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AN EXAMINATION OF THE IMPACT OF A PRINCIPAL‘S ACTIONS ON THE  

PARENT INVOLVEMENT OF LATINO IMMIGRANT PARENTS 

Alicia H. Miguel 

 

Dr. Barbara N. Martin, Dissertation Supervisor 

ABSTRACT 

There is vast amount of research that shows that parental involvement in 

children‘s education has been associated with children‘s school success, including higher 

academic achievement, better behavior, lower absenteeism, and more positive attitudes 

toward school (Overstreet, Dvine, Bevans & Efreom, 2005). Parent involvement is 

considered a wise social investment and it addresses issues of equity and equal 

opportunity (Desimone, 1999). 

Attracting parents to schools has always been a challenge, especially in urban 

schools. Now, as schools face this charge of involving parents in their children‘s 

academic life through the No Child Left Behind Act of 2001, they face at the same time an 

increase in immigrant population. This adds new demands for creating just, equitable and 

successful schools (Arce et al., 2005, Cambron-McCabe & McCarthy, 2005; Mayers, 

2006). School leaders must determine the best ways to attract parents, at the same time 

that they may have to redefine their concept of what parent involvement means 

(Henderson et al., 2007; Hoerr, 2005). 

The participants for this single case study consisted of 1) the principal of the school, 2) 

teachers of the school selected for the case study, 3) Latino immigrant parents whose 

children attend the school, and 4) the school secretary. Data collection methods included 

audio-recorded interviews and observations of individuals in the school setting, as well as 
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two focus groups, one with teachers and one with parents. The study findings revealed 

two themes that emerged from the actions of the principal: 1) Institutional Receptivity, 

and 2) Awakening to Self-Reliance. What the researcher found particularly remarkable 

was the impact of the principal‘s actions not only on the Latino immigrant parents but 

also on the school staff. The implications of this inquiry for practice in education could 

affect both K-12 institutions and higher education institutions as they address the issues 

of diversity in schools, parental involvement, and giving voice to the marginalized, thus 

creating truly inclusive school climates. 
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CHAPTER ONE 

INTRODUCTION TO THE STUDY 

Background 

Parent involvement in education, parenting practices, and parental expectations 

are three factors that have shown to have strong effects on school performance among 

children and adolescents (Epstein, 2001; Hill, 2001; Ramirez, 2003). Research literature 

documents the importance of parent involvement in children‘s education and how this 

involvement benefits students, parents, and teachers. The body of research has 

demonstrated that parent involvement not only leads to increased student achievement, 

but also has a positive impact on graduation rates and attendance,  students‘ self esteem, 

behavior and motivation, reduces dropout rates, and creates a more positive attitude 

toward school (Epstein; Hill; Koonce & Harper, 2005; Stewart, 2008).  

Researchers in the field have often asked the question about how principals 

communicate within their organization regarding mandates, initiatives and improvement 

(Anderson, 2000; Hoerr, 2005; Price, 2008). The question needs to be extended to 

investigate how school principals communicate with the community at large (Henderson, 

Mapp, Johnson & Davies, 2007), but more specifically with the parents of the students in 

the school. A more challenging question arises when focused on the growing Latino 

immigrant population, which is the fastest growing minority in the United States (Johns, 

2001; Lopez, 2001; Suarez-Orozco, 2000). 

According to the Los Angeles Times, newly released figures from the United 

States Census Bureau show that the nation's Latino population grew by 1.4 million in 
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2007 to reach 45.5 million people, or 15.1% of the total U.S. population of 301.6 million. 

Blacks ranked as the second-largest minority group, at 40.7 million (Solorzano et al., 

2005). This was also noted by the U.S. Census Bureau, affirming that Hispanics continue 

to be the largest minority group and the fastest-growing group (U.S. Census Bureau). 

At the same time that changes are occurring in the school populations, the No 

Child Left Behind Act of 2002 has set new educational accountability standards for public 

schools (Stecher & Kirby, 2004). This means that schools are now expected to reach new 

levels of performance measured by different constructs. One of those constructs is 

parental involvement. According to NCLB (2001):  

Parents are now required to be a part of the discussion about how 

schools will help all children meet the state‘s challenging content 

and student performance standards. Schools that receive federal 

funds must discuss how these funds are distributed, involve parents 

to review school programs, and provide materials and training to 

parents and school staff that will foster greater parental 

involvement (NCLB, 2001).  

 

 One of the reasons for this new accountability measure is that parental 

involvement in children‘s education has been associated with children‘s school success, 

including higher academic achievement, better behavior, lower absenteeism, and more 

positive attitudes toward school (Overstreet, Dvine, Bevans, & Efreom, 2005). Therefore, 

parent involvement is a wise social investment and addresses issues of equity and equal 

opportunity (Desimone, 1999).  

However, the new requirement regarding parental involvement may be a 

challenge in itself, and as schools face this charge of involving parents in their children‘s 

academic life, at the same time schools experience an increase in immigrant population. 
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This adds new demands for creating just, equitable and successful schools (Arce, Luna, 

Borjian, & Conrad, 2005; Cambron-McCabe & McCarthy, 2005; Mayers, 2006).  

The demographics of American elementary and secondary schools are changing 

rapidly as a result of record-high immigration, increasing diversity in terms of immigrant 

origin and native language, and immigrants‘ expanding geographic dispersal throughout 

the United States (Suarez-Orozco, 2000). Sustained high levels of immigration have also 

led to a rapid increase in the number of children with immigrant parents. By 2000, 

immigrants represented one in nine of all United States residents, however their children 

represented one in five of all children under age 18.  According to the Department of 

Education, America's 5.4 million Limited English Proficient (LEP) students represent the 

fastest-growing student population, expected to make up one of every four students by 

2025 (U.S. Department of Education). 

Despite all the research that established the importance of parental involvement in 

students‘ academic success, schools struggle with ways to attract parents and to have 

them actively involved (Anderson, 2000). In their search for ways to make their schools 

more welcoming, the actions taken by principals and the manner in which these actions 

are executed may hold the key to why some schools have high parent participation and 

why others don‘t (Blankstein, 2004; Constantino, 2003; Hoerr, 2005),. 

Therefore, the purpose of this paper was to explore the participation of immigrant 

parents in school life and its possible connection to the school principal‘s behaviors and 

practices. Immigrant parents do not always view parent participation in the same manner 

as the American educational system does (Lopez, 2001; Sobel & Kugler, 2007; Sohn & 

Wang, 2006). Cultural interpretations and beliefs, language barriers, and past school 

http://www.ed.gov/
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experiences are among some of the factors that contribute to the lack of parent 

participation among the immigrant communities (Hyslop, 2000; Ingram, Wolfe & 

Lieberman, 2007).  

The complex issue that was facing the researcher in this study was to determine 

whether there was a connection between the leadership behavior and actions of a 

principal and the participation of Latino immigrant parents. In order to avoid 

oversimplifying the issue, emphasis must be placed on the understanding that ―group-

specific outcomes and patterns cannot be attributed to a simple one-dimensional notion of 

race-ethnicity or income‖ (Desimone, 1999, p. 11). The challenge was to clarify 

processes such as family dynamics, parenting behaviors, cultural ways to relate to 

schools, etc. 

As Desimone (1999) declared, ―to be able to craft education policies to address 

group-based inequalities, we must determine what it is about being associated with a 

particular race-ethnic or income group that affects social, psychological, academic, and 

other outcomes‖ (p. 11). Lewis, James, Hancock, and Hill-Jackson (2008) established 

that the persistent lack of true educational equity is evidence of a larger social process 

that can‘t be explained by blaming parents, students or schools; rather, all aspects of 

American society (institutions, laws, policies, practices, norms, and values) play a role in 

creating and maintaining educational inequities (p. 138). 

Conceptual Underpinnings of the Study 

The No Child Left Behind Act of 2001 has increased accountability for schools, 

not just in the area of student achievement, but in broader areas such as parental 

involvement. This brings to the forefront an area that was often neglected by schools 
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(Crozier, 2001; Ingram et al., 2007; Larson & Ovando, 2000) especially in the case of 

immigrant populations, which presented an extra challenge in the area of communication 

and parent participation (Ingram et al., 2007; Lopez, 2001). Language and culture play a 

big role in the participation of Latino immigrant parents, and principals need to resort to 

creative strategies to attract these parents into their schools (Henderson et al., 2007).  

To examine inequities based on race, language or culture, researchers have 

utilized Critical Race Theory (CRT). Desimone (1999) stated that ―One of the driving 

forces of education policy in the United States is the desire to equalize disparities in 

schooling opportunities and outcomes‖ (p. 11). Lewis et al. (2008) emphasized this 

notion of disparity by arguing that ―schools are born from, maintained by, and 

reproduced from racist philosophies, policies, and practices in education‖ (p. 136), and 

that the result is ―an educational system that lacks resource equity, thus perpetuating the 

achievement gap and other race- and class-based social inequalities in American society‖ 

(p. 137).  

Critical Race Theory (CRT) is a framework that can be used to theorize, examine 

and challenge the ways race and racism implicitly and explicitly impact on social 

structures, practices and discourses (Yosso, 2005, p. 70). Marx (2008) explained that 

CRT attempts to elucidate that racism is a system of advantage based on race that 

privileges Whites at the same time that it disadvantages people of color (p. 31). This 

theory also considers racism to be pervasive and structurally endemic in the American 

society (p. 31). Schools, which mirror the diversity, the strengths, and the weaknesses of 

this society, are likewise affected by racial inequality (Marx; Parker & Villapando, 2007). 
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CRT is becoming an increasingly important tool to broaden and deepen the analysis of 

the racialized barriers erected for people of color (Solorzano et al., 2005, p. 274). 

Consequently, using critical race theory as the interpretative lens, the researcher 

examined what school a principal does or does not do in order to encourage the 

participation of Latino immigrant parents. Different leadership styles were studied, and 

the goal was to determine what specific leadership actions and practices have an impact 

on the participation of Latino Immigrant parents. As Evans (2007) stated, ―Socially 

constructed conceptions of race impose differential identities and images based on social 

status, power, and the cultural, physical, and intellectual attributes assigned to racial or 

ethnic groups‖ (p. 164).  

Statement of the Problem 

No Child Left Behind (2001) has added new accountability measures and as a 

result of that, schools across the nation are tackling the issue of parental involvement as a 

means to increase student achievement (Carvalho, 2001; Ramirez, 2003; Steward, 2008). 

A vast body of research (Bird, 2006; Epstein, 2001; Hill, 2001; Koonce & Harper, 2005 

Lopez, Scribner, Mahitivanichcha, 2001; Ramirez, 2003; Stewart, 2008) suggested that 

student academic success increases, attendance, attitude toward school, and classroom 

behavior improve, when parents are included in the education of their children. NCLB 

mandates that schools involve parents in the decision making process.  Every school 

district that receives Title I funds and every school that receives Title I dollars must have 

a written Parent Involvement Policy. This policy must be developed jointly with, 

approved by, and distributed to parents and the local community (Arce et al., 2005; Bird, 

2006; Simpson, LaCava, & Graner, 2004).  
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Schools have struggled to find the best way to attract parents to school (Anderson, 

2000). In addition, schools are now faced with a changing population, which makes this 

task of attracting parents even more difficult (Ramirez, 2003; Suarez-Orozco, 2000; 

Wong & Hughes, 2006). In view of the changes in demographics in the country, by the 

year 2010, twenty percent of school aged children will be children of recent immigrants, 

making immigrant children the fastest growing sector of the child population in the 

United States (Johns, 2001; Lopez, 2001; Suarez-Orozco, 2000).   

This new requirement may be a challenge in itself. As schools face this charge of 

involving parents in their children‘s academic life, they also face an increase in 

immigrant population with all the added demands of creating just, equitable and 

successful schools (Arce, Luna, Borjian, & Conrad, 2005; Cambron-McCabe & 

McCarthy, 2005; Mayers, 2006).   

Extensive research (Epstein, 2001; Ingram et al., 2007; Kim, 2002, Pong et al., 

2005; Price, 2008) has shown that all children benefit from the involvement of their 

parents in schools. Further research emphasized the notion that the impact of parental 

involvement in student achievement is also true for immigrant students or the children of 

immigrant parents (Ramirez, 2003; Suarez-Orozco, 2000; Wong & Hughes, 2006). 

Immigrant children in particular benefit when their parents become more knowledgeable 

about the school culture and expectations, curriculum, code of conduct, and how to 

navigate the educational system in general (Ramirez, 2003; Suarez-Orozco, 2000).  

Schools can focus on parental involvement as one of the factors that affect student 

achievement, since school intervention policies and programs can affect the amount and 

quality of parent involvement (Bird, 2006; Desimone, 1999; Grogan & Andrews, 2002; 
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Payne, 2004). Moreover, the influence of school leadership in the effectiveness in 

attracting parent involvement has been well documented (Henderson et al., 2007; Hill, 

2001; Hoerr, 2005; Ramirez, 2003). Thus the challenge was to identify the leadership 

behaviors of school principals that positively affect parent involvement and to identify 

how these behaviors and practices influence the participation of Latino immigrant parents 

and ultimately the achievement of their children. As Whitaker (2003) stressed, ―The 

difference between more effective principals and their less effective colleagues is not 

what they know. It is what they do‖ (p. 1). 

Purpose of the Study 

The purpose of this study was to explore the connection between the leadership 

behavior and actions of the school principal and the parent involvement of Latino 

immigrant parents. Thus this study specifically focused on leadership qualities and 

behaviors that led to active parent involvement of Latino immigrant parents. 

The study used a Critical Race Theory lens (Yosso, 2005; Marx, 2008), rather 

than LatCrit theory, since LatCrit concentrates more specifically on the resistance of 

Latinos to the established system (Solorzano & Bernal, 2001; Yosso, 2005). By using 

Critical Race Theory, the researcher will attempt to establish behaviors found in schools 

that encourage or discourage parent participation of Latino immigrants, and their 

response to the different strategies used by school personnel (Desimone, 1999). 

A qualitative case study approach was chosen to support the focus of the study. 

Three reasons for selecting a qualitative design are 1) the topic is nascent and will be 

approached from an interpretive perspective, with the purpose of understanding the 

process of parental involvement  (Merriam, 1998) and how it interacts with the leadership 
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behavior and actions of the principal, 2) this study calls for grounded theory, a theory that 

―is grounded in the data and emerges from them‖ (Merriam, 1998, p. 190), and following 

the interpretive research perspective (Merriam, 1998), it can be theory generating, 

building ―toward theory from observations and intuitive understandings gained in the 

field‖ (Merriam, p. 7); and 3) the purpose of the study is not to reach a generalization, but 

to understand a phenomenon in its context while using qualitative methods of data 

collection and interpretation (Yin, 2003). Furthermore, Brott (2002) stated that qualitative 

research should be seen as ―an in-depth, immersion experience into one‘s search for 

meaning‖ (p. 160). 

A case study is not a methodological choice, according to Stake (2006), but a 

choice of what is to be studied (p. 435). The case is specific, a ―bounded system‖ (Stake), 

and behaviors are patterned. This is supported by Hancock and Algozzine (2006),  when 

they explain that case studies are intensive analyses and descriptions of a single unit or 

system bounded by space and time (p. 11). Through case studies, researchers seek to gain 

deep understanding of situation and meaning for those involved (Hancock & Algozzine; 

Merriam, 2002; Stake, 2006). 

According to Merriam (1998), qualitative research covers several forms of inquiry 

that ―help us understand and explain the meaning of social phenomena with as little 

disruption of the natural setting as possible‖ (p. 5). Qualitative research lies with the idea 

that meaning is socially constructed by individuals in interaction with their world, and 

that there are multiple interpretations of reality. Qualitative researchers are interested in 

understanding those interpretations at a particular point in time and in a particular context 
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(Merriam 2002; Yin, 2003). Also, qualitative research first identifies the problem, from 

which questions arise that will lead the study. 

 

Research Questions 

 The following questions have emerged from the research of literature: 

1. How does principal behavior influence the participation of Latino 

immigrant parents?  

2. What are some of the strategies that encourage Latino immigrant parents 

to get involved in school? 

3. What are some of the ways in which Latino immigrant parents get 

involved in their children‘s school life? 

4. How has the school leader given voice to Latino immigrant parents? 

Limitations and Assumptions 

 Heppner and Heppner (2004) postulated that ―all studies have limitations‖ (p. 

340) and that no matter how diverse a sample; it will never be inclusive of everyone. It is 

important, however, to be aware of the limitations and to design the most rigorous study 

possible acknowledging these limitations (Heppner & Heppner).  

This study was limited by the geographical area studied and the design used by 

the researcher.  

1. This study was limited to one school in an urban school district in a 

Midwest state. 

2. This study was limited in design through the use of self reporting data 

during interviews from teachers and parents about their principal‘s 



 

11 

 

leadership style and communication practices, and limited to the 

availability of participants. 

3. This study was limited in design through the use of self reporting data 

from the school principal concerning his/her method of communication 

with Latino immigrant parents. 

4. The study was limited relative to the qualitative research skills and 

experience of the researcher. 

5. Researcher bias is assumed to be a limitation of the study. In order to 

address this bias, the researcher used triangulation of the review of data. 

Design Controls 

The design of the study involved a method of descriptive research that included 

concrete, rich description, as well as analysis and interpretation of data (Merriam, 1998, 

p. 234). Traditional qualitative studies present the findings as a rich, thick description and 

interpretation, using words to convey what the researcher has learned (Merriam, 2002). A 

qualitative description must have enough detail to show that the author‘s conclusion 

makes sense (Merriam; Yin, 2003). 

Internal validity examines how congruent the findings are with reality (Merriam, 

2002). Therefore qualitative researchers are the primary instruments for data collection 

and analysis; interpretations of reality are accessed directly through observations and 

interviews (p. 25). Since the researcher is closer to reality than if an instrument had been 

placed between the researcher and the phenomenon being studied, most agree that 

internal validity is considered a strength of qualitative research (Merriam, 2002). In order 
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to address internal validity, the researcher triangulated the data (Merriam, 1998, 2002) by 

conducting interviews and focus groups, observations and document analysis. 

A second strategy the researcher used to ensure internal validity was member 

checks (Merriam, 2002). During member checks, the researcher asks participants to 

review and comment on the representation of the data (p. 26), to ensure that the intent of 

the data was captured and interpreted accurately. If this was accomplished, participants 

should be able to recognize their experience in the researcher‘s interpretation or suggest 

changes to better capture their perspectives (p. 26). 

In order to address the researcher‘s biases and the limited experience in 

qualitative research, peer review was also used. Peer review is a strategy by which 

colleagues or committee members read and comment on the findings (Merriam 2002, p. 

26). The purpose of peer review is to have someone other than the researcher examine 

some of the raw data and assess whether the finding are plausible based on the data. 

Definition of Key Terms 

The following terms were considered important to this study. Definitions were 

provided to give readers an understanding of key concepts and to establish a critical 

common language (Bruffee, 1999). This common language allowed the reader to create 

knowledge and reach a deeper understanding of the study and its results. 

Accountability. Stecher and Kirby (2004) stated that, ―Accountability in education 

refers to the practice of holding educational systems responsible for the quality of their 

products –students‘ knowledge, skills, and behaviors‖ (p. 1). 

Adequate Yearly Progress (AYP). Under No Child Left Behind, each state has 

developed and implemented measurements for determining whether its schools and local 
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educational agencies (LEAs) are making adequate yearly progress (AYP). AYP is an 

individual state's measure of progress toward the goal of 100 percent of students 

achieving to state academic standards in at least reading/language arts and math. It sets 

the minimum level of proficiency that the state, its school districts, and schools must 

achieve each year on annual tests and related academic indicators.  (United States 

Department of Education website).  

Culture. It is the totality of socially transmitted behavior patterns, arts, beliefs, 

institutions, and all other products of human work and thought (Constantino, 2003; 

Henderson et al., 2007; Rooney, 2005). 

English Language Learner (ELL). ELL is used to refer to a minority student who 

is limited-English-proficient. This term is often preferred over limited-English-proficient 

(LEP) as it highlights accomplishments rather than deficits.  

Family Culture – This term refers to the shared values, behaviors and beliefs of a 

family unit. 

Giving Voice. Giving voice is the telling and hearing of stories of oppressed 

groups, thus empowering previously unacknowledged, silenced, and marginalized groups 

(Solorzano, Villapando, & Oseguera, 2005). 

Immigrant Parents – These are individuals who migrated from another country, 

usually for permanent residence, and whose children attend school in the United States. 

Language Minority - This phrase refers to students from non-English backgrounds 

or home environments. 

Language Proficiency – This term refers to the degree to which the student 

exhibits control over the use of language, including the measurement of expressive and 
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receptive language skills in the areas of phonology, syntax, vocabulary, and semantics 

and including the areas of pragmatics or language use within various domains or social 

circumstances. Proficiency in a language is judged independently and does not imply a 

lack of proficiency in another language.  

Latino – The term Latino is used to refer to a person of Hispanic, especially Latin-

American, descent, often one living in the United States. 

Leadership Behaviors and Actions – This refers to what leaders do and how they 

act in order to accomplish a goal.  

Limited English Proficient (LEP). This term, when used with respect to an 

individual, means a person who is aged 3 through 21, is enrolled or preparing to enroll in 

an elementary school or secondary school, and who was not born in the United States or 

whose native language is a language other than English (Department of Elementary and 

Secondary Education, State of Missouri). 

Mainstream Culture - In a broad sense, this term refers to the accepted culture of 

the majority group in society. In the case of the United States, this usually refers to white, 

middle class America (Henderson et al., 2007; Noguera, 2003; Price, 2008). 

Middle Class Culture - The middle class, in colloquial usage, consists of 

individual who have some economic independence and limited social influence or power. 

The term often encompasses merchants and professionals, academics, bureaucrats, and 

some farmers and skilled workers. In this paper it is parallel to mainstream culture. 

 Native Language. When used with reference to an individual of limited English 

proficiency, it means (a) the language normally used by such individual; or (b) in the case 
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of a child or youth, the language normally used by the parents of the child or youth. (No 

Child Left Behind Act, 2001, Title III Section 3301) 

 Parental Involvement. Any interaction between a parent and child that may 

contribute to the child‘s development or direct parent participation with a child‘s school 

in the interest of the child is considered parental involvement (Anderson, 2000). 

 Parental Involvement Plan - This is a plan that describes how the district or 

school will engage parents, and how it will help parents gain the knowledge and skills to 

be involved effectively in decisions about the program and in the schools (Henderson, 

2002). 

School Culture - This term reflects what organizational members care about, what 

they are willing to spend time doing, what and how they celebrate, what is important to 

the members of the school organization, and what they talk about and value (Constantino, 

2003).  

Title I School - Low-income schools that are eligible for extra resources under 

Title I of Elementary and Secondary Education Act (ESEA)/NCLB qualify as Title I 

schools, which means extra federal funding for the school (Stecher, Hamilton, & 

Gonzalez, 2003). 

Summary 

Research indicates that parental involvement in children‘s education has been 

associated with children‘s school success, including higher academic achievement, better 

behavior, lower absenteeism, and more positive attitudes toward school (Overstreet, 

Dvine, Bevans, & Efreom, 2005). Parent involvement is considered a wise social 

investment and addresses issues of equity and equal opportunity (Desimone, 1999). 
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The No Child Left Behind Act of 2001 has added accountability measures to 

schools throughout the country, one of which is parental involvement. Now educators 

must make a concerted effort to attract parents into their school life and activities, simply 

because it is good practice and positive for student success, and because the law is 

holding schools accountable for doing so.  

Attracting parents to schools has always been a challenge, especially in urban 

schools. Now, as schools face this charge of involving parents in their children‘s 

academic life, they also face an increase in immigrant population. This adds new 

demands for creating just, equitable, and successful schools (Arce et al., 2005; Cambron-

McCabe & McCarthy, 2005; Mayers, 2006).  As the demographics of American 

elementary and secondary schools change as a result of record-high immigration (Suarez-

Orozco, 2000), schools are starting to realize that new populations call for new ways of 

doing business. School leaders must determine the best ways to attract parents; at the 

same time that they may have to redefine their concept of what parent involvement means 

(Henderson et al., 2007; Hoerr, 2005). 

This study, developed through the lens of Critical Race Theory, attempted  to 

determine how a principal‘s actions and attitudes influence the involvement of Latino 

immigrant parents. It also sought to determine to which strategies Latino immigrant 

parents respond more positively, as well as their perception of parent involvement in the 

new society and culture where they live. 

An overview of the importance of parental involvement, the new legal 

requirements for schools, and an outline of Critical Race Theory was presented in 

Chapter One. Presented in Chapter Two is a review of the literature related to the study. 



 

17 

 

Delineated in Chapter Three is the research design, data analysis, and description of the 

population and sample. Included in Chapter Four are the results of the study, and finally 

in Chapter Five, a discussion of the findings, conclusions, and recommendations for 

future research are articulated. 

  



 

18 

 

CHAPTER TWO 

 

REVIEW OF RELATED LITERATURE 

 

                                                     Introduction 

As a result of a call for increased accountability in schools around the country, the 

United States Congress reviewed an existing education act, the Elementary and 

Secondary Education Act (ESEA) and redesigned it as the No Child Left Behind Act 

(NCLB) in December of 2001 (NCLB, 2001). NCLB focuses on the goal of making all 

students proficient in reading and mathematics and, as a result, closing the achievement 

gap between disadvantaged and minority students and their peers. NCLB embraces four 

key principles: greater accountability for student performance, increased local control, 

highly qualified teachers who use scientifically-based practices, and expanded options for 

parents. In addition, the drive for standards-based reform and accountability measures has 

been accompanied by a renewed focus upon school leadership (Harris, 2006).  

According to Stecher, Hamilton, and Gonzalez (2003), NCLB (2001) demands 

greater accountability in the form of increasing both annual goals for student achievement 

and incentives for schools and districts based on student achievement. NCLB requires 

that, by the year 2014, all students be proficient in reading and mathematics. Schools and 

districts must make adequate yearly progress (AYP) toward meeting these targets. 

Stecher et al. (2003) summarized the requirements and sanctions as follows: 

Although some of the act's strictest sanctions apply only to Title I schools 

(low-income schools that are eligible for extra resources under Title I of 

ESEA/NCLB), the major accountability provisions of NCLB affect all the 

nation's public K–12 schools, including charter schools. The law does not 

prescribe how schools are supposed to attain AYP, but it gives local 

educators responsibility for finding ways to do it. NCLB also establishes 

minimum standards for teacher quality (and for the qualifications of 

instructional aides) and mandates that schools use scientifically based 
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practices to promote student achievement. Finally, NCLB requires schools 

to inform parents annually about teacher qualifications and empowers 

parents of students in schools that repeatedly fail to make adequate 

progress to request supplemental educational services and to transfer their 

children to successful schools (p. 7). 

 

Embedded among these mandates, NCLB (2001) requires every school district 

that receives Title I funds and every school that receives Title I dollars to have a written 

Parent Involvement Policy developed jointly with, approved by, and distributed to 

parents and the local community (Arce, Luna, Borjian, & Conrad, 2005; Bird, 2006; 

Simpson, LaCava, & Graner, 2004). Title I is a section of the No Child Left Behind Act 

(2001) that provides federal dollars to help supplement educational opportunities for 

children who live in high poverty areas and are most at risk of failing to meet the state's 

challenging content and performance standards (NCLB, 2001). The activities 

incorporated in this plan, which include having a compact with the parents (Bird), must 

be geared toward improvement of student academic achievement and school 

performance.  

These parental compacts intend to clearly establish everyone‘s responsibilities in 

contributing to student progress. Under this new policy, schools are required to involve 

parents in discussions about how schools will help all children meet the state‘s content 

and student performance standards, changing the role of parents from participants to 

informed and empowered decision-makers (Bird, 2006; Lambert, 1998). This policy 

encourages home-school partnerships and intends to address family and student needs 

that impact learning. In order to follow this, schools must be specific in articulating how 

parents will be assured adequate and meaningful involvement (Bird, 2006; Henderson, 
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Mapp, Johnson, & Davies, 2007; Lambert, 1998; No Child Left Behind Act, 2001; 

Simpson, Lacava, & Graner, 2004; Payne, 2006).  

Consequently, in order to comply with this law, schools receiving Title I money 

are required to develop a partnership with parents and write a policy concerning parental 

involvement, and convene an annual meeting with parents to distribute the information. 

