marginalized group through what Solorzano and Y ¢28a&0) term a counter-
story in Chapter Three. In the subsequent secttbesstories provided by
participants allowed their experiences and persgesas Hispanic parents to be
voiced. Because the literature has often termeeinpamnvolvement as helping
with homework or attending to school-sanctionechévéDelgado-Bernal, 2004;
Wooley, Glimpse, & Johnson, 2001), their perspedidirectly challenge the
master narrative that positions Hispanic parentseagg uninvolved in their
children’s education. This chapter also recognizleat scholars (Auerbach, 2007;
Delgado Bernal, 2002; Delgado-Gaitan, 2004; Logép1; Zarate, 2007) have
described as unique and non-traditional suppompdfie parents provide to their
children, outside of the realm of school.
Participants’ Background

A crucial goal of phenomenology is to gain acaassthe lives of
participants who have experienced the phenomenderigtudy (Rossman &
Rallis, 1998). The first section of this chaptes\pdes descriptive information
gathered from the demographic questionnaire armmighr interviews with each
one of my research partners. Certain conditionstedifor participation in this
study (See Chapter Four). Besides individuals mgehe specified criteria, | was
able to garner that the participants were similanany other respects outlined

below.
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Higher Education

All of the participants deemed higher educatiobe&iag necessary,
particularly in promoting social change for the pisic community that has been
historically marginalized. With close to all of tharticipants being the first in
their family to graduate high school, each indiabinas either reached or
surpassed the educational attainment of their par&wo participants (Carlos
and Lupe) hold graduate degrees, and three (Paiskissandra, and Eva) hold
baccalaureate degrees from four-year institutidhs.remaining three
participants have all attended a college or unityecs have an active career in
the military. Similarly, they expressed wanting Hane or greater higher
educational attainment for their children.
Family

Each participant described family differently. Wdugh | did not use
marriage as criteria for participation in my studhgst of my participants were
married at the time of the interview. Four of tletipants (Carlos, Eva,
Kassandra, and Priscilla) had been married for d@erears. Two (Rey and
Michelle) were married to each other. Additiondllya, Lupe, Becky, Michelle,
and Rey had blended families, including childreanfrprevious marriages. Each
of the parents spoke strongly about the support itheeive from their extended

family (grandparents, aunts and uncles, and friefidee number of family
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members varied among participants, but all hadastlone child in the K-12
public school setting.
Middle-Class

The patrticipants were able to provide insight imbov they defined
middle-class. Although all of them self-identifiad belonging to the middle-
class, they were also able to further expressitias really just a term which
exists because of societal parameters. They wéeg@describe their current
income status as one that far exceeds that of paeents. Both Carlos and Eva
recalled only having the clothes that were necgdsarschool, including two
outfits or uniforms and one pair of shoes. Evaeathal only got two outfits for
school for the new year, for the school year. Itgat outfits for school and a pair
of shoes from Payless.” Similarly, Carlos discuds&dng to wash his school
uniform daily in order to wear it the next day.

Each person essentially described their middlesdéestus as being able to
provide for the family, without any type of assista from the government or
other family members. They also added that that dinldren have been
provided with much more than they had growing uas¥e explained the
difference in how dinner is served at home now, garad to when she was
growing up. She is able to create a healthy mehighwincludes foods—
vegetables, meats, and fish—that seemed too exgetospurchase when she was

younger. Additionally, participants discussed difgeof security (being able to
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sleep without worrying about utilities being turnaf), owning a home, a sense
of privilege, and being able to do more with thefifldren (vacation,
extracurricular activities, eating out) than thgarents did with them. The
participants described wanting to be able to retive live comfortably, without
having to ask their own kids for help.
Participants’ Biographies

Priscilla. Born and raised in the North sid@f Longhorn, Texas,
Priscilla attended both private and public schaisng her K-12 educational
years. After marrying Mike, and becoming the motbfgiour children (3 sons
and a daughter), she opted to stay home with higireh for 13 years. Following
her mother’s example, Priscilla returned to theversity after her youngest son
began preschool. She recently received her ba¢helegree, and now works as a
Parent and Public Engagement Specialist with threghorn Independent School
District (LISD). In her role, she works closely witarginalized families and
communities, through communication and outreaclkentpower families with
information and resources to assist their childneschools. In our conversations,
Priscilla mentioned that when she was growing tp,did not feel that her
mother actively involved in her education. Sheedllabout her father, and
described his role as a provider for the home. Uigincher experiences personal

and professional experiences, she remains activetyved in her children’s

4 The participants described the demographics oRlir¢h side of Longhorn, Texas as area of town hiaattraditionally
been predominantly low-income and Hispanic, witr@ving number of Mexican immigrants.
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education, with the “hope of providing more oppaitu for my children to see
me at all of their events.”

Kassandra (Kassie) The oldest of four children, Kassie thrived on
learning from the books that her mother gave hienil& to her sister, Priscilla,
Kassie chose to stay home with her three childreih @ach one of them started
Catholic school. She became a high school teadtezrteer husband’s second
military deployment to Iraq, when she felt she rezetb begin contributing to her
family’s income. Recently, her family moved to dfiteent suburban
neighborhood where her children now attend pulgiosl, and are involved in
various sports. Both Kassie and her husband agtpreimote and support their
children’s academic and extracurricular activitigsattending events, practices,
and games. Kassies’s greatest goal for her childréar her sons to complete
their education with at least a Master’s degred,drange the course that has
traditionally been held by Latino males becausat’thone thing nobody can ever
take away from you.”

Carlos. Carlos was also born and raised in the North Sideoghorn.

A husband and father of three sons, he is actimetylved in his children’s lives
in and out of school. He earned his Master’s degréamily studies, and
currently works as a juvenile detention officer kmnghorn Juvenile Services.
One of Carlos’ greatest roles outside of his emplent includes working with

youth, including his own children, in different @aities. For example, as a youth
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mentor, he aims to provide leadership opportunthes will enable young
Latinos to become self-sufficient and enhance tings. Carlos and his wife also
lead church youth groups, and volunteer and gwegleral groups aimed at
improving Latino communities and neighborhoods amgihorn.

Carlos credits his immigrant parents for the manesacrifices they made
so that he could attend Catholic school. Beliexatigngly in the spiritual
component of a private education, he wanted to rsake his sons received a
similar foundation before moving them to public sgh Not satisfied with the
lack of academic opportunities for Latino youthfl@a was elected to the school
board for LISD on the platform of increasing thealvement of Latino parents in
schools. His mantra, “Parents are the magic dubenparents get involved,
things just get better,” drives his aim at changimg perception that Hispanic
parent involvement is nonexistent.

Eva. Eva grew up in a close-knit community of Latinasthe South
sidé”® of Longhorn. The daughter of Mexican immigrantauas, and an
immigrant herself, Eva was the first in her famiygraduate from high school
and pursue a higher education. Her advanced degrebkabilitation science, and
background in counseling, led her to her career @®bation officer with

juvenile services. Eva and her husband have a sorisnn middle school and a

1515 Angela described her community as one with a lpagrulation of working class Latinos, where many ifeas

moved to when they immigrated from Mexico.
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daughter in high school. They live in the suburltofvard, Texas, located 15
miles north of downtown Longhorn. The decisiondave the city was based on a
need to protect her children. “We didn’t want owdskinvolved in gangs or
drugs.” Eva opted to be more present in her childrives, choosing to attend
athletic practices and events at church.

However, Eva described instances of isolation,rastdeeling a sense of
community in their affluent White suburban neighimyd. She shared
experiences of marginalization, understanding ph@tonceived assumption exist
based on being Hispanic. Wanting her children tehmositive experiences at
school, Eva feels it may be necessary to leaveubarbs and return to an
environment that creates a sense of communitydofdmily.

Guadalupe (Lupe).As a child, Lupe’s Mexican immigrant parents
supported his academics. They strongly encourdgadfour children to become
educated. Because their own schooling was so liiniitis parents were not able
to provide any academic reinforcement, includinghbwork and other
requirements of school. Lupe is currently emploged Parent and Family
Specialist with the LISD. This role affords him theportunity to engage and
support parents, families, and communities of comlarnderstanding their role
throughout K-12 institutions of learning. He hasldnyear-old daughter, Emily,
from a previous marriage, and a one-year-old sah s current wife. Although

his professional life focuses on family and commymvolvement, his
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commitments to his work do not allow him to beraglved as he would like to
be in his daughter’s education. Lupe credits Emilyother for establishing
systems that promote her academic achievementelives that parent
involvement is necessary “because it's one pied®im we help our [Hispanic]
children become successful. It's just one piecejtlsua piece.”

Rebecca (Becky)Becky was the only person in this study that grew u
in a low-income, single-parent home. Her mothdrpwas born in Guatemala
and later immigrated to the United States, raisecki and her younger sister
Victoria. During their K-12 educational career, B¢gs mother was not able to
provide academic support to her and her sisterusecaf her shortage of
experiences of U.S. schools, and not understanitdle&nglish language.

Originally from Florida, Becky moved to Texas torgue her career in the
military. As a single mother of two herself, shehs first in her family to pursue
a higher education degree in Business Administnatiile continuing to be an
active member of the military. At the time of timarview, Becky was purchasing
a new home with the goal of providing a senseabilty for her daughters.
Amanda attends elementary school, and Nadia stadkie adaycare at the military
base where Becky is employed. She believes than{saare critical in their
children’s lives, but finds that at times it becahfficult for her to be a part of

all of the activities available at Amanda’s sch&while she aims to be more
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present than her mother, she does not want to &dearing in terms of her
involvement at school.

Reynaldo (Rey).Rey’s parents moved to the United States, from
Mexico, when he was a toddler. Both Rey and hishienp Hector, are products of
LISD. He has two older daughters from a previousriage. Yolanda attends
high school and Melissa is in middle school. Repdlas an eight-year-old
daughter, Lisa, with his wife Michelle. He worksthight shift for a
pharmaceutical company. Therefore, activities #énatplanned for after school or
in the evenings conflict with his professional stile. He prides himself on
eating lunch at school with his daughters, pickimgm up from school, and
attending extracurricular events. While Rey doasaetieve that formal types of
parent involvement are necessary for the acadamiess of his children, he was
prompted by his wife to become more involved inrtdaughters’ schooling. Rey
has opted to become more active outside the home.

Michelle. Michelle was born and raised in a small town in Ndexico.
Her parents were both immigrants, and neither vecea formal education in the
U.S. Michelle’s father worked as a rancher, whie mother returned to school to
acquire her G.E.D, graduate college, and begandreer as a special education
teacher. Michelle was the first, and only, of éhetblings to pursue a higher
education. After attending New Mexico State foew Semesters, she moved to

Texas to attend a professional school. Michelld, flzer husband Rey, both
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believe that school choice is important, and theyadt send her daughter to the
school she is supposed to attend. Instead, theylethiLisa at a River Raft
Elementary School in LISD. Even though they havértee all the way across
town to get Lisa to school, they feel strongly afitie strong academic
instruction and sense of community pride she isivég. Michelle is a Vice
President for a travel company, and has a flexildek schedule, which allows
her more time to attend events at the school. Heweavrecent promotion at
work, and other experiences described in Chaptesr$dnave not allow her to be
as involved as she thought she would like to be example, because she works
30 miles outside her home, she does not always thaweme to volunteer to
attend field trips or organize class parties. Stleebes that parents should make a
conscious effort to be aware when participatintheir children’s education, and
not just be a presence.
Summary

The eight Hispanic parents (five females and tma&es) in this study
represent diverse backgrounds and beliefs. Thairexperiences as students,
perception of how their own parents provided sup@ord educational
background shaped how they conceptualized theiectipractices. Each of the
participants’ awareness of how they participatthair children’s education
varied. The following sections detail how he papants described the role they

played in their children’s schooling.
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Documenting the Experiences of Middle-Class HispaaiParents in K-12
Schools

The goal of phenomenology is to literally undergtarperiences, or the
way an individual experiences things. In an efforinderstand the participants’
conscious experiences, | posed the first researekhtipn:

How do middle-class Hispanic parents define andeyee their parent
involvement experiences in K-12 public schools @xds?

Each participant in my study cooperatively desditieeir practices of
involvement in their children’s education. The dstt@ws parents’ unique levels
of defining and implementing their participatiorhi3 section reveals how
participants remained involved in their childreaucation. It begins by
highlighting the levels of support their’ parentsyided, and how that shaped
their own participation. Section Two and three jdewevidence that supports
existing literature of how Hispanic parents suppleeir children’s academics, and
expands to what Zarate (2007) terms life partidipet.

The USDoE (1987, 2004) has referenced the stropggétrthat parents
have on their children’s learning. Recent fededdicy calls for schools to
provide parents with scaffolds that will supporitinvolvement in learning

taking place at home, and through two opportunfiresided by schools

16 |ife participation- a way in which parents provisigpport through life education, which integrates & child’s life in
school. Examples include being aware of and maniaa child’s life, teaching good morals and vajukiscussing future
planning, establishing trust, and encouraging fa@ild community to look out for each other (Zaratq7).
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(USDoE, 2004). In this study, my eight researchnmas provided background
that supported their degree of involvement in sthdérowing up, they
witnessed first-hand examples of how the literahag termed Latinos as being
uninvolved by not conforming to current models afgnt involvement that cater
to the hegemonic White middle-class (Robinson, 28@fencia, 2010). Because
their own parents were not familiar with U.S. sdispthey described examples of
non-traditional forms parent involvement that haeen recognized by scholars
(Delgado-Gaitan, 2004; Lopez, 2001;; Valencia, 2@Hate, 2007) that
distinguish methods in which Latino parents suppwetir children’s academics.
When they became parents themselves, they vowethioge the master narrative
that has portrayed Hispanic parents as rarely dawajved. Six of the
participants described minimal involvement fromitlosvn parents while they
were in school. They also termed their involvensifierent from that of their
own parents. More importantly each one was alse tbprovide their own
definition of parent involvement and parent engageiniased on his or her own
experiences.
Conceptualizing theNon-Involvement of Latinos

The literature has explicitly defined the expectasi parents should adhere
to when discussing the role of parents in schdgbsi{ein, 1995). Historically,
Hispanic parents have been described as havintgtrparticipation in the ways

schools expect. Additionally, the literature haswoented Hispanic parents as
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not having necessary resources to be as activetyved in a way that can benefit
the academic achievement of their children (Bol&aChrispeels, 2011).

For a long time, in both my personal and professidives, | agreed with
what others described as the ideal type of pahenitvtas needed in order for a
child to be successful academically. When | bebaaresearch study, | reflected:

Growing up, | do not remember ever discussing ettucavith my

parents. They knew | was attending school, recgigimod grades, and

that | was involved in lots of after-school actie#. Perhaps, because |

was an honors student, and my grades remained *gloaigh college,
there was never any discussion of college, or obspirations. (Author’s

personal journal, n.d.)

During my time as a student, between elementaryhagidschool, |
became accustomed to being on my own when it cameytstudies. Like the
scholars | referenced in Chapter Three, | held inegaiews of the support my
parents provided for me when | was growing up.

Additionally, the literature has also focused oa fdick of involvement
from low-income, immigrant Hispanic parents (BoligaChristpeels, 2011,
Lopez, 2001; Valencia, 2010). Six of the eightipgrants (Carlos, Rey,
Michelle, Eva, Becky, and Lupe) were born to imraigrparents. Their parents

did not receive any formal education in their natbountry, and came to the
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United States to gain employment. Their experieasestudents were limited,
and that transferred over to their role as parents.

When | first became interested in this study, | hadepted the boundaries
that literature and society had placed on the wamlent of Hispanic parents. It
was not easy for me to recognize the role my owenga played in my academic
success. | understood that they provided finarandl emotional support, but to
me that responsibility was a general obligatioma @arent. | understand, now, that
all children are not privileged to have similarteyss of support. | lost count of
the hundreds of times that my parents made finbea@ifices to save their hard
earned money so that | could have designer cl@hdshoes, just like my friends
did. Even though fitting in with the kids whose @ats could afford the latest
fashion trends was not a necessity, | did not gieen credit for ensuring that |
always had what | wanted instead of only providivtat | needed. | did not take
into account all of the early mornings or late eagrmy mother waited for me
outside of the school gym to make sure hers wafirdtecar | saw when | got off
the bus after a volleyball game or track meet.eadi | grew resentful because |
did not see either of my parents or other familymbers in the stands like | saw
other families. With a sense of anger, | voweddaoriore involved in my
daughter’s schooling.

Through a traditional sense, parent involvementieen broadly defined

as opportunities that connect parents to schdwoisugh consistent
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communication. Wooley, Glimpse, and Johnson (2@dussed how families
are often considered as supporting their childréggsning when they help with
homework, visit the school, or volunteer to chaperbeldtrips. My initial
conversations with participants revealed what tieeyed as limited involvement
in schools displayed by their parents. As we car@thour discussions, most of
them were able to reflect on their understandiridgsow their parents had their
own ways of being involved. Ultimately, they weldeto display a sense of
pride when discussing the monumental support reeents provided towards
their education. They also discussed spoken angbles expectations from their
parents that helped them to succeed in school.upg discussed, “Our own
experiences as parents are based on what we vathess parents doing [or
not].” I include this information here because tyyges and levels of parent
involvement the participants witnessed from the@ngarents ultimately shaped
their own experiences.
An Empty Toolbox

Much of the scholarly discourse addresses the Isacilaural, and
intellectual capital middle-class White parentsgess, and Hispanic parents, and
other parents of color, lack (Delgado-Gaitan, 2@dstein, 1995; Lopez, 2001).
Despite overwhelming support for an increase inrnkielvement of Hispanic
parents, scholars (Daniel-White, 2002; Epstein512901; Hong, 2011; Lopez,

2001) have attributed the low level of participatio the lack of knowledge about
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educational systems that Hispanic parents holdoddirout my interviews, my
eight research partners were able to defend tlaeemps’ level of involvement
with school as they were growing up.

Rey was adamant in discussing how his parentsatitiave the necessary
tools to support or promote his academic successidBs having immigrated to
the U.S., he expressed other concerns that impgéeednvolvement.

Both of my parents were born in Mexico. My pardmish came to the

U.S. in 1976, and they basically just came hemdik. That’s all we did.

My parents didn’t speak any English or have anywkedge of what

needed to happen. | knew they were always worl&ogafter a while, |

just stopped asking. | knew they couldn’t makeatdny school sponsored
events] because they had to work.

Ultimately, Rey became accustomed to not havingparents help with
his homework, nor asking him about his grades,\atdeing satisfied with the
fact that he would go to school every day. “Theyawontent with us just going
to school,” he shared. His parents did not lookisreport card, and had no idea
of how to help him. Rey expressed that becauselthdyever gone to school
themselves, and because he was the oldest crelglhtid nothing to which to
compare his experiences. Therefore, according yo ‘Reey did not have a clue”

regarding the possibilities of higher education.
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Another tool that was lacking from their parentlbox was the ability to
understand the content their children were learatrgchool. Six of the
participants told me how their parents had notiveckany formal education in
their native country. Therefore, habits such asxemg homework every night
were not common.

Carlos also provided examples of how his parentg wet able to support
his academics. “They didn’t understand academiaealtisit was going on,” he
said. Because he was the oldest child, his parentisave previous experience in
providing support with any academic or social isstiat occurred at school.

There was a time when my dad came up to me, lilsexth or seventh

grade, and said this is beyond me now. I'm goingded for you to learn

how to ask for help yourself. And when | was atradee Hils [high

school], they definitely couldn’t help.

Carlos also recognized that his parents did wheat tdould with what the
resources and knowledge they had, even thougkeih ofieant that as a student he
had to find alternative ways to help himself. Thiormation gathered made it
clear that most participants felt that their pasdatked the educational tools and
resources to guide their children through the Ked@cational pipeline.

Most participants also explained that their pareidshot provide them a
model of parent involvement to mirror. Eva’s pasgtioth Mexican immigrants,

did not receive any type of formal education inth8&., and Eva did not feel her
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parents had very high expectations for their cbildBesides wanting for her to
finish high school, Eva did not feel that her pasemere involved. “I didn’'t see
any of that [parent involvement] growing up in myrohome, when | was being
raised.” She explained that her parents never sdissions about grades or
higher education with her or her siblings. Eva wamto discuss that because her
father worked, her mother was the only one thatdceuer accompany her to
school-sponsored events. In fact, she only resalténg her mother at her eighth
grade and high school graduation.

Because Eva was the first of four children to gedd from high school,
her mother questioned whether she needed to dtmmuigh school graduation.
Eva laughed when she told me, “Who does that? \esmdt know they need to
go to their daughter’s graduation?” As Eva expldjrieer mother had never been
to a high school graduation before. As for the oféster family, nobody else
attended.

Through no fault of their own, my own parents hadted experiences
with schools as well. Although my parents and gpaments were born in the
United States, my father was the only one who d#drCatholic school, and
dropped out in the ninth grade. Because all of iolyngs were much older than
me, | am not too familiar with how involved they man their schooling. | do
recall, however, my mother telling me that the aimye the school would call her

was when my brother, Hector, was going to be regiswats from the principal.
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Even though | was eight years younger than my ddger, and more active in
sports and extracurricular activities, my parestaained unaware of what | was
doing in school. Reflecting on this today, | realthat they trusted the teachers
and schools in general:

| remember when | ran for Student Council Secreiag/, 9", 13", 11"

and 12 grade. All of my friends had their moms helpingrthmake

elaborate signs, buttons, and shirts. My mom neven knew | had been
elected all of those times. It’s like she knew lulbstay after school for
sports and clubs, but she never bothered to asklwbes doing there so
late. Did she know why | went to school on Satus®aRid she realize
what that meant for me, for my future? While sortuelents had nothing
on their list of extracurricular activities or afés held, my list was
exhaustive. My parents never knew what | was ddirthey did, we

never talked about it. (Author’s personal jourdaine, 22, 2014).

In speaking to my parents about how they suppartg@dcademic success,
| understand that the fact that they had no sehfaroliarity with schools led
them to believe that the teachers and other sgm@sbnnel controlled what | was
learning. Because my mother never learned howao nerself, she felt that she
could not help me. Instead, sending me to schathetl and fed, wasami’s
way of ensuring that my teachers received herwest every day. My father

kept himself busy working, and guaranteed thatd wavell behaved student.
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While my parents did not sit down with me to dissudat college | was going to
attend, they provided various attributes of lifetiggpation (Zarate, 2007) that
many other participants described as well.

The push for increased involvement stems from #s#re to have more
Latino parents participate in school-based or skbponsored activities with an
aim of closing historically existing achievemenpgdDearing, Kreider,
Simpkins, & Weiss, 2006; Harvard Family Project)20USDoE, 2004). Parents
who did not attend schools in the United Statesydver, had no way of relating
to the practices or expectations of participatimghieir children’s education.
Besides sending their students to school, theydid/olunteer to decorate the
cafeteria for kindergarten graduation, read toestislin the school library, or
chaperone for school dances. The data explicithyatied that participants did not
see partnerships between their parents and thelsamodeled.
They had Their Own Way of Being Involved

Years of research have deemed traditional fornpaodnt involvement
(PTA, volunteering, bake sales) necessary in seh@stein, 1995; Wooley,
Glimpse, & Johnson, 2001). However, Latino scho{Bxslgado-Gaitan, 2004,
Lopez, 2001; Valencia, 2010) have also acceptaed/dmrms of Hispanic
parents’ involvement that can potentially impacdsint achievement. In this
study, my research partners recognized the trasgmisf high expectations from

their parents and how they demanded the best them in terms of education.
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Lupe recalled that even though his parents didex#ive a formal
education when they migrated from Mexico to thetebhiStates, they expected
their children to do well in school. His parentd dit fully have an understanding
of the dominant English language, and were not @bleavigate systems in
school. Lupe recalled that his parents encouraggdgerformances at school.
“They expected good grades from us. They wouldrceat failure.” As the years
progressed and the academic materials increas#iffiqulty, Lupe’s parents
expected their children to help each other. Higbeexations, such as the ones
Lupe described, held the children accountable ¢h egher, while continuing
with the tradition of excellence that was expeaetome.

The eight parents explained that a goal of paretthocludes one’s
children to reach a higher level of economic seguhan they did. Often, this is
achieved through formal education or schoolingti€ipants also described their
parents’ transmission of education- related valbebefs and actions that were
not necessarily expressed. However, it was undmidtwat certain guidelines
would be followed to ensure the academic succedseafchildren.

Growing up, Kassie’s mother became preoccupied hethown
education, when she decided to pursue a bachelegiee. Being the oldest of
four children, Kassie knew she would have to dd weelherself. During our first
interview, Kassie was adamant when she shared btwher mother and

grandmother instilled a drive for learning in heaa early age. “Even though |
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didn’t understand her, | knew my grandmother warfiéeane to continue
studying, finish my education and stay focusedhBwr and my mother did.”
Every year, she would send that message to Kagsteen in every birthday card.
Although Kassie did not understand when &leunelitaspoke to her in Spanish,
she continuously smiled when sharing her grandmstigeal for her.

Kassie also shared how her mother never readri@hprovided any type
of praise for her good work. Yet, she unknowingtpected Kassie to learn from
the books she bought her at garage sales. As &tk Kassie recalled, “One day,
out of nowhere, there was a bookshelf. One dagmechome from school, and
there were books. And my mom, she just gave meaftwr reading right there
and then.” She described how she began readinpaoieafter the other, until
there were no books left to read. As she finisteadliing the books, her mother
would replenish her supply. This simple act creadainger for reading that
ultimately led Kassie to pursue a career as ani§ntgacher, and share a similar
passion with her students.

Kassie’s mother continues to support her daughteve for reading, even
today. On a recent family vacation, while Kassieifig her mother visited a New
Orleans plantation. Upon her return, she noted fimyher brought me a book
from the plantation. | was so sick. | couldn’t gglmwthem. But she continues to

recognize my passion for autobiographies. At my age bought me a book.”
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The unspoken support and expectations Kassie shated in tears, were also
evident when | spoke to her sister Priscilla.

Even though they are sisters, Kassie and Prisoilmessed very different
experiences. However, both discussed how the actbtheir parents ensured
they would be successful in their education. Ptesshared this description of her
mother:

When | was in school my mom was in school, studyimige a teacher. So,

it [involvement] was not very much. She was vergyoushe had a hard

time getting to certain events for us. But shedirghe really did. And so
that's, | think that meant a lot to all of us.Hattshe really did try. And

you know, even though she was tired, staying updaidying, we knew

she wanted a better life for us and she wantedtta good example for

us.

Overall, all of the participants described thergnts’ exclusive way of
being involved in their lives with a sense of coriteent. While most of their
parents had limited opportunities to follow traglital forms of involvement, the
perpetual quest to have their children do bettex @adent in the experiences the
participants shared. Becky continuously referrethéostandards her mother had
for her and her sister. Coming from a small towiGumatemala, she talked about

how her mother always encouraged her to pursughehlevel of education than
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she did. That expectation transferred over intokBsmlans for her own
children.

Similarly, Michelle’s parents also moved from Mexio the United
States. Although neither parent graduated highacher mother received her
G.E.D., and years after became a special educatammer. With tears in her eyes,
she described the high hopes her parents haddwrcthildren. “I guess they
wanted better for us. So they were pretty stricualschool,” she reminisced. She
discussed how her parents would not let her takeehow grades, misbehave in
class, and monitored what friends she hung out vdmmonly, these
participants talked about the day-to-day interaxdithat occurred with their
parents that pushed them further within the edanatisystem. They reflected on
their parents’ own schooling histories, aspiratitorgheir children to bring home
good grades, be involved in activities, and as$eaath good friends.

Life Participation

The literature tells us that in attempting to ustkend the perception of
Latino parents, it is also necessary to include by equate academic success
to the involvement in their children’s lives anduedtion taught in the home
(Delgado-Gaitan, 2004; Lopez, 2001; Valencia, 20B@)ng aware of daily
occurrences is a form of life participation for psic parents (Zarate, 2007).
Participants discussed how important it was foirtparents to know who they

were communicating and associating with, and dabthey knew their friends’
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parents or families. This was especially importastthey grew older. Lupe
shared:
As we continued to grow and progress through s¢hyoal know, they just
made sure we were going to school, that we wergiq@sur classes, and
that our friends were good and decent friends. Taeyto know the
families we were hanging out with. It was importéortthem to know
how their friends acted or behaved, and how thekegd hey wanted to
ensure their children had friends with similar mamsms and behaviors.
Being around other students with aspirations aflamic success and
overall self-improvement was mentioned several silmgthe participants. The
participants’ parents wanted their children to agge with friends who did not
get into trouble, showed respect, and had a simparinging and rules to follow.
For example, when Carlos was in third grade, hisma decided the environment
he was in was not beneficial for him. “I was gegtinto quite a little bit of trouble
during those years. So, my parents got word iméighborhood that they ought
to send me to private school.” Although Carlos’qras could not financially
afford to send him to Catholic School, they workath other families in the
community to gather the necessary resources tot@@nter into an
environment that would help him succeed acadenyiealiwell as keep him out of

trouble.

98



Additionally, Michelle’s voice began to crack whsime spoke of the one
time she let her parents down. “In high schooltlmgoced in with kids whose
parents didn’t care as much. And we got caughhdfite My parents took it really
hard. They didn’t expect that from me. | was alwtys good kid.” Because
Michelle’s mother was a teacher in the school disshe attended, she was
always in the know of what was happening at school.

In their research, Lopez (2001) and Zarate (20i56uss non-traditional
ways in which Latino parents support their childseeducation. They refer to the
value of hard work and life participation as waysuvhich Latinos are actively
engaged in their children’s lives. In additiorp@rental aspirations, the sense of
community also played a strong role in how theip@nts’ parents supported
life participation. For many (Carlos, Michelle, Rend Becky), they lived with
their parents in the same neighborhood all of tines. They built relationships
with those that lived around them, and were hetiactable not just by their
parents but also by other adults. Carlos and Mietsgloke of how when they
would act up at school, or start hanging out whid wrong crowd, their parents
would find out. The continuity of life participatip as described by Zarate (2007)
is apparent in the experiences that participardsestand will be apparent in the

upcoming sections.
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Conclusion

It was important for me to include this informatimnan effort to delve
into the diverse background of each participane iffiormation they shared with
me helped to depict the level of support Latincepgs have historically provided
to their children, even when cultural or languatteence are present (Delgado-
Gaitan, 2004).
Many participants were unable to share any, iflatrstances of how their
parents followed models of parent involvement dratdeemed to be traditional
and necessary (Daniel-White, 2002; Wooley, Glimgsdphnson, 2001).
However, similar to the findings Lopez (2001), @&d1996), and Zarate (2007)
shared, they were able to tell a story about thgeuensupport their parents
provided, including the importance of respect, galtand high expectations. The
relevance lies in understanding how their expegsras students impacted their
own involvement as parents. It also serves astopiafor the comprehensive

information that will be presented in the upcomsegtions.
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CHAPTER 6
REDEFINING INVOLVEMENT OF MIDDLE-CLASS HISPANIC
PARENTS

Based on the experiences of their parents’ limiedlvement as children,
the participants were able to provide examplesshaped the forms and levels of
support they provided. Considering that all of ragearch partners self-identified
as middle-class, most of the examples they provadigded with conventional or
mainstream models that encompass forms of pareolviement defined by
scholars—parent-teacher conferences, volunteesimgther forms of formal
events designed by the school—(Hong, 2011; Wodkdimpse, & Johnson,
200). All of my research partners shared instant&®ing actively involved in
their children’s education. However, they also fie#t the support they provided
their children at home was just as important. Ia &hapter, the eight Latino
become empowered by telling their own story, wtabhkllenges how they have
been described in the main discourse (Yosso, 200#3.narrative includes the
following subsections: breaking cultural tradisgisupporting the goals of the
school, continuing their involvement, leaving nathto chance, and a conclusion.
Breaking Cultural Traditions

| just know that | want to be a part of everyththgt my kids are doing

now. If it's every game, | want to be there. | wanbe in the stands. |

make it a point of being there for my kids, fromaidest to the youngest.
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| just saw that what she [my mom] didn't do, an@/hibhurt me. So, that

is what | know now. | can change the culture.

(Priscilla, Personal communication, May, 15, 2014)

A recurring theme that was gathered from my datdyars was
participants’ self-reflection on wanting to be mameolved in their children’s
education than their own parents were (Zarate, R@lIFof my research partners
identified as being actively involved in his/heildren’s education. Additionally,
every parent also expressed how he/she redefimealvement as a Hispanic
parent. Most of them specifically discussed beingimmore equipped with tools
necessary to navigate educational systems. Forggathey discussed having
attained a higher level of education (see seckamticipants’ Background),
belonging to the middle-class versus working-classl, possessing the necessary
tools to navigate systems in schools.

Hispanic parents have long been generalized alseiog active
participants in their children’s education. Muchtloé literature has attributed the
lack of involvement to not being able to navigatstems in schools, particularly
defining Hispanics as having limited experiencethwchools (Delgado-Gaitan,
2004; Lopez, 2001, Valencia, 2010). Goldenberg@atlimore (1995) discuss
how the schooling histories, and/or negative exgmees of Latino parents
(particularly those not educated in the United &tptimpact their involvement.

Additionally, the interviews revealed that the sd@nd intellectual capital the
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participants possessed allowed a different formaoficipation, because they
were able to understand school personnel and extpet of relationships that
should exist between parents and schools. Unti&e bwn parents, my research
partners understood what school personnel expeadied they discussegbod
forms of parent involvement. They were aware tix@eetations existed, and
unlike their own parents, found ways to communiedta educators.

For example, Lupe discussed how his role as a ydmnijagement
Specialist presents opportunities of empowermehénndealing with issues at his
daughter’s school. He talked about being able gotiate with teachers, knowing
the right questions to ask, and how to play the ablan advocate for his
daughter.