They must also discuss how Title I funds are distributed, involve parents in reviewing 

school programs, and provide materials and training to parents and school staff that will 

foster greater parental involvement (NCLB, 2001). This new requirement may be a 

challenge in itself. As schools face this charge of involving parents in their children‘s 

academic life, at the same time they face an increase in immigrant population with all the 

added demands of creating just, equitable, and successful schools (Arce et al., 2005, 

Cambron-McCabe & McCarthy, 2005; Mayers, 2006).   

The increase in immigrant population has an impact on the demographics of 

schools. According to the 2004 Limited English Proficient (LEP) Student Census of the 

Missouri Department of Elementary and Secondary Education (DESE), the number of 

LEP students has increased from 10,238 students in 1999 to 18,745 LEP students in 2004 

(Sengsavanh, 2005). The Forum on Child and Family Statistics (www.ChildStats.gov) 

reported that in the year 2006 approximately 17% of children in the United States had at 

least one foreign-born parent. Christenson (2004) noted that the percentage of children 

whose parents have less than a high school diploma is much higher among children with 

a foreign-born parent. 

Therefore, parent involvement is an advantageous policy to pursue, not only 

because it is required of schools by federal mandates, but also because it provides several 
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benefits: 1) it is a wise social investment, with a greater payoff than its cost, 2) it 

addresses issues of equity and equal opportunity, and 3) it is consistent with the strong 

belief that the primary responsibility for children lies with the parents (Desimone, 1999). 

Parent involvement is also a point of intervention that is easier to influence than other 

sources of inequality. Schools can focus on parental involvement as one of the factors 

that affect student achievement on which they can exert some influence, since school 

intervention policies and programs can affect the amount and quality of parent 

involvement (Bird, 2006; Desimone; Grogan & Andrews, 2002; Payne, 2004). 

This review of the literature was conducted to investigate the connection between 

leadership behaviors and parent participation through the frameworks of leadership 

theories, parental involvement, and Critical Race Theory. The researcher‘s goal was to 

identify the leadership behaviors and actions of school principals that positively affect 

parent involvement and to identify how these leadership behaviors and practices 

influence the participation of Latino immigrant parents and ultimately the achievement of 

their children as measured by AYP.  As Whitaker (2003) stressed, ―The difference 

between more effective principals and their less effective colleagues is not what they 

know. It is what they do‖ (p. 1).  

First, the different styles of leadership were discussed. Then the types of parental 

involvement were presented, and the connection between parent participation and student 

achievement in general was examined, as well as some of the factors that influenced 

parental involvement. Then the research focusing on immigrant parent participation and 

the differences among ethnic groups in the way they get involved in school were 

examined. Other factors, such as socio-economic status and race were also discussed, as 
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well as the influence that educators‘ perceptions have on parental involvement, 

specifically of minority parents. 

Critical Race Theory 

Critical Race Theory (CRT) is a framework that can be used to theorize, examine, 

and challenge the ways race and racism implicitly and explicitly impact on social 

structures, practices, and discourses (Yosso, 2005, p. 70). Marx (2008) explained that 

CRT attempts to elucidate that racism is a system of advantage based on race that 

privileges Whites at the same time that it disadvantages people of color (p. 31). CRT also 

considers racism to be pervasive and structurally endemic in American society (p. 31). 

Schools, which mirror the diversity, the strengths, and the weaknesses of this society, are 

likewise affected by racial inequality (Marx; Parker & Villapando, 2007). CRT is 

becoming an increasingly important tool to broaden and deepen the analysis of the 

racialized barriers erected for people of color (Solorzano et al., 2005, p. 274). 

History of Critical Race Theory 

 CRT originated in schools of law to examine and challenge the continuing 

significance of race and racism in the United States society (Yosso, Parker, Solorzano, & 

Lynn, 2004).  Matsuda, Lawrence, Delgado and Crenshaw (1993) and Solorzano and 

Delgado Bernal (2001) viewed critical race theory as ―the work of progressive legal 

scholars of color who are attempting to develop a jurisprudence that accounts for the role 

of racism in American law and that work toward the elimination of racism as part of a 

larger goal of eliminating all forms of subordination (Solorzano & Delgado Bernal, p. 

311). Critical race theory ―is grounded in the particulars of a social reality that is defined 

by our experiences and the collective historical experience of our communities of origin‖ 
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(Matsuda et al, 1993, p. 3). Additionally, Critical race theorists seek to respond to the 

immediate needs of the subordinated and oppressed (Matsuda et al., p. 3). 

 CRT in education explores the ways in which ―race-neutral‖ laws and institutional 

structures, practices, and policies perpetuate racial/ethnic educational inequality 

(Solorzano et al., 2001, p. 274). This framework emphasizes the importance of viewing 

policies and policy making within a proper historical and cultural context to deconstruct 

their racialized content (Bell, 1992; Crenshaw et al., 1995). It challenges dominant liberal 

ideas of color blindness and meritocracy and shows how these ideas operate to 

disadvantage people of color while further advantaging Whites (Delgado & Stefancic, 

2001). 

Central themes of CRT:  

 The body of literature on CRT has identified five central themes (Parker & 

Villapando, 2007; Solorzano et al., 2005; Yosso, 2005) that delineate critical implications 

for educational leadership: 

The centrality of race and racism. CRT acknowledges as its most basic premise 

that race and racism are a defining characteristic of American society, and therefore 

embedded in the structures, discourses, and policies that guide the daily practices of 

educational institutions. Race and racism are central constructs but also intersect with 

other components of one‘s identity, such as language, generation status, gender, 

sexuality, and class (Crenshaw, Gotanda, Peller, & Thomas, 1996;  Parker & Villapando, 

2007; Yosso, 2005). For people of color, each of these elements of one‘s identity can 

relate to other forms of subordination (Crenshaw et al., 1996), yet each dimension cannot 

fully explain the other. For example, language oppression by itself cannot account for 
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racial oppression nor can racial oppression alone account for class oppression (Solorzano 

et al., 2005, p. 275). 

The Challenge to Dominant Ideology. CRT challenges the traditional claims of 

educational institutions to objectivity, meritocracy, color blindness, race neutrality, and 

equal opportunity. This theoretical framework reveals how the dominant ideology of 

color blindness and race neutrality act as a camouflage for the self-interest, power, and 

privilege of dominant groups in American society (Bell, 1992; Lopez, 2001; Solorzano & 

Bernal, 2001; Yosso, 2005). 

A Commitment to Social Justice. CRT has a fundamental commitment to a social 

justice agenda that struggles to eliminate all forms of racial, gender, language, generation 

status, and class subordination (Matsuda, 1996; Solorzano et al., 2005; Yosso, 2005).  

A Centrality of Experiential Knowledge. CRT recognizes that the experiential 

knowledge of people of color is legitimate and critical to understanding racial 

subordination (Yosso, 2005). This experiential knowledge of people of color can be 

centered and viewed as a resource stemming directly from their lived experiences 

(Solorzano et al., 2005, p. 276). The experiential knowledge can come from storytelling, 

family history, biographies, scenarios, parables, chronicles, and narratives (Bell, 1987; 

Henderson et al., 2007; Ramirez, 2003; Solorzano & Delgado Bernal, 2001; Yosso, 

2005).  

A Transdiciplinary Perspective. CRT goes beyond disciplinary boundaries to 

analyze race and racism within both historical and contemporary contexts (Yosso, p. 74). 

It draws on scholarship from ethnic studies, women‘s studies, sociology, history, law, and 

other fields (Delgado & Stefancic, 2001; Solorzano et al., 2005; Yosso)  
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There are specific defining elements that form the basic assumptions, 

perspectives, research methods, and pedagogies of CRT (Matsuda et al., 1993; Solorzano 

& Delgado Bernal, 2001; Solorzano et al., 2005). These elements help to frame this 

examination of Latino parent involvement. Latina/Latino critical race theory (LatCrit) is 

similar to CRT, but addresses issues often ignored by critical race theorists, such as 

language, immigration, ethnicity, culture, accent, and surname. (Solorzano & Bernal, 

2001; Yosso, 2005) 

Latina/Latino critical race theory (LatCrit) 

  ―LatCrit is a theory that elucidates Latinas/Latinos‘ multidimensional identities 

and can address the intersection of racism, sexism, classism, and other forms of 

oppression (Solorzano & Bernal, 2001) p. 312). LatCrit emerges from the legal academy 

of the United States following a 1995 colloquium in Puerto Rico on Latina/o 

Communities and Critical Race Theory, ―LatCrit theory‖ is a relatively recent genre of 

critical ―outsider jurisprudence‖ - a category of contemporary scholarship including 

critical legal studies, feminist legal theory, critical race theory, critical race feminism, 

Asian American legal scholarship, and queer theory. This cumulative record has served 

as LatCrits' point of departure, and the basic goals since 1995 have been (1) to develop a 

critical, activist, and inter-disciplinary discourse on law and policy towards Latinas/os, 

and (2) to foster both the development of coalitional theory and practice as well as the 

accessibility of this knowledge to agents of social and legal transformation (LatCrit).  

LatCrit theorists intend to center Latinas/os' multiple internal diversities and to situate 

Latinas/os in larger inter-group frameworks, both domestically and globally, to promote 

social justice awareness, and activism (Chang & Fuller, 2000; Yosso, 2005). 

http://www.latcrit.org/
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 LatCrit theorizes about the ways in which the law and its structures, processes, 

and discourses affect people of color, especially the Latina/o communities (Johnson, 

2000). LatCrit theory is conceived as an antisubordination and antiessentialist project that 

attempts to link theory with practice, scholarship with teaching, and the academy with the 

community (Solorzano & Bernal, 2001). It is a framework that addresses racism and its 

oppressions beyond the Black/White binary (Yosso, 2005, p. 72), and discusses the 

importance of retaining Latina/os culture and resisting pressure to assimilate (Martinez, 

2000). One of the tasks for LatCrit is to challenge settled, exclusionary norms through 

counterstories in order to create more inclusive justice norms (Chang & Fuller, 2000). 

For the purposes of this study, the researcher used a Critical Race Theory lens 

(Yosso, 2005; Marx; 2008) rather than LatCrit theory, since LatCrit concentrates more 

specifically on the resistance of Latinos to the established system (Solorzano & Bernal, 

2001; Yosso, 2005). By using Critical Race Theory, the researcher attempted to establish 

behaviors found in schools that encourage or discourage parent participation of Latino 

immigrants, and how they respond to the different strategies used by school personnel 

(Desimone, 1999). LatCrit theory would be more appropriate if the researcher were 

investigating the resistance parents present to the educational system; however, that was 

not the focus of this investigation. 

Social Justice and Giving Voice 

Giving voice to marginalized people through storytelling is an essential 

component for CRT. This is the conduit to achieve social justice (Delgado & Stefancic, 

2001). The role of storytelling is to give recognition and acknowledgment to the 

experiences of people of color, as explained by Delgado and Stefancic. The authors 
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further explained CRT theorists rely on the perspective revealed through stories for 

people to improve understanding of how Americans view race. Compelling stories can be 

very helpful in order to understand what life is like for those who are marginalized. Thus 

the stories give voice to those marginalized groups (Delgado & Stefancic).  

CRT contends that people of color have a unique voice in racial matters because 

of their social position and experiences with oppression. The accepted histories that have 

caused prejudices to be embedded have resulted in people being marginalized (Delgado 

& Stefancic, 2001). Advancing these themes, CRT draws from many fields of study 

including history, philosophy, law, anthropology, sociology, economics, and political 

science to analyze the complexities of race relations and encourage change. 

A major component of Critical Race Theory is storytelling. Delgado (1998) and 

Tate (2005) asserted storytelling allows marginalized groups to express their experience 

outside of the dominant world view. This allows them to challenge the status quo by 

constructing their own reality (Hall, 2007). Critical Race Theory which emphasizes the 

power of storytelling to reduce alienation of marginalized groups who find themselves 

invisible and silent.  

Delgado and Stefancic (2001) further contended stories provide a powerful 

function for minorities. According to the authors, ―Stories can name a type of 

discrimination; once named can be combated‖ (p. 43). Moreover, storytelling has the 

power to reduce alienation of marginalized groups who find themselves invisible and 

silent. Giving voice, therefore, is an essential step in achieving social justice. 

CRT is a theoretical construct that emphasizes the use of voice. Many of the 

earlier CRT approaches were addressed in black versus white terms. Soon after, the 
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concept expanded to include other  races. Yosso (2005) alleged that ―women and people 

of color who felt their gendered, classed, sexual, immigrant and language experiences 

and histories were being silenced‖ were included in the new CRT movement (p. 72). For 

example, Latina/o critical race (LatCrit) theory extended critical race discussions to 

address the layers of racialized subordination that include Chicana/o, Latina/o 

experiences (Delgado, 2002; Montoya, 1994; Yosso, 1998). LatCrit scholars asserted that 

racism, sexism and classism are experienced within other layers of subordination based 

on immigration status, sexuality, culture, language, accent and surname (Delgado, 2002; 

Montoya, 1994; Yosso, 1998). CRT was also used to expose white privilege and the 

challenges of racism. 

Critical race theory challenges dominant culture ideas and ideologies by utilizing 

the voice of the marginalized, in the form of storytelling, to examine ideas and ideologies 

through the experiences of the oppressed (Yosso, 1998). This allows participants to use 

their version of the phenomenon which adds a different perspective and understanding of 

the event. 

Parent Involvement 

As a result of new accountability measures established mainly by government 

mandates like No Child Left Behind Act (2001), schools across the nation are tackling the 

issue of parental involvement as a means to increase student achievement, and it has 

become a topic of major interest for researchers (Carvalho, 2001; Ramirez, 2003; 

Stewart, 2008). A vast body of research suggests that student academic success increases, 

attendance and attitude toward school improve, as well as classroom behavior when 

parents are included in the education of their children (Bird, 2006; Epstein, 2001; Hill, 
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2001; Koonce & Harper, 2005 Lopez, Scribner, Mahitivanichcha, 2001; Ramirez, 2003; 

Stewart, 2008). 

Parental involvement is not just schools implementing programs to include more 

parents in the life of the school, but a combination of participation and commitment to the 

school and to their children, not only on the part of parents, but also the community 

around the school (Ingram, Wolfe, & Lieberman, 2007; Henderson et al., 2007; Price, 

2008; Ramirez, 2003). ―Parental involvement has been defined as ‗any interaction 

between a parent and child that may contribute to the child‘s development or direct parent 

participation with a child‘s school in the interest of the child‖ (Anderson, 2000, p.61). 

Epstein (2002), Henderson et al. (2007), and Heystek (2003) described this as school-

family partnerships, where the goal is to link the home and the school more closely. 

Epstein argued that the family and school could be brought closer together through 

school-family partnerships, discussing the theory of ―overlapping spheres of influence‖ 

(p. 9): 

In a partnership, teachers and administrators create more family-like 

schools. A family-like school recognizes each child‘s individuality and 

makes each child feel special and included. Family-like schools welcome 

all families, not just those that are easy to reach. In a partnership, parents 

create more school-like families. A school-like family recognizes that each 

child is also a student. Families reinforce the importance of school, 

homework, and activities that build student skills and feelings of success. 

Communities… create school-like opportunities, events, and programs 

that reinforce, recognize and reward students for good progress, creativity, 

contributions and excellence. Communities also create family-type 

settings, services, and events to enable families to better support their 

children (Epstein, 2002, p.9). 

 

This model of school, family, and community partnerships places the students at 

the center, making them the main actors in their education, development, and success in 

school (Constantino, 2003; Epstein, 2001; Henderson et al., 2007). These partnerships are 
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created to engage, guide, and motivate students to manage their own successes and are 

based on the premise that the family is the primary educating structure for children. 

Therefore, schools and parents must cooperate closely when the education of children is 

at stake (Bryk & Schneider, 2003; Epstein; Garcia Coll et al., 2002; Henderson et al., 

2007; Lambert, 1998; Ramirez, 2003). 

Buttressing this and supporting the notion that parent participation has different 

manifestations, Overstreet, Dvine, Bevans, and Efreom, (2005) categorized parental 

involvement into three types: school involvement, cognitive participation, and personal 

involvement. School involvement refers to participation in activities at school and at 

home. Cognitive participation takes place when a parent exposes the child to 

intellectually stimulating activities. Personal involvement refers to knowing about what is 

going on with the child at school (p. 101).  

Along the same venue as Overstreet et al. (2005), the research conducted by 

Epstein et al. (2002) and Ingram et al. (2007) discussed six major types of involvement. 

These types occur in different places, require different materials and processes, and lead 

to different outcomes. 

Type 1: Parenting. This refers to the responsibilities of families to ensure that 

their children will be safe and healthy and will be prepared for school. It also refers to the 

need to supervise, guide, and discipline children and the need to build positive home 

conditions that support school learning and behavior (p. 44). 

Type 2: Communicating. It refers to school-to-home and home-to-school 

communications about school and classroom programs and children‘s progress. Two-way 
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communications by teachers and families increase understanding and cooperation 

between school and home (p. 47). 

Type 3: Volunteering. This type refers to parent volunteers who assist teachers, 

administrators, and children in classrooms. It also refers to parents who attend student 

performances and events, or who attend workshops for their own education. Volunteering 

activities enable families to share their time and talents to support the school, teachers, 

and students (p. 51). 

Type 4: Learning at home refers to activities parents engage in to assist their 

children at home or learning activities related with the children‘s school work. These 

activities increase teacher-parent communications and parent-child discussions at home 

through reviewing student work, practicing skills, monitoring and discussing homework, 

and conducting other academic and curricular activities (p. 55). 

Type 5: Decision making refers to parents‘ taking decision-making roles in school 

organizations, like parent associations, advisory councils, or other committees at the 

school, district, or state level. These activities enable families to participate in decisions 

about school programs that affect their own and other children (p. 59). 

Type 6: Collaborating with the community activities encourage the cooperation of 

schools, families, and community groups. The connections must be mutually beneficial, 

understanding that communities, like families and schools, can play significant roles in 

education and in the development and well-being of students (p. 63).  

This list of parent involvement types demonstrates clearly how there is not one 

particular practice that constitutes parental involvement (Auerbach, 2006; Constantino, 

2003; Hill, 2001; Garcia Coll et al., 2002; Lindeman, 2001; Ramirez, 2003). On the 
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contrary, there is a wide range of ways for parents and teachers to work together in order 

to improve children‘s education. There is also a wide range of outcomes that will result 

from the different types of parental involvement. One of those outcomes is increased 

student achievement as well as better behavior, lower absenteeism, and more positive 

attitudes toward school.  (Auerbach et al., 2006; Bryk & Schneider, 2003; Epstein, 2001; 

Hill, 2001; Kim, 2002; Payne, 1996; Pong et al., 2005; Ramirez, 2003; Stewart, 2008; 

Tam & Heng, 2005; Weiss et al., 2003 ). These results can also be divided into three 

groups, as noted by Epstein: parent outcomes, student outcomes, and teacher outcomes. 

Parent Outcomes refers to self-confidence in parenting, knowledge of child 

development, interaction with teachers; monitoring student progress, and increased 

interaction with the child as student at home. Student outcomes are expressed as respect 

for parent, homework completion, increased learning skills as a result of more individual 

attention, and awareness of the importance of school. Finally, teacher outcomes reflect 

understanding of family culture, awareness of parent interest, respect and appreciation of 

parents‘ time, increased and improved interaction with parents, awareness of parent 

perspectives, etc. (p. 194-199). As the discussion regarding parental involvement 

continues, and moves to the center of educational conversation, it is important to 

recognize that parent involvement has become a formal component of school, and it is 

guided by formal organizational standards.   

Standards for Parent Involvement 

Although ―parental involvement has been shown to play a part in fostering 

children‘s cognitive growth and academic success‖ (Anderson, 2000, p. 61), schools still 

struggle to find the best way to attract parents to school. In an attempt to address this 
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challenge, most schools organize parents in groups commonly known as Parent Teacher 

Association (PTA) or School Advisory Committee (SAC). National PTA is the name 

adopted by the nationwide parent organization, which provides guidance and resources to 

parents and schools. In 1997, National PTA set standards for parent and family 

involvement programs (Blankstein, 2004; Parent Teacher Association). These National 

Standards for Parent/Family Involvement Programs were developed upon more than 30 

years of research and 100 years of practice and in collaboration with parent involvement 

researchers and other national leaders. Nearly 100 professional education and 

parent/family involvement organizations, state departments of education, colleges of 

teacher education, and school districts endorse them. The standards clearly delineate 

those practices that have been shown to lead to success and high-quality parent 

involvement programs (Parent Teacher Association). 

The six standards or guiding principles identified by National PTA align with the 

types of parent participation discussed by Epstein (2002): 1) Communicating refers to 

communication between home and school that  is regular, two-way, and meaningful (p. 

47); 2) Parenting  activities increase families‘ understanding of their children‘s growth 

and development. This standard discusses parenting skills that are promoted and 

supported (p. 44); 3) Student learning  at home, assisted by parents, who play an integral 

role in assisting student learning, provide information to families about the academic 

work students do in class (p. 55); 4) Volunteering activities enable families to share their 

time and talents with the school. Parents are welcome in the school, and their support and 

assistance are sought (p. 51); 5) School decision making and advocacy activities enable 

families to participate in decisions about school programs that affect children, making 
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parents full partners in the decisions that affect children and families (p. 59); and 6) 

Collaborating with community encourages the cooperation of schools, families, and 

community groups (p. 63), where community resources are used to strengthen schools, 

families, and student learning. 

The purposes of these standards are (1) to promote meaningful parent and family 

participation, (2) to raise awareness regarding the components of effective programs, and 

(3) to provide guidelines for schools in order to improve their programs (Parent Teacher 

Association). In an effort to provide a context for the application of these standards, the 

National PTA stated that these standards should be implemented together ―so that they 

have a synergistic effect, each multiplying the effects of the others‖ (National PTA, 2000, 

p. 23).  

Unquestionably, such pressing issues of parental involvement and its impact on 

student achievement must be addressed directly by today‘s educational leaders. These 

new challenges in education will require skills from school leaders that were not 

discussed or practiced by leadership models of the past (Henderson, Mapp, Johnson, & 

Davies, 2007, p. 114). For these reasons, it is now crucial that educational leaders possess 

the leadership skills required to recognize, analyze, adapt, and seek solutions to situations 

that were not an issue before, to identify shared goals and a shared sense of direction. 

Along these lines, Elmore (2000) asserted, ―If public schools survive, leaders will look 

very different from the way they presently look, both in who leads and what these leaders 

do‖ (p. 3). Consequently, it is necessary to stress the importance of leadership in securing 

and sustaining improvement in schools (Elmore, 2000; Harris, 2004; Muijs & Harris, 

2003; Stetcher & Kirby, 2004; Stoll & Fink, 2003) under the new circumstances imposed 
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by new mandates and changing populations. It is clear that effective leaders exercise an 

indirect but powerful influence on the effectiveness of the school and on the achievement 

of students (Leithwood, Jantzy, & Steinbach, 2000). In summary, the impact of 

leadership upon school effectiveness and school improvement is significant (Harris, 

2004), and leadership behaviors that improve school effectiveness must be identified.  

Leadership and School Culture 

Many authors have explored the definition of leadership, and most agree that 

defining leadership presents a challenge (Banks, 2000; Burns, 2007; Davies, 2006; Hoerr, 

2005; Leithwood et al., 2000; Reeves, 2006; Yukl, 2006). Yukl, however, discerned a 

common thread across definitions, where they reflect the assumption that it involves a 

social influence by one person or group over other people or groups to structure the 

activities and relationships in an organization. Therefore, since influence seems to be a 

necessary ingredient in the definition of leadership, then most of the variation in 

leadership types can be accounted for by differences in who exerts influence, the nature 

of that influence, the purpose for the exercise of influence and its outcomes (Leithwood 

et al., p. 6). Davies studied the topic of leadership and concluded that it is about 

―direction setting and inspiring others to make the journey to a new and improved state 

for the school‖ (p. 2), and that it cannot be set in isolation but in the context of the whole 

organization and society. One way to consider an organization as a whole is to look at 

that organization‘s culture, since culture encompasses the values of a group and the 

context for everything that takes place (Constantino, 2003; Lambert, 1998; Reeves, 2007; 

Rooney, 2005).  

 



 

36 

 

School Culture 

One of the primary functions of a school leader should be to create, promote, and 

maintain a healthy and successful organization (Leithwood &Duke, 1999; Lencioni, 

2002; Hill, 2003; Yukl, 2006). Ogawa and Bossert (1995) pointed out the assumption that 

leaders operate within organizational cultures, and affect how other participants interpret 

organizational vents and therefore influence how they behave (p. 229). School 

administrators lead by shaping the cultures of their school and affect the meaning that 

participants attach to organizational events (Bolman & Deal, 1997; Ogawa & Bossert). 

School climate, or environment, is a comprehensive structure made of the culture, 

physical environment, organizational structure, social relationships, and individual 

behavior. ―The culture reflects the organization‘s values and beliefs, rituals, philosophy, 

norms of interaction, and expectations about the way things are done. The culture defines 

what is or is not possible within the organization‖ (Kaplan & Evans, 1997, p.1). 

Culture has been defined as the attitudes and beliefs of those inside the school 

environment and outside the school, or the external environment, and it reflects the 

organization‘s values, rituals, norms of interaction, and expectations, in short, the context 

in which everything else takes place (Constantino, 2003; Kaplan & Evans, 1997, 

Lambert, 1998; Loukas, 2007; Martin, 2002; Reeves, 2007; Rooney, 2005). People in a 

school with a wholesome culture know what the beliefs are and what the direction of the 

school is.  

Therefore, one of the salient aspects of leadership is having the capacity to 

establish a healthy organizational culture. Culture also includes the relationships between 

persons in the school, and the ―attitude and belief are core issues in the success of any 
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school‖ (Constantino, p. 11). ―In the culture of a school, caring connections, positive 

behavioral supports, and social and emotional learning are essential‖ (Osher & 

Fleischman, 2005, p. 84). Bryk and Schneider (2003) supported this idea of relationships 

by stating that an interrelated set of mutual dependencies are embedded within the social 

exchanges in any school community (p.40). Regardless of how much formal power any 

one person has in a school community, ―all participants remain dependent on others to 

achieve desired outcomes and feel empowered by their efforts‖ (p.40). One important 

aspect to organizational success is the need for decisions affecting students to be made 

collaboratively, and to be successful, collaborative efforts must include persons and 

organizations beyond the walls of the school (Bird, 2006; Beyer & Ruhl-Smith, 1998; 

Ingram et al., 2007; Lambert, 1998; Leithwood et al., 2000; Novak, 2006; Smith & 

Reynolds, 1998) 

When looking at leadership styles and their influence on school effectiveness and 

parent participation, leaders should also look at how those leadership styles affect school 

culture and, as a consequence, parent participation (Gruenert, 2008). Gruenert stated that 

―Everything around you, including what you see, hear, feel, and smell, are all artifacts of 

the culture‖ (p. 58). This is why effective school leaders pay attention, not only to the 

way they communicate with parents, but also to the physical environment of the school. 

Is it inviting? Is it welcoming of all parents? (Blankstein, 2004; Garrett, 2008; Gruenert; 

Hoerr, 2005, Loukas, 2007). ―Perhaps all that school leaders can do is attempt to create 

optimal conditions for staff and remain vigilant over those aspects that may sabotage 

their efforts‖ (Gruenert, p. 59). Again, this is probably true of creating optimal conditions 

for students and parents as well. Successful urban schools support connection by reaching 



 

38 

 

out to students and families in a caring and respectful manner (Larson & Ovando, 2000; 

Lencioni, 2002; Katzenbach & Smith, 1993; Lambert, 1998). In such schools, you often 

see the principal standing outside the school greeting students and parents each morning 

and teachers collaborating to ensure that all students have an adult who advocates for 

them and cares about them (Garrett, 2008; Hoerr, 2005; Osher & Fleischman, 2005). 

When we start thinking about schools as more than administration, staff, and students, 

extending the concept to include parents, the culture of the school embraces all interested 

partners and enriches its potential (Lambert, 1998, p.84). 

Constantino (2003) and Ingram et al. (2007) supported this notion that 

relationships in school refer not only to school personnel and students, but also to parents 

and the community at large, and that these relationships are created and manipulated by 

the people within the school. It then makes sense to think that school leaders must create 

positive school cultures in which students can thrive if the goal is that they do better in 

school. ―A positive school culture cannot be developed if the vision of the school does 

not include engaged families‖ (p. 11).  