Knowledge about how schools operate provided oppdres for the
participants to support their children in scho&ea also discussed the difference
between her parents’ support, and how she suppertshildren and their
education. As a child, she felt that she did neehdanybody to guide me.”
Working as as a probation officer has allowed Evgdin confidence in speaking
to parents. She also knows how important it ishb@nstant communication with
her children, regarding their education. “I knowhtm help my kids with their
homework, with their projects. I've gone out of mrgy so they turn in the best

work,” she said.
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Unlike her own mother, Michelle is able to helpd.isith homework and
projects, making sure that lots of thought andréffo into the work that is turned
in at school. Additionally, when Lisa is havingfditilty understanding
instructional content, Michelle provides differextamples. “I have to do some
changing of things with the things they sent holhgist doesn’t make sense the
way they are teaching it. They teach it one way,| lhave to teach it another way
because it's easier.” By allowing Lisa to see ddfe versions of what she is
learning at school, Michelle has assured that shefudly understand the
concepts.

Going back to specific examples of how the paréinig have broken the
negative stereotype that exists regarding Hisppaiients, it is important to note
that the level of knowledge about the expectatifom® schools is greater for
those who actually received their education ininged States. These
participants had previous experiences with schioaise U.S., understanding
what was expected of them, and allowing them, avadteforms of parent
involvement that are valued in schools. ParticyldHeir efforts have been
viewed, by educators, as methods to improve stumlgmevement.

Supporting the Goals of the School

Parent involvement takes many forms, and diffepedding on who is

defining it. Through my conversation with the pdsein this study, it was evident

that they were able to describe various ways irctwkiey support their children’s
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learning. Particularly, they spoke of ways in whibky communicate with
teachers or other school personnel as advocatbhdaducation of their Hispanic
students. While scholars (Delgado-Gaitan, 2012;d3let al. 2011) have
provided distinctions between parent involvemert parent engagement,
participants seemed to piece both together. Theg afele to discuss a general
goal, improving student achievement. In fact, ttexdture asserts that when
parents are actively involved in their childrentkieation, students from all
backgrounds will perform at higher academic leyBlsrnard, 2004; Dearing,
Kreider, Simpkins, & Weiss, 2006).

With parents often being called a child’s firstdlear (USDoE, 1987,
2004), most of the participants shared tasks tichtided school-like activities,
including reading, learning letters and numbers, @her activities that promote
children doing well in school. Because Priscilid dot feel that her mother was
actively present during her early years in schelod purposefully chose to stay
home until all of her children reached school age.

Well for the first 13 years | was a stay at homarm®8o, | was very

active. Parent involvement? If the parent is inedlvthey’re actually

doing stuff like me. I'm an involved parent. | dto& I'm involved in the
education process.
With a large smile on her face, Priscilla discusssding a sense of

accomplishment after attending a workshop thassé@ the positive impact
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parents have on their children’s academic achiemeémben they read aloud to
them. She recalled the countless hours she spatitgeto her four children when
they were younger, and told me about the traditi@y have where every Sunday
everyone in her family reads for an hour in thewrdrite part of the house.
Priscilla began to cry when she told me about aeation she had with her
oldest son, Mike:

He said mom you did so much with me when | wakelittVith Karina.

With all of us. You know, Olga, that's a foundati@taying home with

them for the first 13 years was so great. And i wa meaningful. What a

blessing. They look back and they say this. Thadlglation for me.

Traditional models of parent involvement focus ctivties that support

agendas
and objectives set by schools (Daniel-White, 2002pley, Glimpse, & Johnson,
2001). The emphasis of such prototypes is on thésgweated to close
achievement gaps, particularly those of margindlgt@dents.

Rey provided insight into how he and his wife (Netle) ensure their
practices support the goals of the school and teighter’s learning (Epstein,
1995):

I’'m not as involved as my wife is. But | suppodrhbecause she knows
what she’s doing. And literally, | see my daugtteme home literally

smarter every day. Not just by the grade yearelary single day.
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He went on to discuss how he remains involved galsi education, by
attending parent-teacher conferences, reading ltogksher, providing help with
homework and projects. Rey also prides himselfrmmkng what is happening
with his daughters at school. When one of his dargtshares something they
learned in school, he tries to make a connectidow he learned that
information as a child. He also credited his wie lbeing more involved,
spending more time with her after school.

Similarly, Michelle attributed her daughter’s aeadc success to the level
of involvement she and Rey provide. “I can say buthand Rey are involved
with everything that goes on at school. Or we trp¢. We're there for anything
that they ask for parents to be in attendance &ing described events her family
attends to support the school, including fundraisesicals, carnivals, and
parties. Now that her child can read on her owrghdile, an advocate for
learning, also spends time listening to Lisa rdadato her.

During my interview with Becky, she shared theesalexamples that
have afforded her the opportunity to be involved.asingle parent, she talked
about coming home from work, ensuring Amanda cotegl@er homework,
reading together, and doing as much as she codidipowith anything that was
school related. She also discussed attending sspoolsored events, including

fundraisers, plays, and school parties.
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The findings suggest that the participants weter@sted in shaping a
foundation for their children’s academic successir®esting time, and making
education a priority, the parents felt that theyengetting expectations for
academic achievement as their children progre$seddh the school system.
However, the participants were also able to difidegde between the practices
they provided based on the age and grade levakaf¢hildren. Parents
explained that during primary years, they focusedhelping children read,
providing scaffolds for homework, volunteering fagld trips, and setting a solid
foundation for future learning. They were also ableiscuss how support
changed, as their children got older.

Continuing Their Involvement

A difference among the level of parent involvemisrdlso dependent on a
child’s age or grade level. Models of active paiamblvement have been
described as occurring more frequently in elemgngaars (Epstein 1995;
Robinson & Harris, 2014). Another way participach®se to break tradition was
by continuing to be involved in their children’suedtion after they transitioned
from elementary to junior high and high school.tiegrants discussed that as
their children got older, they noticed a changkaw school personnel expected
them to be involved. Due to the fact that the deiisaat the secondary level called
for more independence from students, they discusskstrease in the

participation of parents at events such as OpersélouReport Card Night
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(Epstein, 1990). Whether it be that parents, iregainbelieve that their children
do not want them to attend meetings with teachesgloool administrators, have
had negative experiences with schools, or do ndérstand the curriculum being
taught (Epstein, 1990; Robinson & Harris, 2014¢, participants discussed how
they continued to build on habits that were esshleld in their home, including
talking about and preparing for college and attegdithletic events.

Carlos happily chatted about the academic sucbassis sons have
experienced. Isaac, a junior in high school, isentty ranked number four in a
class of over 300 students. He has already begplamohis future, focusing on
attending Stanford University—where he plans talgtengineering. Alex, a
freshman, was honored for a perfect grade-pointagxeeat the time of the
interview.

When discussing the academic support he currentlyiges to his
children, Carlos said, “I don’'t have to, becauss thamework has already been
set. We did that deliberately.” Because his wifanabel, worked for the school
district his sons attended, she had a close rappttrthe staff, allowing her to be
able request for her sons to be placed in therdasss of the most highly
gualified teachers. Carlos went on to explain theitchildren’s advanced
academics are beyond him. Similar to a 2014 stydydbinson and Harris which

urges parents not to help with homework after sitglkeave elementary school,
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he admitted that if he offered to help, for exampl&ath, he would probably
confuse them more due to his lack of understantaegontent.

Participants also discussed providing opportunitbesheir children to be
exposed to academic content that would help pretpara for higher education.
In thinking towards college entry, paying for tpséparation courses and hiring
tutors for advanced courses were ways in whichgyaaints described their
involvement. They also spent a large amount of proenoting extra-curricular
activities, including choir, band, cheerleadingfckarand sports.

Six additional participants spoke of the effortytimeake to guarantee that
they are present in anything that their childremiavolved in after school. Rey
and Michelle try to attend all of their older dategyis’ Yolanda and Melissa’s
choir, cheerleading, and volleyball events. Peribprichave witnessed Priscilla
running from one practice to another, since heradest sons play multiple
sports. She also goes to every football game, evwm they are played out of
town. Eva, Carlos, and Kassie also spoke of haairgast one parent attend
every athletic practice.

In trying to find a way to connect to each oneigfdon’s on an individual
level, Carlos talked about rarely missing footlgaines his sons play. “We go to
all of their games, all of their practices. We dldlzat stuff. That has been one of
the main ways. We love athletics. We always watanimes together. That'’s just

what we do.” At the time of our second interviewgdsie mentioned wanting to

110



attend a local event, Mayfest. However, her sontivadootball games scheduled
and her husband was out of town. Kassie warnedateshe would have to leave
at a certain time, mentioning always wanting herssto see her when they look
up from the stands.

In contrast to literature that depict a loss ofolwement from parents, as
students were promoted to higher grades (Epst&lf,11095; Robinson & Harris,
2014), the eight participants exemplified the wiayg/hich they continue to
create opportunities to contribute to their chifdsesuccess. The data presented
illustrations of varying forms of involvement topport students in all that they
do. The connections the participants detailed eXxéetprelationships that exist,
even though they are not specific to academic confgom the participants’
perspectives, supporting their children in evernygtthey were involved in
transferred over into promoting high achievemerand out of the classroom.
Leaving Nothing to Chance

Hispanic parents have often been charged with begpegual partners,
and increasing communication with teachers or atbbool personnel
(Blankstein & Noguera, 2010). Most participantsatdged how as they were
growing up, their parents were unfamiliar with théture of the educational
system in the U.S., creating a sense of distantveclea the home and school

environment.
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In an effort to stay informed, several particigadiscussed using
technology to monitor students’ grades or commuaieath teachers in higher-
grade levels. Lupe spoke of ways he ensures highti@auperforms at the highest
level in her academics, even though she doesvewith him. He shared with
me an email the band director at his daughter's@ctent to him, and said:

How | stay connected is through email. The corragpaces, great

behavior, anything the teachers want me to knowabgot a note from,

look I have it here. | got a note from her bandrinstor. She said that

Jayden has been doing an outstanding job. You ktiaw she performed

her first solo. You know, that she’s doing great.

Lupe and other participants were able to discosstechnology has
changed the way schools can communicate with pgrant how parents with
access to technology can take advantage of stayaregast of their children’s
academic progress. School districts are advocédintpe use of information
portals, where parents can monitor student attesejdehavior, and grades.

Because Priscilla is employed by the school distsite has access to

monitor her
children’s grades and attendance via the inteHeting a zero tolerance for low
grades at her own home, she discussed checkingheroson’s grades weekly. If

ever he was missing an assignment missing, or haa grade, Priscilla was able
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to schedule a conference with the teacher(s). Raisie and Eva also discussed
how they depend on technology to monitor theirdrieih’s academic progress.

Eva’s teenage children, for example, attend schibalt are run
completely online. “This is a technology driven sohdistrict. Every parent has
to have an email. It's required when you registauinkids.” Eva uses the
technology to her advantage, not only for acadenbgsto be aware of what is
happening at the schools.

Throughout the interviews, the participants disedsbe lack of
communication between their own parents and theddfficials. What they
were able to articulate to me was that besidesngambtes sent home from
school, meeting the teacher during scheduled cenéertimes, or talking to the
principal only when something was “wrong,” theyiedlon technology to know
what was happening at school.

Summary

In Chapter Two, | discussed parent involvementatiites have been
designed to include local and federal mandates GQESR004) that aim at closing
existing achievement gaps, particularly betweenté/tudents and their peers of
color. | also detailed deficit perspectives thatdhaot ceased to exist, which
convey conventional parent-involvement activitieattask parents to participate
in ways that appeal to the White middle-class,uditig volunteering, making

copies, and attending field-trips (Daniel-Whitep20Delgado-Gaitan, 2004). The
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participants in this study were able to break calttraditions that have often kept
Hispanic parents from becoming actively involvedhair children’s education.
They provided distinct examples of how they purfabesupported their
children in their education and extracurriculamaties, by enacting expected
mainstram practices. While each parent shared mexmes that were unique to
their lives, they all had similar goals. At the wiptheir list was being more
involved than their own parents, and increasinglecac achievement of their
Hispanic children. The next section will illustrdtems of involvement the
parents deemed necessary, outside of the school.
The Value of What is Taught in the Homes of Latindamilies

For years, scholars (Delgado-Bernal, 2008; Lopé@12Zarate, 2007)
have aimed to disprove the conceptratiitional parent involvemerity
exemplifying ways that Hispanic parents participatéheir children’s education
that occurs in the home. When presenting informadiloout their experiences, my
research partners generally discussed patrticipatitigeir child’s life, more than
in their academics. Such examples include defimtidarate (2007) provides as
life participation: communicating with their chileln to discuss future planning
and provide advice on life issues. Parents viewed tesponsibility, beginning at
an early age, to invoke non-academic elementd@snaation for their children’s
future. In line with breaking tradition, this foraf involvement that is not often

valued by teachers or school leaders challengediskheurse of parent
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involvement that has traditionally been deemedegessary. Thus, in the
following sections, participants describe how tkapported their children in
planning for the future and dealing with life issuglthough I did not specifically
ask any questions about religion or faith, sevpaalicipants also talked in detail
on the role of God, their religious faith, and @leurch. | termed this section
spirituality.

Planning for the Future

While participants spoke of providing support teitkchildren to meet the
goals of the school, they also provided examplesayfs in which they
communicated with their children to set foundatiohexcellence. Participants
hoped this principle would not only be applied lassrooms, but in real life
situations as well. The findings suggest that tigpants pride themselves on
making a conscious effort to keep in constant comoation with their children
about occurrences in and out of school.

Rey, for example, informed me that he is not ablattend many of the
school-related activities that are scheduled dufiegevenings. Instead, he is able
to have lunch at school with his youngest daughieg, at least once a week and
pick her up from school daily. “The picking up frauhool pretty much is every
day is probably one of the best parts of the whdalg” he said. During their drive
home, Rey is able to talk to Lisa about what ispeaging at school. Rey also

discussed that while he does attend parent teaohnéerences, and sometimes,
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other events, the most important thing to him is@able to build trust with his
daughters. Rey felt that by talking to them abbetrtday at school, their friends,
and their plans for the future, the girls will bema likely to feel the impact of his
presence.

Through the ongoing analysis of the data, the emtiea of higher
education was extremely apparent. The daily coaerss parents have with
their children, even as early as elementary scle@mplified preparation for
their academic lives. One of the main goals themaridentified within this
theme was providing their children important infation about what is necessary
to gain entry and graduate from college, includingncial literacy, scholarship
opportunities, and career paths.

Lupe described a situation when his daughter waggling with her
grades. He made an appointment to speak to hdreéea@nd school
administrators to try to find out what was happgnidltimately, his most
powerful discussion was with his daughter:

My conversations with her are all about collegeorelationships, you

know her character, boosting her self-esteem. Yok | talk to her very

intentionally. All of these conversations | havetwiny daughter
ultimately lie on preparing her for college.

From the participants’ perspectives, communicaity their children
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provides a forum for reflection. From discussingaivtiney learned at school and
the latest fashion with adolescents to making pébomit college with older kids,
these parents found time to keep in tune aboutdrapgs or concerns revolved
around their children’s schooling. By discussingafics examples, such as
focusing on areas of interest and what is necessaygin entry into higher
education, the participants felt they encouraged tthildren’s future aspirations.
Life Issues

| remember when Reyna was five. She would ask meshkke was not
invited to her classmate’s homes, playdates, dinday parties. At that very
young age, | had to explain that the fact thatwae bi-racial would forever play
a role in the way others treated her. | remembgngr not just because | was
hurt, but because | was so angry at what | wasesgimg. And one day | told my
husband| would rather she be around people with good va|ké&ls who treat
her kindly, than to go to the best school in trerdit (Author’s personal journal,
July 17, 2013).

As in the case of their own parents, the partitip@resented the
significance ofeducac on, by providing advice on life issues. Valdés (19
us “What English speakers call 'education’ is sdtedook learning. What
Spanish speak catducaclon has a much broader meaning and includes both
manners and moral values” (p. 125). For participathis included morals,

values, and proper behavior taught by parents gir@onversations at home that
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transform into the formal education in the classio®arents discussed the
foundation of morals and values as necessary ftidrecoming well-educated.
The relationships forged between my research parare their children afforded
them opportunities to discuss issues, including,rdcscrimination, and social
class, that are a part of their everyday lifsattingsin an out of school.

For my second interview with Kassie, she invitedtmber home. We sat
outside on the patio, and sipped on some tea. heraihree sons. Occasionally,
one boy or the other would come outside to ask i€asguestion. One important
characteristic | observed during my time there tha® level of respect her son
had for their mother and for me as her guest. Wiagaplauded their stellar
behavior, she expressed that both she and herrislaae always had
conversations with the boys about how society vithes. As Hispanic parents,
they feel it is important to model strong conversa skills, as well as discuss
current events and global news.

Kassie discussed realizing that her dreams foclhidren are greater than
the limits that have been set because of thein@tiinAt times, she has had
conversations regarding race, and how others nmey kim as a Hispanic male,
with her oldest son. Kassie shared:

At times he has told me, you know I’'m the only Hisg on the elite 7/7

football team, right mom? So | have to continuowsiynmunicate with
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him, with them. | have to provide that supports hot just so much the

education sense. It's me providing support in etng.

Because the participants’ students attend schadblpredominantly White
students, and the ever-changing demographics ib18g parents felt it was
necessary to discuss issues revolving around diswtion that their children
were facing in schools. They wanted to ensurettiet children were equipped
with the knowledge and vocabulary when faced witthsinstances at school or
in their neighborhoods.

Other participants mentioned instances of disagsisisues of race and
ethnicity with their children, because of incidetitat occurred at school. The
participants felt it was necessary to discuss gisl of prejudice and
discrimination with their children, at home. Foaexple, a teacher asked Kassie's
son if he was Mexican because his skin was ligihtam his cousin’s who had a
White surname. Another Hispanic male student wesmgithe nickname George
Lopez (like the Mexican comedian). His mother, Eett, offended. However, it
was nothing that surprised her. The Hispanic padits in this study felt
compelled to address issues of behavior and manpeetscularly because of their
children’s race/ethnicity. Eva revealed:

| have to give him that extra talk. | feel likedve to give him that extra

talk when he goes to a friend’s house. Like, “msiee that you say yes

ma’am or no ma’am. Be respectful. Don’t touch amghl’'m fearful that
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they’re going to accuse him of something or tafget. Even at school, |

always tell him to make sure he doesn’t bring dtbento himself. He

already stands out because he’s a minority.

The participants constantly discussed the neegrfgoer behavior with
their children, particularly due to how societywgeHispanics. From afternoon
details about their day at school in the car paoé| to how a student felt he/she
was being picked due to being Mexican, participbeigeved that having
conversations with their children was an obligati@amd often undervalued in
schools. Priscilla also felt that communicatinghalier children was critical:

Well that's me being involved in their life. WekalWe have to talk. |

don't think it's valued as much, though. | wishytuld see it like that,

like in our culture it is a form of support. Talggmbout family support,
talking about love and logic, or whatever is goamg That's how we do it.

Throughout continued conversations with participantoral development
and familial responsibility transmitted by partiaiis was considered necessary.
The idea that the values and principles learndmbiate support and promote
achievement, not only in school but also in liferevstrongly echoed my research
partners. They continuously emphasized the needu@ their children to

succeed in any environment, particularly as Hispani

120



Spirituality

Along with having discussions regarding general igsues, several
participants explained religion, faith, and spaiity as some of the values and
beliefs that have historically followed the Latioolture. In 2007, the Pew
Hispanic Center reported that more than two-thofddispanics (68%) identify
themselves as Roman Catholic. Even with shiftitigioais identities within
generations of Latinos, 83% claim some sort ofjrelis affiliation, with
Catholicism continuing to be the highest (Pew HmBpa2012).

Although I did not specifically ask any questiorfated to their religious
beliefs, Carlos, Kassie, and Priscilla discusseddie of God and the Church
when defining their children’s overall success. Gmailarity that was evident
was that all three of them were attended privatd@i@ school. Following
tradition set by their own parents, they eachdeihpelled that their children
receive the same type of education. The threeatte@d their own kids to receive
the spiritual foundation before entering publicaalh Carlos, Kassie, and
Priscilla all felt strongly about Catholic schoalugation, its spiritual component,
the higher level of academics and critical thinkgkgls that were learned through
their early exposure to religious education. Atk participants expressed the
high academic accolades their children, espedia#iyones in higher grades, have

earned. As mentioned previously, Carlos’ two oldests have high grade point
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averages. Similarly, Priscilla and Kassie’s chitdege also excelling in school
and sports.

The three participants also felt strongly aboutiigtheir children center
their lives around their religious beliefs. Cartogressed that when he
experienced challenges in high school, he turndudstéaith, more specifically to
trusting his God. Ultimately, he wanted the saméhfs sons. Carlos provided an
example of a conversation he had with his oldest wsling him:

You're going to feel pain at some point in youe.liAnd when you do, |

want you to know where you can go for your sourfcgoaver. Come back

to your Heavenly Father, the one who created ywmiphe that gave you
these blessings.
Carlos and his wife teach classes at St. Antho@gtholic Church, with the hope
of reaching Hispanic youth that may be strugglmag, only in school but in life in
general. He discussed how it may not appear thptdwades support to students
in a traditional sense, but he does offer othetucall resources that young people
can hang on to as they see fit. “I'm doing it imyather ways. I'm the
Continuing Catholic Development (CCD) teacher. tigiat to be involved with
my kids, and to be able to instill the love of Godl love in general to others.”
His overall goal is for the Hispanic children witihom he mentors, including his

own children, to experience the love of God ankinow Him.
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Kassie and Priscilla also expressed pride in thigiance to their
religious background and the Catholic school. Tfeher, the only Hispanic
male in his graduating class at Nativity Catholah&ol in Longhorn, ensured that
his children and grandchildren received the sampe tf parochial education. The
two affirmed that sending their own children tovate schools was embedded in
their culture and their way of being. Similar torlda, the two sisters strategically
enrolled their children at Holy Trinity School. Arden though all of their
children are currently receiving a public educatitvey yearn for continued
spiritual growth. In discussing what it meant te &er kids succeed in life, Susan
shared, “I've been able to see them succeed alhardSpiritually, academically,
their well-being. But | want them to be strong it faith, in their spirit. That's
what’s first in our lives, God.” Besides going taucch every Sunday and
attending Catholic school for a period of time, gagticipants ensured that faith,
spirit, and religious beliefs guide their childreipresent and future actions and
decisions. They shared Christ-centered experiecoasersations, and hopes that
have genuinely become a part of their everydaliliéke the morals, values, and
life lessons, scholars (Lopez, 2001; Zarate, 20@¥E discussed as being a
foundation that begins in the Latino home, theségypants felt very strongly
about how the role of spirituality transcends itite educational setting and

overall achievement of their children.
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Conclusion

The Hispanic parents in this study provided evieethat redefined the
trajectory of traditional parent involvement thasstbeen defined by leading
scholars, policy makers and educators (Epsteirg;198pp & Henderson, 2002)
. Although the findings presented experiences wblirement familiar to the
norms of White middle-class parents and families,farticipants also told of
their own unique forms of involvement. Their expeges were familiar to what
Lopez (2001), Zarate (2007), and others have dontedeas equal involvement
in their children’s schooling coupled with involvent in their lives. Based on
limited barriers to how their own parents partitgzhin their own education, the
eight participants were able to define parent imeoient in their own terms. By
continuing to offer support in the form on life paipation, they had
conversations about the future and life issues|&\the age and grade level of the
participants’ children varied, each one managdskttome more involved with
the expectation of increasing student achievenietarestingly, while parent-
teacher organizations and school-sponsored evautsieen noted as forms of
parental involvement, the participants did not séemnclude such activities in
their experiences. Instead, the next chapter euéal that for these middle-class
Latino parents, cultural misunderstandings, issiigmwer, and negative

perceptions have kept them from being more involuealtraditional sense.
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CHAPTER 7
CONFLICTS OF INVOLVEMENT: PERCEPTIONS OF THE
INTERSECTION OF RACE AND CLASS IN THE PARENT
INVOLVEMENT OF HISPANTIC PARENTS

The data presented in the previous chapter enggthtfie perception of
middle-class Hispanic parents, related to theiigetion of experiences with their
children’s education. In general, they portrayesgtase of active participation that
has been deemed necessary in attaining highesleffelcademic success for
students of color (Barnard, 2004; Daniel-White, 20Dearing, Kreider,
Simpkins, & Weiss, 2006). They also provided evimethat painted a picture of
how their practices follow the non-traditional faraf parent involvement that
have been passed down generationally (Auerbacly,, lgado-Gaitan 2004;
Lopez, 2001; Zarate, 2007). The second part oirtteeview gleaned information
regarding the actual experiences in the parentwewent of the eight
participants. They were able to reflect on expegsirooted in deficit
perspectives that have led to the continued unpliezsentation of Latino parents
in schools, regardless of levels of income.

This chapter presents narratives of tensions thatiraue to impede
collaborative relationships between Latino paramis schools. Although a
plethora of literature exists on instances of tasise of working class and

immigrant Latinos (Delgado-Gaitan, 2004; Lopez, P(arate, 2007) through a
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critical lens, | uncovered narratives of the maatjration of Hispanic middle-
class parents. The personal histories in this enaptlude instances of power
relations marked by race and class. In this chappepvide accounts of Hispanic
parents defining how their involvement has beemtéal through negative
perceptions and expectations in answering the relsegestion:

2) What factors facilitate, and/or create roadblockpdrticipate in their

children’s education within these learning commiesi?

This chapter is divided into three main sectiorisedin by documenting
the participants’ perceptions of how their invohamhas been defined through
scholarly literature and societal norms. Secomulesent participants’ experiences
of barriers that kept them from participating omigefurther involved including in
school-sanctioned events, including Parent-Tea&hsociation (PTA). The last
section summarizes instances where the participaniss study blatantly
described continued marginalization of Latino p&eregardless of social class.

Lo Que Creen-What They Think

An extensive amount of scholars, practitioners, @hacational leaders
support the notion of increased parent involvemeguasticularly from Hispanic
parents—in an aim to close an existing achievemgapt(Saunders, 2010;
USDoE, 2004). However, conventional and mainstrapproaches of
participation have been predetermined. While cageto the White middle-class,

how Hispanic parents support their children’s etiooahas been misunderstood.
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It should be noted that all of the participantshiis study described being actively
involved in schools. They also referred to raceisra, and social class as a
challenge posed in their involvement in middle-slaad affluent White schools,
where they were not the majority. As noted in therdture (Fine, 1993; Valencia,
2010) when Hispanic parents are not involved thinawgditional measures,
including volunteering or assisting with homewdhey are often deemed as
uncaring, uninvolved, and/or unconcerned

As an undergraduate student, one of my profesalisd to the class
about the importance of beingadyfor students to enter the classroom every day.
He spoke very seriously, telling us that many stiisleeave an environment of
chaos every morning. Being that the Universitytémaded was centered in a low-
economic, crime infested area, he urged all dbuse prepared to handle the
different situations that students of color wereowde may teach one day were
dealing with. I clearly remember him telling the Most of these students come
from broken homes, their moms have rollers on thair, chanclas on their feet,
they look a mes3.hat message stayed with me, even till this dayaAatina
mother, whenever | have to be at Reyna’s schamisure that | always look my
best.

Every year, when my daughter starts school, bfolthe same ritual. |
take the day off of work to know that | will be aladle, in case something

happens. | wake up earlier than usual, and nobgsause | am anxious or
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nervous for her. | actually need extra time torggthair and makeup done, and to
pick outtheright outfit. This year, when my daughter began fourdudg, my
husband asked why | was getting so dressed wpakljust coming back home. |
answeredirst impression. They see me, a Hispanic mom vamat do they
expect? | don’t know the teacher, I've never met h@ccurred to me, like it has
so many times before, that | am so worried aboutwlie teacher is going to
think, because | feel that if she has a low expectaf me as a parent, she will
feel the same way about my child. When they segthey see a biracial child.
They see her Black father and her Latina mothem€othey already have a
perception of me. Itis appalling that in 2014feél objectified as a parent of
color, (Author's personal journal, August 25, 2014)

It came as no surprise, therefore, when the paramhy study made a
reference to the negative perceptions school paeedpand society in general,
have about Latinos. Shah (2009) suggests that ‘tynarents participate less
than white parents” (p. 213). The author goes atesxribe how the participation
of parents of color is hindered by both barrieest #teep them from participating
in school activities. When | asked a question reéigarhow others would describe
the involvement of Hispanic parents, the partictparsed similar adjectives
including lazy, uneducated, uninvolved, and unear&ithough the experiences

of the eight middle-class participants in this gtucere unlike those of their own
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working-class parents, they continued to be mét wigative assumptions and
generalizations regarding their parental particgrat

Eva explained that she has always felt that otbeesher and other
Hispanic parents as being uninvolved. She expanddbe expectations of parent
involvement from schools and teachers, particulariychools where the majority
of the population is middle-class or affluent an@i%. “I'm assuming that
because they don't see us [Latinos] in the schuoirtay they want, that they're
assuming that there's lack of involvement,” sheesged. Eva discussed wanting
to have a strong presence in her children’s educayet feeling a lack of
confidence based on how Hispanic parents have jpeeeived in schools.

Another participant, Kassie, offered similar sermnts, stating that
misconceptions about Hispanic parents have histibyiexisted and tainted their
involvement. She spoke about the societal normsstigohas that situate Latinos
as parents who do not want to or know how to padtie in schools. She talked
about being Latina, and how her involvement isse&n as common:

Well, it's almost like it's unexpected, you knowike we [Latinos] are not

supposed to be involved. You get these looks. Hneyso slight, but they

are there. And then, there comes the eyebrowallts part of that look.

Kassie went on to explain that even as an educgtersenses discontent
with how others view Hispanic parents with low ecga¢ions. She told me that as

Latinos “someone will always be looking at you,usizing how you participate,
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and feeling like they to fix our students and p&érShe spoke of instances
where the media focuses on making an example aid_garents who have done
wrong, not taking the time to applaud the many wbaight.

Several participants also mentioned that neggigreeptions of Hispanic
parents in schools exist because they are seesiras‘ipoor and uneducated.”
Rey, for example, described the middle-class afideait White parents at his
daughter’'s elementary school as not having a nebdve two parents work.
Based on his experiences, in most middle-classafisgfamilies he knows, both
parents work. Laughingly, he told me:

They don't think twice about it. They think that wee uneducated and

that we are poor. And because of that, they d@®tus as being involved

because we have to work. We just have to work. Thiek that we have
those kinds of jobs where we can’t take off. Likevimg a cash-paying job
where you have to work or you don'’t get paid. hththat's how they see
us as Hispanics. Like we don’t own our own busiasdike they do, or we
don’t have all this time off [like them].

Rey continued to talk to me about how causally Bisp parents have
been classified as belonging to the poor or workiags. He recognized that
negative assumptions act as a hindrance to thévewent of Latino parents, and

are not inclusive to working class and immigrants.
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Similarly, Carlos discussed, how as a school btastee, people
constantly describe the challenges Hispanic pafanés While | watched him,
his face reflected a sense of disgust, as he cotechen how organizations
within schools, including PTA councils, have catete a White-Eurocentric
population, generally having low expectations afr‘&ids, of us.” He
commented:

At the school board level, what | hear time afteretis that Hispanic

parents just don’t care. They define our parenblivement as non-

existent. An example they gave me is that in Haustad San Antonio the

PTAs are gone because they became Hispanic domBauiey are

making a correlation between having Hispanic domtiparents and no

PTAs.

Carlos talked about a perception that Hispanicrngaréon't care, are out
of touch, and not involved exists. While the pap@ants were able to articulate
their involvement in the previous chapter, thepadamantly stated that they
were not expected to be active participants in glshilecause of how society has
negatively construct their participation. It shobkl noted that similar to existing
literature that focuses on the involvement of Lafrarents and their children’s
education (Delgado-Gaitan, 2001, 2004), the datealed that middle-class
Hispanic parents are not monolithic in their tewhgvolvement. In line with

the tenants of Critical Race Theory and Latinoi€altTheory, the narrative
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supports the use of counter-storytelling or tellngtory in an aim to “cast doubt
on the validity of accepted premises or myths, esflg ones held by the
majority” (Delgado and Stefancic, 2001, p. 144)alinging the story that has
been documented in the literature, the participavai® able to participants were
able to vividly describe their active participation their terms.

The Uninvolved, Involved Parents

Teachers and administrators want parents to [s=pt@nd participating in
schools. These learning communities have tradilipoaganized activities and
organizations (including Parent Teacher Associati®TA) with a goal of
advocating for increased student achievement. Baaea expected to show up at
events that are prescribed by the school, that bpeeifically targeted middle-
class White communities (Delgado-Gaitan, 2001; 2604, 2009). When Latino
parents do not follow such norms, they are ternsednenterested or uninvolved
(Valdes, 2010).

In fact, when school officials assume that Hispgaents are not active
participants because they do not participate thrdbg imposed norms of what
parent involvement should look like, deficit thingioccurs. According to Garcia
and Guerra (2004) deficit thinking takes place whssumption that Latino
parents are unconcerned about their children’sachrcbecause they do not

participate in school sanctioned/based activitesh viewpoints focus more on

132



whether Latino parents are involved in activitieatthave been designed to meet
the needs and goals of the school.