The strength in understanding and supporting the notion of positive school 

cultures is based on the inclusion of those outside of the school: the parents and other 

stakeholders (Bryk & Schneider, 2003; Constantino, 2003). Creating a sense of belonging 

and of shared leadership is a vital ingredient in the creation of a positive culture, along 

with respect (Larson & Ovando, 2000; Lencioni, 2002; Katzenbach & Smith, 1993; 

Lambert, 1998). Therefore school leaders should be reflecting on how their school culture 

addresses those stakeholders, and whether the beliefs and values of the school include the 
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parents, their needs, and their cultural capital and expertise (Blankstein, 2004; 

deCarvalho, 2001; Harris, 2004; Henderson et al., 2007; Lambert, 1998; Yosso, 2005).   

Carvalho (2001) describes cultural capital as ―power, social energy accumulated 

and appropriated as labor‖ (p. 70). Cultural capital presents itself in three forms: 1) its 

fundamental form, as dispositions of the mind and body; 2) in the objectified state, as 

cultural goods (pictures, books, instruments, and machines; and 3) in the institutionalized 

state, as educational qualifications (p. 71). All of these representations of cultural capital 

can be equated with representations of parental involvement. Cultural capital gives 

people resources, such as knowing how schools are organized, having a sense of 

entitlement to talk with teachers, having transportation to get to the school, and 

understanding the language that educators use (Henderson et al, 2007, p. 139). It seems 

fair to say that middle class families will naturally have more cultural capital, and 

therefore will have more easy access to schools and seem more involved. As Reeves 

(2007) emphasized, ―Meaningful school improvement begins with cultural change—and 

cultural change begins with the school leader‖ (p. 94).  

Leadership 

Conceptually Yukl (2006) categorized leadership theories into four groups: (1) an 

intra-individual process, (2) a dyadic process, (3) a group process, and (4) an 

organizational process (p.15).  These categories delineate different applications of 

leadership depending on the subject and the situation, which is what Leithwood et al. 

(2000) stressed when they said that ―productive leadership depends heavily on its fit with 

the social and organizational context in which it is exercised (p.3). This expansive 

concept of leadership was supported by Patton (1997) who stated that ―a leader should 
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have the knowledge of his or her organization development by acquiring abilities in 

organizational change, communication, problem solving, conflict resolution, 

development of teamwork, human resources, shaping organizational culture and learning, 

and developing an organizational mission‖ (p. 103).  

Contemporary educational reform stresses the relationship between leadership and 

school improvement and the influence that effective leaders exercise on the effectiveness 

of the school and the achievement of students (Cambron-McCabe & McCarthy, 2005; 

Harris, 2004, 2006; Leithwood, & Jantzi, 2000, Wallace, 2002). Leadership involves an 

influence process focused on facilitating the performance of a collective task. Leadership 

effectiveness is measured in terms of the effect on followers and stakeholders (Burns, 

2007; Reeves, 2006; Yukl, 2006). Therefore, the purpose of leadership is to move an 

organization forward. It is important for a leader to recognize the significance of the 

skills needed to establish and promote a shared vision in order to set direction and 

establish goals (Bolman & Deal, 1997; Hoerr, 2005; Leithwood, Jantzi, & Steinbach, 

2000; Marshall & Gerstl-Pepin, 2005; Morgan, 1998; Nonaka & Takeuchi, 1995; Grogan 

& Andrews, 2002). This was very well established by Bolman and Deal, who stated that 

―Effective leaders help establish a vision, set standards for performance, and create focus 

and direction for collective efforts‖ (p. 297). This was buttressed by Cambron-McCabe 

and McCarthy (2005) who added that ―a school leader‘s role is developing and 

maintaining a clear focus on a core purpose embedded in student learning‖ (p. 209).  

On this same note, Yukl (2006) emphasized that vision ―should appeal to the 

values, hope, and ideals of organization members and other stakeholders (p. 295) which 

was discussed as culture before. This is an important concept for school leaders to keep 
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in mind when crafting, implementing, and communicating this vision. School leaders, 

just as any other organizational leader, should always be reassessing who their 

stakeholders are as populations evolve and be willing to change as needs change 

(Cambron-McCabe & McCarthy, 2005; Evans, 2007; Grogan &Andrews, 2002; Henze et 

al., 2000). This leads to leadership committed to social justice (Brown, 2006; Foster, 

2004; Marshall & Gerstl-Pepin, 2005) 

In consideration, leaders should always be ready to adapt their actions to the new 

situations they may face. This is particularly important in light of the changes in the 

school population that were mentioned before. As Marshall and Gerstl-Pepin (2005) 

expertly stated: ―Politicians, leaders and educators need to recognize when it is time to re 

frame. When the situation has changed tremendously,… when a way of doing things just 

keeps on not working,… when marginal voices have been ignored in previous policy 

formulation‖ (p.267). This was supported by Leithwood, Jantzi, and Steinbach (2000), 

who affirmed that ―productive leadership depends heavily on its fit with the social and 

organizational context in which it is exercised‖ (p. 3).  

The question then arises here regarding what type of leader is more prone to 

making the appropriate changes in order to adjust to population changes in their schools. 

As stated above, with new populations, new needs develop, and a visionary and effective 

leader will know to act accordingly. What type of leader is that? What attitudes and 

behaviors does such a leader have? More specifically for the purposes of this research, 

what  actions and attitudes on the part of the leader attract Latino immigrant parents to 

participate in their children‘s schools?  
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Leadership Styles 

 As mentioned above, Leithwood et al. (2000) affirmed that once it is agreed that 

the common component of all leadership definitions contain the core component of 

influence (Yukl, 2006), most of the variations in leadership styles are determined by who 

exerts the influence, the nature of the influence, and its outcomes (p. 6) Several forms of 

leadership have been researched for the purpose of this study: 

Invitational Leadership has been defined as the effort on the part of an 

educational leader to create a total school environment that appreciates individuals‘ 

uniqueness and attempts to fulfill their potential in an open and accepting way. 

Invitational leadership is based on trust, care, and respect, and the belief that other 

people‘s input is valuable and enriching (Novak, 2006). Burns (2007) stated that the 

―invitational leadership model seeks to invite all interested stakeholders to succeed‖ (p. 

49). This model shifts from emphasizing control to one that focuses on cooperation and 

communication (Burns, 2007; Novak, 2006; Purkey, 1992) 

Novak (2006) defined invitational leadership as an ―attempt to focus an 

educator‘s desires, understandings and actions in order to create a total school 

environment that appreciates individuals‘ uniqueness and calls forth their potential‖ (p. 

44). Invitational leaders encourage and support, and they work from a theory of practice 

and assumptions about what matters in education. Similar to transformational leadership, 

the goal of invitational leaders is to summon people to realize their intellectual, 

emotional, and creative potential (Fink, 1998; Novak). Novak pointed out four 

foundations that support invitational leadership: 
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 The democratic ethos: the idea that all people matter and have a right to 

participate meaningfully in the rules that regulate their lives (p. 45); 

 The perceptual tradition: a psychological perspective that focuses on how 

things are seen from the point of view of the person (p. 45); 

 The self concept theory: a viewpoint based in the perceptual tradition that 

all people are internally motivated to maintain and enhance their 

perception of who they are and how they fit into the world (p. 45); 

 The goal of educational living: an ideal that aims to have people able to 

understand and improve their individual and collective experiences (p. 

45). 

Burns (2007) described four assumptions of invitational leadership as examples of 

characteristics found in invitational leaders. These assumptions are respect, the 

assumption that people are valuable and should be treated in ways that acknowledge their 

worth and abilities; trust, the belief that education is a collaborative activity; optimism, 

the conviction that people possess unlimited potential; and finally intentionality, 

understanding that an inviting environment and inviting people enhance the possibility of 

realizing human potential (p.50). 

Invitational leadership operates under the assumption that calling forth 

participation is worthwhile and meaningful, and invitational leaders use the resource of 

invitation. An invitation is defined as ―the summary of the content of messages 

communicated verbally, non-verbally, formally and informally through people, places, 

policies, programmes and processes‖ (Novak, 2006, p. 46). By doing this, the message 

received is that people are valuable and responsible, and act accordingly, feeling 
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motivated to participate and get involved. Invitational schools pay attention to 

interactions among all stakeholders, staff, parents, and community members, with the 

goal of developing a strong learning community (Ingram et al., 2007; Novak, 2006; 

Rowland, 2002). ―Invitational Leadership provides a model that engages participants in 

construing change that occurs within the person‘s construct system‖ (Rowland, 2002, p. 

290). 

Transformational Leadership.  The most fully developed model of 

transformational leadership in schools has been provided by Leithwood, Jantzi, and 

Steinbach (2000) and Leithwood and Jantzi (2006).  This model conceptualizes 

transformational leadership along seven dimensions: building school vision; establishing 

school goals; providing intellectual stimulation; offering individualized support; 

modeling best practices and organizational values; demonstrating high performance 

expectations; creating a productive school  culture; and developing structures to foster 

participation in school decisions (Leithwood et al., 2000,  p. 9). The goal of 

transformational leaders is to inspire and guide others to find a higher purpose for their 

performance, focusing on the good and improvement of the organization above their own 

personal gain (Leithwood et al.; Jablonski, 2000; Yukl, 2006). A critical aspect of 

transformational leadership is helping others to develop a sense of purpose or a vision, so 

that they can see beyond their specific tasks and concentrate on achieving the ―big 

picture‖ or higher purpose. Leithwood and Jantzi (2006) explained this by saying ―All 

transformational approaches to leadership emphasize emotions and values, and share in 

common the fundamental aim of fostering capacity development and higher levels of 

personal commitment to organizational goals on the part of leaders‘ colleagues‖ (p. 31). 
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By achieving this higher level of commitment and involvement, people find meaning in 

their work and feel more involved and more influential in what they do, they feel 

intellectually stimulated and supported at the same time (Leithwood & Jantzi, 2006; 

Yukl, 2006). ―Transformational leaders make followers more aware of the importance 

and value of the work and induce followers to transcend self-interest for the sake of the 

organization‖ (Yukl, 2006, p.267). This is not limited to the staff, but extends to students 

and parents. 

Distributed Leadership. This type of leadership has become increasingly popular 

(Harris, 2004; Maxcy & Nguyen, 2006; Spillane, Halverson and Diamond, 2004). Most 

researchers think about distributed leadership as ―leadership of the many rather than the 

few … concentrates on engaging expertise wherever it exists within the organization 

rather than seeking this …through formal position or role‖ (Harris, p. 13). It is a form of 

collective leadership, which gives the opportunity to every person in an organization to 

act as a leader (Elmore, 2000; Harris; Scribner, 2004). Distributed leadership means 

multiple sources of guidance and direction, following the outlines of expertise in an 

organization, made coherent through a common culture. It is a network of interacting 

individuals, a form of concerted action, a practice distributed over leaders and followers 

(Gronn, 2000; Harris, 2006; Spillane et al., 2004). It implies a social distribution of 

leadership where the leadership function is stretched over the work of a number of 

individuals where the leadership task is accomplished through the interaction of multiple 

leaders (Lambert, 1998; Spillane et al., 2004).  

Elmore (2000) condensed this by saying that distributed leadership means 

―multiple sources of guidance and direction, following the contours of expertise in an 
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organization, made coherent through a common culture… it is glue of a common task or 

goal –improvement of instruction- and a common frame of values for how to approach 

that task‖ ( p. 15). It maximizes the human capacity within the organization, since 

everyone is encouraged to participate, and it is ―based on trust, as well as the certain 

knowledge that no single leader possesses the knowledge, skills, and talent to lead an 

organization‖ (Reeves, 2006, p. 28), therefore the need for everyone‘s participation and 

for developing trust among stakeholders and leaders (Henderson et al., 2007; Lambert, 

1998; Lencioni, 2002; Katzenbach & Smith, 1993). 

Gronn (2000) makes a distinction between two forms of distributed leadership: 

additive and holistic. The additive form is concerned mainly with the dispersal of tasks 

among participants. The holistic form focuses on the interdependence of those providing 

leadership. The combination of both assumes a high degree of involvement in the process 

of leadership and the mutual interdependence of those undertaking the leading (Harris, 

2006, p. 166). 

Strategic Leadership. Strategic leadership is a key component in the effective 

development of schools. It is mainly concerned with direction setting, which includes 

understanding the history and current situation of an institution (Davies & Davies, 2006; 

Leithwood & Jantzi, 2006). Strategic leaders translate strategy into action and align the 

people and the organization to the strategy (Bossi, 2008; Davies & Davies, 2006). Davies 

and Davies defined strategy as ―translating the vision and moral purpose into action‖  (p. 

13). In order to do this, it is necessary to build a common understanding of the 

organization‘s possibilities, broadening people‘s perspectives and experiences and 

creating a shared mental map of the future.  A strategic leader also defines desired 
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outcomes and aligns the strategies to these outcomes. A strategic leader builds 

relationships (Bossi). This leadership style is similar to transformational leadership in that 

in this process of change, not only does the current status of an organization and its 

outcomes change, but also its culture and behavior in the process (Davies & Davies). 

Strategic leaders also develop strategic conversations, and these conversations lead to 

greater knowledge of the organization and increased participation. This also increases 

their understanding of themselves, their school, and the school community (Davies & 

Davies, 2006). 

Ethical Leadership. Ethical leadership involves taking into account the intrinsic 

humanity of other people, and considering what the appropriate and humanly ethical 

thing to do may be using a certain level of respect with which humans deserve to be 

treated (Bates, 2006;  Morgan, 2005;Starratt, 2006; Yukl, 2006). An educational leader 

has the added responsibility of acting as a public servant and, as such, must seek the 

common good and provide certain services to the public. Moreover, an educational leader 

has the responsibility of ensuring that the teaching and learning taking place in the 

classroom is of a high level of ethical performance (Starratt, p. 63).  

Ethical leadership is grounded in deep philosophical questions about the purpose 

of education and schools, and creates a vision of schooling that is not only tied 

exclusively to test scores and academic achievement, but also to values for developing a 

sense of self-worth and community connections among all stakeholders (Morgan, 2005, 

p. 270). This ethical behavior is demonstrated in different practices such as hiring, 

evaluation, and professional development programs that guarantee that teachers teach the 

curriculum and enable students to access knowledge that has a purposeful application and 



 

48 

 

take into account student needs, learning styles, and backgrounds (Starratt;Yukl, 2006). 

Leaders can encourage others ―to engage in careful ethical reasoning about the 

consequences of decisions and actions made in their institutional roles by asking the right 

questions and inviting both formal and informal response‖ (Smith & Reynolds, p.30). 

This becomes very important for disadvantaged students, such as special needs or second 

language learners, since the organizational structures can either promote or curtail the 

integrity of the core work of the school, benefitting some students and working against 

others.  An ethical leader can affect this process so that more students have a better 

chance of succeeding in school (Bates, 2006; Starratt, 2006; Smith & Reynolds).  

Within ethical leadership, a distinction between transactional ethic and 

transformational ethics can be made (Yukl, 2006). Transformational ethics calls for the 

leader to inspire students and teachers to reach beyond their personal interests in search 

of a higher good. Transactional ethics focuses on some kind of exchange, where the 

leader is the one who offers something (positive or negative) in exchange for the desired 

behavior. Ethical leaders strive to carry their students and staff to new heights of 

humanity, where concern for the rights of others is a priority. When applied to education, 

leaders expect the kind of teaching and learning that will change students into better 

human beings (Starratt, 2006; Yukl, 2006). At the same time, the educational leader has 

to acknowledge the ethics of organizational life, and admit that every organization inflicts 

limitations on the individuals of that organization. Therefore, even a transactional ethical 

leader must be aware of what is offered in return for the expected behavior to ensure it is 

within those limitations. 
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Three qualities that characterize ethical leaders are responsibility, authenticity, 

and presence (Starratt, 2006, p. 68). According to Starratt, these characteristics are 

embedded in the work of an educational leader who is trying to do the right thing. The 

application of these virtues may take a school leader to look deep into school practices 

and get to the root of some of the problems that affect students negatively (Bates, 2006; 

Starratt). In order to do this, a leader may have to look for deeper and richer aspects to his 

leadership as an educator, ―a leadership which was moral as well as  professional because 

it meant engaging the hearts and souls of his teachers and students, as well as their 

intellects in the work of learning and teaching‖ (Starratt, 2006, p. 70).   

These characteristics or virtues are usually activated by a crisis (Starratt, 2006, p. 

71), which makes us face the lack of congruence between our ideas and the routines of 

our lives. A positive effect of activating these virtues or characteristics is that the leader 

will promote and activate the virtues among teachers and students, making everyone in 

the school not only better participants but also more accountable to each other, and to the 

school stakeholders (Coombs-Richardson & Tolson, 2005; Starratt, 2006). Yukl (2006) 

added the concept of personal integrity, which emphasizes honesty and consistency 

between a person‘s values and behaviors. 

Participative Leadership. According to Yukl (2006) ―participative leadership 

involves efforts by a leader to encourage and facilitate participation by others in making 

important decisions‖ (p. 81). The research on participative leadership emphasizes the 

leader‘s perspective on power sharing. This type of leadership assumes that ―the 

decision-making processes of the group ought to be the central focus for leaders‖ 

(Leithwood et al., 2000, p. 12), since it allows other people to influence the leader‘s 
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decisions (Yukl). Participative leadership has several potential benefits, such as higher 

decision quality; more decision acceptance by participants, since they feel they took part 

in the decision making process (Lambert, 1998); more satisfaction with the decision 

process, and the development of better decision making skills. People who are involved 

as a result of participative leadership feel more empowered and valued than people who 

are excluded from the decision making process (Lambert; Yukl, 2006).  They also 

acquire a new sense of responsibility, since they were part of the decision; therefore, they 

feel compelled to have a positive impact on the implementation of the decision. 

Participative leadership also results in more delegation, which involves the 

assignment of new responsibilities and additional authority to members of a team (Yukl). 

This improves the quality of the decisions as well as acceptance of them, increases the 

motivation of lower level employees, development of leadership skills, at the same time 

that it reduces the workload for the leader (Yukl, p. 85). 

Since there are many similarities as well as many differences among the different 

leadership types, a question emerges for leaders who strive to have a positive impact on 

parent participation: Which behaviors are the most effective when the goal is increased 

parent participation? The need for leadership behaviors that positively affect parent 

participation, which would ultimately increase student achievement among other things 

(Hill et al., 2004; Lopez, 2001; Lopez, et al. 2001; Ramirez, 2003) is warranted.  

Leadership and Parent Participation 

As noted by Larson and Ovando (2000), ―people must trust their leaders if 

effective systems are to be achieved and maintained‖ (p.62). One of the challenges these 

leaders face is the ability to build this trust in parents, as well as the population the 
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organization serves and the customers or stakeholders, in this case students and parents 

(Henderson et al, 2007).  ―An interrelated set of mutual dependencies are [sic] embedded 

within the social exchanges in any school community. … All participants remain 

dependent on others to achieve desired outcomes and feel empowered by their efforts‖ 

(Bryk & Schneider, 2003, p. 40). With this in mind, several questions arise: How do 

parents relate to school leaders? What role do ethnic identity, language, and leadership 

styles play in parent participation? How do parents‘ own school experiences influence 

their participation in school? What can principals do to overcome negative past 

experiences and encourage parents to participate in their children‘s educational life? 

(Blankstein, 2004; Crozier, 2001; Payne, 1996; Ramirez, 2003; Yan & Lin, 2005) 

Spillane, Halverson, and Diamond (2004) suggested that observing leadership 

practice might yield more insight into the relationship between leadership and school 

innovations. Spillane et al. also added an interesting twist to the study of leadership. 

When leadership is studied in an educational organization, the assumption is made that 

the principal of the school is identified as the leader. These authors advocated that 

individuals other than principals also have positions of leadership. In the search for 

understanding how school leadership affects immigrant parent participation, it may be 

beneficial to follow the lead of Spillane et al. and find alternative leadership positions 

other than that of the principal when looking at parent participation (Elmore, 2000; 

Harris, 2004; Lambert, 1998; Scribner, 2004).  

Much of the research on successful schools suggests that ―effective schools foster 

and engender a climate of caring, respect, egalitarianism, collaboration, and a steadfast 

belief that all children can succeed‖ (Lopez, 2001, p. 419). These schools promote 
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collaboration between school and home, and strive to transform schools into community 

of learners, where everyone is valued and welcome (Blankstein, 2004; Constantino, 2003; 

Henderson et al., 2007; Hoerr, 2005; Overstreet et al.). In order to do this, schools need to 

disassemble the barriers that inhibit this type of collaboration. Schools do not exist in 

isolation, and there is a push for a more visible presence of parents of all ethnic and 

socio-economic backgrounds (Crozier, 2001; Ingram et al., 2007; Larson & Ovando, 

2000; Lopez). 

A successful leader will be aware of all these issues and will understand the 

differences among parents and students (Blankstein, 2004; Crozier, 2001; Senge, 2005; 

Yan & Lin, 2005) in such a way as to be able to not only serve their diverse needs but 

also tap into their resources and involve them in school.  

Parent Participation and Academic Achievement 

 The importance of parent involvement in children‘s education has been well 

documented as to how it benefits students, parents, and teachers. Parent involvement in 

education, parenting practices, and parental expectations are three factors that have 

shown to have strong effects on school performance among children and adolescents 

(Bird, 2006; Epstein, 2001; Hill, 2001; Koonce & Harper, 2005; Lopez et al., 2001; 

Ramirez, 2003; Stewart, 2008). Research has demonstrated that parent involvement, and 

more specifically mothers‘ involvement (Weiss et al., 2003) has several positive effects 

in students. Parental involvement leads to increases in student achievement, graduation 

rates, and attendance. It also improves students‘ self esteem, behavior and motivation, 

reduces dropout rates, and creates a more positive attitude toward school (Bryk & 

Schneider, 2003; Hill; Lopez et al., 2001; Yan & Lin, 2005).  
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In addition to the increased awareness of the effects of school family involvement 

in student achievement, school leaders must understand the importance of establishing 

shared goals and collaborative relationships between teachers and parents (Christenson, 

2004; Johns, 2001; Lambert, 1998; Weiss, Mayer, & Kreider, 2003; Wong, 2006). As 

Senge (2005) pointed out ―The quality of our leadership depends on the quality of our 

awareness‖ (p.29). This awareness shapes goals and allows leaders to meet the needs of 

the stakeholders.  

 According to Pong, Hao, and Gardner (2005), two major theoretical perspectives 

explain how parenting practices affect children‘s achievement in school. The first one is a 

social-psychological perspective, which emphasizes the importance of parenting styles 

for adolescent functioning (Price, 2008). The second one is a social capital perspective 

(Yosso, 2005) that emphasizes parents‘ social relationships that have a positive impact on 

children‘s school performance (Price). Social capital in this context refers to the high 

academic standards set by parents; trust in their children, and the support parents offer in 

order to encourage positive behavior and attitudes toward school. It is also considered 

social values, resources, and patterns of interaction within intergenerational relationships 

in the family and community, and ―the reproduction of social capital requires continual 

endeavor of sociability, which implies expenditure of time and energy and so, directly or 

indirectly, of economic capital‖ (Carvalho, 2001, p. 74). This in itself would put families 

in the lower socio economic brackets at a disadvantage, since they may have neither the 

time nor the money for this kind of sociability. 

 According to Henderson et al. (2007), social capital is not fairly distributed in our 

society, since people with more education usually have more resources (p. 200). Parents‘ 
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participation in school improves their relationship with teachers and enhances the social 

capital available to a child by helping families develop their knowledge about how to 

impact the system (Carvalho, 2001; Henderson et al.). Since social capital is a reflection 

of what parents know and can do, social capital is usually referred to as parental 

involvement (Lopez et al., 2001; Pong et al.; Yosso, 2005). Social capital varies by racial 

or ethnic group, with immigrant parents being less likely to join a parent group, volunteer 

at school, or attend class events (Pong et al., 2005; Yan & Li, 2005). 

Because of this well-documented notion that parental involvement is a strong 

predictor of student achievement, many of the researchers already mentioned strongly 

advocate for schools to strive to increase parental involvement in the academic lives of 

children and try to create programs and activities designed to increase the involvement of 

parents in school. It is important to keep in mind that parental involvement may take 

different ways, depending on the resources available and the ethnic and cultural 

background of parents, among other factors (Auerbach, 2006; Garcia Coll et al., 2002; 

Ingram et al., 2007; Lopez, 2001; Noguera, 2003; Ramirez, 2003; Suarez-Orozco, 2000).  

This effort to attract parents and establish relationships between parents and the 

schools their children attend has brought to light new challenges, such as the disconnect 

that Christenson (2004) refers to: 

This disconnect is seen daily across our schools in (a) 

predominant use of the school-to-home transmission model …; 

(b) the extreme social and physical distance between some 

educators and families; (c) diminished resources for 

implementing family-school programs; (d) challenges reaching 

all families; (e) challenges related to addressing the needs of 

non-English speaking families and children identified as 

English Language Learners (ELL); and (f) too little focus on the 

interaction process that yields a strong relationship as various 

interventions are implemented (p.83). 
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 Often times we hear teachers complain that they never see the parents they really 

need to see, as if this were an explanation for the children‘s lack of academic success 

(Hoerr, 2005). The reasons why parents do not attend school or do not participate in 

school events should be seen as dynamic barriers that must be considered in relation to 

each other and should not be oversimplified (Christenson, 2004; Hoerr; Ramirez, 2003). 

An in depth analysis is needed to understand how school practices influence the way 

parents participate in school and in their children‘s learning. Factors that affect parental 

involvement can be psychological, such as parents‘ role conceptions, attitude toward 

education, and a sense of self-efficacy (Auerbach, 2006; Christenson, 2004; Lopez et al., 

2001; Sy, Rowley, & Schulenberg, 2007). Another factor that affects parental 

involvement could be related to social issues such as socioeconomic status, parents‘ 

educational level, or number of adults in the home.(Chamberlain, 2005; Garcia Coll et al., 

2002; Jeynes, 2003; Lopez, 2001; Overstreet et al., 2005; Shields & Behrman, 2004). 

Another common mistake is to generalize and label parents without taking the time to 

understand who they are as individuals and what their needs are (Ramirez, 2003; Suarez-

Orozco, 2000). 

 Payne (2006) warned readers not to confuse physical presence with parental 

involvement, explaining that ―when a parent provides support, insistence, and 

expectations to the child, the presence or absence of a parent in the physical school 

building is immaterial‖ (p.1). This should be taken into consideration when planning 

training for parents (Ingram et al., 2007). It is important to recognize that parents do not 

make up one uniform group, but form different, very distinct sub-groups with different 

needs and demands (Carvalho, 2001; Payne; Ramirez, 2003). 
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Payne  (2006) categorized parents into seven groups: 1) Career-oriented (too busy 

to attend school activities); 2) Very involved in school activities; 3) Single parents 

working two jobs (too busy to attend); 4) Immigrant parents with language issues; 5) 

Parents with personal issues such as addiction, illness, incarceration; 6) Surrogate 

parents; 7) Children who have no involved adult and act as their own parents (p.2).  

It is important to caution against trying to pigeonhole parents into any one 

particular category, since they do not always fit perfectly into one group. Parents may 

also move from one group to another depending on the varying circumstances they are 

facing at any given time. Important factors that may determine parent participation are 

socio economic status and parents‘ previous school experiences (Desimone, 1999; 

Henderson et al., 2007; Hill, 2001; Payne, 1996; Price, 2008). 

Socio Economic Status and Parent Participation 

 Three family characteristics have an effect on a child‘s situation: the presence of 

married parents in the household, poverty, and secure parental employment. Ethnicity and 

family income also are associated with children‘s school performance (Hill, 2001; Ingram 

et al., 2007; Noguera, 2003). Hill further stated that African American and lower income 

children usually perform below their Caucasian and higher income counterparts, and 

African American and low-income parents are often less actively involved in their 

children‘s education. ―Poverty and limited educational opportunities, and not ethnic 

minority status, seem most important in understanding differences in parental 

involvement‖ (Hill, p. 687). Parents with educational aspirations for themselves are 

usually more likely to become involved in their children‘s education. This is due to the 
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greater confidence they may have in their own abilities to impact their children‘s success 

in school (Overstreet et al., 2005).   

The two latter characteristics mentioned above, poverty and secure parental 

employment, are usually directly linked to some of the challenges that Latino immigrant 

populations face as the result of their undocumented immigration status, inability to 

speak English, and unfamiliarity with the mainstream culture (Lindeman, 2001; Lopez, 

2001; Pong et al., 2005; Suarez-Orozco, 2000). Latino immigrant parents are very likely 

to have low paying jobs, work more than one job to make ends meet, have a stay-at-home 

mother who stays isolated from that mainstream culture and does not learn English, and 

have unstable jobs if they are undocumented. All of these factors have an effect on the 

amount and quality of involvement in their children‘s education due to lack of time, 

knowledge, or expectation (Lindeman; Payne, 1996; Ramirez, 2003). 