While most of the parents in this study discussadtuag to be more
involved in school-sponsored events, they strespedific details that kept them
from being more active. While organizations like tATA are aimed at providing
opportunities for parents to contribute, fundraess] network, most of the
participants noted a persistent small number ahbatinvolved in these
meetings. In addition, the majority of the partamps admitted to not being active
members of such organizations, citing conflictscdimfort, isolation, and a
general lack of interest. It should be noted thairg) the time of the data
collection, only Kassie and Priscilla were PTA memsh However, neither of the
parents held a leadership role within the assanatly research partners were
also able to articulate how the intersection oérand racism (Delgado &
Stefanic, 2001; Ladson-Billings & Tate, 1995), laated as underlying factors in
the choice they have made to allow them to redd¢he& involvement.
Undermining Our Presence

Much literature on parent involvement focuses oo-tvay
communication, school and parent relationships,vamding collaboratively and
collectively to improve public education for allyi (Bolivar & Chrispeels,
2011; Ferlazzo, 2011; USDoE, 2004). While eachi@pént shared diverse

counter-stories (Kumansi, 2011; Solorzano & Yo2881), the lack of presence
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of Latino parents on the PTA and other school-sanetl organizations was a
common theme. The majority of the parents in thuglg recounted instances
where they felt uncertain of why they should coasigining the PTA, and
whether membership would support them in undergtgngl/stems in schools any
further. This sentiment was particularly evidenthie conversations | had with
the female participants, when discussing feelirffgistomfort and isolation.
More importantly, the majority of the participantsscribed the PTA as
unchartered territory that was inclusive to thedteeclass White parents and
ideologies (Ladson-Billings, 2000), and sharedistoof exclusion that led to
their withdrawal.

Both Priscilla and Kassie articulated their activembership in decision-
making committees at the secondary level. They tstoled that since the older
students are deemed more independent, there age é@portunities to be
involved. Priscilla shared her perspective, memtign“The only way that you
can participate in the school would be through the PTA or other parent
organizations.” They also noted challenges that &®egm from being similarly
involved at the elementary level.

Although Priscilla discussed that she has witnessssiparticipation from
Hispanic parents at the secondary levels, hera®ke Family Engagement
Specialist at the high school her son attends edaier to hold position on the

PTA board. She described efforts she has takeadwmate support for students
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and families, who are homeless and in need of &atlor clothes and shelter.
She serves as a volunteer at her son’s middle §E0% where she voiced that,
“I'm just there as, you know, just to help.” Priézielaborated on the amount of
time she has devoted to volunteering at the eleangisthool her two younger
children attend, and how she has found it morecdiffto be a part of the PTA
there.

When I interviewed Priscilla, her two youngestidien had been
attending the same elementary school for seveeaby&he shared that she
wanted to hold a more active role as a part oPtha, but had not been invited
to. When | asked her to clarify what factors atitédal to her not having joined the
organization, Priscilla stated that she found thihough general membership
was open and encouraged to everyone, holding aideanaking position on the
board was exclusive. According to Priscilla:

That one is a little bit closed. | mean | wouldid#ély want to be a part of

the board there. But you kind of have to be askeagkt on that particular

board. Or maybe have the principal assign you tmtreally not sure.

But there, | haven't been asked.

As we continued our conversation, she eluded to $elective the
parents were when it came to deciding who they &dhot the PTA board.
Trying to remain positive, Priscilla explained tinadst parents had known each

other for a long time, lived close to each othed all their kids grew up together.
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She felt that the existing members of the PTA hadterest in bringing new
people into the organization, mentioning the faet there are no
parents of color on the PTA board.

Kassie, Priscilla’s sister, also observed the urgeesentation of Latinos
on the site-based decision making committee (SB&t her son’s middle
school. Although she is not active on the PTA atdoa’s elementary school
(discussed in forthcoming section), she took itruperself to ask the principal if
she could be appointed to be a member of the SBDd.committee she serves
on consists of two parents, four teachers, and mdtrators, and meets every two
months.

Kassie decided to ask the principal to place hehercommittee, noting
that, “it was the one way that | knew | could steyytop of my kids without being
involved with the PTA.” As the only Latina to serge the committee, Kassie
exerted a sense of pride as she discussed beingitteeof the Latino
community. She told of instances where she wastaldeticulate her knowledge
as both a parent and educator. For example, sthentwlabout how she felt
confident about drafting a plan for improving tlegvlassessment scores of the

Hispanic students. At the same time, she also diastings of distrust and

7 Site Based Decision Making (SBDM) a committeea athool, which supports decision making opporiesitimed at
improving student performance, with the input dfsédkeholders, including teachers, administrajoasents, and/or
community members.
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continued marginalization that came with beingdhby Latina on the committee.
She asserted:

Well when | got on this committee, | didn’t think gou’re going to be the

only Latina. When I'm there I'm like, “how did thisappen? How am |

the only Latina here?” And because I'm so vocau@ties), or | say too
much, | think they look at me and think where ditstwoman [Hispanic]
come from?

Kassie discussed feelings of uncomfortableness \agenda items
relating to Latino students were discussed, bectinese seemed to be no sense of
urgency in finding solutions. She felt that thainigethe only Latina on the
committee was a challenge because there no onevafged to have
conversations about race when discussing the acageagress of the Hispanic
students. Overall, Kassie thought that there wasvansight in not inviting other
Latino parents to be involved on committees thatrasponsible for making
decisions for all students. Throughout my intenggeiwbecame evident that most
of the Hispanic parents in this study were notra piathe PTA or other
organizations because they felt misunderstoodtlagdwere also unnoticed.

Several mothers, including Becky, described themplarents on the PTA
as being cliquish, thus deterring their own intenegoining. They shared feeling
not wanted and left out. Becky acknowledged howfsli¢hat the PTA at her

daughter’s school could not handle having a Latiméhe board because it was so
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exclusive, and was run like a social club. Beckgrezsed how she was initially
involved, and attended school functions (as deedrib Chapter Five).

Then adamantly, Becky told me about two separatatsins where she
felt that as a Latina, her daughter was being sthgut or punished. When the
school refused to work with her to resolve thoseés, and told her that they had
a clean reputation to keep, Becky felt the schad wmore focused on their
academic social and performance status against etheols than on the
education of every child. She described the schemwig run by the parents, and
said, “I'm not here to be a part of their sociallel When | asked her to describe
what she meant, she was able to articulate thatibstances her daughter was
involved in the occurrences because of what aquéati parent had claimed. She
went on to tell me that because her daughter wasgméhe school, she did not
feel welcomed or that she belonged. Becky stressed:

All the parents at the school know each other. Thaeythe school. It's as

if they make the decisions and the teachers affidgst@long with that.

They're all like friends. They are involved, yeshbught | was too. But

the parents have so much power in that school, thé&l money and

social status. Educators there go by what thosenggawant to be done. |
guess it's because they have all been friendsoftorsy, you know. They
all live there. They have lived there. It all gdrck to that social circle,

and I'm not a part of it.
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She explained that her involvement was always aatlethe best
intentions—the academic success of her daughterdii't do it for the social
status, or to outdo anyone,” she said. For vanieasons (that will be discussed in
forthcoming sections), Becky’s biggest reason farbeing a part of the PTA is
because she felt that she did not belong. She adkdged “they [parents] pick
and choose who they want. And | was never oneebties they wanted.” Becky
imagined that because she was Latina, she wouler meeet the expectations of
the parents running the PTA. Overall, Becky obsgthat the negative opinions
of Latinos (previous section) were a determiningdato why they were not
represented on the PTA.

Similarly, Michelle was able to share similar pgriens of the exclusivity
of the PTA and other organizations at schools.rigited differences in how
White parents are encouraged to join and partieipatopposed to Hispanic
parents. Michelle shared that she was not awaamyt atino parents, including
herself, who are a part of the PTA. Even thoughsttteol her daughter attends
has a growing Hispanic population, she had neven lapproached to become a
member. Additionally, she noted that most of theepts [primarily White
mothers] on the PTA are “standoffish, and alreaalyehtheir own agenda.”
Similar to the experiences Becky shared, Michetieed that the school is

primarily run by the parents on the PTA, and thetihdividual participation [as a
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Hispanic parent] has never occurred. Also, wheoies to deciding who will
serve, and in what capacity, decisions have besriqarsly made.

A particular example Michelle shared centered lesird to be more
involved in her daughter’s classroom, as room miorthis particular instance,
Michelle noted favoritism as a reason why the sparents get chosen. She
described wanting the position and later findingytbat the teacher had already
chosen another parent. Sounding disappointed,astiélsvas going to volunteer
again this year. But last | was told somebody waesady chosen. | thought to
myself ‘how come | was never told anything abouat®# Michelle was under the
impression that all parents would be asked if theuld want the position.
Instead, because the teacher chose a parent,cslgmized that there was not an
equal opportunity to participate because a parattdiready been appointed to
the position.

Michelle claimed she attempted to be more invoheed to build
relationships with other parents. She mentioned:

| wanted to do more | wanted to have may face loertet so that they could

see me participating. But it just got to that polmhean, it was an

awkward situation. Even when you make an attemplkoto them [other
parents], | was just left standing there. | wasiald was the only

Hispanic mother there. Them? They're just stantirege in their cliques.
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You try to talk to them, and it felt like a wastieam evening sometimes.

Although Michelle made a conscious effort to be enovolved, feelings
of exclusion led her to “give up.” Because she@smade many friends or
fostered relationships with parents at the schaating to stop attending as many
school-sponsored events and focusing her suppdrepdaughter’'s academics at
home.
Nobody’s Got Time for That

Thomas Edison once said, “There is no substitutédod work” (date
unknown). In much of literature on the parentalivement experiences of low-
income and working Hispanics parents (Lopez, 2@@tate, 2007) attribute a
lack of time due to a demanding work schedule @mson for not being involved
in school-sanctioned activities. Although the p&sean this study all self-
identified as middle-class, they recognized thatfttt that they had full-time
jobs and other responsibilities as another motivdéing absent from the PTA.

The participants described the PTA as being coegpo$ mostly White
stay-at-home mothers, with lots of time on theinde Three of the participants |
interviewed shared that their long commute to wwds a factor in why they
could not be more active in the PTA. Having to drisometimes, over 30 miles
to their place of employment was described as #dtran. Eva shared:

You know PTA things... PTA, it's usually, in my nelgdrhood it's all the

white, affluent families. You know, it's the monitsat don’'t work. | don’t

141



participate. | don't have time. I've got to go tork. To bring cupcakes

for the whole classroom, no | can't do that. I"e¢ t go to work.

Kassie and Lupe also discussed not being ablégncdaPTA functions
because of their full-time employment. Kassie sdid like to be more involved
at the elementary level. Truth is, | work.” Similar_upe noted that the PTA at
his daughter’s school is very active. He providethd about a dad’s club that the
school has where the emphasis is on building o#lahips with fathers. When |
asked him if he participated in either the PTAhw tlad’s club his answer was,
“In membership | do. | think | have paid the duleattend their functions. 1 go to
the daddy-daughter dance. But I'm not as activih@®ther dads.” His main
reason for not being as involved as he would likbe was time. Referencing his
job as a Family Communication Specialist, he memiib

| stay pretty active in some of the things we dbiniuhe community with
our schools. That takes quite a bit of my timemipnrole, there are just
some things that need to get done. To stay in iddleiclass, we have to
work. | can’t be there all the time, | need the ®eynYou know, at the end
of the day, you're tired. And that’s why a lot ofsdanic parents don’t do
it.

Although Lupe was able to describe the role he gtegin his daughter’s
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learning (as described in Chapter Five), and defieeneed for all parents to
become more involved, his career and the distaateden his work and his
daughter’s school have held him back.

While most parents described working as a netye$¥y was able to
articulate his experiences explicitly. Because ®Reyks an evening shift, he is
able to have lunch with his daughter and pick hgeafter school. However, he is
not able to attend most of the events that arenglduoy the PTA. In our
conversations, Rey referenced that at the schealdughter attends, many events
are planned to occur throughout the school day.Wdehe termed it was,
“There’s a lot going on. It's unbelievable how mustgoing on. | can’t go to all
of it. Even what happens during the day, | can#rad sometimes. Because | work
nights, so | have to sleep.” He explained thatiseRRaft Elementary there is not
a need for both parents to work, because “one parakes enough for the other
to stay home.” Therefore, many events are schedaltake place between 8:00
a.m. and 3:00 p.m. He discussed that in cases winerparent did not have to
work, it was easier for them [usually a White séayrome mother] to attend
school events. “When you have a lot of activitiEmped, some parents can’t
always be there,” he said. Like other parenthénstudy, he expanded on the
“necessity” for both parents in his household takvo

It's not that we don’t want to go. We just havemork. There’s a reason

why we have to work. Many of us [Latinos], we doméve the luxury that
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the White parents that live around the school erather schools have of

not working. Even if we are in the middle-classaf®why we are middle

class, because we work.

Even though Rey termed his involvement as moligeot different than
that of his own parents (as described in Chapter)Fhe described the inability
to take time off of work as a reason why he isawinvolved as other parents
who do not work during the school day. He expamatethis by discussing that
because many of the other parents do not haveadial need to have a two-
parent working household, a certain perceptioninaes exists regarding the
non-involvement of Hispanic parents. The lack ofej coupled with the negative
perception that continues to define Latino parentschools, kept Rey from
wanting to participate in the PTA. When | asked laioout his involvement in
school-sponsored events, including the PTA, heomded:

Well, no, I'm not involved in the PTA. I'm just natvolved in it. You

know, it’s just a personal choice. It's not somethl want to do. There’s

so much to do. And like | said before, | hate tdhis way or say this, but
| just leave it to those that don’t work. Honestlgee that [PTA] like their
job. They don’t have to work. We do. It’s just towch. | don't like it. |
just choose to be involved in my own way.

Additionally, while participants were able to sharearrative with
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varying examples of why they were not involved rgamizations such as the
PTA, Carlos and Lupe agreed with Rey that it was gomething that they did
not care to do. Lupe, for example, discussed haerpa that are members of the
PTA have historically seen examples of such bemlmawiithin their own families.
To him, it was something that was passed downicpdaitly in Eurocentric
middle-class families. Similarly, Carlos mentiondike you, | prefer not to
engage in a system where I’'m not welcomed or whes@n't have any say.” He
continued by describing institutional racism theise and continues to keep
Latino parents, like himself from participating. & parents were able to position
race in their conversations, ultimately leadingny next section.

What's Race Got to do With It?

At the onset of this study, | identified that | wowse Critical Race
Theory (CRT) and Latino Critical Theory (Lat Crat) the center of my analysis in
an effort to provide participants the opportundydiscuss their rich experiences,
while situating the role race plays in the invohesrhof middle-class Hispanics
with schools. In Chapter Two, | highlighted inetips that exist when schools are
filled with deficit-laden perspectives of Hispamiarents. Fine (1993) argues that
parents from low-income backgrounds are usualbtéet as less than professional
parents, and how parents from upper-income backgi®are usually more
involved. In this section, narratives of the eighitidle-class Latino participants

revealed that despite their efforts to be activéi@pants, the negative
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perceptions and ways in which they were treatedirmoed to be a factor that
hindered relationships between parents and scleysbpnel. The participants
acknowledged that the negative assumptions anekp&ctations other parents
and school personnel held often determined theolwement. The Hispanic
participants in this study were able to articuthtat they perceived the manner in
which they were marginalized was solely due tortrese.

Initially, a few participants did not feel comfopola enough to situate race
in our conversations. At the same time, sever#hefm shared vivid accounts of
how they felt discriminated against in the predaanity White schools and
communities they belong to. Through our interviealspf them were able to
reflect on instances of subordination and margrmasilon of Hispanic parents that
they were able to experience firsthand. In thisisecl highlight three specific
incidents of racial tensions that my participangligitly felt and voiced.

While it was not a goal to answer why, it shoukdnoted that all of the
parents in this study purposefully enrolled théildren in schools where Latinos
did not make up the majority of the student popatatAll of the participants
recognized that being Latino in schools and neighbads where the majority of
the population is White presented some challerigsisig CRT and Lat Crit
provided a powerful tool that helped me understaweral detailed accounts of
the continued marginalization of people of coldneTharratives presented by

Rey, Becky, and Eva displayed that most evidenaelwsupported that Hispanic
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parents, regardless of income or social statugjragnto redefine their
participation in schools because of the way theselizeen treated.
The Only Hispanic Man

Rey did not shy away from acknowledging that neggbredispositions
exist, and have tainted the historically Hispammmunity in the educational
realm as a whole. In Chapter Five, he describe@Wwn involvement by telling
me that he was not as active or present when loi®lger daughters were in
elementary school. He then continued to discusswawhich he became more
involved with his youngest daughter, both at home @ school. In a light-
hearted manner, Rey said to me, “I don’t have &elés be at all of the stuff that
happens at school. But my wife, she kind of made Rey’s wife, Michelle, also
spoke of wanting both she and Rey to be more irgbliNot only did she
encourage him to attend more school-sponsored £vditthelle also wanted him
to meet more of the parents at Lisa’s school. bierdilly discussed being cordial
with other parents (mostly stay-at-home White mthand school staff on his
daily trip to pick Lisa up from school.