Parental Involvement in Different Ethnic Groups 

 The notion that all parents are the same and that they can all be treated the same 

way or that their needs can be addressed in the same manner is a disservice to parents, 

especially to those who are already disadvantaged (Crozier, 2001; Martin, 2002). Parental 

involvement in school varies with demographic characteristics, such as socio economic 

status and ethnicity. Research has suggested that levels of parental involvement may vary 

among racial and ethnic groups, and that most of the activities considered parental 

involvement are part of the white, middle class culture (Edmond, 1979; Larson & 

Ovando, 2000; Noguera, 2003). As Crozier strongly stated ― the ‗one size fits all‘ 

approach masks the complexity of needs, the roles that ethnic minority parents are 

playing, or the constraints that impede their involvement, and at the heart of this is 
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structural racism‖ (p. 330). He added that it reinforces the notion that ―in order to be 

‗good‘, or at least to become an acceptable parent … ethnic minority parents have to 

become like the ideal –the white middle-class parent: in other words they have to 

assimilate‖ (Crozier, p. 335).  

Parents from different racial and ethnic groups may not feel comfortable 

communicating with teachers or participating in school activities due to negative past 

experiences, language barriers, differences in cultural values, educational level, or family 

issues (Blankstein, 2004; Crozier, 2001; Yan & Lin, 2005). These issues must be 

addressed so that educators do not fall into the false notion that all parents are the same 

and that they all share the same cultural values (Constantino, 2003; Noguera, 2003). 

Black and Hispanic parents are found to be less involved in their children‘s school 

than their White counterparts, and research has demonstrated how the organization of 

powerful parents has a detrimental effect on less powerful parents, widening the gap 

between the involved and the uninvolved (Crozier, 2001, Henderson et al., 2007). Ethnic 

minority status is also associated with teacher ratings of lower parental involvement 

(Wong & Hughes, 2006). Hill (2001) established that Caucasians who are college 

educated and from a higher income family show higher levels of involvement in 

children‘s schooling. Low-income parents are less involved in their children‘s education, 

but no great differences were found among African Americans, Hispanics, and Caucasian 

parents in the low income brackets. Poverty and limited educational opportunities seem 

to be more important in understanding lack of parental involvement (Edmonds, 1979; 

Hill; Mayers, 2006). 
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Parents of all ethnic groups, from diverse economic and cultural backgrounds 

value education and count on schools to prepare their children for their future (Auerbach, 

2006; Carvalho, 2001; Ingram et al., 2007; Noguera, 2003). Among the general public, 

87 % of people interviewed say that a high school graduate should go to college rather 

than join the workforce, and 76 % said that a college education is now more important 

than it was 10 years ago (Wadsworth & Remaley, 2007).  

Regardless of age or ethnic background, young adults in the United States believe 

that attending college makes a significant difference in what chances they will have in the 

future.  Parents of all ethnic backgrounds tend to support standards and testing and see 

them as a way to improve the system; however, students of all backgrounds admit to not 

trying hard enough in school, which suggests that educators in general need to raise 

achievement expectations of all students (Edmonds, 1979; Grogan & Andrews, 2002; 

Wadsworth & Remaley, 2007).  Despite all this, the dropout rate for African American 

and Hispanics at every stage of the education system is dismal (Wadsworth & Remaley). 

Just half of black students and roughly 55 % of Latino students graduate from high 

school, contrasted with more than three quarters of non-Hispanic white and Asian 

students (Price, 2008, p. 10).  

 Many Black and Hispanic parents are more likely to be involved in school 

activities when their children are in the early grades (Hill et al., 2004; Kuykendall, 2004). 

On the other hand, Kuykendall also stated that some African American parents do not 

seem to be aware that they are expected to teach their children some basic literacy skills 

before they enter kindergarten. Studies conducted by Hill (2001) unveiled that African 

American parents‘ involvement in school enhanced children‘s pre math performance, 
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whereas Caucasians‘ involvement with educational activities at home were positively 

related to pre math performance. She suggested that because Caucasians ―are more 

involved at school than their African American counterparts, they have had more 

opportunities to learn how to assist their children at home in math-related tasks‖ (p. 694).  

Although ethnic minority parents express a strong desire to be involved in their 

children‘s schooling, they are more likely to believe that the school is responsible for 

creating opportunities for parent involvement (Henderson et al., 2007; Hoerr, 2005).  

Blankstein (2004) stated, ―In effective schools, teachers and administrators go the extra 

mile to reach those children and families whose problems stand in the way of their full 

involvement in schooling‖ (p. 175).  Researchers have also identified barriers to ethnic 

minorities and low-income parents‘ involvement in school, such as transportation, 

language, work schedules, and childcare. Minority and low income parents are often less 

involved than families who are better off economically, and those who may have an 

inclination to get involved may not know how to do so (Hill et al., 2004; Price, 2008) 

In the case of Hispanic or Latino parents, acculturation and language make a 

difference in the type and amount of involvement (Chamberlain, 2005; Chang & Fuller, 

2000; Crozier, 2005; Garcia Coll et al., 2002). In addition, parents from different ethnic 

groups may have different concepts of what parent involvement is and how it manifests 

itself. In general, Caucasian parents‘ level of involvement seems to be higher than that of 

ethnic minority parents, and within the minority groups, Black parents show greater 

involvement than Hispanic parents. Among Hispanic parents, there is also a difference 

between those who speak English and those who do not, with more parent participation 

observed among the Hispanic parents who speak English (Wong & Hughes, 2006).   
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It is important to point out here that most research focuses on traditional 

manifestations of parent involvement, such as attending school, parent teacher 

conferences, and that ―being white in these circumstances becomes a type of cultural 

capital and that the ―rules of the game‖ are built on race specific interactions‖ (Crozier, 

2001, p. 338). An example of nontraditional parent involvement is the distinct way that 

African American parents have of becoming involved in their children‘s education by 

using their faith and storytelling to help children understand the unwritten rules of 

survival and success (Henderson et al., 2007; Price, 2008). 

 Latino Parents. According to Berger (2006), Hispanic children make up over 18% 

of the nation‘s school children in American, and their dropout rate is significant. He 

suggested that the high dropout rate may be the reason for Hispanic parents‘ uneasiness 

with the educational system, as well as their lack of English language skills (Noguera, 

2003).   

―Low levels of parent involvement occurred even when Hispanic parents reported 

positive attitudes toward schools involvement‖ (Yan & Lin, 2005, p. 119). However, 

studies have suggested that Spanish speaking parents are not only interested in their 

children‘s education; they also want to assume an active role in their education (Lopez et 

al., 2001; Ortiz et al., 2006; Yan Lin). This takes the conversation back to the dilemma of 

what schools should do in order to be more inviting and welcoming to these parents. 

Lee, Zambrana, Zoppi, Lorenzo, and Tosado (2005) addressed this issue of 

becoming more welcoming of parents of all backgrounds by presenting data that showed 

that programs that involve the entire family significantly improve participation of 

Hispanic parents in school activities. They also supported the notion that parent 
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participation may be expressed outside of the traditional forms (Auerbach, 2006; Crozier, 

2001; Lopez, 2001; Ramirez, 2003), and listed forms of parent involvement activities that 

included homework assistance, modeling desired behaviors, school programs attendance, 

and ensuring study time and space. (p.1). 

 African American Parents. African American parents are more likely to be 

involved in school activities during the early grades of elementary and pre-school 

(Kuykendall, 2006), and they are more likely to be involved in nontraditional ways 

(Henderson et al., 2007). They are less likely to be as involved in the later grades, and for 

this reason ―school officials must make the schools more inviting and solicitous of 

parental support‖ (Kuykendall, p. 176).  

Extensive research on parent involvement (Epstein, 1995; Desimone, 2007; 

Johnson, Arumi & Ott, 2005; Koonce & Harper, 2005; Larson & Ovando, 2000; 

Ramirez, 2003; Suarez-Orozco, 2000) showed that the majority of parents care about 

their children‘s education and want to advocate for them. African American parents have 

high expectations for their children and want to be involved in their schoolwork, and 

statistics show that they generally enroll their children in school at an earlier age than 

Caucasian or Hispanic parents (Kuykendall, 2004). 

Reglin (2002, 1995) argued that African American parents do not get involved 

because they are not asked to participate. He further stated that even when they are 

invited, they do not believe the request is sincere, and therefore do not respond. Schools 

need to find ways to get all parents involved, since ―parent involvement, used as a form 

of social capital distinguishes between successful African American students and their 

unsuccessful peers‖ (Yan & Lin, 2005, p. 119). 
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 Asian American Parents. Among minorities, Asian Americans have been 

regarded as a ―model minority‖ (Yan & Lin, 2005), and Asian American parents have 

high aspirations for their children, which is an important factor that leads to student 

academic success. Asian American parents see education as a vehicle for upward 

mobility, and the prime goal of parenting is their children‘s success in school (Yan & 

Lin).  According to Yan and Lin, Asian American students do well in school because 

―their parents expect it, their teachers expect it, and their peers expect it‖ (p. 120).  

 Caucasian Parents. Caucasian parents seem to engage more in their children‘s 

education than minority groups, although some studies indicate that Caucasian mothers 

are less involved in helping their children with homework than are mothers in other 

groups (Yan & Lin, 2005). Caucasian mothers seem to emphasize innate ability more 

than practice or effort, and are ―more interested in their children‘s general cognitive 

development than in their academic achievement per se by attempting to provide their 

children with experiences that fostered cognitive growth‖ (Yan & Lin, p. 119).  These 

mothers reported reading more to their children, and taking them on fieldtrips and 

cultural events.  

 Noguera (2003) determined that Caucasian parents outnumber minority parents in 

most school activities and that they participate more in the decision-making process, 

operation of the school and allocation of funds (p. 94). He also pointed out that ―many 

white parents have the time and flexibility to come to the school during the day‖ and that 

they take advantage of communication tools like email to share information about 

teachers and relevant courses (p. 75). Minority parents are not excluded from this, but no 

outreach is done to ensure that they are included (Noguera; Overstreet et al., 2005). Then, 
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it is the charge of educators to create the opportunities for parents to participate and get 

involved, and to encourage such participation. Many times it may mean convincing 

parents that the invitation is sincere (Hoerr, 2005; Novak, 2006; Reglin; 2002). 

Educators and Parental Involvement 

 Educators value the involvement of parents in their children‘s education, and will 

praise it when it happens and complain when it is absent (Lopez, 2001; Ramirez, 2003; 

Pong et al., 2005, Wong & Hughes, 2006). Research indicates that both students and 

educators benefit from increased parental involvement. Some of the benefits that teachers 

experience as a result of this involvement are increased confidence in their ability to 

teach children; an enriched curriculum as teachers capitalize on community knowledge; 

strong community relationships; and more collaborative and caring schools as they work 

with the community at large (Kuykendall, 2006; Lambert, 1998; Price, 2008; Yan & Lin, 

2005). Teacher expectation plays an important role in parental involvement, just as it 

does in student achievement. Hill (2001) conducted a study that revealed that ―the extent 

to which teachers believed parents valued education and the quality of the parent-teacher 

relationship were positively related to pre reading performance‖ (p. 693). According to 

this study, parents who maintain a positive relationship with teachers also maintain a 

level of consistency between the home and school, which results in a positive effect on 

learning (Hill, 2001; Ingram et al., 2007). Hill (2001) and Ingram et al. (2007) suggested 

targeting low income families with sessions to provide them with strategies to help their 

children, and to emphasize the importance of positive parenting and the impact it has on 

student achievement.  
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Interestingly enough, a study conducted by Overstreet et al. (2005) suggested that 

the strongest predictor of parent involvement in school was neither parent nor child 

related, but rather school practices to involve parents in school. When parents feel 

welcome and valued, they are more likely to participate in their children‘s schooling 

(Blankstein, 2004; Constantino, 2003; Henderson et al., 2007; Hoerr, 2005; Overstreet et 

al.). Teachers and administrators, however, tend to attribute lower levels of parent 

involvement among minority parents to a lack of interest in their children‘s education or a 

lack of value on education (Lopez et al., 2001; Wong & Hughes, 2006).  

The research has demonstrated this belief to be erroneous and teachers and 

administrators must assume the professional responsibility of attracting all parents into 

the school (Kuykendall, 2006; Lopez, 2001; Noguera, 2003), not just the ones who 

naturally feel comfortable at school and attend every school activity, and do so in creative 

and inviting ways (Henderson et al., 2007; Hoerr, 2005). Because parent involvement is 

such a strong predictor of student achievement (Anderson, 2000; Auerbach et al., 2006; 

Epstein, 2001; Hill, 2001; Kim, 2002; Payne, 1996; Pong et al., 2005; Ramirez, 2003; 

Stewart, 2008; Tam & Heng, 2005; Weiss et al., 2003), schools must take it upon 

themselves to act on the findings that Black and Hispanic parents report lower levels of 

communication with schools than White parents (Henderson et al, 2007; Kuykendall, 

2006). In order to do this, teachers and administrators must have a positive attitude. Black 

and Hispanic parents report ―dismay over the condescending and pedantic tones of some 

classroom teachers‖ (Kuykendall, p. 178). This perception will counter any intentions of 

attracting parent and will make them stay away from schools. 
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To build a positive attitude in schools, teachers must refrain from passing 

judgment and commenting negatively on family structures that may be different from 

their own (Henderson et al., 2007; Kuykendall, 2006; Lindeman, 2001). School officials 

have the responsibility of demonstrating that they have a genuine interest in children and 

that they believe they can learn, regardless of socio-economic status, race, or country of 

origin. Overstreet et al. (2005) reported that ―the degree to which parents felt that the 

school listened to and sponsored activities for them significantly predicted their level of 

school involvement (p.109), and called for schools to create a school climate that is open 

and inviting to families as a way to increase parent involvement in school (Henderson et 

al., 2007). 

 Consequently, administrators and teachers must also be aware and sensitive about 

the physical constraints that parents may have that impedes their involvement (Noguera, 

2003). Many Black and Hispanic parents, or poor parents for that matter, may not have 

the means to get to school. School personnel can assist in this by providing transportation 

or meeting parents half way (Hoerr, 2005). Flexible times for school functions, like 

parent-teacher conferences or school programs, may make it possible for working parents 

to attend functions (Constantino, 2003; Henderson et al, 2007; Hoerr, 2005; Kuykendall, 

2006; Noguera, 2001; Wong & Hughes, 2006). 

Another important issue to consider when trying to create a positive school 

climate that will be welcoming to parents is the need to establish a shared understanding 

of each other‘s culture and to build trust (Kuykendall, 2006; Lambert, 1998; Larson & 

Ovando, 2000). Larson and Ovando stated that ―to trust educators, parents must believe 

that teachers and administrators will care for their children and meet their needs‖ (p. 63). 
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Schools must attempt to connect with minority parents, and in order to achieve this goal 

they may need to provide professional development programs that can help school 

personnel to understand the different cultures represented in their schools and improve 

skills that teachers need to work effectively with diverse families (Henderson et al., 2007; 

Noguera, 2003). Carvalho (2001) proposed that ―schools must … involve all families, 

including those with different cultural backgrounds; to gain their ideas and assistance in 

helping all children succeed in school‖ (p. 24). 

Immigrant School Population and Parent Participation 

 During the 1990s a wave of new immigration peaked, with records showing about 

a million new immigrants were arriving in the United States each year, counting over 25 

million immigrants by 1998 (Suarez-Orozco, 2000). According to federal estimates by 

the year 2010, 20% of school aged children will be children of recent immigrants, making 

immigrant children the fastest growing sector of the child population in the United States 

(Johns, 2001; Lopez, 2001; Suarez-Orozco, 2000). Progress assumptions of the past 

typically depicted that the longer immigrants were in the United States, the better they 

would do in terms of schooling, health, and income. However, scholars have identified a 

disconcerting phenomenon that shows that for many new immigrant groups, length of 

residency in the United States is associated with declining health, school achievement, 

and aspirations (Pong et at, 2005; Suarez-Orozco, 2000).   

As an attempt to explain this phenomenon, a number of factors have been 

identified as influencing the immigrant experience, such as financial resources, social 

class, and educational background (Desimone, 1999; Henderson et al., 2007; Hill, 2001; 

Payne, 1996; Price, 2008). Legal status (documented versus undocumented immigrant), 
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race, and language also have a strong impact on how immigrant families and their 

children manage the adaptation to the new country (Garcia, Wilkinson & Ortiz, 1995; 

Lindeman, 2001). Immigrants who come to the United States to fill a high need are 

highly educated and highly skilled workers and tend to thrive and settle in neighborhoods 

with good schools where their children excel. Conversely, children of refugees or 

undocumented immigrants tend to come from less educated backgrounds and are 

unskilled workers (Garcia et al.; Lindeman). Undocumented immigrants and refugees 

usually settle in urban areas of poverty and racial segregation, where there is aid for 

refugees or where they can afford to live. These areas tend to be characterized by 

struggling schools and low resources (Suarez-Orozco, 2000). These students are more 

likely to struggle academically and are at high risk of dropping out of school, according 

to the Office of Civil Rights (1992).  

Studies also show that immigrant students are over represented in special 

education programs or receive substandard education, which sets them at even further 

disadvantage (August, Hakuta & Pompa, 1994; Garcia et al., 1995; Suarez-Orozco, 

2000). This type of marginalization of immigrant students is unacceptable, since it affects 

not only the potential quality of life of these students and their families, but it also has a 

tremendous impact on society as a whole, from the human, economic and political 

perspectives (Noguera, 2003). 

 What has been documented so far about the impact of parental involvement in 

student achievement is also true for immigrant students or the children of immigrant 

parents (Ramirez, 2003; Suarez-Orozco, 2000; Wong & Hughes, 2006). The research 

(Epstein, 2001; Ingram et al., 2007; Kim, 2002, Pong et al, 2005; Price, 2008) buttressed 
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the idea that all children benefit from the involvement of their parents in schools. 

Immigrant children in particular benefit when their parents become more knowledgeable 

about the school culture and expectations, curriculum, code of conduct, and how to 

navigate the educational system in general (Ramirez, 2003; Suarez-Orozco, 2000). 

Immigrant parents are aware of what skills their children need to acquire in order to 

thrive in this society, and have high hopes for them, that usually being the reason for their 

migration to the United States (Edmonds, 1979; Suarez-Orozco, 2000).  

 Tam and Heng (2005) identified the issue of involving culturally and 

linguistically diverse parents in their children‘s education as very challenging due to a 

myriad of factors, such as limited English skills, poverty, long work hours, and isolation 

from the mainstream culture (Henderson et al., 2007; Noguera, 2003; Price, 2008). They 

advocated, however, that in spite of these challenges, ―supportive parents can make a 

difference in helping their children acquire academic skills, even if the parents have no 

training in how to help their children‖ (Tam & Heng, p. 222). Language is a big barrier in 

the relationship between schools and immigrant parents, although not the only one. 

Cultural issues, knowledge of the educational system, social location, as well as personal 

experiences in school also affect the way parents participate in schools (Auerbach, 2006; 

Carvalho, 2001; Crozier, 2001).  

Even when immigrant parents are fluent in English, cultural barriers to parent 

involvement are still prevalent. Most immigrant families trust that schools will provide 

equal access to their children (Arce, Luna, Borjian, & Conrad, 2005) and  immigrant 

parents in particular may feel that they may be insulting the teacher if they ask questions 

or sound disrespectful (Sobel & Kugler, 2007; Sohn & Wang, 2006). When schools take 
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steps to address these obstacles, parents will respond by participating in school in 

different ways. 

In consideration, some schools create special teams whose charge is to make the 

school system more available to immigrant parents (Johns, 2001). Hoerr (2005) and 

Henderson et al. (2007) suggested a myriad of ways to address parents and to get the 

message to them that their involvement is important and that they are welcome at their 

children‘s school. One strategy that is portrayed as very effective is a method of two-way 

communication, an exchange. In this case the school is not just providing information but 

also eliciting information from parents, creating ―opportunities for interaction between 

parents and teachers and between parents and school leaders‖ (Hoerr, 2005, p. 165).  

Another strategy is intake conferences where parents are invited to talk about their 

children and their expectations and concerns, and where teachers listen (Henderson et al., 

2007; Hoerr). New parent coffees and parent surveys at different times of the year also 

provide parents opportunities to interact with teachers and provide input. Intake 

conferences can ―also be a good time to explore diversity issues and emphasize the 

importance of diversity to our school‖ (Hoerr, 2005, p. 166). Intake conferences act as 

power equalizers; since it gives the parents the message that they are the experts about 

their children (Hoerr, 2005; Kyle, McIntyre, Miller, & Moore, 2002) and that their 

knowledge is not only welcome but also needed by teachers and administrators.  

This system of asking for parents‘ opinions and perceptions creates a feedback 

loop, where everyone has a chance to give and get information, and gives parents an 

opportunity to express what they like, what concerns they have, and what they question 

(Hoerr, 2005; Lambert, 1998; Larson & Ovando, 2000; Noguera, 2003). Ramirez (2003) 
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also suggested conferences with parents to clarify cultural misunderstandings, as well as 

to find out what expectations parents have from the school in relation to their children‘s 

education. 

 It is important to understand that strategies for parental involvement must vary by 

school and by community, and should adapt to the community the school serves 

(Blankstein, 2004; Elmore, 2000; Hoerr, 2005; Ramirez, 2003). School personnel must 

keep in mind that not all immigrant groups are the same. Children of different ethnic 

groups may need different types of involvement from parents (Ingram et al., 2007; Kim, 

2002, Pong et al., 2005), and parents from different ethnic groups and educational 

backgrounds may view their role in school in different ways. Ramirez (2003) buttressed 

this by stating that immigrant parents may be ―unaware of the many traditions of school 

life‖ (p. 99) in this country, which may be totally different from the ones in their country 

of origin. A good example of this is that although immigrant parents may not attend 

school events as much as their American counterparts due to unfamiliarity with the 

environment or a busy work schedule, ―immigrant parents have high expectations for and 

trust in their children, compensating for their lack of intergenerational closure‖ (Pong et 

al., p. 947). Many immigrant parents also feel that it is not their place to go to the school, 

and that teachers are better suited to educate their children (Ramirez).  

Kim (2002) pointed out that ―there is a direct relationship between parental 

financial and human capital and the successful learning experience of their children‖ (p. 

529). This author further emphasized that this relationship is also heavily influenced by 

social capital, as measured by parental involvement and evidenced by parental 

expectations, frequencies of child-parent communication, level of home supervision, and 
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parents‘ school participation. Social capital is generated from the strength of relationships 

between adults and children, and it includes social support, trust, and reciprocity, which 

is a two-way avenue and vital for both educators and parents (Edmonds, 1979; Pong et 

al., 2005; Yan & Lin, 2005).   

In support of this, Auerbach (2006) noted that Latino immigrant parents 

compensate for their lack of social capital by offering their children what she calls moral 

capital. She defined moral capital as  ―a resource they held in abundance and about which 

they felt confident: their understanding of and experience in teaching respect and correct 

behavior to their children‖ (p. 288), while stressing that hard work and studying were the 

tools that would lead them to success. 

It has also been established that parents‘ English proficiency is strongly related to 

parental involvement (Blankstein, 2004). The higher level of English proficiency 

translated into parents who were more acculturated to American society and culture and 

therefore tended to be more involved in their children‘s school. This in turn resulted in 

children‘s educational success (Kim, 2002). 

 Lopez (2001) declared that within educational discourse, ―parent involvement is 

generally understood in terms of specific practices such as bake sales, fundraisers, 

PTA/PTO, and ‗back to school‘ nights‖ (p. 416),  and involves activities such as 

volunteering, participating in parent groups, school activities, and reviewing student 

homework (Kuykendall, 2004; Lopez, 2001; Pong et al., 2005; Sy et al., 2007).  

All of the activities mentioned have a strong social component, and they have 

―rules and roles of involvement behavior‖ (Lopez, 2001, p. 417). As social activities, they 

require prior knowledge, willingness to perform these duties, and the opportunity to be 
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involved, which may be a challenge for parents who do not share the cultural experience 

of parental involvement, have a language barrier, or have limited exposure to academics, 

low socioeconomic resources or negative experiences in schools (Payne, 1996; Price, 

2008). All of this indicates that immigrant parents may fall in the category of uninvolved 

parents when measured by the traditional concept of involvement, and school personnel 

may perceive them as unconcerned or uncaring (Auerbach, 2006; Crozier, 2001; Lopez, 

2001; Ramirez, 2003).  

When immigrant parents do not respond to traditional parent involvement 

activities, teachers and administrators assume that these parents do not care about their 

children‘s education (Henderson et al., 2007; Ramirez, 2003; Suarez-Orozco, 2000). In 

reality, most immigrant parents, just like non-immigrant parents, care deeply but may not 

know or understand the expectations that principals and teachers have of them to become 

involved (Noguera, 2003; Ramirez, 2003; Reglin, 2002; Suarez-Orozco, 2000). Most 

immigrant parents operate under the assumption that it is the teacher‘s job to educate a 

child, and interfering with that would be considered disrespectful of the teacher‘s skills 

(Sobel & Kugler, 2007; Wong & Hughes, 2006).  

It is important to stress here the ethnographic studies that define parental 

involvement through a variety of behaviors that go beyond participation in school 

activities, and that ―include parental aspirations for their children‘s academic and 

vocational achievements, parents‘ communications with their children‘s teachers, school-

home relationships, and parents‘ communication with their children about school‖ 

(Garcia Coll et al., 2002, p. 304). Lopez (2001) referenced studies that showed that 

Latino immigrant parents were already involved in the educational lives of their children, 
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although not in the traditional understanding of parental involvement, and determined 

that schools must consider an alternative conceptualization of parental involvement 

(Payne, 2006). It is also important to recognize the diversity within cultural groups to 

avoid stereotyping people and to understand that behaviors and patterns of thinking are 

culturally bound (Chamberlain, 2005, Ramirez, 2003).  

When addressing the needs of Latino students, school personnel might also 

recognize the differences among Latino families and their diverse backgrounds due to the 

different countries Latino families may come from. By not ―understanding the cultural 

and ethnic differences within the Latino population, teachers may have severe mishaps 

while addressing and communicating information to students and families‖ (Ramirez, 

2003, p. 105).  Ramirez reported in a case study he conducted that an immigrant family‘s 

idea of parental involvement was teaching their children to appreciate the value of their 

education. The family did this by exposing the children to the hard work of the fields that 

the parents were doing. They were also having conversations about how a good education 

would give them the opportunity to get a better job than what the parents were doing. The 

parents saw this as an opportunity to ―encourage children to break out of the cycle of 

poverty by continuing their education‖ (Lopez, 2001, p. 422).  

In spite of these parents‘ lack of traditional involvement in school, their children 

had great success in school. The researcher attributes this to the parents‘ persistence in 

emphasizing the importance of education. The parents also exposed the children to 

concrete experiences in order to have them understand the value of education, the 

meaning of hard work, and the consequences of not getting an education (Lopez, 2001).   
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This case is an example of how the transmission of socio-cultural values has not 

been documented as a form of parental involvement, which may sometimes have a 

stronger impact than physically attending school events, which may or may not be 

educationally relevant (Lopez, 2001; Payne, 2006). This leads to the conclusion that 

immigrant parents may perceive the concept of involvement in a radically different way 

than educators in schools (Auerbach, 2006; Lopez, 2001; Sy et al., 2007).  

Therefore, schools can step outside of the typical idea of parental involvement 

and embrace the different ways in which culturally different parents approach their 

children‘s schooling (Henderson et al., 2007). Schools must start identifying the different 

ways in which immigrant parents are already involved in their children‘s education. In 

addition, schools might explore the meaning and dynamics of the ―invisible‖ support 

parents provide in order to validate what they do. Schools might also look for creative 

ways to benefit from these existing practices by encouraging parents to continue doing 

what they are doing (Auerbach, 2006).  

Latino immigrant parents speak of ―apoyo‖ or support rather than involvement 

(Auerbach, 2006). School personnel should not disregard this type of involvement 

because it is indirect or different, but should respect parents‘ values and moral capital, 

since Latino immigrant parents believe their role is to provide the moral foundation for 

effective schooling by guiding their children at home. (Auerbach; Lambert, 1998). 

Schools can stop measuring parental involvement by using the unidimensional definition, 

but rather measure it across dimensions according to each community‘s values and 

meanings (Garcia Coll et al., 2002, Payne, 2006)). Once school officials expand their 

definition of what constitutes effective parental involvement, they will start developing 
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strategies that will really involve parents at every possible level. Schools can keep parents 

involved and excited about the school process (Keykendall, 2004).  