Coupling CRT and LatCrit theory provided an oppoitiyifor participants,
like Rey, to recognize arthallenge the dominant ideologitat exist in, while
recognizing the participantskperiential knowledge understanding continued
experiences of subordination (Delgado Bernal &afiindo, 2002; Delgado &

Stefanic, 2001; Parker & Villapando, 2007). Whesked him if he had ever
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experienced any challenges, Rey went into greaildetdescribe a specific story,
where he felt marginalized. Throughout this timegs aware that Rey became
angry and bothered while he discussed this incidéatclearly expressed his

sentiments when he told me:

| don’t want to have anything to do with that [viotaering at school]. To

be honest with you, | don't like some of the pasefVell, | shouldn’t say

that. It's not that | don’t like them. It's thatdlbn't like the way I've been
treated before, when | have volunteered before.

When | asked him to elaborate, and provide exampdeslling times
when he felt like an “outcast.” He began to tell a®ut a time when he agreed to
help at Lisa’s field day. When he arrived at thiecsit, all of the other (mostly
White) parents were talking and helping each other However, he remembered
that, “nobody talked to me or said anything to ime éntire time.” Rey felt
awkward, and tried to figure out why they would matlude him, as he waited to
be included and guided. He decided to volunteeinapaping the outcome would
be different.

Rey shared that his wife, again, convinced himpadicipate in the event
so he could meet some parents. There was an oppgifior fathers to come
together on a Saturday morning to help build up lzealtify the school. In

reference to the actual experience, Art mentioHedas like the best day ever.”
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He talked about working all day with other fathdraying lunch, and even
grabbing a beer or two after the workday was oderdiscussed that after the
event is when he realized they continued to lodkimatfor who he was, “just
another Hispanic parent.” Angrily, Rey shared:

That's how they are. That's how it is for everytiiike they don’t even

know you. Monday afternoon, | stood next to a fathght next to him

while picking up our kids. | stood right there néxtthe person that was
digging a hole with me 48 hours earlier. And hendiday a word to me.

Not one word. It's like he didn't even recognize. M&e shared a shovel

for 10 hours. And it wasn't like we didn’t have anwersation, or a drink a

beer together after.

Rey specifically identified his race when he told that there was no
way that he could be confused, or that he wouldstantd out. After all, he was
the only Hispanic father who volunteered that daiyilarly, he has been one of
the only Hispanic fathers who picks up his daugfrtan school daily. Rey
expressed sentiments of disgust as he shared thas inot just that one incident
or that one parent. Instead, he felt that “it'srgbedy there.” Rey realized that he
would not become “best friends” with the parentkia&’s school. He recognized
race and income separate him from other middlesgasents, particularly those
who are White. However, he acknowledged that heensagteral attempts to be

cordial and civil, saying hello and trying to spadnversations. The incident Rey
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described, along with the continuous separatiowéen Latinos and Whites at
his daughter’s school, have deterred him from amthér involvement with the
school. He vowed to continue to support all threki® daughters at home, rather
than to continue to deal with being labeled or kEdkiown upon.

A Witch Hunt

In a 2009 research study, Shah detailed challemygading background
and language, that have played a role in keepingnpgof color—regardless of
economic background—from participating in schoatsgpred events. This study
revealed that regardless of social class, Latimerga recognized race, racism and
the intersectionality with class as being a centratheir experiences (Delgado &
Stefanic, 2001; Ladson-Billings & Tate, 1995). Atitahally, Becky and Eva were
also able to highlight race and racism as permdindates in their experiences as
parents in predominantly White schools (Howard &iRgds, 2008; Reynolds,
2009; Yosso, 2005). Each alluded to instances wihenefelt degraded and
misunderstood.

When | solicited responses pertaining to how thslk{s) solicited their
involvement, as Hispanic parents, most could notide a specific answer. | first
met Becky at a birthday party that both of our ddags attended. Being the only
two Latinas at the party, Becky and | were immesiatirawn to each other. Her
daughter was attending the same school | pulledwrychild out of two years

earlier. She expressed that she felt “relievedinally have someone who
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understood her, and with whom she could talk. Tagt she began to tell me
about the problems she had encountered at SprieegkCimmediately, she
mentioned that she felt the issues she faced stdrfmora the fact that she and
her daughter were Latinas.

| met Becky for lunch a couple of weeks later far @rst interview.
When we began to discuss her experiences, sheagas ® tell me how she
would only receive a phone call or note from thieast when there was trouble.
She had previously told me about some difficulslee had with other parents.
Yet this time, the experience she was sharingiaigdved school personnel. At
her daughter’s request, Susan dropped her daugffiearly at school one
morning. After receiving a note from the teachegareling school policy and
drop-off time, Becky made her daughter aware thetuld not happen again. The
next week, the school counselor called her to dseucomplaint she had
received:

| got a phone call at work, and of course | wasgao answer it because

it was from the school. | picked it up, and it wias counselor. She

introduced herself to me, and then she saidt wanted to bring it up to

your attention that your daughter has been gettirapped off way too

early. And it has been brought to my attention.

Becky’s voice quivered as she continued to tellaineut the incident.
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After she explained to the counselor that it wasetime incident, she asked her
to look into how many times Amanda had been taBégause Becky is a single
mother, she expressed that getting to school @a$ynot common for Amanda.
“l usually run late,” she said. “I gotta go to wodnd | have another baby | have
to take to day care.” As the two continued to t8lecky was informed that
several parents complained about the one time isipped her daughter off early
at school. At that point, she shared that the pdrad also asked the counselor to
look into whom the child stays with after schobkhe stays home alone, and
other personal information. Becky expressed her: fur
| wanted to know why my daughter was being singled She wasn't the
only one that was dropped off early that day. Savefrthem [girls]
planned it. And | know all the other moms at Spi@gek don’'t work.
They have all the time in the world to be runnihgit mouth. But a parent
complained, about one time? That was the secomdieincwith something
like that.
Villenas and Dehyle (1999) documented how LatCsésu
voice to tell the counter-story of Latino paremsposing the destructive forms of
treatment by which school officials . Similarly, &g also shared how when her
grandmother in Guatemala became ill, she met \mghattendance clerk at Spring
Creek Elementary to determine what steps she ndedalle because her

daughter would be absent from school for at leagt@k. Together, they
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determined it was best to withdraw her from schasl{o not affect her grades.
When she enrolled her daughter back in school npgieegan to question whether
there was really a medical emergency or if the iahmad gone on vacation to
Hawaii. In fury, Becky shared:

This was the first incident. | get a call from tféice telling me that there

was word that we had not really gone to Guatentatake care of family

business. The rumor was that we were in Hawaii,thag needed the
other parents to know that this was not the case v&nt on to talk about
how the school has a reputation, and they needkegp it that way. She
made sure | understood our actions were not gaimgin it [the school’'s
reputation].

Becky had to provide the school with a stampedg@a$snd the receipt
for the plane ticket that showed they were, in,facGuatemala. In addition, she
provided doctor’s notes to prove her grandmothdrdwagery. She was especially
offended and humiliated when her daughter’s teastetioned that it was a
parent who triggered this “witch hunt.” Becky aitited a lack of understanding
of the Latino culture to the assumptions that weeele against her daughter:

My grandmother was sick. We left the country. Thathat we had to do.

I’'m sorry if that's not what they would do. | totdem, this is beyond

anything | could have ever expected from a scHaefused to be part of

their social club. | was not there to worry abotiatvpeople thought about
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me, how much money | had or didn’'t have, that Iniiathe same skin

color. My daughter was at Spring Creek to receive@ucation. School is

supposed to be an environment where children &fe| sot where we
continued to be singled out because we are ndtitiaeof people that are
expected to attend that school.

Becky eventually received an apology from the ppak This only
occurred after she took the documents to the schadlwas seen crying with
fury. The negative situations brought on by paranis$ school personnel at
Spring Creek led Becky to believe, that as Latisag, and her daughter would
never “fit in” at the school or community. At thiene of the interview, Becky was
looking to relocate. When | spoke to her at thet stbthe 2014-2015 school year,
she was happy with the decision she made to mavedughter to a new school.
She shared:

Honestly, | see the difference. | see why peophel $keir kids to Spring

Creek. It has a lot to offer educationally, yesdAmuess | can see why

they are the way they are, too. You know, like they better. But the way

we were treated, it’s like we were always beingesed. We were under a

microscope just so they could find a way to geofids. And they did.

Dixson and Rousseau (2006) discuss the using asica
acknowledgement of experiences of communities ircn this study, Becky

was able to identify the continued systems of oggiom (Solorzano and Yo0sso,
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2001) that she faced at as a middle-class Latirenpat Spring Creek
Elementary. She affirmed that in the short timthatnew school, she already felt
a sense of relief and could focus solely on hegttar's academics.
Laughing Through the Pain

In her interview, Eva used words such as “alierfaded “isolated” when
describing her experiences at two separate aff\énte schools. She discussed a
lack of interaction that existed, not just at thbaol but in the suburban
community in which she lived. Similar to the otlparticipants, Eva purposefully
chose to send her children to certain schools. Wigthope of receiving a “better
education,” she and her family have lived in twpaate suburban affluent White
communities.

Eva noted, “Everybody wants their kids to go taadschool. We
usually assume that the White schools are thedoésibls. Well, that’s not
always the case.” Within 15 minutes during ourtfinderview, she pointed out
her race as she portrayed an image of the surnogsidinat ultimately made her
feel uncomfortable. Being some of the few Hispafhidgag in the area, Eva
recounted, “When my kids were in elementary scheelwere obviously the
only Hispanics who attended the meetings or paaetntities at school.” She
went on to tell me that even though she attempteddet her neighbors, after
living in her house for five years, they only spa&éher to let her know that her

son had been kicking his soccer ball over to theuse. The one interaction Eva
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had with them was when they told her it neededdp.sSimilarly, even though
she attended events at the school, Eva was notafuster relationships with
any of the parents. Even though Eva’s son play#d league football and soccer
with the same group of kids for several years,estpained that she was always
alone because all the other parents would stioktheg.

As | continued to talk to Eva, | noticed that st@uld begin to laugh or
giggle whenever she discussed an uncomfortable.tdy@® moved on to other
guestions; however, the conversation would lea#t baa lack of community
ties, not knowing anybody, and feeling alone. Askids grew older, Eva and her
family moved to a newly developed suburban are@e@main, she talked about
“not knowing anybody.” She went on to note thatégone stays inside. Nobody
talks to anybody.” When her children continued éarvolved in sports and other
activities, Eva noticed that she was not the omly feeling marginalized. It
should be noted that Eva acknowledged that herldaugias not targeted as
much as her son because she has fair skin andeblaid She focused our
discussion on occurrences that she witnessed witedn, having darker skin,
dark eyes, and dark hair. She detailed how oftesgjrher son—being one of the
few Hispanics in the neighborhood—felt left out:

My son, even though he goes to school with thegs bod plays football

with them, they always leave him out. And he recogmhe’s the only

Hispanic. He’s told me. But like | ask him why dbgou go play with
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your friends? He doesn’t get invited to partiesdAve know the kids are

going to patrties, it's all over social media. Oremh take his friends

home, | hear them talking about going over to samé&ohouse. But they
never invite him.

Even though Eva would laugh or giggle when disaugsgistances as
these, | also noticed her eyes would begin to wabea began to tell me about
how she volunteered for car pool during footbadlqtice or games. She tried to
attend all of the practices, but felt awkward begashe always sat by herself. She
told me that even though she would cheer for therdboys, or take pictures of
the group after a victory, the other parents seldpoke to her. While she did
admit that after a while she began to reflect andwen behavior, thinking maybe
it was her with the problem, the times she chosgttdoser to a group of parents
and try to talk to them they still would not hotthy conversations with her.
“They would acknowledge me, like say hi. But thatlls” she said. Feeling so
removed, Eva stopped sitting on the bleachers tohtger son practice or play.
Instead, she chose to sit in her car, alone.

As she went on, continuing on the topic of her glatying football, she
began to tear up when she described asking heogget a ride home from one of
the other boy’s grandmother. Her son was reludtashare with her, but when he
asked for a ride the grandmother “made a face.” \Hwa asked him why he

thought she did not want to give him a ride, shé:sa
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He told me it's because she [the White grandmottieesn’t like
Mexicans. And as a parent that really hurt me lieatiold me that because
at his young age he’s picked up on that. And thedimething you want
your kids to avoid, rejection. It's so painful apaent to know that your
kid is being rejected based on their ethnicity @ecduse of the color of
their skin, you know? The perspective is that leetsvn so he’s a thug.
Eva recognized that negative perceptions followpHinscs, and discussed
that the reason her family moved to the suburbstaascape the low
expectations she and her husband had to endurengroy. The incidents she
described, from sitting all by herself, feelingdeguate, lacking a sense of
community, and not fitting in caused her stop basgctive. She described the
more blatant instances of racial tension in herenrlocation, particularly
because the population continues to be predominvitite.
Conclusion
At the onset of this study, | identified that | wddbe using tenets of CRT
and LatCrit to recognize the lived experiences ftomlives of eight middle-class
Hispanics. This chapter provided my research pestae opportunity to share
detailed narratives, allowing a group that has lggareralized in the educational
research, to finally be heard (Fernandez, 2002hotigh LatCrit borrows from
the five principle tenents of CRT, the usevoiceand the intersection of race,

racism, were used to specifically analyze the eagpees shared with me.
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The parents in this study provided evidence thppetted the negative
experiences that have historically been associatidthe lack of traditional
parent involvement of Latinos in U.S. schools (2elg-Bernal, 2004; Valencia,
2010). The narratives presented opposition Hispaaients have met, and
continue to meet. The findings suggested that évaungh the parents in this
study self-identified as middle-class or middleane, they were not exempt
from being stereotyped or feeling undervalued hostpersonnel and other
[White] parents. Similar to Latinos of all socidsses and economic
backgrounds (Delgado-Gaitan, year; Lopez, 2001eMah, 2010), the
participants agreed that negative perceptions,onptions, cultural

misunderstandings, and particularly race affecteshaped their involvement.
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CHAPTER 8
CONCLUSIONS AND RECOMMENDATIONS

This chapter provides concluding remarks, includindings and
implications for future study. | begin with an ovew of the research, and
continue by highlighting three major findings tleaterged from my study in the
second section. Based on my findings, | then dsauslications for policy,
research, and practice and provide limitationséostudy. | end the chapter with
my final thoughts.
Overview of the Study

The changing demographics of the United States baga significant
over the past few decades, making Latinos thedagtewing and largest racial
group (Pew Hispanic, 2013a, Pew Research Centg4)28dditionally, the
National Center for Educational Statistics (201bvided data to show that the
number of Hispanic students enrolled in K-12 pubtibools in the U.S. increased
from 17 to 24 percent. With a growing number ofes@kaged Hispanic students,
there continues to be a discrepancy in their edutatachievement and
attainment, particularly when it is compared ta tfetheir White peers (Gay,
2004; Pew Research Center, 2014).

Scholars have sought to examine the relationshipdasn parent
involvement and the academic achievement of Higpstnidents (Barnard, 2004;

Harvard Family Project, 2007). Particularly, resbars, policy makers,
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educators, and community members have called éoeased parent involvement
in an effort to close the academic gap that ekistareen Hispanic students and
their White peers (USDoE, 2004). At the same tithete has been a focus on
providing a remedy to address the limited involvatred Hispanic parents,
especially immigrant and low-income Latino famil{&zelgado-Gaitan, 2004;
Lopez, 2001; Zarate, 2007). However, the liteathat exists on the parent
involvement practices in U.S. schools has focuseBwocentric middle-class
norms (e.g.), and/or expectations of the schooth\Wiore Hispanic families
making entry into the middle-class (Agius-Vallef®13), the literature has
ignored the need to recognize the heterogeneityethists between parents of
similar racial (Hispanic) and/or socioeconomic (diedclass) backgrounds. The
purpose of this research was to examine how middkes Hispanics
conceptualized their experiences of parent invokmmThe study was designed
to provide information about their past and prespieriences that ultimately
shaped their involvement practices as Latino parenpredominantly White
schools. | employed two theoretical frameworksti€al Race Theory (CRT) and
Latino Critical Theory (Lat Crit), which provided¢mecessary context to
understand their lived realities both inside antsiole of schools, while
specifically noting the ways in which people ofaotontinue to be subordinated
in society (Dehyle, & Villenas, 1999; Dixson & R@esu 2006; Parker; Ladson-

Billings & Tate, 1995; Yosso, 2005). | utilized haheories to provide the
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participants with a space to contribute to the anad discourse on the
involvement and/or marginalization of Hispanic nm&dlass parents in K-12
schools. For this study, | used a phenomenologispioach to present
experiences and perceptions that were unique teipants and that had not been
previously explored in the literature (Rossman &8liRal998; Spiegelberg,
1982). The guiding research questions for thisysinduded:
1) How do middle-class Hispanic parents define andepee their
parent involvement experiences in K-12 public séhiao Texas?
2) What factors facilitate opportunities? and/or ceaaiadblocks to
participate in their children’s education withiretie learning
communities?

Purposeful sampling was used to select eight peatits who met
the following criteria: 1) self-identified as Hispa/Latino, 2) self-identified as
middle-class, and have a household income abovstdle median income of
$51, 926" 3) have at least one child/children currentlyradteg a K-12 public
school in a predominantly White, suburban commuwithin the Dallas-Fort
Worth (DFW) area.

The major focus of this study was parental involeam\While various
methods of collecting data were used in this sttiig/ two main sources of

gathering information from participants were denagdric questionnaires and

181n 2011, 21.9% of Hispanic households earned 880,0r more; 17% earned between $62, 00-
$100, 000; 11.5% earned $100, 000 or more (Pewdtis, 2012)
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semi-structured interviews. The

demographic data revealed that most participants wrried, attained a higher
education and pursued graduate degrees, and veefiestin their family to

obtain entry into the Hispanic middle-class. Wiailkeof the participants described
their involvement as active, a majority of them &apt involved in a school-
based organization (including PTA).

It should be noted that as a researcher, | waplatety immersed in the
research process. Delgado-Bernal (2008) defam&®nza de identidaddthe
braid of identities] as an opportunity for the r@sher to weave together their
communal, personal, and professional identitiesa Asddle-class Latina mother
and educator, my interest to conduct this studylvedls professional and
personal. Therefore, it was necessary for me tatilgemy position in the study.
Because of my own experiences, | was interest#aeiperspectives of other
middle-class Hispanic parents in K-12 public sckool

Key Findings
After rigorous qualitative data analysis, threeanéindings emerged
through the review of literature, demographic questaires, interviews,
observations, memos, and reflective journals. Tindirigs reflected the unique
experiences of middle-class Latino parents as deéned their involvement in

predominantly White schools. Each of the themeagnalil with the deficit-laden
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perspectives presented in Chapter Two (Auerbach, 1989; Delgaditan, 2004;
Valencia 1997, 2010) and the theoretical framewarkShapter Three. First,
based on the model of parent involvement partidgpaitnessed from their own
parents, their own participation was redefined.oligh counter-storytellirfg the
parents described how they facilitated their owroimement, breaking barriers
that had historically defined the participationHb§panic parents as non-existent
(Daniel-White, 2002; Epstein, 1995; 2001; Hong, PQlopez, 2001). Second,
while participants redefined their involvement \tlieetermined how much of the
Eurocentric model they wanted to adopt, while pneeg tradition in their own
culture. Last, participants explicitly presentedaarative that portrayed conflicts
of involvement, including the continued marginaliaa and subordination that
hindered their desire to participate in their ctelids schools through traditional
methods. The results of the data are presentdgbingcoming sections.
Key Finding #1: Middle-class Hispanic parents redehed their
involvement in public schools.

The first major finding in this study revealed thetrumental role that the
parents of the participants play in how they detittebe involved in their

children’s schooling. . All of the participantspst whom were from low-income

19 A deficit perspective attempts to blame and fix ifaan that are not active participants in their
child’s education, as define by traditional Eurdcenrmodels of parent involvement (Auerbach,
1989)

% Delgado and Stefancic (2001) define counter-stdligg as a method of telling a story that
“aims to cast doubt on the validity of acceptedmses or myths, especially ones held by the
majority,” (p. 144).
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backgrounds and the first-generation in their feanito pursue a college degree,
described the lack of navigational skills their oparents had with being involved
in school-related activities.

The idea that parent involvement should follow netimat have been
specifically designed for the White-middle class BHowed a deficit viewpoint
to dictate the perception of Hispanic parental imgment in schools (Robinson,
2007; Valencia, 1997, 2010). Generally, schoolshadopted monolithic beliefs
that aim to fix families that do not exhibit tradital ways of supporting student
achievement. According to Auerbach (1989), thedeitiperspectives have
defined Hispanic parents as being uninvolved arwiing, when they do not
participate in school-sanctioned activities thatiartune with the goals of the
school.

In this study, | found examples of how participavitsved their own
parents as beingninvolved Six of the eight participants (Carlos, Eva, Becky,
Michelle, Rey, and Lupe) believed that not beingaaded in the U.S. and having
conflicts with work obligations and/or languagepktheir parents from knowing
how to participate in schools. Rather than confagrio the scholarly and societal
discourse that portrays a negative stereotype,iwdiams that language and
cultural differences impede the learning of chitdcé color (Delgado-Gaitan,
2004), each individual contributed to a countersstavhich detailed their own

involvement. Because there is limited scholarsimphe involvement experiences
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of middle-class Hispanic parents, | provided anavpmity for the participants of
this study to describe various ways they suppait ithildren’s education. These
conversations allowed me to understand how paatntgpchallenge and redefine
perceptions about the involvement of parents abrgalpecifically Hispanics.
Based on the experiences of their own pardmtsted involvemenin
schools, the parents in the study provided exantpbtsshaped their own levels
of participation. The data revealed that their ngoal was to be more involved
than their own parents. The participants recognibkatitheir socioeconomic (e.g.
middle class) and cultural positions (e.g. Bilingadtending U.S. public schools,
college educated, etc.) allowed them to interatit wchool personnel and
understand the expectations of relationships tnatlsl exist between parents and
schools. Thus, the participants described thgwlirement similar to the
traditional middle-class Eurocentric model thadaisiliar in schools (Delgado-
Gaitan, 2001, 2004; Kim, 2009). For example, whaslked questions related to
supporting their children’s academics, they diseddselping their children with
homework, attending school-sponsored events, aaahghthe goal of increased
student achievement with the school. Additiongtigrents defined their
intellectual and social capital as a means to nastito redefine their
involvement. In this study, five participants (Rii&, Kassie, Eva, Michelle, and
Rey) were parents to children in middle or highasthThey shared instances of

continued support of their children’s academicsytighout the elementary,
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middle, and high school years. The parents desthbes they promoted
preparation for higher education—whether it wastigh the support in
academics or extra-curricular activities, includeigir, band,
cheerleading/dance, and sports. In addition tofimdg their involvement, the
eight individuals also discussed how they fac#gitatheir participation in
educational settings where their Hispanic childueme not the majority.

Key Finding #2: How middle-class Hispanic parentsdcilitate their
involvement in predominantly White schools.

The review of literature described increased acadanhievement of all
students as the ultimate goal of parent involvemiehias been suggested that
when parents participate in their children’s ediargatacross all ages and grade
levels, improvement in academics occur (DoE, 26gtey, 2013). For example,
the United States Department of Education (200dpted an increase in parent
involvement of Hispanic parents, in an effort téose the gap between
disadvantaged, disabled, and minority studentstlaeid peers” (p. 7). As
mentioned in Chapter Two, most of the opportunitieparent involvement that
has been available follow a middle-class White nhddest participants
volunteering in school, parent-teacher conferermed other school-sanctioned
events and organizations (Delgado-Gaitan, 2004;@yo&limpse, & Johnson,
2001), when describing their own involvement. Sah®have also found that

when parents provide assistance with monitoringdwark, read to students at
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home, or provide a space for learning, the acadantievement of children
increases (Barnard, 2004; Dearing, Kreider, SimpkénhWeiss, 2006).

Perceptions of parent involvement vary, particylarhong parents of
different racial, ethnic, and socio-economic baokgds. Interestingly, although
the parents in this study adopted traditional cptsef participating in their
children’s education, they also chose not to becmwv@ved in school-sponsored
organizations, such as the PTA. Through the ideatibn of the intersection of
race, class, and experiential knowledge, they pexvevidence that highlighted
how their practices follow non-traditional formspdrent involvement that have
been passed down generationally (Auerbach, 200igaDe-Gaitan 2004; Lopez,
2001; Zarate, 2007).

Through conversations with the participants in gtigly, | found that they
expressed the benefits of the home-school reldtipesand varying levels of
participation for their children (Lopez, 2001; Zima2007). Participants discussed
the ways in which the support they provided tortsaidents, starting at home, set
a foundation for their academic achievement. Lapéamily Engagement
Specialist, husband, and father of two kids, comgbdine daily conversations he
has with his daughter about planning for the futorthe high expectations his
parents had of him when he was in school. In thidys | gleaned that the goal of
parent involvement for each individual included Wog towards supporting their

children’s continued and increased achievement.é¥ew instead of following a
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prescribed method of being involved, they chosenthg parent involvement
would look for them.

In addition, the non-traditional forms of involvent exhibited by
Hispanic parents were also evident in the expeegtitey shared. While such
forms of involvement, including high expectation®rk ethic, and values may
not necessarily appeal to the goals of schoolsg@-Gatinan 2004; Lopez,
2001; Zarate, 2007), participants expressed thigipart for such tenets
representative of the Latino culture. For exampteyiding a space for learning
and planning for the future of their children’s edtion, and participating in their
children’s lives was just as important as suppgrtirem with their academics
(Zarate, 2007). The use of Critical Race and La@nitical theories allowed the
participants to challenge the one-sided narrahe¢ lhas been told in the
literature, while describing parent involvementtbair own terms. Several times,
Rey, who worked the night shift at a pharmaceutoahpany, admitted that
because of his work schedule his involvement mnghtbe exactly like that of
others. However, with a smile on his face, he desdrtalking to his daughter
about her day at school as one of the best pahsafay. The two theories also
provided an opportunity to include experiences whace, experiential
knowledge, and social class continued to play @ irothe involvement of Latino

parents.
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Key Finding #3: The Continued Marginalization and Subordination
of Latino Parents in Schools, Regardless of Sociéllass.

While the data revealed how participants redefiihed involvement in
schools, the stories also highlighted how Latingepts continue to feel ostracized
within institutions of education. While this stuthcused on middle-class
Hispanic parents, the narratives acknowledged expegs that have been present
for other communities of color regardless of cl@sson & Rousseau, 2006).
Shah (2009) discussed existing barriers that haused parents of color and from
different socio-economic backgrounds to be lesslred than White parents.
Comparably, participants described ongoing sysiegpression that led to the
continued belief that Latino parents are uninvolaed do not care about their
children’s education (Auerbach, 2007; Delgado-Gatig004; Valencia, 2010).
Even though the participants were aware of resguaailable to form networks
with other parents (including Parent Teacher Asgam, Site-Based Decision
Committees, and Booster Clubs) they discussedeastgdls that limited their
ability to be a part of such events. In additidrg tlata pointed out work schedules
and a general feeling of exclusion as some oféheans that have kept them
from being as involved in schools. Furthermore cemeexamples illuminated
detailed blatant instances of isolation and disgration as factors that limited
involvement in K-12 public schools.

The participants also discussed school officiasunderstandings of
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cultural norms, issues of power, and negative stgpes that kept them from
being more involved in a traditional sense. Almasanimously, the parents
agreed that at one point or another, misconceptitdness had about Hispanics, in
general, have made it uncommon for them to be elgtinvolved. Kassie, a high
school English teacher and mother of three, spbketacertain looks she
received from other parents while she was a paat@ite-Based Decision Making
Committee at her son’s middle school. She desctibe@xperience asmknown
because having a Latina share her knowledge washaitwas expected by other
committee members. Using CRT and Lat Crit providedol for analysis that
allowed me to understand the ways in which pareht®lor have and continue to
feel marginalized in K-12 schools. Rey, Becky, &wa provided stories with
enough detail to support the idea that despiteabolass or status, deficit views
of Hispanic parents continue to exist in schoolsl¢g@do-Gaitan, 2004; Valencia,
2010). Additionally, such negative perspectivegetéd how the eight parents in
my study chose to participate.
Implications for Policy, Research, and Practice

Based on my research, this section provides stiggeghat can influence
future policy, research, and practice. First, tdss policy implications for state
and local officials. Second, | present new knowketltat was gleaned from this
study and how it can contribute to future researthe section concluded with

recommendations for practice in K-12 schools.
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Implications for Policy

The current study found that parent involvemeningjue, depending on
its context. As previously described, the Hispgropulation is not monolithic.
Therefore, the implications for policy can be viela a federal, state, or local
level, and focus on making changes that will enagerpractices that will aim at
increasing the parent involvement of all parents.

As previously noted, parents in this study refeeehconflicts with work
schedules as a reason for not being able to asteme school-sponsored events.
While some employers provide vacation or medicaée parents discussed not
being able to have the flexibility in their workydto take time off for events such
as parent teacher conferences, without being Eethlirhe first implication
would be to require employers to allocate time thatild allow parents to attend
events that typically take place during the work.den organization that
establishes such a policy can create a cultureptioatotes the family and
community involvement of all its personnel.

The discrepancy that exists in how parent involvaetinedefined has
generally called for an increase in the particgranf Hispanics. The participants
in this study did not feel that any efforts hadrie®ade by school personnel or
current leaders of school organizations towardgydesy or implementing
opportunities that could promote their participati®he second implication

would require districts and schools to establisommittee to create an action
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plan that would identify specific needs, and a gmecrganizational vision to
increase the involvement of all parents. This grslipuld consist of members of
the learning community, including parents, busireaders, and school
personnel, who are willing to recognize the neenjglement change that could
fundamentally change the current types and levigbsuent involvement.

The findings from this study also demonstrate alrieainderstand that
disconnect between traditional forms of parent imement and the non-academic
support the participants described. Due to a shitemographics that has
occurred across the entire nation, the last pahgtication focuses on building
and sustaining efforts to effectively promote tbatcibutions of all parents,
particularly the growing Hispanic population. Sclsoshould be required to
provide professional development for teachers et that share best practices
for increasing parent involvement. The informatioast focus on committing to
student achievement and improving the culturalbpomsive pedagogy that
targets unique cultural strengths of all studgpaisents, and families.
Implications for Research

The data gleaned from this study will add to tihatied research on parent
involvement of middle-class Hispanic parents, ancower any misconceptions
that continue to exist. The information can be usgaport the advancement of
Hispanics in K-12 schools, and provide supporttalents and their families.

Some implications were voiced directly by the gapants, while others were
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extracted through the data analysis. My hope isthey will aid researchers by
providing a road map of what is needed in futuugligts.

The fact that the role Hispanic middle-class par@tay in their children’s
education and academic success has not been expiatepth provides an
opportunity for discussions to begin. Future reseaan expand the
conversations regarding the intersection of ralesscand gender, especially in
the Hispanic community. Additionally, this discussicould provide
opportunities to recognize in-group differences thast between Latinos of
different ethnic and socioeconomic backgrounds.

A second implication for future research would dbexpand the scope of
the research by studying participants in diffesttings. In 2011, the Pew
Research Hispanic Trends Project ranked Texas nutwbeamongst the states
with the largest Latino population. In additionth@ Dallas-Fort Worth
Metropolitan, Houston and San Antonio also rankedrmrgst the top 10
metropolitan areas by Hispanic populations (Pevpéhsc, 2011). Future
research could include conducting case studiessing on the experiences of
participants from multiple cities. Additionally, panding the scope of the setting
could provide an opportunity to conduct a quantitatesearch study, at a larger
scale.

The data revealed that Hispanic parents felt naiststood and

undervalued by other parents and/or school ofgonio were actively involved
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in school committees. Although findings suggeshted the participants in this
study felt underrepresented within structured destsnaking organizations of
the school, Parent Teacher Associations are deggdyed into traditional
parental involvement methods. Therefore, futureisgicould focus primarily on
the experiences of parents of color, in general,samool-sponsored
organizations. The information garnered could ptevinsight on changes that
may need to occur in existing practices.
Implications for Practice

This study found that cultural differences exidbetiveen school officials,
White parents, and the Latino parents | interviewldterefore, when
opportunities for involvement are designed, thenévehould not seem exclusive
to any particular group. For example, | found tmaist parents in my study could
not attend events during the workday or immediad#gr school due to conflicts
with their employment schedules, and/or becausedfien felt isolated. A
recommendation for practice would be to respectearmburage all types of
involvement. This could include becoming familiatiwparental support that is
instilled at home (Auerbach, 1989; Delgado-Gai0(1, 2004) that the school is
not in charge of organizing. School officials cagim by designing and
implementing a professional development seriesatidtesses the growing
population of Hispanics in predominantly White solso Additionally, similar

sessions can be included as a part of the PTAtatien, or other events where
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the majority of the participants are middle-claskid parents. When
organizations, such as the PTA, are more culturaponsive in the delivery of
the information presented to all groups, understapdow Latino parents support
their children’s academics outside of school isyoted.

Along a similar line, data that emerged suggedtatigschool personnel
encourage the participation of Hispanic parentsriptementing practices that are
culturally sensitive. While multicultural eventacluding having students
dressing up for Cinco de Mayo or recognizing C&damvez have been
celebrated, Hispanic students, parents, familied,cammunities should be
welcomed and valued daily as part of the schoolmamty. Further, an
additional recommendation stemming from the studuld be to encourage
events that are linguistically and culturally aggpvate to create inclusive learning
communities.