Study after study suggested that immigrant parents have high aspirations for their 

children and that they expect them to become productive members of society. These 

parents consistently recognize the importance of education as the means to achieve that 

goal and it is up to schools to create practices and policies that support parental 

involvement for immigrant groups (Blankstein, 2004; Garcia Coll et al., 2002).  The 

literature supports the notion that the challenge to schools is to find ways to acknowledge 

that all parents are interested in the education of their children, and that not all know how 

to get involved, or would feel comfortable with the traditional ways of involvement 

(Constantino, 2003; Hoerr, 2005; Kuykendall, 2004).  

It is the task of school personnel to find different ways to involve parents. Some 

authors suggested non-traditional ways to foster parental involvement, such as scheduling 

―intake conferences‖ (Hoerr, 2005) with parents to learn about their expectations of 

school and their children. Other ways to promote parental involvement may be translating 

flyers into the parents‘ native language with an explanation of jargon like ―Back to 

School Night‖ (Payne, 2006), or holding parent leadership classes (in English and the 

parents‘ native language) to empower parents to become leaders in their own 

communities. Other activities that have proven effective are offering programs for parents 

from specific ethnic groups, in their language, guiding teachers in action research to 

increase their cultural knowledge and understanding  (Henderson et al, 2007; Hoerr), and 

opening a parent resource center with materials in parents‘ languages (Shields & 

Behrman, 2004).  
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Some authors suggested having focused sessions on topics parents are interested 

in but may lack knowledge of, such as how to pursue post secondary education, 

scholarships available, or student achievement (Ingram et al., 2007). Other successful 

strategies may be adding bilingual parent liaisons to the school, and scheduling home 

visits at the beginning of the school year to create visibility and start on a positive note 

(Henderson et al., 2007; Hoerr, 2005). 

Summary and Conclusion 

 The review of literature focused on two major topics: the leadership styles and 

actions of principals and parental involvement, and the interaction between the two. It 

also focused on the specific involvement of Latino immigrant parents, and how the 

traditional practices of parent involvement may not be effective with this group of 

parents. The following components were carefully researched: 1) increased accountability 

issues for schools, educators, and parents; 2) a description of leadership styles and 

comparison of invitational leadership to other  models; 3) the effect of parent 

involvement in student achievement; 4) the role of socio-economic status and race  or 

ethnic origin in the expressions of parent involvement; and finally 5) the need for a new 

conceptualization of what parental involvement is and how it can be improved and 

maximized.  

These components were used to frame the need for change in the way parent 

involvement is approached and to understand that there are many definitions of parental 

involvement. In doing this, it was also established that parent involvement has an 

enormous impact, not only on student achievement, but also on student self-image, 

teacher attitudes, parent self-perception, and the community in general ( Epstein, 2001; 
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Henderson et al., 2007; Hill, 2001; Ingram et al., 2007; Lopez et al., 2001; Ramirez, 

2003; Stewart, 2008).The importance of the participation of all stakeholders was 

highlighted, since education is not just the business of school. It is the business of the 

whole community associated with the school, and the business of the parents and children 

as part of the school community. In this way, the community can help set values and 

support what is happening in schools (Price, 2008, p. 20). 

 In these times of social and economic instability, violence and unemployment, 

children‘s education is one of the few things that society can offer as social capital to the 

next generation (Edmonds, 1979; Pong et al., 2005; Yan & Li, 2005). Knowing that 

education is the only resource that transcends all governmental policies, and economic 

and social changes, the focus must be on what are the main factors that can influence the 

quality of education of children in a positive way. 

 This review of literature has established that parent involvement is an important 

factor in children‘s education. It has also established that socio economic status, 

demographics, level of education, and past experiences have an effect on the level and 

type of parental involvement seen in different schools. The goal of any school leader is to 

maximize the potential for success, and success in school is measured by success of 

students. By researching the characteristics of leaders and what type of leaders‘ behaviors 

foster parental involvement of those who typically would not become involved, this study 

helped determine the importance of the actions of those leaders. The study also helped 

identify specific activities school leaders can incorporate in their practices to attract 

parents who would otherwise not be so visible. As Whitaker (2003) stated ―The 
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difference between more effective principals and their less effective colleagues is not 

what they know. It is what they do‖ (p. 1).  

 Delineated in Chapter Three will be the methods and research design of the study. 

The discussion will include a rationale for including a mixed design on a case study. 

Analyzed in Chapter Four will be the data collected, while the findings, conclusions, 

implications and recommendations for future research will be presented in Chapter Five. 
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CHAPTER THREE 

RESEARCH DESIGN AND METHODOLOGY 

Introduction 

 The No Child Left Behind Act (NCLB) (2001) has introduced new accountability 

measures for schools around the country. This legislation focuses on the goal of making 

all students proficient in reading and mathematics and on closing the gap between 

minority and non-minority students. NCLB embraces four key principles: greater 

accountability for student performance, increased local control, highly qualified teachers 

who use scientifically based practices, and expanded options for parents (United States 

Department of Education). 

 Embedded among these mandates, NCLB requires every school that receives Title 

I dollars to have a written Parent Involvement Policy developed jointly with, approved 

by, and distributed to parents and the local community (Arce et al., 2005; Bird, 2006; 

Simpson, LaCava, & Graner, 2004). The activities included in this plan, which includes 

having a compact with the parents (Bird), must be geared toward improvement of student 

academic achievement and school performance. Under this new policy, schools are 

required to involve parents in discussions about how schools will help all children meet 

the state‘s challenging content and student performance standards, changing the role of 

parents from participants to informed and empowered decision-makers (Bird; Lambert, 

1998). 

As schools face this charge of involving parents in their children‘s academic life, 

they also face an increase in immigrant population with all the added demands of creating 

just, equitable, and successful schools (Arce et al., 2005, Cambron-McCabe & McCarthy, 
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2005; Mayers, 2006).  This involves attempting to attract parents who may not have had 

good experiences in school themselves, who may not have completed school, or who 

speak a language other than English (Crozier, 2001; Ramirez, 2003) What can principals 

do to overcome negative past experiences and encourage parents to participate in their 

children‘s educational life? (Blankstein, 2004; Crozier; Payne, 1996; Ramirez, 2003; Yan 

& Lin, 2005). 

 These new challenges in education will require skills from school leaders that 

were not discussed or practiced by leadership in the past. It is now crucial that 

educational leaders possess the leadership skills required to recognize, analyze, adapt, 

and seek solutions to situations that were not an issue before, to identify shared goals and 

a shared sense of direction. It is also crucial for school leaders to recognize that strategies 

must change, so that the new characteristics of parents are reflected in these new 

practices (Blankstein, 2004; Elmore, 2000; Hoerr, 2005; Ramirez, 2003). How this is 

accomplished will be studied through the lens of Critical Race Theory. According to 

Creswell (2003), critical theory perspectives are concerned with empowering human 

beings to transcend the limitations placed on them by race, class, and gender (p. 10). 

Research Questions 

The overarching question guiding this study was, giving the same circumstances, 

in schools with a high Latino population, what is happening in a school where Latino 

immigrant parent participation is very high, whereas Latino parents are almost invisible 

in a similar school in the same district? 

Within the context of this study, the following research questions were addressed: 
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1. How does principal behavior influence the participation of Latino 

immigrant parents?  

2. What are some of the strategies that encourage Latino immigrant parents 

to get involved in school? 

3. What are some of the ways in which Latino immigrant parents get 

involved in their children‘s school life? 

4. How has the school leader given voice to Latino immigrant parents? 

Rationale for Use of a Case Study 

Qualitative Research 

This study used a qualitative approach to explore the connection between a school 

leader‘s actions and the level of parent participation in their children‘s school. When 

starting a research project, researchers face the question of whether to use qualitative or 

quantitative methods as the most appropriate way to conduct the study. It is critical to 

examine the characteristics of each method and decide which is most appropriate based 

on the research questions and not on a universal concept of best method. As Libarkin and 

Kurdziel (2002) stated, it is necessary to ask when it is appropriate to use one method or 

the other, and which method is more suitable to a particular study. This implies being 

open to the notion that both methods are equally valuable, and that the selection should 

not be done based on preference but on best fit according to the research questions. 

Qualitative research seeks to explain the meaning of social phenomena, and 

understand the meaning people construct and how they make sense of the world 

(Merriam, 1998). She added that qualitative research ―can reveal how all the parts work 

together to form a whole‖ (p. 6). Quantitative research on the other hand ―seeks to 
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develop phenomenological generalizations that can be applied to a range of contexts‖ 

(Libarkin & Kurdziel, 2002, p. 78). The tools used by for collecting data are clearly 

established, and researchers are able to develop conclusions that can account for 

phenomena occurring in similar settings, which leads the researcher to make 

generalizations. According to Libarkin and Kurdziel, ―both quantitative and qualitative 

methods are concerned with exploring phenomena…. Qualitative analysis is primarily 

concerned with gaining direct experience with a setting, while quantitative analysis seeks 

to document occurrences passively‖ (p. 79).  

Qualitative research is exploratory and it has the potential for generating new 

theories and ideas. The qualitative researcher often enters the study with an open mind 

about what may be found. Quantitative methodologies, on the other hand, are most useful 

when the researcher has developed clear hypotheses and theories, and variables have 

been identified. Quantitative methodologies can be used to explore the relationships 

between these variables and to explore broader ramifications. Quantitative research 

focuses on overarching truths that can be applied to similar settings (Merriam, 1998).  

Qualitative research has an inductive nature, closed-loop feedback nature. The 

qualitative researcher does not try to define the system and its variables with the 

relevancy and accuracy of the quantitative researcher. The qualitative researcher  

[C]reates an initial theory (based perhaps on intuition and experience), and 

proceeds to organize the study, apply tools, and gather data. As data 

accumulate and are reduced, the researcher may well redefine the model 

and alter the study design employing a refining method called comparative 

analysis (Reswick, 1994, p. viii). 

 

Merriam (1998) described qualitative research as an effort to understand 

situations in their unique setting and in a particular context. In contrast, quantitative 
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research attempts to study an event and establish relationships among the variables 

involved. In quantitative research the data are usually gathered using structured research 

instruments and the results provide less detail on behavior, attitudes, and motivation than 

a qualitative study would provide. In a quantitative study, the results are based on large 

sample sizes that are representative of the population and the research can usually be 

replicated or repeated, giving it high reliability.  

―Qualitative researchers are interested in understanding the meaning people have 

constructed, that is, how they make sense of their world and the experiences they have in 

the world‖ (Merriam, 1998, p. 6). Case studies give a rich and holistic picture of an 

occurrence within a certain context (Merriam; Creswell, 2003; Yin, 2003). This new 

knowledge, then, can develop into draft hypotheses for future research. Case studies, 

therefore, are essential to advancing a field‘s knowledge base (Merriam). An additional 

benefit of case study research is that it can take place in its natural setting, and it grants 

the researcher opportunity to capture the language, or voice, of the participants (Creswell; 

Stake, 2006).  

Case Study 

Qualitative case studies share with other forms of qualitative research the quest 

for meaning and deep understanding (Merriam & Associates, 2002). The process of 

conducting a case study starts with the selection of the particular case, a bounded, 

specific system (Merriam, 1998; Stake, 2006); then the selection of the participants, the 

method of data collection; and finally the findings of the investigation, which are written 

as a comprehensive, rich description (Merriam & Associates, p. 179). One characteristic 

that differentiates case studies from other forms of research is that the researcher 
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becomes very well acquainted with the community involved in the case (Creswell, 2003; 

Merriam, 1998; Merriam & Associates, 2002; Yin, 2003) 

Creswell (2003) speculated that in studies conducted through a critical lens, 

inquiry needs to be ―intertwined with politics and a political agenda‖ (p. 10) and 

therefore, ―the research should contain an action agenda for reform that may change the 

lives of the participants‖ (p. 11). This coincides with the purpose of Critical Race Theory, 

which addresses ―issues such as empowerment, inequality, oppression, domination, 

suppression, and alienation‖ (Creswell, p. 11). He also pointed out that ―the voice of the 

participants becomes a united voice for reform and change… providing a voice for these 

participants, raising their consciousness, or advancing an agenda for change to improve 

the lives of the participants‖ (p. 11). 

The empirical goal of this study was to understand the experiences of the 

participants, and in this particular case, their reaction to the actions of the principal and 

school personnel. Therefore, the emphasis on the participants‘ voice and the recount of 

their experiences is crucial for this understanding. The use of a case study seems 

therefore most appropriate, since Critical Race Theory, which guided this study, uses 

storytelling as a critical component (Bell, 1989; Parker & Villapando, 2007). 

Merriam (1998) described the characteristics of qualitative research and explains 

that qualitative research encompasses several forms of inquiry and studies social 

phenomena (Creswell, 2003). Qualitative research typically involves rich descriptions 

and details based on observations and interpretations (Creswell; Merriam), and its 

findings may be the interpretation of those observations and may not provide any 

correlation between cause and effect. Qualitative researchers seek to understand reality 
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―constructed by individuals interacting with their social worlds ... and are interested in 

understanding the meaning people have constructed … how they make sense of their 

world and the experiences they have in the world‖ (Merriam, p. 6).  

Creswell (2003) pointed out that one of the advantages of qualitative research is 

that it takes place in its natural setting, which enables the researcher to ―develop a level 

of detail about the individual or place‖ (p. 181). Qualitative research uses multiple 

methods and involves the participants in data collection. It is also emergent rather than 

prefigured. The findings emerge from the research. Along with the emergence of 

findings, the questions may change and be refined as the study progresses (Creswell).  

To summarize, Merriam (1998) pointed out four main features of qualitative 

research:  1) the researcher is the primary instrument for data collection and analysis, 2) it 

usually involves some type of field work, 3) it primarily utilizes a deductive approach, 

and 4) the product of qualitative studies is descriptive (p. 8). Whether the qualitative 

researcher uses observations, interviews, or focus groups, the goal for this in-depth 

approach is for the researcher to be able to describe, explain, compare, and understand 

the meaning of social phenomena (Merriam, 1998). The qualitative case study, 

furthermore, strives to answer ―how‖ and ―why‖ questions (Yin, 2003).  

Qualitative methods, such as interviewing, field work, and coding are more 

appropriate for exploring these perceptions and for engaging in a quest for what role 

leadership style plays on immigrant parent involvement. This will involve a multi-tiered 

research approach involving observations; interviews of parents, teachers, and principal, 

some individual interviews and some as focus groups; as well as document analysis to 

understand how parents perceive the school environment and the school leadership. 
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Qualitative research will allow the researcher to understand the phenomenon of parent 

perceptions, draw conclusions, and use description to explain the findings (Creswell, 

2003; Merriam, 1998). 

A case study approach seemed the most appropriate method, since the researcher 

sought to get a holistic understanding of the phenomena (Creswell, 2003; Merriam, 1998; 

Stake, 2006; Yin, 2003) of parent participation. The study also sought to investigate the 

possible link between parent participation and a principal‘s actions. Case studies, 

however, have limitations, which are delineated below. 

Limitations 

Case studies may be limited by time (Merriam, 1998; Yin, 2003) due to the 

emphasis on the nature of the data collection and analysis that are required. Another 

limitation of case studies is that the researcher may be seen as intrusive, since case study 

research takes place in its natural setting (Merriam; Creswell, 2003; Stake, 2006). The 

behavior of participants may change by the mere fact that the researcher is present. A 

limitation may also be the availability or willingness of the participants. One more 

limitation that may negatively impact the study is the biases and assumptions that the 

researcher may bring to the study (Heppner & Heppner, 2004). Unlike other forms of 

research, in a case study, researchers are immersed in the object of the study, the case 

(Hancock & Algozzine, 2006; Merriam, 1998). If not recognized, these biases and 

assumptions may prejudice the activities and interpretations of the findings (Hancock & 

Algozinne, p. 47). 

Design Controls 
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In order to address these limitations, the researcher used multiple methods of data 

collection (Creswell, 2003), such as interviews, observations, focus groups, and 

document analysis in order to triangulate the data (Creswell; Merriam, 1998). Peer review 

was also used. Peer review is a strategy by which colleagues or committee members read 

and comment on the findings (Merriam 2002, p. 26). This addresses the validity and 

reliability of the data (Creswell).  

The researcher also conducted interviews to capture staff and parents‘ perceptions 

of school leadership and the roles it plays in parental involvement, as well as perceptions 

about the importance of parent participation. A series of open-ended questions (Seidman, 

2006) were asked to allow parents to express their feelings and reactions about school 

faculty and the principal‘s leadership style, and how this influences parent participation. 

Parents were asked about the reasons for lack of participation, and what is conducive to 

their participation in the case of those who do participate. Parents were asked to describe 

how they feel when they visit the school. The researcher also conducted observations in 

parent meetings and school functions to collect field notes about parent interactions with 

staff and evaluated communication documents sent to parents (Emerson, Fretz, & Shaw, 

1995). Focus groups were also a part of the data collection.  

By using a qualitative approach the researcher attempted to get a holistic picture 

of the issue of Latino immigrant parent participation and the possible relationship with a 

principal‘s leadership styles and actions (Merriam, 1998). The researcher also expected to 

gain an understanding about what techniques and activities are useful in attracting 

immigrant parents and how parents responded to certain leadership styles. The researcher 

intended to find out how immigrant parents feel about school, what keeps them away and 
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what makes the school inviting in a particular setting. By framing this study through the 

lens of Critical Race Theory (Crenshaw et al., 1996), the researcher sought to investigate 

the impact the actions of that principal and school personnel may have had in giving 

voice to marginalized individuals and groups. 

Participants 

The researcher developed a purposeful sample (Merriam, 1998; Creswell, 2003) 

to meet the parameters developed by the literature review. Merriam (1998) based 

purposeful sampling on the premise of wanting ―to discover, understand, and gain insight 

. . . [to] select a sample from which the most can be learned‖ (p. 61). This was buttressed 

by Hancock and Algozzine (2006), who posited that availability, though important, 

should not be the only criteria to select participants. ―The most important consideration is 

to identify those persons in the research setting who may have the best information with 

which to address the study‘s research questions‖ (p. 40). Snowball sampling was noted 

by Merriam (1998) as the most common form of purposeful sampling. This strategy 

involves asking participants to refer other participants. Snowball sampling (Merriam) was 

used after initial contacts with parents and school personnel. 

The participants for this single case study consisted of 1) the principal of the 

school, 2) teachers of the school, 3) Latino immigrant parents whose children attend the 

school, and 4) the school secretary. 

The researcher purposefully selected (Creswell, 2003; Merriam, 1998) an 

elementary school in an urban school district that has high Latino immigrant parent 

participation. The focus groups‘ participants were purposefully selected from staff 
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members and parents of the school. The goal was to develop a sample that will provide 

an information-rich case (Krueger & Casey, 2000; Merriam).  

The school district has a total student population of 19,996 students, with an 

ethnic distribution of 2.2% Asian, 65.4% African American, 23.8% Hispanic, 0.2% 

Native Americans, and 8.3% Caucasian. The school where the study took place has a 

total population of 303 students, with an ethnic distribution of 13.9% Caucasian, 9.6% 

African American, 73.6% Hispanic, and 3% Asian. Martin Elementary has a staff of 45 

people, among administration, faculty, support personnel, custodial and cafeteria staff.  

The school district has a total employee population of 4,627 employees. The 

ethnic breakdown is 37.17% Caucasian, 56.11% African American, 5.04% Hispanic, 

1.3% Asian, and 0.39 Native American. The total district count for teachers is 1,848, 

distributed in 57. 58% Caucasian, 36.47% African American, 4.06% Hispanic, 1.46% 

Asian, and 0.43% Native American. The ethnic distribution of the school staff is 45% 

Caucasian, 38% African American, 9% Hispanic, and 4.5% Asian.  When considering 

only certified staff, the percentages of ethnic distribution show a slightly different picture. 

There are thirty-one certified staff members, which means they hold a professional 

teaching certificate. Out of the thirty-one, 54% are Caucasian, 32% African American, 

6.4% Hispanic, and 6.4% Asian. 

Data Collection and Instrumentation 

Seidman (2006) discussed the ethical considerations to take into account when 

collecting data from participants and the right of these participants to be protected against 

vulnerability (p.61). Inclusion of informed consent was the first ethical guideline 

followed by the researcher (Seidman). The consent form included the following elements: 
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the right to participate voluntarily, the right to withdraw, the purpose of the research 

study, procedures of the study, possible benefits, confidentiality, the right of reviewing 

and withholding interview material, the researcher‘s contact information, and signatures 

of participants and researcher (Seidman).  

Additionally, the researcher made every possible attempt to minimize intrusion 

and actively sought the inclusion of research participants throughout the process of the 

research (Creswell, 2003; Hancock & Algozzine, 2006). By being available to explain 

not only the purpose of the study, but also the method and ways of disseminating 

information, the researcher attempted to gain the trust of the participants (Hancock & 

Algozzine, p. 47). 

Furthermore, this study was framed through the lens of Critical Race Theory. 

Data collection and analysis allowed the researcher to investigate the impact a principal‘s 

actions have on the participation and development of a voice of marginalized individuals 

and groups (Creswell, 2003; Stake, 2006). Moreover, and for purposes of triangulation, 

qualitative data gathered through interviews buttressed the findings gathered from 

observations, focus groups, and documentation (Merriam, 1998; Stake, 2006).  

All participants received the informed consent form (Appendix A, B, C) which 

explained the purpose of the study and the role of the participant as voluntary. No 

participants were compensated for participation in the study. Pertinent documents for 

review and member-checking analysis was submitted to the school principal or other 

participants, as appropriate. During member checks, the researcher asked participants to 

review and comment on the interpretation of the data ((Merriam, 2002), to ensure that the 

intent of the data was captured and interpreted accurately. Suitable measures were taken 
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to protect the right of the participants, including privacy. Approval from the School 

District was obtained. 

Interview Protocols 

 Individual interviews were conducted with the principal, the secretary and a 

parent. Individual interviews are valuable, since they yield significant amounts of 

information (Hancock & Algozzine, 2006). Since they are also very time consuming, and 

in order to ―capitalize on the sharing and creation of new ideas that sometimes would not 

occur if the participants were interviewed individually‖ (Hancock & Algozzine, p. 39), 

focus group interviews were arranged for parents and teachers. An interview guide was 

developed with open-ended questions that allowed the researcher to gain insight into the 

study‘s fundamental questions. 

 Each interview was audio recorded and later transcribed by the researcher. An 

individual parent interviews was conducted in English, and the focus group with parents 

was conducted in Spanish. This was done to ensure that the researcher would have direct 

access to parents, and that Latino parents in the sampling group would feel comfortable 

in sharing their views without being preoccupied with the language used. Member 

checking (Merriam, 2002) was used to ensure that the researcher accurately captured the 

core of the stories from all groups. An Interview Analysis Form (Appendix L) was used 

to analyze the transcripts and identify themes. 

Observation Protocol 

The researcher also conducted observations. The first step was to identify what to 

observe (Hancock & Algozzine, 2006). Observations were conducted during parent 

teacher conferences, parent meetings, in the office, and general observations of beginning 
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of the day and dismissal time (interactions between staff and parents). An observation 

guide was created (Appendix J) with a list of features to be addressed during each 

particular observation. Field notes were systematically recorded for later review and 

analysis on the Observation Analysis Form (Appendix J). 

Document Analysis Protocol 

The researcher conducted a review of documents pertinent to the study, such as 

Parental Involvement Plan, attendance sign-in sheets from Parent-Teacher conferences, 

visitors‘ sign in log, parent meeting sign-in sheets, parent letters, student progress reports, 

and flyers (Appendix K). The results of the document reviews were summarized in 

narrative form to illustrate trends and significant outcomes (Hancock & Algozzine, 2006, 

p. 51). The researcher analyzed the documents through the lens of CRT to find evidence 

of whether voice was given to the Latino immigrant parent group. 

Focus Group Protocol 

 The researcher facilitated one focus group with parents (n=4), and two separate 

ones with teachers (n1=2; n2=6). Each focus group had a different protocol (Appendices 

D and H). Focus groups allowed the researcher to capitalize on the sharing and creation 

of new ideas that may not have occurred if the participants had been interviewed 

individually (Hancock & Algozzine, 2006; Kruger & Casey, 2000). The focus group 

participants were selected from a group of informed participants (Kruger & Casey; 

Merriam, 1998). These individuals were recommended by the principal as very involved 

parents, and the teachers were identified as teachers who had very good relationship with 

the parents and were successful at having parents participate in school. The focus groups‘ 

sessions were audio recorded and transcribed by the researcher at a later date.  
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The parents‘ focus group consisted of all Hispanic parents, although the parent 

individual interview was with a Caucasian parent. The teachers‘ focus groups were as 

diverse as the school staff. The teacher focus group of two participants included one 

Caucasian and one African American teacher. The larger teacher focus group of six 

consisted of three African American and three Caucasian teachers. 

Data Analysis 

 Data collection and data analysis are simultaneous activities in qualitative 

research (Merriam, 1998; 2002; Stake, 2006). Data analysis begins with the first 

interview, the first observation, the first document access (Merriam, 2002, p. 14), and it 

involves making sense out of text and image data (Creswell, 2003, p. 190). Data analysis 

is an ongoing process that involves continual reflection about the data. The process 

involves open-ended data that provokes questions and reflections and generates notes 

throughout the study. The data collected for the purposes of this study generated a 

detailed description of both the setting and the participants involved, followed by an 

analysis of the data for themes (Creswell, 2003; Stake, 2006). 

 In order to triangulate the data, the information provided by the interviews was 

used alongside the field observation data, the focus groups data, and the review of 

documents. The researcher was the sole data collector, which allowed for consistency of 

approach, and member checks (Merriam, 1998) were used. Each of the interviews was 

audio recorded and transcribed accurately. The researcher then proceeded to code for 

themes among the responses, looking for chunks (Creswell, 2003) that could be linked 

together. These chunks were placed in categories, which developed into emergent themes 

(Appendix L).  
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 Critical Race Theory was used to identify themes related to race or suppression, to 

understand how they could be used to empower not only staff, but also parents and 

students. These themes were identified by carefully reviewing all transcripts, observation 

notes, document analysis notes, artifacts, as well as notes logged in by the researcher 

throughout the research. This offered one more opportunity for the researcher to seek 

consistency and triangulation (Creswell, 2003, Merriam, 1998). 

Document Analysis 

 The researcher initially analyzed documents that could address the research 

questions driving the study. Included were documents that could shed light on whether 

Latino parents were actively involved in school (parental involvement plan, sign-in 

sheets, records of parent teacher conferences). Also included were documents that would 

start constructing images regarding the actions that either promoted or hindered parent 

participation, such as flyers or letters that were sent home to parents, and signage around 

the school. 

 As the study evolved, the researcher allowed the content of interviews and 

observations and the themes developed from the coding of the interviews to expand the 

list of documents to be reviewed, and that may not have been considered before. 

Examples of these documents are student weekly progress reports, parent meeting 

agendas, and letters written by parents to district officials regarding issues at the school 

(Appendix K). 

Observation Analysis 

 The researcher used observation to create rich description (Merriam, 1998) from 

field notes. The researcher utilized observation to gather evidence regarding the 
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interactions between staff and Latino parents. Observation was also utilized to analyze 

the physical atmosphere in the school and how welcoming it was for Latino parents. 

During the observations, the researcher focused on categories such as setting, language 

used, types of interaction, body language, facial expressions (Hancock & Algozzine, 

2006). 

 The themes identified during the coding of the transcripts of the focus groups and 

interviews were used during the analysis of the observations. The coding and 

classification of themes allowed the researcher to organize the data and find common 

threads. 

Summary 

 Included in this chapter was the rationale for the use of a case study to investigate 

the impact of school personnel‘s actions on the parental involvement of Latino immigrant 

parents in an urban, elementary school. Also provided was an introduction of the 

significance of the study and the need to increase parental involvement in schools. The 

main research questions were presented. Then the researcher presented a description of 

the participants and sampling method. The data collection and data analysis methods 

followed. Included in Chapter Four is a detailed description and analysis of the data. A 

summary of the findings, the limitations of the study, implications of the study and 

recommendations for future research are provided in Chapter 5. 
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CHAPTER FOUR 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

As a result of new accountability measures established mainly by government 

mandates like No Child Left Behind Act (2001), schools across the nation are tackling the 

issue of parental involvement as a means to increase student achievement, and it has 

become a topic of major interest for researchers (Carvalho, 2001; Ramirez, 2003; 

Steward, 2008). However, although ―parental involvement has been shown to play a part 

in fostering children‘s cognitive growth and academic success‖ (Anderson, 2000, p. 61), 

schools still struggle to find the best way to attract parents to school. The purpose of this 

investigation was to add to the knowledge base an understanding of the actions of a 

school principal that positively affect parent involvement and to identify how these 

practices influence the participation of Latino immigrant parents and ultimately the 

achievement of their children. As Whitaker (2003) stressed, ―The difference between 

more effective principals and their less effective colleagues is not what they know. It is 

what they do‖ (p. 1). 

Presented in this chapter is a review of the study design, data collection methods, 

conceptual underpinnings, research questions and process of data analysis. In addition, a 

description of the school population, staff, and the participants will also be discussed. 

The study was viewed through the lens of Critical Race Theory, which uses 

storytelling as a key element to give voice to the oppressed (Delgado & Stefancic, 2001). 

Creswell (2003) pointed out that Critical Race Theory addresses ―issues such as 

empowerment, inequality, oppression, domination, suppression, and alienation‖ and gives 
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―voice for these participants, raising their consciousness, or advancing an agenda for 

change to improve the lives of the participants‖ (p. 11). Therefore, in keeping with that 

concept, the researcher will present the data, when possible, using the participant‘s own 

words. 

Study Design 

 The single case qualitative study, conducted at an urban elementary school with a 

high percentage of Latino immigrant children, explored the connection between the 

leadership behavior and actions of the school principal and the parent involvement of 

Latino immigrant parents. The staff and parent participants were purposefully selected 

(Creswell, 2003) because of their active participation in school (in the case of parents) or 

their success in promoting parent participation (in the case of leadership and teachers). 

The school secretary was selected because of her daily interaction with both staff and 

parents. Teachers were also selected for their insight into the action of the principal and 

her leadership style. 

Data Collection Methods 

Before beginning the onsite interviews, the researcher secured permission 

from the district‘s gatekeeper and the school leader to conduct research and to 

have access to the parents and faculty of the school. The researcher then 

completed the formal University Institutional Review Board application, which 

included providing information about the purpose and extent of the study.  

Following approval, the researcher began collecting data. The program 

leader (Appendix A), faculty participants (Appendix B), and parent participants 

(Appendix C), prior to observations and interviews signed informed consents. 
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Following the interviews, participants received a verbatim transcript of their 

interview and were provided the opportunity to modify and/or clarify their 

recorded responses following member check protocol (Merriam, 2002). 

The data were triangulated through focus group interviews of the faculty and 

parent participants, which were audio recorded and member checked; an audio recorded 

interview of the principal; field observations of interactions among parents and school 

personnel and school personnel and students; an observation of an informal conference 

between principal and a teacher; and an observation of a parent meeting (School 

Advisory Committee). The observations were recorded in a field log and research journal 

and examined using an observation analysis form designed to allow themes to emerge 

(Appendix J). Documents examined included communications to parents, calendar of 

events planned by school personnel and parent attendance records, parent meeting 

agendas, and materials used to encourage parents to participate.  

Invitations for focus group audio recorded interviews, as part of the study, were 

sent to 9 faculty members and six Latino immigrant parents. Of the 9 faculty members 

invited to participate, two agreed to be interviewed (N=2) the first time, and six (N=6) 

after a second invitation. Therefore, in order to accommodate different schedules, two 

different focus group sessions were planned, one with two teachers, and one with the 

remaining six. Of the six parents invited to be interviewed four agreed to participate 

(N=4). These were all Spanish-speaking parents. Following the principal‘s 

recommendation, the researcher also contacted an English-speaking parent, who is very 

involved in the school. An individual interview was arranged with this parent. 
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Research questions 

Based on the conceptual underpinning, the following research questions 

were formulated:  

1. How does principal behavior influence the participation of Latino 

immigrant parents?  

2. What are some of the strategies that encourage Latino immigrant parents 

to get involved in school? 

3. What are some of the ways in which Latino immigrant parents get 

involved in their children‘s school life? 

4. How has the school leader given voice to Latino immigrant parents? 

After the participant interviews, focus group, document analysis and field 

observations, the data were analyzed to determine themes and categories. 

Process of Data Analysis 

All data were examined and assigned the following codes (Appendix I): School 

Leader (SL), Teacher Participant 1 (T1), Teacher participant 2 (T2), Teacher participant 3 

(T3), Teacher participant 4 (T4), Teacher participant 5 (T5), Teacher participant 6 (T6), 

Teacher participant 7 (T7), Teacher participant 8 (T8). For the parents, the following 

codes were used: Parent Participant 1 (P1), Parent Participant 2 (P2), Parent Participant 3 

(P3), Parent Participant 4 (P4); Parent Participant 5 (P5). The code SS was used for the 

School Secretary; Scriptdoc for the description of main scripts; Commdoc for the 

Communication documents; and FO for  Field observations. 
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Setting  

This case study was conducted at an urban elementary school, which will be 

referred to as Martin Elementary School (pseudonym) for the purposes of this study. 

Martin Elementary is a K-7 school and has a total of forty-five staff members, and 303 

students. This is the principal‘s second year at the school. There has been some staff 

turnover in the last couple of years, mainly due to retirement. The student population is 

predominantly Hispanic, Spanish-speaking, and the staff has received professional 

development in the area of sheltered instruction, which helps teachers deliver content at 

grade level while developing English language at the same time. 

The school is set in the heart of a working class neighborhood. It is a diverse 

neighborhood, with a majority Hispanic population. Stores around the school show 

advertisings of Latin American products, usually in Spanish. The school building is an 

old brick building with an unmistakable school architectural style. To be able to enter the 

building, visitors must ring a bell and be buzzed in by the inside. This is customary in all 

elementary schools in the district. Entering the building, the atmosphere is welcoming 

and friendly. School staff is friendly. Student work is exhibited on bulletin boards and in 

the classrooms, and all signage is displayed both in English and Spanish. Informational 

printed material for parents is handy and available also in both languages. 

Most of the students in the school live in the neighborhood, and either walk to 

school or ride to school with a parent. The school only has one school bus, which means 

they have a very small number of students who live more than 1.5 miles from school. 
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District policy states that only students who live farther than 1.5 miles from the school in 

their attendance area, are assigned a school bus. 

The school district has a total population of 19,996 students, with an ethnic 

distribution of 8.3% Caucasian, 65.4% African American, 23.8% Hispanic, 2.2% Asian, 

and 0.2% Native American. The graph below depicts the ethnic distribution of the district 

student population (see Figure 1): 

 

 

Figure 1: Ethnic distribution of school district student population 
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The school where the study took place has a total population of 303 students, with 

an ethnic distribution of 13.9% Caucasian, 9.6% African American, 73.6% Hispanic, and 

3% Asian. The graph (see figure 2) below shows the ethnic distribution of the school 

student population: 

 

 

Figure 2: Ethnic distribution of school student population 
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The school district has a total employee population of 4,627 employees. The 

ethnic breakdown is 37.17% Caucasian, 56.11% African American, 5.04% Hispanic, 

1.3% Asian, and 0.39 Native American. The ethnic distribution of the District employee 

population is illustrated in the graph below (see Figure 3): 

 

 

 

Figure 3: Ethnic distribution of school district employee population 
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The total district count for teachers is 1,848, distributed in 57.58% Caucasian, 

36.47% African American, 4.06% Hispanic, 1.46% Asian, and 0.43% Native American. 

The graph (see Figure 4) below shows the ethnic distribution of the District teacher 

population: 

 

 

Figure 4: Ethnic distribution of school district teacher population 
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Martin Elementary has a staff of 45 people, among administration, faculty, 

support personnel, custodial and cafeteria staff. The ethnic distribution of the staff is 45% 

Caucasian, 38% African American, 9% Hispanic, and 4.5% Asian. The graph (see Figure 

5) below shows the ethnic distribution of the school staff: 

 

 

Figure 5: Ethnic distribution of school employee population 
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When considering only certified staff, the percentages of ethnic distribution show 

a slightly different picture. There are thirty-one certified staff members, which means 

they hold a professional teaching certificate. Out of the thirty-one, 54% are Caucasian, 

32% African American, 6.4% Hispanic, and 6.4% Asian. The following graph (see 

Figure 6) shows the ethnic distribution of the school certified staff: 

 

 

Figure 6: Ethnic distribution of school certified staff 
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The population in this school has changed over the years. One of the teachers who 

participated in the focus group, T1, has taught in this school for 24 years. She described 

how she saw the population change from a predominantly Italian community to a 

Hispanic population of primarily immigrant Latinos. This part of town was known as 

"Little Italy", because of the Italian immigrants who settled there (Northeast News, 

2006). In the 1970s, they saw a growth in Vietnamese population (Northeast News, 

2005), and in the last decade there has been a constant influx of Latino immigrants. These 

changes in neighborhood demographics have dramatically changed the face of Martin 

Elementary. This same teacher, T1, stated 

When I first came to this school (almost 25 years ago), students were 

bused in, it was mainly black and white. Students came from the projects. 

You did not communicate much with parents because they did not live in 

the neighborhood, so I communicated mostly through letters. Then we 

went to neighborhoods; the population then was mostly white, 

predominantly Italian, and then the parents were available because they 

were in the neighborhood. Then the population slowly switched to 

Hispanic. 

All of the participants interviewed also mentioned an increase in parent 

participation in the last couple of years. One of the parents, P2, stated that before this 

principal came to the school, ―if we gathered in the hallways to talk, they would tell us to 

go outside.‖ They also mentioned how they feel welcome in the school now, and how 

their children are proud that the parents ―work in the school‖. 

Participants 

School Leader: Principal Rebecca Switzer 

 For the purposes of this study, the school leader will be referred to as Principal 

Rebecca Switzer. This is her second year as a principal at Martin Elementary. Before that 

she was a vice principal at a charter school. She has a B.A. in English and Spanish 
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Education, and a Counseling Psychology degree. She also has a Master‘s Degree in 

Education and is currently working on her Doctorate in Urban Leadership and Policy 

Studies and Curriculum and Instruction at a local university. Mrs. Switzer is Caucasian. 

Her work experience shows three years as an elementary school counselor in the Napa 

Valley School District, where she worked predominantly with Hispanic population. Ms. 

Switzer was a high school counselor for a year in Kansas City, Kansas, and an 

elementary counselor for one year in Kansas City, Missouri. She was also a Vice 

Principal at a charter school in Kansas City, and is now principal at Martin Elementary in 

this urban district. Mrs. Switzer if also the adoptive parent of three siblings from South 

America. 

When asked about her formal training in parental involvement, she said that she 

had received none, and that she had taken it upon herself to learn about the subject, as 

well as use her own instinct as a parent. She attended classes where this topic was 

addressed as a component of a successful school. She mentioned two books that have 

been useful in gaining a little knowledge or examples regarding parent involvement:  

Going Public, by Shelley Harwayne and The Basic School: A Community for Learning, 

by Ernest L. Boyer. 

Parents 

 Four parents accepted the invitation to participate in the focus group. They are all 

Latino, all from Mexico, and they all speak Spanish. They do not speak English. The 

parents are Marta, who has one child in second grade and a younger one who does not 

attend school yet, but attended the interview meeting with his mom. Margarita has two 
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girls in the school, one in Kindergarten and one in the fourth grade. Maria has one child 

in fourth grade, and Rebecca has three children in second, fourth, and fifth grades.  

 One more parent was interviewed individually. This parent is a Caucasian, 

English speaking parent, who is married to a Mexican national. She will be referred to as 

Amanda. Amanda and her husband have three boys in the school, in the third, fourth and 

sixth grades. They moved to the area from Texas two years ago. She does not speak 

Spanish, although she wants to learn. Her husband speaks Spanish and she said the 

children are learning, because the husband‘s family is in the area and the children are 

more exposed to the language. She is also learning the language as she interacts more 

with her in-laws. She also has a niece and a nephew in the school. 

Teachers 

There were two separate teacher focus groups, due to scheduling conflicts. For the 

first group, nine teachers were invited to participate in the focus group. Two teachers 

accepted the invitation. They will be referred to as T1 and T2. For the second focus 

group, seven teachers were invited, and six accepted the invitation, for a total of eight 

teachers involved in focus groups. 

From the first focus group, T1 is African American, and has taught at Martin 

Elementary for 24 years.  She has a Bachelor‘s Degree in Education and a Master‘s 

Degree in Criminal Justice. She has taught second and fourth grade. She teaches fourth 

grade this year.  

T2 is Caucasian, and has been a teacher for 11 years. This is her third year at 

Martin Elementary, and has taught Kindergarten, first, second, sixth, and seventh grade. 
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She teaches Science in sixth and seventh grade this year. The teachers stayed after school 

for the focus group. 

The second focus group consisted of five classroom teachers (T3, T4, T5, T6, T7), 

and one Literacy Coach, who is also a certified teacher (T8). The Literacy Coach does 

not have a class of her own, but works with all teachers in the building, coaching, 

modeling for teachers, gathering student data, and regrouping reading groups. Because of 

the frequent interactions with teachers, she knows the teachers and the students very well.  

T3 is African American, has a Master‘s Degree in Education and is working on a 

degree in Gifted and Talented. This is her second year at Martin Elementary. She taught 

out of state for two years prior to coming to this school. T4 is African American, has 

been in education for seven years, and has taught most levels, from Kindergarten to 

college level. T5 has a doctoral degree in Education, and has a varied experience in 

education, as a classroom teacher, principal and superintendent in a rural school district. 

She has been in this urban district for seven years. She has been a vice principal, interim 

principal, and is now English as a Second language teacher. T6 is Caucasian, and is in her 

third year of teaching. She has only taught at this school. T7 is from Bulgaria, and has 

been in the United States for eight years. She is still working on her teaching 

certification, both as a classroom teacher and as an English as a Second language teacher. 

She currently holds provisional certificates, and expects to have completed her classes by 

the Spring. She used to teach theater classes in her native country. This is her sixth year 

at Martin Elementary. T8 is African American, and has 30 years in the field of education. 

She has been at this school for the last five.  

School Secretary 
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 The school secretary will be referred to as Terry Cantare. She is Hispanic and 

bilingual (English and Spanish). Her native language is Spanish. She has been a school 

district employee for 6 years. Terry was a paraprofessional at Martin Elementary school 

and then hired as a secretary. This is her third year in this position. She mentions that this 

was an opportunity that the former principal gave her. Although she was an instructional 

paraprofessional, she would help in the office when needed, ―so I had a little bit of skills 

already‖. The fact that Terry is bilingual was a very important factor in her hiring. 

From field observations, Terry also has excellent interpersonal relationships, not 

only with the staff, but also with parents and students. She is very friendly, and always 

has a nice comment for the people she is helping. The researcher observed her smile and 

end all of her exchanges with a ―have a good day‖. The researcher noticed also that she 

uses terms of endearment with the students. 

Terry seems to like her job and the school. She has two children of her own, but 

they attend a different school district, since she lives in another district. During the 

interview she said, ―I like my job, I like working with parents and helping parents, and I 

love kids, I love helping kids. I really like my job‖. Her role in the school is ―helping 

parents, doing the master scheduling, getting everything ready for students, such as 

designated classroom information, their schedules, helping parents on the phone and in 

the office, and helping students. I have multiple tasks, a little bit of everything. For 

example when the principal needs copies, things like that, translating letters to parents, 

etc.‖ 
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Observation Field Notes 

 Observations and field notes, gathered during three school visits, provided first 

hand perceptual data. The initial visit included a brief tour of the school. The second and 

third visits offered opportunities to observe interactions between office personnel and 

parents and students during school hours. Information about the school day and 

operations of the building obtained from informal conversations with the school secretary 

and principal added more layers of description and opportunity to compare the daily 

functioning of the school with the interviews, focus groups, and documents.  

 During the course of the on-site visits, time was also devoted to direct observation 

of interactions in the school environment. Direct observation allowed the researcher to 

observe congruency between the principal‘s insights and perceptions of school 

relationships discussed during the interview and the behaviors and practices observed in 

the school. 

 During the last observation visit, the researcher had the opportunity of observing 

the principal and a classroom teacher having a conversation in the principal‘s office. The 

conference relaxed. The teacher and principal were discussing different topics related to 

classroom instruction, professional development, and tutoring. While they were 

discussing a situation that needed improvement, the teacher made a suggestion that the 

principal approved, and enthusiastically thanked the teacher for such a good suggestion. 

The principal quickly jotted down the suggestion, asked the teacher a couple of follow up 

questions. The teacher gave her opinion, to which the principal responded ―You see, this 

is why we talk like this! We solved the problem.‖ The situation seemed familiar, and 

when the researcher later asked the principal if this was a formal conference, the principal 
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clarified that it was an informal conversation during the teacher‘s planning time, and that 

the teachers often came to her office for chats like this. Both teacher and principal kept 

exchanging questions and opinions and smiling. It was relaxed and very productive. 

 The researcher also conducted observations of a parent meeting, which was 

completely conducted by parents. This is unusual, since most parent meetings at district 

schools are conducted by the principal. During the focus group with parents, they 

indicated that the parents themselves now run the parent meetings. Parents prepare the 

agenda, set the date for the meetings, and conduct them. They acknowledged that they 

confer with the principal prior to the meetings and consult with her regarding any topics 

that the principal needs to introduce. Before this principal, ―the parent meetings were run 

by a staff member,‖ indicated P4. The principal attends all parent meetings but does not 

lead the meetings. Parents do. Parents stated that ―the principal allows us to get involved 

in everything. She invites us to staff meetings when they plan goals and activities to 

improve children‘s performance. We had never been invited before.‖ P3 added ―Before 

this principal, there wasn‘t even a committee. All the meetings were run by one person (a 

staff member).‖ 

When the principal was asked about this, she said: 

Parents run the parent meeting here, not me, but I have my input. 

When I talk to other principal friends, they can‘t believe that I do 

this. They ask, ‗How do you have any control of what goes on?‘, 

and I say ‗It happens‘ I have my input, they have their input, and it 

happens the way it needs to happen. They run the agenda by me 

before the meeting. .... My parents run their meeting. I just know 

that I knew I had to get parents involved, I knew I could not be the 

boss. It doesn‘t work for me. 
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Interviews 

 The researcher conducted individual interviews with the principal, the school 

secretary, and one parent. Focus group interviews were conducted in three different 

opportunities, one with parents and twice with teachers. Each participant received 

information about the research study, and an informed consent with a description of his 

or her rights. Audiotapes, made during each interview, were transcribed verbatim. The 

researcher shared copies of the transcription with interviewees, asking them to verify the 

accuracy of their words and intent. Analysis of each interview began following 

verification from the participants. 

Document Analysis 

 To reinforce the study, documentary evidence was collected from the school. A 

variety of documents were collected, including school newsletter, an organizational chart, 

the school‘s Parent Involvement Plan, communications from the principal and teachers to 

the parents, and sign in sheets from parent meetings. 

 Examination of these documents showed evidence of parent involvement as a 

goal. All documents are translated into Spanish. All documents have language that 

encourages parental participation, and purposeful includes parents in the decision-making 

process. Numerous communications are regularly sent home in order to keep parents 

informed of upcoming events. Weekly reports of student progress are sent home, in 

English and Spanish, with comments of how parents can help their children at home.  

Themes 

Using the data set and the predetermined codes, the following themes emerged: 1) 

Institutional Receptivity that fosters parental involvement, with the subthemes of a) 
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Building Relationships, and b) Change;  and 2) Awakening to Self Reliance of the 

participants, with the subthemes of a) Building Capacity,  b) Giving Voice, and c) Shared 

Responsibility. The way the two main themes evolved from the actions of the principal is 

depicted in Figure 7: 

 

 

Figure 7: Impact of a principal‘s actions on the institution and parents and staff 

These two themes are related to the impact of having a new principal who 

believes in empowering people, establishing relationships with the community within the 

school, and building capacity, both in parents and staff. That connection will be detailed 

in Chapter Five.  

Within the theme of Institutional Receptivity, the principal and teachers talked 

about building relationships with parents and between principal and staff. The teachers 

interviewed during the focus group discussed change, and how some people are resistant 

to it, referring to the fact that the principal came on board two years ago, and has a 
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different way of doing business. Teachers alluded to that during the focus group, when 

T2 said: ―The principal lets the teachers have a voice, in meetings we get to voice our 

opinions. It is not dictated. She allows our voice to be heard and our opinions count‖. At 

the same time, T1 acknowledged that empowering people is not always easy. She said, 

―People are resistant to change. We are trying to figure out what she wants‖. 

Ms. Switzer, the school principal, addressed the theme of self-reliance when she 

mentioned the importance of having teachers and parents have a voice, be able to make 

decisions that are aligned with her vision of empowering people and having them be part 

of the decision making. She also talked about how important it is to build relationships 

and let people know that you care about their concerns, opinions, and needs. 

There is a policy of open door in the school, which means parents have access to 

the principal and to the teachers and classrooms, without having to make an appointment. 

This is mentioned during the interviews with the principal, the secretary, and the teachers. 

The parents also mentioned it, and added that ―it was not like that before this principal 

came on board.‖ When the principal was asked to reflect on how things had changed at 

the school in such a short period of time, she expressed: 

I‘m not sure. I don‘t know how it happened that quickly, I know 

that when I came here the parents were very kind; there was a 

group of parents, women, who were very kind. I think they were 

kind of testing the waters. They would come to the office and try 

to get a feel for me, because they were trying to figure me out as 

well. Can I trust her? Am I welcome? Can I come to the office? 

And I knew from day one it‘s open door, they come in and I meet 

with them. 

 

The principal also discussed how she addresses relationships with the parents, and 

how she approaches them, which aligns with the open door policy mentioned above: 
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Formal is not good, formal pushes people away, and I don‘t know if it is 

necessarily a culture thing, but I know here it would not work for our 

families. It may be a cultural thing, when things become more formal they 

become a little scary for people, especially when people are trying to 

navigate the system and not be very prominent in the system. They are 

laying low, and I don‘t ask questions. Everyone who comes in the building 

is welcome to be here, when it comes to the kids. We don‘t ask too 

personal questions. When it becomes formal the parents start feeling 

uneasy. When we start asking too many questions, pointed questions, we 

get a little bit of a fear thing going on, and like I said we are grassroots, if 

you start asking questions that also spreads. You have to be careful how 

you deal with situations. I had parents tell me they are not legal, but that is 

something I would never repeat. I don‘t remember who those people were.  

Awakening to Self Reliance  

At Martin Elementary, this awakening to self-reliance has developed over the last 

two years. This is the principal‘s second year at the school, and in this short amount of 

time, they have changed the way they conduct business. Teachers alluded to that during 

the interview, when T2 said, ―The principal lets the teachers have a voice; in meetings we 

get to voice our opinions. It is not dictated. She allows our voice to be heard and our 

opinions count.‖ At the same time, the teachers acknowledged that empowering people is 

not always easy. T1 said, ―People are resistant to change. We are trying to figure out 

what she wants.‖ 

Ms. Switzer, principal at Martin Elementary, talked about the way she 

communicates with parents, teachers, and students, and the way she expects staff to 

communicate with parents and students. When discussing a particular situation at her 

school where parents were involved, she explained how she handled it to make sure that 

both staff and parents were comfortable:  

… we talk about it, and we try to understand the situation, make 

sure that the child gets food during the day, and an extra snack 

during the day. The staff was very uncomfortable, and I have to 

relieve them.  In time things work out, but I don‘t come out with an 

iron fist on it. That‘s just not me, and it would not be beneficial to 
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anyone. We gently -gentleness is very important- we gently say 

‗Hey, how is it going? Talk about the situation, and usually it 

subsides. 

Awakening to Self-Reliance comes with information. The staff at Martin 

Elementary keep communication channels with parents fluid, informal, and open at all 

times. Document Analysis and interviews revealed that communication is important, not 

only for the principal, but also for teachers. The secretary also mentioned how she is 

available for translation if the teachers need to call a parent over the phone, and how 

teachers ask her to translate notes that need to go home almost daily. Document analysis 

also demonstrated that all communication to parents is in both languages. Along this line 

of keeping parents informed, the principal said, 

We do a weekly progress report, which is huge, and it wasn‘t happening 

before, and it‘s in English and Spanish. Those seem like little things but 

they are not. They tell the parent, ―Your child‘s education is important‖, 

and we know that your child‘s education is important to you, so we are 

going to give you this information. That is empowering the parents. 

Parents at Martin Elementary show strong evidence of having found a voice, not 

only during the interview, but this was also evident during an observation of the SAC 

(School Advisory Committee) meeting and during analysis of documents. Some of the 

documents that were available to the researcher were letters that the parents wrote, in 

Spanish, to Board Members, asking them to reconsider the boundary changes for school 

attendance, since it would result in families who had attended Martin Elementary for 

years having to move to another school. These letters were translated to English and 

attached to the translation prior to being sent to the Board of Directors of the School 

District. As a result of this petition, parents were given the choice to stay at Martin 

Elementary.  
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The principal referred to actions like the one stated above as ―bridging.‖ She 

mentioned how she sees herself as a way for parents to have access to resources and 

people in the district and the larger community. One example is when the parents had 

concerns about certain needs at the school, the principal invited the superintendent to 

attend a meeting with them. Parents also mentioned this event during the parent 

interview. P2 said that parents ―feel good because she takes us into account and responds 

to our needs and concerns, not just by listening, but with actions.‖ 

Along with giving voice, the principal believes in shared responsibility, and is 

adamant that all parents, regardless of language or national origin, educational 

background or socio economic status, are interested in the education of their children. 

This is reflected in her recount of an incident: 

I did have an instance last year. There were some concerns from teachers 

because there were gang members coming in the building. They were 

parents, but I had to explain to them, they have children here. I cannot not 

welcome them; we must befriend them. They are going to be a part of us. 

They understood that.  Everyone is still here; they understood that. Let‘s 

all be eyes and ears. We open our eyes. My approach was to welcome 

them to say, ‗Hi, how is your child doing? Let us know how we can help.‖ 

Those parents are still here too. Those parents are interested in their 

child‘s education just like every other parent. 

 

The principal acknowledges that there are some stereotypes that she is still trying 

to eliminate. One of them is that if parents do not speak English they cannot help their 

children in school, or they are not interested in their education. Her goal is to educate her 

staff to understand that all parents care about their children‘s education, and that it is their 

charge to find ways to inform parents of what their children are learning and how they 

can help them at home, even if they do not speak English: 

We have a couple (of teachers) who just don‘t get it. It is their way or the 

highway, and there are some stereotypes going on. One (teacher) is pretty 
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new; another one has been here a couple of years. She just does not seem 

to know what to do, she just can‘t get over the fact that ―they don‘t speak 

English, so how are they going to help their child? They can‘t help their 

children.‖ She can‘t get past that mindset, and that mindset holds her back 

sometimes in finding other strategies, other ways to connect with people.  

When asked about what the school and teachers can do to not only build that 

relationship, but also give parents the tools they need, the principal spoke about shared 

responsibility. She explained that it is not only the responsibility of the school to inform 

parents, but also to help them understand the responsibility that parents share with the 

school in the education of their children. It cannot be just the school educating their 

children, she said. 

 We do a lot of talking with parents about how the children can still read to 

them in English and that becomes a learning process for both, the child 

and the parents. We‘ve noticed they have said, ―Wow, we really like this,‖ 

because they are learning, too, and it bridges relationship between parents 

and children. It‘s really amazing! What we have done is tried to figure out 

ways to help that bridge happen. We are continually trying to find ways to 

help that happen. Little by little we try to do these things, like sending 

things home in English and Spanish, are some ways that we have tried to 

bridge that. 

Shared responsibility goes along with building capacity. During the interview, the 

principal mentioned several times the fact that part of her responsibility as a principal is 

to build capacity in the school, with teachers, students, and parents. She sees building 

capacity as shifting control from the principal to a shared control with parents and 

teachers, so that when, or if, she leaves, they can continue making decisions, 

participating, and having their voice heard:  

Letting go of the control is huge, and it scares people. Parents run the 

parent meeting here, not me, but I have my input. When I talk to other 

principal friends, they can‘t believe that I do this, they ask ‗How do you 

have any control of what goes on?‘, and I say ‗It happens.‘ I have my 

input, they have their input and it happens the way it needs to happen. 

They run the agenda by me before the meeting. It is harder for people to 

let go than to take control. And it‘s not like I throw my hands up and don‘t 
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know what is going on. I see what they have planned and if I have 

something to add I let them know. My parents run their meeting. I just 

know that I knew I had to get parents involved, I knew I could not be the 

boss. It doesn‘t work for me. 