Limitations

It is recommended for researchers to identify katians, or boundaries,
established by the researcher. Limitations of thdysdeal with the characteristics
of the design or methodology of the study. Addiséitbyy they often refer to
characteristics that potentially identify strengéimgl/or weaknesses of the study,
which can affect the interpretation of results @vell, 2013).

| identified three limitations in this study. Thiest deals with the nature of

purposeful sampling of participants in the studgc&use | was interested in
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understanding the perceived experiences of a spgcdup of parents, | was
selective in who could participate. | was only netged in sharing the story of
middle-class Hispanic parents. Due to the acadstudies that have previously
focused on immigrant Latinos and parents of calomflow socioeconomic
backgrounds, | did not find it necessary to inclpdeents from low
socioeconomic backgrounds. In addition, seven btiteoeight participants were
of Mexican origin. | focused on this group primgiiecause Latinos of Mexican
origin make up 64.6% of the Latino population ie th.S., and 88% of the
Hispanic population in Texas (Pew Hispanic, 20IBgrefore, Hispanic
participants of Mexican origin were more easilyessible. My findings may
have been different if | would have also includediho families from other
ethnic groups (i.e. El Salvadorian, Cuban, Puertaiy Columbian, etc.),
because their experiences may be different. Haarimgpre diverse sample would
have allowed me to delve deeper into the in-gratfprénces of the Latino
population. The second limitation included the siéection and setting. By
choosing to restrict the research site to a nanthegion in Texas, | did not
consider the experiences of other middle-classatigpparents in other
geographical areas. Ultimately, the limitationssgrged can potentially narrow
the focus of this research study, but can be usedspringboard for future

research.
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Final Thoughts

My interest in this study emerged from my persangderiences. As a
parent of color, | was unable to find a sense tdrogng in the affluent White
school my daughter attended in kindergarten (duteg2010-2011 school year).
Over that past few years, plenty has changed, dimgdumoving—first—to a
school and neighborhood with more diverse residdiits rigorous process |
embarked upon three years ago, when | first becataeested in the experiences
of parent involvement of parents of color (not esole to Latinos), has allowed
me to grow as a researcher, practitioner, and pdrbave fostered long lasting
relationships with other Hispanic parents that slaasimilar story as mine.
Delving deeply into the stories of the eight pasantthis study has both solidified
and tested the assumptions | had based on thatliterand my own theories.

My findings related to what much of the scholatigcourse has alleged
for centuries-- that parent involvement is a dyraauncept. For the parents
involved in this study it was no different; eacteasf them had powerful
conversations with me about the value of parentlirament in their own home.
They spoke of their role as parents who suppoit thgdren’s education
seriously, and felt a sense of responsibility tortmee involved than their own
parents. Additionally, they felt that even thougbky wereactively involvedthey
continued to combat the negative perceptions ahbatportrayed in the

mainstream media, literature, and their schoolscamdmunities.
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Besides describing their own involvement in tetheg have been familiar
through traditional methods (attending parent teachnferences, helping with
homework, volunteering in schools), the particigasgoke very passionately
about the familial traditions of the Latino cultureey chose to continue. During
my first round of interviews, while gathering baognd information, the eight
parents in the study described their own parent®abeingnvolved The
reasons they gave included strenuous work schedwdebeing well-versed in the
English language, or not having any experience.f Schools.

Similarly, when | became a parent of a school-ageld, | vowed to do
all I could to ensure my own children would nevavé to wonder why | was
unable to attend school events. Upon reflecti@anhe to the realization that my
understanding of what | had | termeny parents’ lack of involvemecame from
what | learned in textbooks as education majorradunmy undergraduate studies,
and from the sitcoms on television. For years céupe of the ideal parent had
been painted for me. | grew to resent my own pargmtnot being more like
those individuals | read about in class or sawetevision.

Throughout this research process | learned, fronpanticipants and my
own reflections, that our realities had been taintgh monolithic depictions of
our culture, our people, and even our own pareatsaaring, uninvolved, and
unwilling to be involved in our children’s educatiol'he conversations we had,

some filled with tears and others with laughteQwéd the participants and I—as
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research partners—to rethink and redefine whatalgevabout our own
involvement. Together, we learned that what is hhurgthe Latino home (values,
respect, and work ethic) resonates in the classrédnile the parents in this
study spoke overwhelmingly about being committeth&r children’s current
and future education, they also emphasized theritapce of being involved in
their children’s daily lives.

All of the patrticipants in this study purposefudlgrolled their children in
predominantly White affluent schools, with the hdopey would receiva better
education. In general, most parents praised thrugton and learning occurring
at the schools. However, they also shared struglgégsvere attributed to
personal, social, financial, and cultural differes¢rom other parents, families,
and educators in their learning communities. Irt, fa@ny shared experiences that
were filled with discriminating undertones. For exae, Becky, Eva, Michelle,
Rey, and Carlos all shared how such practicesdththem to want to be less
involved with their children’s schools, and showrmeupport at home.

As | was writing this section, | came across sami@mation presented
by Amanda Ripley (2013). In her bodke Smartest Kids in the World, and How
They Got That Wayghe compares educational systems across the,iaclsing
on improving educational outcomes for our studenthe United States. | was
not surprised to read about how educational ledderented over the lack of

parental involvement as a source for school failbieevever, | was able to relate
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to the low expectations they had of parents. |edjreith Ripley (2013) when she
said, “Once you start locating the source of yawbfems outside your own
jurisdiction, it is hard to stop, even when therative is wrong” p. 36. For so
long, Hispanic parents have been labeled as b&imyaelved and not caring
about their children’s education. Their voice haslreen heard, primarily
because their perception of involvement has no¢ssarily been aligned to the
traditional forms of how parents should supportent learning. This research
study provided a counter-story to the master nagahat has narrowly defined
optimal forms of participation. My aim is for schHqmersonnel, organizational
councils, and other parents stop blaming Latinep@rfor what they do not do,
and begin recognizing the value of their uniquenfaf participation.

My final thoughts, therefore, remained similathose with which | began
this study. Why is what we [Latino parents] do epgort our children’s education
is not enough, and why do we have to conform to bthers term being
involved? With these questions in mind, this statherged from me—the
researcher—wanting to give a voice to a subpoparaif Latinos that had not
been considered in the scholarly literature. Myehag that their voices are
echoed and continue to be investigated. If thegptran still exists in 2014 that
Hispanic parents much change their practices ai@ahvolvement, it is time for

deeper and more critical conversation.
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Recruitment Letter

Dear )

My name is Olga Martinez Hickman. | am a doctotatlent at the University of
Texas at Arlington (UTA), where | am pursuing myctioal degree in the College of
Education and Health Professions, Department ot&iilnal Leadership and Policy
Studies under the advisement of Dr. Ifeoma Amah.

| am conducting a qualitative research study tceustdnd the experiences of
middle-class Hispanic parents with children enmblleK-12 public schools in the
Dallas Forth Worth (DFW) metropolitan region. THere, | would like to invite you to
participate in an interview for my research stutfypur willingness to participate would
be greatly appreciated. Your participation in #stisdy is voluntary, and you may
choose to withdraw from the study at any time.

The experiences you share are extremely impoatashiwill help strengthen the
current research on the involvement of Hispaniepi: Your information will be kept
confidential, and will only be accessed by me,rdsearcher and my doctoral advisor
(Dr. Ifeoma Amah) for the purpose of this studyeThterview will be recorded and
transcribed to ensure that | capture your resporse will receive a copy of the
transcription to ensure accuracy.

If you are interested in participating in this stuand would like additional
information, please contact me by phone at 9563330 or via email at

olga.martinez@mavs.uta.edu

Sincerely,

Olga Martinez Hickman, M.Ed.
Doctoral Student
The University of Texas at Arlington
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Participant Demographic Questionnaire

Instructions: Please answer all of the followingstions as they pertain to you.

1. Name:

2. What is your racial and/or ethnic background(s)itc{€ all that apply)
African American  Asian American White, non-Hispani
Hispanic
Middle Eastern Other

3. What is your age?:  20-29 30-39 40-49 50+

4. Gender?: Male Female

5. Please describe your current employment status.

6. Number of children you have enrolled in a K-12 sitho 1 2 3+

7. What is your highest level of education: (i.e. Migchool Diploma,
Bachelor's Degree, Master’s Degree, Doctoral Degrdesr?)

8. How would you describe your family’s estimated fgnsiannual income:

Working-class Middle-class Upper middle-class
Affluent

Contact information?

Phone:

Email:
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Consent Form

Nuestra RealidadUnderstanding the Lived Experiences of MiddlesSlalispanic
Parents in Predominantly White Texas Public Schools

PRINCIPAL INVESTIGATOR

Olga Martinez Hickman, M. Ed.

The University of Texas at Arlington, Doctoral Séund
Department of Educational Leadership and Policyligtu
956-212-3550

olga.martinez@mavs.uta.edu

FACULTY ADVISOR

Dr. Ifeoma Amah, Assistant Professor and Disseniafidvisor
The University of Texas at Arlington

Department of Educational Leadership and Policyist
817-272-0991

iamah@mavs.uta.edu

TITLE OF PROJECT
Nuestra RealidadUnderstanding the Lived Experiences of MiddlesSlalispanic
Parents in Predominantly White Texas Public Schools

INTRODUCTION

You are being asked to participate in a researdysabout the experiences of parent
involvement of middle-class Hispanic parents. Tarsn provides you with information
about the study. Your participation is voluntafyefusal to participate or discontinuing
your participation at any time will involve no pétyeor loss of benefits to which you
are otherwise entitled. Please ask question®iktts anything you do not understand

PURPOSE

The specific purpose(s) of this research study edd to the existing work on parent
involvement in schools. | hope to provide an inttiegnderstanding into the
experiences of middle-class Hispanic parents, iaffomt to inform educators and
policymakers as they continue to design opportesifor parents of all backgrounds
and socioeconomic status. This study will provideopportunity to improve
communication and collaboration between parentsiliies, and schools that will
ultimately improve the academic achievement o$tltients. In addition, the
intersection race and class plays in the expergateiddle-class Hispanic parents
will be examined.
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DURATION
Each interview will last approximately 60-90 minsite

NUMBER OF PARTICIPANTS
The number of anticipated participants in this aesle study is ten individual parents.

PROCEDURES

If you agree to participant in this study, you vioé asked to participate in one-to-one
interviews that will include approximately 15 quesat and last about 60-90 minutes.
You may be asked questions such as: What is ydunititen of parent involvement?
How do others, including the school, define parenblvement?

Confidentiality:

All one-on-one interviews will be digitally recordl@nd transcribed. The recordings
and transcriptions will be coded so that no perbpidentifiable information is

evident. After the interview, the tape will bertsaribed, which means that it will be
typed exactly as it was recorded, word per wordthigyprincipal investigator. Only the
principal investigator and the dissertation chall mave access to this information. The
tape and transcription will not be used for anyagsh that is not specified here.

POSSIBLE BENEFITS

The information you share will inform the literag¢uof commonalities and differences
among the involvement of Hispanic parents. Youregigmces can provide
recommendations for improving opportunities of itwament for parents of all
backgrounds, and will be useful in understandingesu and future practices.
Additionally, this study may be useful in creatiiogure local, state, and federal policy
that supports improved involvement of middle-clelsspanic and other parents of
color.

POSSIBLE RISKS/DISCOMFORTS

This study will have minimal or no psychologicalfional risks, no risk of physical
harm, and is non-experimental. You may feel soméwheaasy because of the digital
recording of interviews. Additionally, you may fesdightly stressed to disclose
personal thoughts in fear that others may iderytfy.

COMPENSATION
There is no compensation for participating in 8tisgdy. There may be snacks provided
during one-one-one interviews.

ALTERNATIVE PROCEDURES

There are no alternative procedures offered farghudy. However, you can elect not
to participate in the study or quit at any time&atconsequence.
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VOLUNTARY PARTICIPATION

Your participation is voluntary. Refusal to paipete or discontinuing your
participation at any time will involve no penaltyloss of benefits to which you are
otherwise entitled. Please ask questions if tleea@ything you do not understand

CONFIDENTIALITY

Every attempt will be made to see that your stabylts are kept confidential. A copy
of this signed consent form and all data colleatetuding transcriptions/tapes from
this study will be stored in a secure locked filzabinet in Trimble Hall 103J, at the
University of Texas at Arlington for at least thi&} years after the end of this
research. The results of this study may be pubdisind/or presented at meetings
without naming you as a participant. Additionadearch studies could evolve from the
information you have provided, but your informatiill not be linked to you in

anyway; it will be anonymous. Although your riglatsd privacy will be maintained,

the Secretary of the Department of Health and HuB®&mices, the UTA Institutional
Review Board (IRB), and personnel particular ts ti@isearch have access to the study
records. Your records will be kept completely édaftial according to current legal
requirements. They will not be revealed unlessireq by law, or as noted above. The
IRB at UTA has reviewed and approved this studytaednformation within this
consent form. If in the unlikely event it beconmesessary for the Institutional Review
Board to review your research records, the Unitsecdi Texas at Arlington will protect
the confidentiality of those records to the exfesimitted by law.

CONTACT FOR QUESTIONS

Questions about this research study may be diregt@dliga Martinez Hickman,
principal investigator, at 956-212-3550 or olga.mma&z@mavs.uta.edu, and/or Dr.
Ifeoma Amah, dissertation chair at, 817-272-0994orah@uta.edu . Any questions
you may have about your rights as a research paatitor a research-related injury
may be directed to the Office of Research Admiaigin; Regulatory Services at 817-
272-2105 oregulatoryservices@uta.edu

As a representative of this study, | have explathedourpose, the procedures, the
benefits, and the risks that are involved in tesearch study:

Signature and printed name of principal investigatgerson obtaining consent

Date:
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CONSENT

By signing below, you confirm that you are 18 yeafrage or older and have read or
had this document read to you. You have beenrrdgdrabout this study’s purpose,
procedures, possible benefits and risks, and yoe fexeived a copy of this form. You
have been given the opportunity to ask questiof@édgou sign, and you have been to
that you can ask other questions at any time.

You voluntarily agree to participate in this studgy signing this form, you are not
waiving any of your legal rights. Refusal to pagate will involve no penalty or loss of
benefits to which you are otherwise entitled. Yway discontinue participation at any
time without penalty or loss of benefits, to whighu are otherwise entitled.

SIGNATURE OF VOLUNTEER DAT

Id
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Interview Protocol
1. Hello, now that we have gone over the purpose@iriterview, | would like to
begin by gaining some general information about ¥&an you tell me a little
about yourself, maybe about yourself, maybe abdwareyou were born and
raised, where you went to school, or family backigiaf?

a. Probe: How many children do you have in school,tvgnades are they in,
how long have they attended this school? Can ylbmteabout the
demographics of the school?

b. Probe: How would you describe your parent’s finahbackground, low-
income, middle-income, etc., and why? Tell me alyoutr parent’s
educational background (did they attend schodiénU.S., graduate high
school, attend college?) What about your family noan you describe your
family’s background (Higher educational attainmemployment, home,
schools?)

(Probe: How many children do you have in schoolatigrades are they in, how

long have they attended this school?)

2. Let’s talk about your parents/family. Describe tHevel of involvement or
participation when you were a student.

a. How is your involvement with your child(ren’s) safidifferent from how
your parents were involved in your education?

b. How is it the same?

3. How do you define parent involvement? Engagement?
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. How do you perceive the school views you as a Hiigpaarent, why?

. Can you describe how you have been involved in@csmonsored activities, at
home, school, or in the community, that are designgpromote the academic
success of students at your child(ren)’s schoalld(cbn)?
(Probe: How do you provide support for connectieayhing at home to school?
Homework? Provide an environment in the home terdicy? Do you attend
family literacy night, fundraisers, etc)?
. Can you tell me about some of your experiences thigirparent involvement
activities you just described?
a. Probe: Why did you attend? How were you involved?
b. Probe:What do you think are the goals of the pnograr activities that
you just described?
. Besides the programs/activities you have describewd,else has the school
promoted your participation, or involvement?
. Can you describe how school personnel (e.g. adtratos, teachers, support
staff, etc.) have designed activities, specificaltyinvolve Hispanic parents on
your child(ren)’s campus?
a. Probe: Are there specific programs for parents ddnaot speak
English? Are there programs or activities thatsecific to

communities of color, including Latinos? )
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Before we conclude this interview, is there anyghyou would like to add, or need
clarification on?
*Interview #2

1. Do you have any questions or comments since théras we spoke?

2. Have you faced any challenges and/or concernshwiting involved in activities
or programs that are in place at your child(reafsool, or those designed to
support academics?

a. How has your involvement created new/more oppatiesifor your
child(ren)? Do you think your involvement led toyaacademic
accomplishments for you child? Why or why not?

3. To what extent, if any, do you believe being a ldisp parent has affected your
level of involvement at school sponsored activitdesigned to support learning?

a. What about the quality of your involvement?

4. What kind of parental involvement activities wowylolu like to see implemented
in the future, that could possibly promote or imge your participation?

5. Why it important for the school personnel (e.g. adstrator, teacher, support
staff, etc.) to build a relationship (learn aboatiyyour home) with parents, if at
all?

6. What suggestions do you have for school persorbmitamproving
opportunities of parent involvement?

7. Before we conclude, is there anything you woulé li& add to what we have

discussed?
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Interview Field Notes Template

Pseudonym:
Date of Interview:
Location:

Interviewer:

Descriptive Notes

Reflective Notes
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