 

And she transferred this same attitude to her teachers. Teachers mentioned that 

they themselves felt that the principal heard their voices and that they were given a voice 

by their opinion being counted. They also talked about how the principal listened to 

parents and the concerns they had. One of the teachers said, ―We get buy in. She takes 

action based on your opinions. I have seen her be like that with parents and students. She 

gives (people) the opportunity in having a say on what works best for them.‖  During the 

teacher interview, one of the teachers, T2, mentioned how this was hard for some staff 

members, because they were used to being told what to do.  

Regarding empowerment of teachers and shared responsibility, the principal said: 

I am working on my teachers too, to create teacher leaders, and I have 

talked to them about a positive behavior support, we have to put some 

things in place, we are kind of floundering discipline wise, but I know that 

is not the way to do it. I told the staff I could come in here and say this is 

the way to do it, but then if I leave in a couple of years, nothing is left. It 

needs to be long term. Some of the teachers are having a hard time, they 

don‘t understand how they can do that. So we are all learning. 

 

This strong feeling of letting people take charge and responsibility was observed 

by the researcher during one of the parent meetings, and was summed up in the 

principal‘s explanation of what parental involvement is: 

 Parental involvement for me is a priority here at our school. In my 

opinion, we cannot function effectively as a school without parental 

involvement. We need everybody on board, everybody participating in 

each student‘s education -the school, and especially the parents- because 

when the student leaves here they need to go home to a place where the 

parents know how to help them and also to where they feel that education 

is important. And for many, many of our parents that I talk to or that I 

know because I talk to other teachers, for these parents education is very 

important. 
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Another example of how control has been shifted from the administration 

to the parents is the occasion in which the school had to hire a Parent Liaison. The 

interviewing committee was formed by parents, teachers, and the principal. The 

principal, however, only took part in the interviews, but did not have a vote. She 

let the parents know that it would be their decision. One of the parents, P3, 

reported that parents felt that their opinion was important when this happened, 

and that they had never been in a position to be the decision-makers like this. P4 

mentioned that the parents‘ opinion counted, and that the principal really trusted 

them to make the right decision. This was confirmed by a comment made by the 

principal during her interview: 

Parents at our school are in charge. At our SAC meetings for example, I 

am not in charge, and I will say it to everybody. Parents are in charge. It is 

their meeting. The parent liaison assists with that, and will help with 

translation and making sure that things move along, but I don‘t do it. I 

don‘t. I sit back, and when they want me to talk about something, I stand 

up and talk. 

 

 This notion was buttressed by the teachers during the second focus group, when 

one of the younger teachers in the group, T3 said, comparing how she was treated at 

another school because of her age, ―At the other school I was always treated as a baby; as 

a young teacher, they would not let me decide. Here I always felt as being in charge.‖ T4 

describes the principal as ―very supportive, like an overseer. We are the leaders in our 

classroom, we are the boss in our rooms. It gives you the freedom to actually teach.‖ 

 

Conclusion 

The study design, data collection methods, conceptual underpinning, research 

questions, and process of data analysis were discussed in Chapter Four. In addition, a 
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description of the school setting and an introduction of the participants were also 

discussed. In Chapter Four the use of the CRT element of storytelling and the use of the 

participant‘s voice were presented, as well as themes that emerged from analysis of the 

data. Discussed in Chapter Five are the findings and conclusions based on the data 

analysis. In addition, presented in Chapter Five are the implications for practice and 

recommendations for future study. 
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CHAPTER FIVE 

SUMMARY, RECOMMENDATIONS, AND CONCLUSIONS 

Introduction 

This single case study examined the impact of a school principal‘s actions on the 

parental involvement of Latino immigrant parents and whether voice was given to this 

group through the actions of a school principal. The data were triangulated by comparing 

individual interviews of the school leader and the school secretary, two focus group 

interviews of teachers in the school, a focus group consisting of involved Latino 

immigrant parents, an individual interview with a Caucasian parent, field observations, 

and analysis of documents. 

From the data, two themes emerged which showed a consciousness raising to 

issues associated with diversity and the capability of parents to be advocates for their 

children:  Awakening to Self Reliance and Institutional Receptivity. The theme of 

Awakening to Self Reliance includes three subthemes: Giving Voice, Building Capacity, 

and Shared Responsibility. Institutional Receptivity includes two subthemes: Building 

Relationships (setting a tone that tells staff, parents, and students that they are valued) 

and Change. The results were found to be true for all participants in the study: school 

personnel, the school leader, and  parents.  

A summary of the findings and conclusions based on the data analysis will be 

discussed in Chapter Five. Additionally, the implications for practice and 

recommendations for future study are be discussed. 

A key element of this study was the use of storytelling and voice in allowing the 

participants to tell their own story. Delgado and Stefancic (2001) affirmed that 
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storytelling, a key component of Critical Race Theory, allows groups to reject the 

corporate or institutional story in favor of their own versions, which can counter the 

stories of the oppressor.  

Wlodkowski and Ginsberg (2003) explained that, in order to meet the moral 

obligation of education, marginalized groups must be given a voice. Critical Race 

Theory, which was used in this study as the underpinning framework, advocates the use 

of storytelling as an effective resource for giving voice to the oppressed and under 

represented. An essential component of CRT is the use of narratives or storytelling to 

capture and understand people‘s experiences (Bell, 1989; Parker & Villapando, 2007). 

Moreover, CRT theorists use everyday situations to explore perspective through the 

power of stories, and therefore, giving voice to the marginalized in order to gain a better 

understanding (Creswell, 2003).  

By using storytelling, the status quo is challenged through construction of the 

storytellers‘ own reality. Therefore, this researcher determined that using a case study 

approach would allow the researcher to obtain the language, or voice, of the participants 

(Creswell, 2003). Since the goal was to understand the actual experiences and beliefs of 

the participants, through this study, the researcher placed emphasis on the participant‘s 

personal voice to present the data. 

Summary of Findings 

The overarching question guiding this study was, giving the same circumstances 

in schools with a high Latino population, ―What is happening in a school where Latino 

participation is very high, whereas Latino parents are almost invisible in a similar school 

in the same district?‖  



 

127 

 

The study was viewed through the lens of Critical Race Theory (CRT). As 

established previously there are four basic tenets of CRT:  

1. Critical race theory acknowledges that race has historically been, and 

continues to be, a fundamental organizing principle in United States society. 

2. Critical race theory contends that, far from being the exception, racism is 

endemic to American life.        

3. Critical race theory emphasizes the importance of racially marginalized 

members of society telling their stories.  

4. The ultimate goal of Critical race theory is social justice (Bernal, 2002; 

Delgado & Stefancic, 2001; Parker & Villapando, 2007). 

The following two themes related to the impact of a principal‘s actions for giving 

voice to the marginalized and empowering parents emerged as data were analyzed: the 

role of Institutional Receptivity, and the role of Awakening to Self-Reliance. Within the 

context of this study, the following research questions were addressed: 

1. How does principal behavior influence the participation of Latino 

immigrant parents?  

2. What are some of the strategies that encourage Latino immigrant parents 

to get involved in school? 

3. What are some of the ways in which Latino immigrant parents get 

involved in their children‘s school life? 

4. How has the school leader given voice to Latino immigrant parents? 
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The researcher summarized the data presented in Chapter Four that addressed 

each research question.  In addition, interpretations of the data were guided by the 

literature review. 

How does principal behavior influence the participation of Latino immigrant parents?  

 Through the analysis of interviews and documents, there is strong evidence that 

Latino immigrant parents have been influenced by the actions of the principal at Martin 

Elementary. Parents report feeling welcome at the school, and mentioned during the 

focus group interview and the individual interview with a parent that the principal listens 

to them and acts on their concerns. The action part seemed to be particularly important to 

parents, since they mentioned that with the previous administration, the principal listened 

to them but did nothing about their concerns. When this principal came to the school, 

they were pleasantly surprised to see that she not only listened, but also took action. 

 Parents mentioned that the door to the principal‘s office is always open, and that 

they do not need to make an appointment to talk to the principal. She is always available 

and happy to see them and discuss their concerns. The teachers made the same reference 

during the teachers‘ focus groups. 

 According to parents and teachers, the principal has turned over control of 

parents‘ meetings to the parents. She attends the meeting, has input in the agenda, and 

lets parents know if there is information that needs to be shared, but she does not set the 

agenda. When discussing parents‘ meetings and the issue of control, the principal stated, 

―… SAC meetings, for example I am not in charge, and I will say it to everybody, parents 

are in charge. It is their meeting.‖ SAC stands for School Advisory Committee, and it is 

another name for PTA (Parent Teacher Association). 
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 Parents also acknowledge this awakening to self-reliance, and give the example of 

an interview that they participated in, when the school needed to interview candidates for 

Parent Liaison. The interview committee was formed by parents, teachers, and the 

principal. The principal sat in on all interviews, but at the end of the process she told the 

parents that she would not vote. It had to be the parents‘ decision. The parents reported 

seeing this as a vote of confidence and as being considered a part of the school. They said 

they felt important and that the principal took them into account. The parents also 

mentioned that the principal always has a smile on her face and seems happy to see them. 

This was also a comment made by the secretary during her interview. There was a 

consensus among the interviewed participants that the actions of the principal had a great 

impact in the changes that occurred in school.  

What are some of the strategies that encourage Latino immigrant parents to get involved 

in school? 

School leaders must determine the best ways to attract parents; at the same time 

that they may have to redefine their concept of what parent involvement means 

(Henderson et al., 2007; Hoerr, 2005). One of the findings of this study is that the 

principal seems to have a very extensive definition of parental involvement and is very 

open to what parents want and need from the school. The school leader is also very clear 

about what expectations she has of the parents and is very resourceful in communicating 

those expectations. She is also very accommodating and makes sure that parents feel 

comfortable and welcome. She says, ―I ask Hispanic parents if they want to speak 

English or Spanish, which one they prefer, and then we accommodate them like that.‖ 
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A distinctive factor in this principal is the strong belief that she could not possibly 

run the school effectively without the participation of the parents. She said,  

Parental involvement for me is a priority here at our school. In my 

opinion, we cannot function effectively as a school without 

parental involvement. We need everybody on board, everybody 

participating in each student‘s education, the school, especially the 

parents, because when the student leaves here they need to go 

home to a place where the parents know how to help them and also 

to where they feel that education is important. 

 

Because she strongly believes that parents must be involved, she acts accordingly 

and communicates that expectation to parents. Through interviews with the parents, 

secretary, teachers, and the principal herself, it has become evident that they ask parents 

to help, they make it possible for parents to be involved, and they create a school climate 

that communicates this message. An example of this is the open door policy that the 

principal has, not only for herself, but for classrooms also. What that means is that 

parents do not need to make an appointment to talk to the principal or to the teachers. 

Parents are also welcome to visit classrooms without prior notice, and teachers openly 

ask parents to help in the classroom, on fieldtrips, and with school programs. This was 

mentioned during the focus group with teachers, when T5 explained that  

(Parents) here are predominantly immigrant. They come here to build 

better lives, not for themselves but for their kids. They are very devoted to 

the community; individualism is not as popular as in American 

community. School is the center of the community. They are very 

involved. The school leadership caught those signals and developed it. 

Another strategy used to include parents and make them feel welcome, is the 

translation of all communication documents into Spanish. A large percentage of the 

student body is Spanish speaking; therefore, all communication is sent home in English 

and Spanish. They also send progress reports in both languages so that parents will be 

informed of what students are doing in class and how they are progressing toward 
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established goals. It is important to stress though, that just the use of translation is not 

enough. Translation is one strategy that adds to the concept of Institutional Receptivity, 

but should not be considered the sole answer to the challenge of involving Latino 

immigrant parents. 

Academic goals are discussed in parent meetings, and instructional programs are 

explained to parents in the language with which they are most comfortable. Parents also 

have a voice in decisions regarding what extracurricular programs and after-school 

programs are added to the school. The fact that they have a bilingual Parent Liaison adds 

to the feeling of comfort and confidence in the school. Parents can express their concerns 

without the language barrier. 

What are some of the ways in which Latino immigrant parents get involved in their 

children’s school life? 

 Several studies have shown that Latino immigrant parents get involved in the 

educational lives of their children, although not in the traditional understanding of 

parental involvement; therefore, schools must consider an alternative conceptualization of 

parental involvement (Lopez, 2001; Payne, 2006). It is also important to recognize the 

diversity within cultural groups, to avoid stereotyping people and to understand that 

behaviors and patterns of thinking are culturally bound (Chamberlain, 2005, Ramirez, 

2003). 

 The staff interviewed reported an understanding that education is important to all 

parents. They did not seem to believe that it was different with Latino immigrant parents. 

When asked for examples of how parents get involved in the school, they reported a 

variety of activities: they come to the school very frequently, ask questions about how 
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students are doing, visit their classrooms, help teachers with field trips, in the classroom, 

in the cafeteria, and attend meetings. As the principal stated, ―They show up, they are 

there, they ask questions‖. She also said that another way that parental involvement is 

evident is in the fact that students come to school prepared. School personnel can tell that 

parents are eager about the children‘s education, and that they talk about it at home. 

During one of the teacher focus groups, one of the teachers, T4, mentioned that 

―(Parents) are here not only when we have parent teacher conferences, but I see parents 

come in the morning and have conversation with the teachers all over the school.‖   

When parents were asked to give examples of how they got involved in their 

children‘s education, they gave the same examples the principal and the teachers did, 

which shows how attuned both groups are. And when asked about what incentives were 

offered to parents to participate, one of them stated, ―Our incentive to participate is the 

children. There is no other incentive. We are here for the children.‖  

How has the school leader given voice to Latino immigrant parents? 

 Creswell (2003) pointed out that Critical Race Theory addresses ―issues such as 

empowerment, inequality, oppression, domination, suppression, and alienation‖ and  

gives ―voice for these participants, raising their consciousness, or advancing an agenda 

for change to improve the lives of the participants‖ (p. 11). The issue of voice was not 

only evident during the focus group with parents and observations of the parent meeting, 

but it was also mentioned during the focus groups with teachers. Change can only come 

about through shared responsibility, but the process of change is slow. Lohrenscheit 

(2006) stated that it is messages expressed in dignity and not those shouted loudly that 

will offer perspectives for change.  
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Teachers mentioned that they themselves felt that the principal heard their voices, 

that they were given a voice, and  that their opinion counted. They also talked about how 

the principal listened to parents and the concerns they had. One of the teachers said, ―We 

get buy in. She takes action based on your opinions. I have seen her be like that with 

parents and students. She gives (people) the opportunity in having a say on what works 

best for them.‖ 

The principal identified herself as a ‗bridge‘ to the resources that parents need. 

Last year she arranged a visit from the superintendent, so that parents could present their 

concerns about the school. One of the teachers recounted that event and stated that ―The 

superintendent took action on some of their concerns. Their voices were heard.‖ The 

teachers also mention the open-door policy that the principal has, and how parents feel 

that they can come to the office and talk to her at any time. A teacher said, ―I have 

parents ask what they can do for me. Asking them makes them feel they are invested.‖ 

Parents declared that their voices are heard. They stated that the principal listens 

to their concerns and acts on them. They pointed out the difference between this principal 

and the former one. They said that the former principal also listened to them, but nothing 

changed. The parents seem to have a very clear understanding of how their conversations 

with the present principal turn into action and produce changes in the school.  

Parents also indicated that the parent meetings are now run by the parents 

themselves. Parents prepare the agenda, set the date for the meetings and conduct them. 

They acknowledged that they confer with the principal prior to the meetings, consult with 

her regarding any topics that the principal needs to introduce. Before this principal, ―the 

parent meetings were run by a staff member,‖ indicated a parent. The principal attends all 
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parent meetings, but does not lead the meetings. Parents do. Parents stated that ―the 

principal allows us to get involved in everything. She invites us to staff meetings when 

they plan goals and activities to improve children‘s performance. We had never been 

invited before.‖   

The parents interviewed see language as a barrier. Another factor that deters 

parental involvement is the long hours most parents work. ―Parents sometimes don‘t have 

time; they work, and they have little children. We are trying to get more parents involved, 

interested. But sometimes they have excuses,‖ one of the parents said. 

Parents also mentioned that they appreciate the communication they get from the 

school, such as weekly reports, announcements about activities, meetings, and changes in 

staff. They mentioned that all communications go home in English and Spanish. ―The 

principal listens to us, helps us solve problems, and lets us have an opinion. She is always 

very kind and always has a smile on her face.‖ They added that they ―have seen lots of 

changes in the school. The reason for the changes is the principal. She listens to us and 

does something about it.‖ 

Parents seemed to have a clear understanding of what is expected of them. When 

asked about this, they mentioned, ―The school expects us to be more involved, to help the 

children at home with homework, to read the notes they send home, to help the teachers 

with the children‘s behavior.‖ Another parent added that ―Being involved in school has 

allowed us to know what is going on.‖ 

The staff and parents interviewed shared their newfound confidence in the ability 

they have to participate in decision making in the school. Both groups mentioned how the 

principal openly involved them in the decision making process, and kept them informed 
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of school business. Teachers were very aware of how the principal was ‗building 

capacity‘ so that if she left the school, parents and teachers would be able to continue the 

plans and programs that they have started. The principal openly discussed her purposeful 

capacity building, and how important she thought that people in the school knew how to 

get involved and how to make decisions without needing a leader who told them what to 

do at all times.  

Conclusions 

Brott (2002) stated that qualitative research should be seen as ―an in-depth, 

immersion experience into one‘s search for meaning‖ (p. 160). Case studies are intensive 

analyses and descriptions of a single unit or system bounded by space and time (p. 11). 

Through case studies, researchers seek to gain deep understanding of situation and 

meaning for those involved (Hancock & Algozzine, 2006; Merriam, 2002; Stake, 2006). 

According to Merriam (1998), qualitative research covers several forms of inquiry 

that ―help us understand and explain the meaning of social phenomena with as little 

disruption of the natural setting as possible‖ (p. 5). Qualitative research lies with the idea 

that meaning is socially constructed by individuals in interaction with their world, and 

that there are multiple interpretations of reality. As a result, the following conclusions are 

based on the study findings of the impact of a principal‘s action on the parental 

involvement of Latino immigrant parents.  

Institutional Receptivity 

Institutional receptivity that fosters parental involvement is one of themes 

identified using the data set and predetermined data codes. Two subthemes were also 

identified as important components of Instructional Receptivity: Relationship Building 
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and Change. The first conclusion is that as it relates to giving voice to Latino immigrant 

parents and fostering parental involvement, a principal‘s actions are influential.  

 Institutional or school receptivity is a comprehensive structure made of the 

culture, physical environment, organizational structure, social relationships, and 

individual behaviors. ―The culture reflects the organization‘s values and beliefs, rituals, 

philosophy, norms of interaction, and expectations about the way things are done. The 

culture defines what is or is not possible within the organization‖ (Kaplan & Evans, 1997, 

p.1).  The interaction mentioned above, that results in Institutional Receptivity, is 

reflected in Figure 8: 

 

 

Figure 8: Institutional receptivity as a comprehensive structure 

Institutional 
Receptivity

Building 
Relationships

Change



 

137 

 

Culture also includes the relationships between persons in the school and the 

―attitude and belief are core issues in the success of any school‖ (Constantino, 2003, p. 

11). ―In the culture of a school, caring connections, positive behavioral supports, and 

social and emotional learning are essential‖ (Osher & Fleischman, 2005, p. 84). Bryk and 

Schneider (2003) supported this idea of relationships by stating that an interrelated set of 

mutual dependencies are embedded within the social exchanges in any school community 

(p. 40). Therefore, one of the salient aspects of leadership is having the capacity to 

establish a healthy organizational culture. 

Successful urban schools support connection by reaching out to students and 

families in a caring and respectful manner (Larson & Ovando, 2000; Lencioni, 2002; 

Katzenbach & Smith, 1993; Lambert, 1998). In such schools, you often see the principal 

standing outside the school greeting students and parents each morning and teachers 

collaborating to ensure that all students have an adult who advocates for them and cares 

about them (Garrett, 2008; Hoerr, 2005; Osher & Fleischman, 2005). 

Parents and staff alike expressed the changes they have seen in the last couple of 

years in how welcoming the school has become for parents. Both groups alluded to the 

fact that the primary cause of this change is the principal, and both groups mentioned 

repeatedly her positive attitude and smile, which gives the school a friendly environment. 

The principal was able to make parents feel that they were an integral part of the 

school. She shared the view that parents were essential to the success of the school and 

sent a strong message to teachers that parents, along with their children, were the most 

important stakeholders. 
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Ms. Switzer expressed her views regarding parental involvement in a positive and 

strong way, which left no doubt as to the attitude to be had regarding parents in the 

school: 

Parental involvement for me is a priority here at our school. In my 

opinion, we cannot function effectively as a school without parental 

involvement. We need everybody on board, everybody participating in 

each student‘s education, the school, especially the parents, because when 

the student leaves here they need to go home to a place where the parents 

know how to help them and also to where they feel that education is 

important. 

 This was a major change in a school that only two years before was run in a more 

authoritative way, where the principal was in charge and dictated the rules. The change 

was gentle but fast. The main focus of that gradual change was on building relationships 

with the parents and the staff. One of Ms. Switzer‘s primary concerns was to educate and 

inform parents about the operations of the school, and to send a strong message of open-

door policy.  

 This open-door policy meant that parents now had access not only to the principal 

whenever they needed her, but also to their children‘s teachers and classrooms. Parents 

got the message that this was their school and that they were welcome in it any time they 

wanted to come. The principal explained, 

We are a team. They are helping me help them. That‘s what it‘s about.  

We are the community family…When I came here the parents were very 

kind. There was a group of parents, women, who were very kind, I think 

they were kind of testing the waters. They would come to the office and 

try to get a feel for me, because they were trying to figure me out as well, 

‗Can I trust her? Am I welcome? Can I come to the office? And I knew 

from day one, it‘s open door, they come in and I meet with them. 

 This same concept of community was expressed by one of the teachers in the 

focus group who mentioned that ―when the staff feel like a family the students and 
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parents don‘t feel stressed.‖ This same feeling was expressed by T5 during the focus 

group, when she said,  

(Parents) are here very frequently with cakes to celebrate. This is like a 

second family. I would like to connect this with a positive situation, if the 

school was not capable to pick up the signals, it would not have been 

possible.  

Regarding the way in which the principal approached the relationship with the 

parents, she said, ―formal is not good, formal pushes people away … but I know here it 

would not work for our families. When things become more formal they become a little 

scary for people.‖ She believed in making people feel comfortable and welcome, since 

she also knew that ―for these parents education is very important.‖ 

Awakening to Self-Reliance  

 Regardless of how much formal power any one person has in a school 

community, ―all participants remain dependent on others to achieve desired outcomes and 

feel empowered by their efforts‖ (Bryk & Schneider, 2003, p. 40). One important aspect 

to organizational success is the need for decisions affecting students to be made 

collaboratively. To be successful, collaborative efforts must include persons and 

organizations beyond the walls of the school (Bird, 2006; Beyer & Ruhl-Smith, 1998; 

Ingram et al., 2007; Lambert, 1998; Leithwood et al., 2000; Novak, 2006; Smith & 

Reynolds, 1998). The manifestation of Awakening to Self-Reliance as the interaction of 

voice, building capacity, and shared responsibility is depicted in below in Figure 9: 
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Figure 9: Awakening to self-reliance in the form of giving voice, building capacity and 

shared responsibility 

The interaction of these three factors that contributed to Awakening to Self-

Reliance also demonstrate how an effective leader should not be labeled under one of the 

definitions of leadership styles that were discussed in chapter two. An effective leader is 

able to move from one leadership style to another, selecting the behaviors from each style 

that best fits the situation at the time. An effective leader does not fit into one of these 

styles in a permanent way, but is able to shift the style to match the needs of the 

institution. This principal was able to select behaviors from different leadership styles,  

and incite this awakening to self reliance in parents and staff. 

Freire (2000) discussed empowerment in depth, and proposed an interdisciplinary 

approach in the public schools in Brazil, that included the formation of adult education 

programs. The interdisciplinary concept brought to light social empowerment 

opportunities for disenfranchised populations (Rossatto, 2001). Formerly illiterate 

Awakening to 
Self-Reliance

Giving  
Voice

Shared 
Responsi

bility

Building 
Capacity



 

141 

 

children and adults alike became citizens who knew how to "read the word and the 

world" (Freire & Macedo, 1987). These educational initiatives transformed schools into 

spaces ready to receive the local community's culture and knowledge. The content and 

process of these principles allowed students to recognize that they could, indeed, effect 

changes at a personal and social level. It also brought to light a new social consciousness, 

whereby everyone could participate as a functional citizen (Freire, 2000). 

Empowerment, or awakening to self-reliance, is a consequence of liberatory 

learning (Freire, 2000). Power is not given, but created within the emerging praxis in 

which co-learners are engaged. The theoretical basis for this discovery is provided by 

critical consciousness; its expression is collective action on behalf of mutually agreed 

upon goals (Lohrenscheit, 2006). Awakening to Self-Reliance is distinct from building 

skills and competencies, these being commonly associated with conventional schooling. 

Education for self-reliance further differs from schooling both in its emphasis on groups 

(rather than individuals) and in its focus on cultural transformation (rather than social 

adaptation).  

Bush and Folger (1994) describe empowerment as it refers to goals, options, 

skills, resources, and decision-making. Empowerment with respect to goals means that a 

person or group understands what his or her goals and interests are and that they are 

important. Empowerment with relation to options means that people understand the range 

of options available to them and realize that there are choices to be made and they have 

control over the choices. Empowerment with reference to skills involves adding skills in 

conflict resolution including listening, communication, organizing and analyzing issues, 

presenting arguments, and brainstorming solutions. Empowerment with respect to 
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resources means gaining new awareness of resources already in one's power, learning 

how to use one's resources more effectively and obtaining additional resources if 

necessary. Empowerment with respect to decision making means people use good 

decision-making skills to make decisions about options available to them.  Empowerment 

means the restoration to individuals of a sense of their own value and strength and their 

own capacity to handle life's problems (Bush & Folger, 1994). 

Awakening to Self-Reliance needs to be based on a constructive dialogue on 

human dignity with a learning group in which the teacher, or leader, assumes the role of 

moderator actively involved in sharing his or her views just as other participants do. Self-

reliance is directly linked to participation. Awakening to Self-Reliance cannot occur 

without the active participation of individuals learning to express their individual and 

collective needs.  

Awakening to Self-reliance to Give Voice 

A conclusion drawn from the data is the awakening to self-reliance in the form of 

voice. This was experienced by parents and teachers as a result of the principal‘s efforts 

to give them the tools they needed to become actively involved in the decision making 

process of the school. Many of the participants interviewed spoke specifically about the 

principal‘s determination to make sure everyone‘s voice is heard. The teachers spoke 

about capacity building and how their opinions were sought and used by the principal. 

Parents mentioned how the principal asked them for their opinion before making a 

decision and how she acted on their expressed concerns and needs. The confidence 

expressed to give this voice and address issues came from the principal saying, ―This is 

your school. You are an important part of this community.‖  
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This involvement was expressed by Ms. Switzer, as she recounted:  

How do you know when a parent is involved? There are lots of 

things. For example, I notice they come to the office, they feel very 

welcome, they come and ask questions. That is one way I know 

that a parent is involved. Another way I know is through talking 

with teachers, or seeing them when they come and visit their 

children‘s classroom. Another way I see them involved is when 

they come to meetings at the school. They show up, they are there, 

they ask questions. That is the major ways I have seen them 

involved. You can also see that they are involved when their 

student comes to school prepared. They are eager about their 

education, then you know that at home things are happening. 

 

When the parents were asked how they got involved in school, all four parents in 

the focus group, and the parent interviewed individually, mentioned similar examples to 

the ones given by the principal: attending field trips, visiting classrooms, talking to 

teachers, helping their children with homework, and talking to the principal if they have 

concerns.  

Based on the findings, the researcher also concluded that Shared Responsibility is 

an important component of Awakening to Self-Reliance. When parents know what they 

are expected to do and how they are expected to be involved in their children‘s education, 

they can act on that knowledge. Parents have expressed how they are informed of what is 

happening at school and how they receive continuous communications about what the 

children are learning and how they can help them. 

The principal explained how she communicates her expectations to parents and 

teachers: 

We do a lot of talking at our meetings as far as expectations, 

curriculum, what parents should expect, and what‘s coming,  and  

how they can help their child, even when the parents don‘t know 

English. At our meetings with teachers we have talked about how 

parents can help children with their education, and not feel like 

they can‘t help them because they don‘t speak English. 
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Awakening to Self-Reliance of Teachers  

Finally, an unintended positive consequence was the new Awakening to Self-

Reliance found in the teaching staff. One of the teachers, T2, expressed the advantage of 

feeling empowered and how teachers felt that the principal was giving them a voice. This 

teacher expressed it as becoming able to make decisions so that they could carry on 

programs even after the principal moved on. Another teacher, T3, stressed this newly 

found confidence by saying: 

We as teachers play a big role. We have made (the parents) comfortable 

and make them feel they are important in their children‘s education. We as 

teachers have really taken advantage of the principal‘s support. I think it is 

because we are so comfortable with each other, we are confident, there is a 

culture of camaraderie. 
 

When asked if they wanted to add anything about the school or the principal, one 

of the teachers participating in the first focus group, T1 said ―When the staff feels like a 

family the students and parents don‘t feel stressed.‖ This was later on buttressed by T4, 

who referred to the relationship teachers need to have with parents as ―If I am going to 

teach your child, we need to be best friends.‖ 

Teachers have also recognized the positive impact that the principal has had on 

parental involvement. One of them said, ―Parents come in and want to be involved. 

Parent participation went from a few parents in the building to a lot of parents. Parents 

stay in the building, they stay and talk for an hour or an hour and a half, they socialize.‖  

The conclusions based on the study findings, showing the effect of a principal‘s 

actions on the parental involvement of Latino immigrant parents, through an awakening 

to self-reliance and institutional receptivity, are represented below, in Figure 10: 
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Figure 10:  Conclusions based on study findings.   

Limitations 

Heppner and Heppner (2004) postulated out that all studies have limitations (p. 

340) and that no matter how diverse a sample; it will never be inclusive of everyone. It is 

important, however, to be aware of the limitations and to design the most rigorous study 

possible acknowledging these limitations (p. 341).  

This study was limited by the geographical area studied and the design used by 

the researcher. The study was limited to one school in an urban school district in a 

Midwest state. 

This study was limited in design through the use of self reporting data during 

interviews from teachers and parents about their principal‘s leadership actions and 

communication practices. It was also limited in design through the use of self reporting 

data from the school principal concerning her method of communication with Latino 

immigrant parents. The study was limited relative to the qualitative research skills and 
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experience of the researcher. Researcher bias is assumed to be a limitation of the study. 

In order to address this bias, the researcher used triangulation of the review of data. 

One limitation of the case study design was the issue of internal validity and 

reliability (Creswell, 2003) and therefore the researcher used methods of data 

triangulation. The researcher used multiple forms of data collection and, when possible, 

received feedback from the research subjects through a process called member checks 

(Merriam, 2002). The researcher trusted the honesty of the research subjects who were 

interviewed. 

A second limitation was the external validity or transferability of the study as it 

focused on only one urban school in a Midwest state. Merriam (1998) wrote that 

qualitative research is not intended to generalize the findings, but to interpret the events 

and understand a phenomenon. The researcher did, however, discuss themes that emerged 

from the data analysis. The data collected, while limited, could be useful to other urban 

schools with high populations of Latino immigrants, in their efforts to increase parental 

involvement. This study could also be useful in instances in which principals of urban 

schools seek to give voice to the marginalized and empower minority parents. 

Since qualitative researchers are the primary instruments for data collection and 

analysis, interpretations of reality are accessed directly through observations and 

interviews (Merriam, 2002, p. 25). Since the researcher is closer to reality than if an 

instrument had been placed between the researcher and the phenomenon being studied, 

most agree that internal validity is considered a strength of qualitative research (Merriam, 

2002, p. 25). In order to address internal validity, the researcher triangulated the data 
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(Merriam, 1998, 2002) by conducting interviews and focus groups, observations and 

document analysis.  

Moreover, with qualitative research, the researcher is the primary data collection 

instrument; therefore, it is necessary that the researcher identify personal assumptions and 

biases at the beginning of the study (Creswell, 2003). This was particularly important in 

this case since the researcher had pre-conceived notions of how important parent 

participation was, regardless of national origin. The researcher also had strong biases 

regarding inclusion of Latino immigrant parents in school.  

Implications for Practice 

 The implications of this research for application in urban education could also 

impact rural and suburban school districts, as they address the issues of diversity in face 

of a growing Latino population all over the country. The study findings indicated the 

importance of being deliberate and purposeful and understanding the impact that parent 

involvement, regardless of ethnicity or national origin, has on student achievement in 

particular, and school success in general. These findings supported Freire‘s (2000) 

educational initiatives that transformed schools into spaces ready to receive the local 

community's culture and knowledge. In Martin Elementary, the content and process of 

these principles allowed parents to recognize that they could, indeed, effect changes at a 

personal and social level. It also brought to light a new social consciousness, whereby 

everyone could participate as a functional citizen (Freire, 2000). 

 The study findings also revealed the importance of empowering teachers with 

resources necessary to establish an institutional receptivity for giving voice to parents, 

especially the marginalized. The researcher found awakening to self-reliance came from a 
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welcoming setting (Institutional Receptivity), building relationships, and open 

communication. An unintended positive finding was the awakening to self-reliance of 

teachers who benefitted from the same strategies that the principal used in all her 

interactions. 

The study findings indicated that Institutional Receptivity and Awakening to Self-

Reliance are essential to giving voice to the marginalized. The parents and staff 

interviewed described change in school practices and policies, the need for parents to be 

welcomed in the school and classrooms, the importance of parents‘ input and 

participation, and the need for a safe space for parents to practice that newly found 

ability. Additionally, the staff and parents who participated in this study attributed this 

new sense of self-reliance and capacity to the principal who addressed the needs of 

parents and gave them voice, providing a ―bridge‖ to other resources and community 

capital. However, other questions were raised that suggested the need for future study. 

Recommendations for Future Research 

 The results of this study should contribute to the current body of research and 

literature on the relationship between a principal‘s actions and the parental involvement 

of Latino immigrant parents. The increase in immigrant population in the country has 

added a new challenge to schools in terms of achievement and parental involvement. This 

adds new demands for creating just, equitable, and successful schools (Arce et al., 2005, 

Cambron-McCabe & McCarthy, 2005; Mayers, 2006). As the demographics of American 

elementary and secondary schools change as a result of record-high immigration (Suarez 

Orozco, 2000), schools are starting to realize that new populations call for new ways of 

doing business. School leaders must determine the best ways to attract parents; at the 
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same time that they may have to redefine their concept of what parent involvement means 

(Henderson et al., 2007; Hoerr, 2005). 

 This study could serve as a model of a principal who was successful at addressing 

the academic and social needs of students by capitalizing on how important education is 

for parents of any ethnic or national background. This principal found ways to make 

Latino immigrant parents welcome, but the challenge to schools is to find ways to 

acknowledge that all parents are interested in the education of their children, and that not 

all know how to get involved, or feel comfortable with the traditional ways of 

involvement (Constantino, 2003; Hoerr, 2005; Kuykendall, 2004).  

One additional interesting finding of this study was that this principal had never 

received any specific training on how to address diversity or how to involve parents in 

school. It is, therefore, recommended that additional studies be conducted on the 

professional development needed for principals to address issues of diversity and parental 

involvement. A study of professional development given to teachers in these two areas is 

also recommended, as well as pre-service training in this area.  

An unintended positive effect of the actions of this principal was the awakening to 

self-reliance of teachers in the school, and the impact that this may have in parental 

involvement. This also brings up the question about whether alternative leadership 

positions in the greater community (inside or outside the school) may encourage parents‘ 

participation. This area was not explored by this research study . Therefore, a 

recommendation for further study includes the consideration of alternative leadership 

positions in the greater community that may encourage parent participation of Latino 

immigrant parents.  
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Further study is needed in the form of longitudinal studies on the impact of the 

actions of a principal on parental involvement, especially in the area of awakening to 

self-reliance to find out if the effect of this principal‘s actions would have a long term 

effect, even in the event of a new principal coming to the school. Furthermore, the 

investigation found there is a need to research if this newly found self-reliance would 

transfer with parents to another school setting, or if it is tied to this particular principal 

and environment. 

Additional research is also needed in the area of the impact of parental 

involvement in the student achievement of the children of Latino immigrant parents. This 

study did not investigate whether Institutional Receptivity and Awakening to Self-

Reliance, which resulted in increased parental involvement, actually translated into 

higher student achievement of this student population. 

Concluding Overview 

This single case study examined the impact a principal‘s actions had on the 

parental involvement of Latino immigrant parents, and whether voice was given to 

marginalized groups through these actions. The findings of this inquiry suggested strong 

impact on issues associated with parent participation and awakening to self-reliance as a 

result of specific actions on the part of the principal. Through individual interviews, focus 

group, observations, and examination of documents, the researcher found that changes in 

practices associated with the way the school was perceived by parents resulted in 

increased participation by Latino immigrant parents. 

Additionally, the data set found participants felt self-reliance to address those 

issues as a result of having been given voice and a sense of being welcome. Moreover, 
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these results were found to be true for participants in the study whether their involvement 

was as parents of students in the school or teachers. 

The data revealed, however, a strong need for longitudinal studies on the impact 

of the actions of a principal on parental involvement, especially in the area of awakening 

to self-reliance to find out if the effect of this principal‘s actions would have a long term 

effect, even in the event of a new principal coming to the school. Furthermore, the 

investigation found there is a need to research if this newly found self-reliance would 

transfer with parents to another school setting, or if it is tied to this particular principal 

and environment. 

Finally, based on the findings, the answer to the question of whether the actions of 

a principal can impact parental involvement of Latino immigrant parents is a resounding 

―yes.‖  By using marginalized individuals‘ voices, changing the atmosphere of the school 

to a welcoming one, giving parents information and tools to participate, and allowing 

people to practice these techniques in a safe, welcoming setting, participants felt 

empowered to participate in their children‘s education. For some principals, however, the 

release of control may seem unorthodox and may feel uncomfortable. Nevertheless, if 

part of the challenge of schools is to involve parents in school at the same time that they 

face an increase in immigrant population, then schools must start to realize that new 

populations call for new ways of doing business. 

These new challenges in education will require skills from school leaders that 

were not discussed or practiced by leadership models of the past. For these reasons, it is 

now crucial that educational leaders possess the leadership skills required to recognize, 

analyze, adapt and seek solutions to situations that were not an issue before, to identify 
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shared goals and a shared sense of direction. It is also crucial for school leaders to 

recognize that strategies must change, so that the new characteristics of parents are 

reflected in these new practices (Blankstein, 2004; Elmore, 2000; Hoerr, 2005; Ramirez, 

2003). 
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Appendix A 

 INFORMED CONSENT FORM 

Dear Leader of Martin Elementary Participant: 

Thank you for considering participating in a research study titled, An Examination of the 

Impact of a Principal’s Actions on the Parent Involvement of Latino Immigrant Parents. 

This study is part of my dissertation research for a doctoral degree in educational 

leadership and policy analysis from the University of Missouri-Columbia. The 

information gathered should be beneficial to district and school officials responsible for 

enhancing parental involvement in the educational life of children. Your participation has 

been approved by your school district‘s Research and Evaluation Department. 

PURPOSE 

The purpose of this research is to examine whether voice is given to marginalized groups 

in the form of parental involvement, to Latino immigrant parents. The researcher will use 

a case study approach to examine the studies constructs. 

PROCEDURES 

If you choose to participate in the project, you will be invited to take part in two (2) one 

(1) hour audio recorded interviews.  The interviews will be conducted on your campus in 

a preapproved, designated classroom or office.  In the event that significant new findings 

develop during the course of the study, the researcher may ask you to participate in 

additional audio recorded interviews either in person or via telephone. In addition to 

being recorded, all interviews will be transcribed verbatim for use by the researcher. The 

researcher may also ask additional questions of you via electronic mail. In addition, all 

participants will be allowed to review the transcripts to ensure accuracy. 

PARTICIPATION 

Participation in the study is completely voluntary.  You may withdraw from participation 

at any time you wish without penalty, including in the middle of the interviews or after 

they have been completed.  Your consent to participate or refusal to participate will not 

affect your standing in the district in any way.  You may also decline to answer any 

questions you feel are too uncomfortable to answer.  Please do not hesitate to contact me 

with any questions or concerns about your participation.  You can call me at 816-246-

8807 or email me at aliciamkcmo@yahoo.com.  In addition, you are also welcome to 

contact the dissertation advisor for this research study, Dr. Barbara Martin, who can be 

reached at 660-543-8823 or at bmartin@ucmo.edu.  If you have a question about your 

rights as a research participant, you should contact your district Research and Evaluation 

Office and/or the University of Missouri Institutional Review Board office at (573) 882-

9585. 

CONFIDENTIALITY AND DISCLOSURE 

Tapes and transcripts will remain confidential and separate from any identifying 

information.  A fictitious name will be used during the data analysis and reporting  You 

will have the opportunity to verify the transcribed interview for accuracy of what was 

stated and what you intended.  Edits, deletions, and clarifications will be made 

immediately to the transcript to comply with your right to voluntarily release data.  Only 

the researcher and the dissertation supervisor will have access to identifiable data.  

Collected data will be kept locked and destroyed three years after the completion of this 

study. 
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Your identity and your school‘s identity will be confidential in the reporting of results.  I 

will not list any names of participants, or their corresponding institutions, in my 

dissertation or any future publications of this study. In addition, I will not reveal your 

name or any identifying information to any university official. 

 

This research has been preauthorized by the Institutional Review Board of the University 

of Missouri-Columbia. If you have further questions regarding research participants‘ 

rights, please contact the University of Missouri-Columbia Campus Institutional Review 

Board at (573) 882-9585, or visit http://www.research.missouri.edu/cirb/index. 

 

INJURY OR ILLNESS 

The University of Missouri does not compensate human subjects if discomfort eventually 

results from the research. Nonetheless, the university holds medical, professional, and 

general liability insurance coverage, and provides its own medical attention and facilities 

if participants suffer as a direct result of negligence or fault from faculty or staff 

associated with the research. In such unlikely event, the Risk Management Officer should 

be contacted immediately at (573) 882-3735 to obtain a review of the matter and receive 

specific information. Related ethical guidelines about Protection of Human Subjects set 

forth in the Code of Federal Regulations ―45 CFR 46‖ will be upheld. This statement is 

not to be construed as an admission of liability.  

RISKS AND BENEFITS 

The risk of your participation is minimal.  As stated above, the information gathered 

should be beneficial to college and university officials responsible for devising and 

improving faculty professional development, as well as to your district and school staff 

for devising professional development around parental involvement.  

COSTS TO STUDY PARTICIPANTS 

There will be no cost to participate in the study other than your time.  

COMPENSATION 

The researcher will provide no compensation for participating in the study. If you choose 

to participate in this study, please complete the information below.  A copy of this letter 

and your written consent should be retained by you for future reference.  

 Thank you for your time and consideration. 

 

Sincerely, 

 

Alicia H. Miguel 

Doctoral Candidate 

 

SIGNATURES 

A signed statement of informed consent is required of all participants in this project.  

Your signature indicates that you understand and voluntarily agree to the conditions of 

participation described above, and that you have received a copy of this Form. 

 

I agree to take part in this study. I have had a chance to ask questions about being in this 

study and have those questions answered.   

_____________________________  
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Printed Name of Subject 

_____________________________    ____________________                                                                              

Signature of Subject         Date  

 

Using language that is understandable and appropriate, I have discussed this project and 

the items above with the subject and/or authorized representatives. 

 

_____________________________ 

Printed Name of Principal Investigator 

_____________________________       ____________________ 

Signature of Principal Investigator     Date 
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Letter of Informed Principal Participant 

 

[Date] 

 

Dear (Leader of Martin Elementary) (Parent Participant): 

You are invited to participate in a research study titled, An Examination of the Impact of 

a Principal’s Actions on the Parent Involvement of Latino Immigrant Parents. This study 

is part of my dissertation research for a doctoral degree in educational leadership and 

policy analysis from the University of Missouri-Columbia. The information gathered 

should be beneficial to district and school officials responsible for enhancing parental 

involvement in the educational life of children. Your participation has been approved by 

your school district‘s Research and Evaluation Department. 

PURPOSE 

The purpose of this research is to examine whether voice is given to marginalized groups 

in the form of parental involvement, to Latino immigrant parents. The researcher will use 

a case study approach to examine the studies constructs. 

 

The following questions guide this qualitative study: 

1. How does principal behavior influence the participation of Latino 

immigrant parents?  

2. What are some of the strategies that encourage Latino immigrant parents 

to get involved in school? 

3. What are some of the ways in which Latino immigrant parents get 

involved in their children‘s school life? 

4. How has the school leader given voice to Latino immigrant parents? 

Before you make a final decision about participation, you must know how your rights will 

be protected:  
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INFORMED CONSENT STATEMENT FOR LEADER OF AN 

EXAMINATION OF THE IMPACT  OF A PRINCIPAL’S ACTIONS ON THE 

PARENT INVOLVEMENT OF LATINO IMMIGRANT PARENTS 
PARTICIPANT 

●Participation in the study is voluntary. You may withdraw at any time. If later you do not 
wish the data you provided to be used, inform me; your wish will be honored before culmination 
of the study. Your refusal to participate will have no adverse consequences. For any questions 
about your participation in this research, please contact me at  816-246-8807 or by email at 

aliciamkcmo@yahoo.com. You may also contact my dissertation supervisor Dr. Barbara Martin, 
at (660) 543-8823 or by email at bmartin@ucmo.edu 

● As an interview participant your name and answers will remain confidential; only my 
dissertation supervisor and I would have access to identifiable data. Any materials identifying 
specific individuals, district, or school will be kept locked and destroyed three years after the 
completion of this project. Data collected from the school participants will be coded for 
qualitative analysis, and summarized for reporting. Results may be published in Dissertation 

Abstracts and in professional journals at any time, protecting your anonymity and confidentiality. 
● You control as to which interview items you choose to answer insures that there will be no 
identifiable risk for you greater than that encountered in your everyday life. The University of 
Missouri does not compensate human subjects if injury or discomfort results from the research. 
Nonetheless, the university holds medical, professional, and general liability insurance coverage, 
and provides its own medical attention and facilities in the unlikely event that participants suffer 
as a direct result of negligence or fault from faculty or staff associated with this research. In such 
eventuality, the Risk Management Officer should be contacted immediately at (573) 882-3735 to 

obtain a review of the matter and receive further information. Ethical guidelines about Protection 
of Human Subjects set forth in the Code of Federal Regulations ―45 CFR 46‖ will be upheld. 
This statement is not to be construed as an admission of liability.  
● This research has been preauthorized by the Institutional Review Board of the University of 
Missouri-Columbia. If you have further questions regarding research participants‘ rights, please 
contact the Campus Institutional Review Board at (573) 882-9585, or visit 

http://ohrp.osophs.dhhs.gov/humansubjects/guidance/45cfr46.htm. 

If you elect to participate and make your professional opinion count as part of this 

study, please review the ―Informed Consent Form‖ at your earliest convenience and 

return it to me, signed and dated. Keep this letter for future reference, if you wish. The 

focus group interview will take approximately one hour to complete. A self-addressed 

stamped envelope has been provided or you may fax your signed Consent Form to me at 

816-418-2610.  Your participation is very valuable. Thank you very much.  

 

Sincerely,  

Alicia H. Miguel 
Doctoral Candidate  
University of Missouri-Columbia  
 

 

 

 

http://ohrp.osophs.dhhs.gov/humansubjects/guidance/45cfr46.htm
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INFORMED CONSENT FROM LEADER OF AN EXAMINATION OF THE 
IMPACT  OF A PRINCIPAL’S ACTIONS ON THE PARENT INVOLVEMENT 

OF LATINO IMMIGRANT PARENTS PARTICIPANT 

I, _____________________________________________, agree to participate in the 

study An Examination of the Impact of a Principal’s Actions on the Parent Involvement 

of Latino Immigrant Parents conducted by Alicia H. Miguel, doctoral candidate at the 

University of Missouri-Columbia. I understand the following:   

 My participation is voluntary, and may be withdrawn at any point before 

culmination of the study. 

 My responses will be used for dissertation research and for potential future 

journal publications. 

 My identity and affiliation will be kept confidential in all phases of the research.  

 The interview will take approximately one (1) hour to complete. 

I have read the statement above, which answered my questions to my satisfaction.  

 
 
Signed: ___________________________________________________    
 
Date: ________________________ 
 
 

Title: ______________________________________________________ 

 

School: ______________________________________________ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Please return to Alicia H. Miguel, 1605 SW White Ridge Dr, Lee’s Summit, MO 64081 

 Phone: 816-246-8807; FAX: 816-418-2610 
Email: aliciamkcmo@yahoo.com 

mailto:aliciamkcmo@yahoo.com
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Appendix B 

INFORMED CONSENT FORM 

Dear Faculty of Martin Elementary: 

Thank you for considering participating in a research study titled, An Examination of the 

Impact of a Principal’s Actions on the Parent Involvement of Latino Immigrant Parents. 

This study is part of my dissertation research for a doctoral degree in educational 

leadership and policy analysis from the University of Missouri-Columbia. The 

information gathered should be beneficial to district and school officials responsible for 

enhancing parental involvement in the educational life of children. Your participation has 

been approved by your school district‘s Research and Evaluation Department. 

PURPOSE 

The purpose of this research is to examine whether voice is given to marginalized groups 

in the form of parental involvement, to Latino immigrant parents. The researcher will use 

a case study approach to examine the studies constructs. 

PROCEDURES 

If you choose to participate in the project, you will be invited to take part in two (2) one 

(1) hour audio recorded interviews.  The interviews will be conducted on your campus in 

a preapproved, designated classroom or office.  In the event that significant new findings 

develop during the course of the study, the researcher may ask you to participate in 

additional audio recorded interviews either in person or via telephone. In addition to 

being recorded, all interviews will be transcribed verbatim for use by the researcher. The 

researcher may also ask additional questions of you via electronic mail. In addition, all 

participants will be allowed to review the transcripts to ensure accuracy. 

 

PARTICIPATION 

Participation in the study is completely voluntary.  You may withdraw from participation 

at any time you wish without penalty, including in the middle of the interviews or after 

they have been completed.  Your consent to participate or refusal to participate will not 

affect your standing in the district in any way.  You may also decline to answer any 

questions you feel are too uncomfortable to answer.  Please do not hesitate to contact me 

with any questions or concerns about your participation.  You can call me at 816-246-

8807 or email at aliciamkcmo@yahoo.com.  In addition, you are also welcome to contact 

the dissertation advisor for this research study, Dr. Barbara Martin, who can be reached at 

660-543-8823 or bmartin@ucmo.edu.  If you have a question about your rights as a 

research participant, you should contact your district Research and Evaluation Office 

and/or the University of Missouri Institutional Review Board office at (573) 882-9585. 

 

CONFIDENTIALITY AND DISCLOSURE 

Tapes and transcripts will remain confidential and separate from any identifying 

information.  A fictitious name will be used during the data analysis and reporting  You 

will have the opportunity to verify the transcribed interview for accuracy of what was 

stated and what you intended.  Edits, deletions, and clarifications will be made 

immediately to the transcript to comply with your right to voluntarily release data.  Only 

the researcher and the dissertation supervisor will have access to identifiable data.  
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Collected data will be kept locked and destroyed three years after the completion of this 

study. 

 

Your identity and your school‘s identity will be confidential in the reporting of results.  I 

will not list any names of participants, or their corresponding institutions, in my 

dissertation or any future publications of this study. In addition, I will not reveal your 

name or any identifying information to any university official. 

 

This research has been preauthorized by the Institutional Review Board of the University 

of Missouri-Columbia. If you have further questions regarding research participants‘ 

rights, please contact the University of Missouri-Columbia Campus Institutional Review 

Board at (573) 882-9585, or visit http://www.research.missouri.edu/cirb/index. 

 

INJURY OR ILLNESS 

The University of Missouri does not compensate human subjects if discomfort eventually 

results from the research. Nonetheless, the university holds medical, professional, and 

general liability insurance coverage, and provides its own medical attention and facilities 

if participants suffer as a direct result of negligence or fault from faculty or staff 

associated with the research. In such unlikely event, the Risk Management Officer should 

be contacted immediately at (573) 882-3735 to obtain a review of the matter and receive 

specific information. Related ethical guidelines about Protection of Human Subjects set 

forth in the Code of Federal Regulations ―45 CFR 46‖ will be upheld. This statement is 

not to be construed as an admission of liability.  

 

RISKS AND BENEFITS 

The risk of your participation is minimal.  As stated above, the information gathered 

should be beneficial to college and university officials responsible for devising and 

improving faculty professional development, as well as to your district and school staff 

for devising professional development around parental involvement.  

 

COSTS TO STUDY PARTICIPANTS 

There will be no cost to participate in the study other than your time.  

 

COMPENSATION 

The researcher will provide no compensation for participating in the study. If you choose 

to participate in this study, please complete the information below.  A copy of this letter 

and your written consent should be retained by you for future reference.  

 

 Thank you for your time and consideration. 

 

Sincerely, 

 

 

Alicia H. Miguel 

Doctoral Candidate 
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SIGNATURES 

A signed statement of informed consent is required of all participants in this project.  

Your signature indicates that you understand and voluntarily agree to the conditions of 

participation described above, and that you have received a copy of this Form. 

 

I agree to take part in this study. I have had a chance to ask questions about being in this 

study and have those questions answered.   

_____________________________  

Printed Name of Subject 

____________________________    ____________________                                                                              

Signature of Subject         Date  

Title: ___________________________ School: _________________________ 

 

Using language that is understandable and appropriate, I have discussed this project and 

the items above with the subject and/or authorized representatives. 

 

_____________________________ 

Printed Name of Principal Investigator 

 

 

_____________________________       ____________________ 

Signature of Principal Investigator     Date 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Please return to Alicia H. Miguel, 1605 SW White Ridge Dr, Lee’s Summit, MO 64081 

 Phone: 816-246-8807; FAX: 816-418-2610 
Email: aliciamkcmo@yahoo.com 

 

mailto:aliciamkcmo@yahoo.com
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Appendix C 

INFORMED CONSENT FORM 

Dear Parent Participant: 

Thank you for considering participating in a research study titled, An Examination of the 

Impact of a Principal’s Actions on the Parent Involvement of Latino Immigrant Parents. 

This study is part of my dissertation research for a doctoral degree in educational 

leadership and policy analysis from the University of Missouri-Columbia. The 

information gathered should be beneficial to district and school officials responsible for 

enhancing parental involvement in the educational life of children. Your participation has 

been approved by your school district‘s Research and Evaluation Department. 

PURPOSE 

The purpose of this research is to examine whether voice is given to marginalized groups 

in the form of parental involvement, to Latino immigrant parents. The researcher will use 

a case study approach to examine the studies constructs. 

PROCEDURES 

If you choose to participate in the project, you will be invited to take part in two (2) one 

(1) hour audiorecorded interviews.  The interviews will be conducted on your campus in 

a preapproved, designated classroom or office.  In the event that significant new findings 

develop during the course of the study, the researcher may ask you to participate in 

additional audiorecorded interviews either in person or via telephone. In addition to being 

recorded, all interviews will be transcribed verbatim for use by the researcher. The 

researcher may also ask additional questions of you via electronic mail. In addition, all 

participants will be allowed to review the transcripts to ensure accuracy. 

 

PARTICIPATION 

Participation in the study is completely voluntary.  You may withdraw from participation 

at any time you wish without penalty, including in the middle of the interviews or after 

they have been completed.  Your consent to participate or refusal to participate will not 

affect your standing in the district in any way.  You may also decline to answer any 

questions you feel are too uncomfortable to answer.  Please do not hesitate to contact me 

with any questions or concerns about your participation.  You can call me at 816-246-

8807 or email at aliciamkcmo@yahoo.com.  In addition, you are also welcome to contact 

the dissertation advisor for this research study, Dr. Barbara Martin, who can be reached at 

660-543-8823 or bmartin@ucmo.edu.  If you have a question about your rights as a 

research participant, you should contact your district Research and Evaluation Office 

and/or the University of Missouri Institutional Review Board office at (573) 882-9585. 

 

CONFIDENTIALITY AND DISCLOSURE 

Tapes and transcripts will remain confidential and separate from any identifying 

information.  A fictitious name will be used during the data analysis and reporting  You 

will have the opportunity to verify the transcribed interview for accuracy of what was 

stated and what you intended.  Edits, deletions, and clarifications will be made 

immediately to the transcript to comply with your right to voluntarily release data.  Only 

the researcher and the dissertation supervisor will have access to identifiable data.  
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Collected data will be kept locked and destroyed three years after the completion of this 

study. 

 

Your identity and your school‘s identity will be confidential in the reporting of results.  I 

will not list any names of participants, or their corresponding institutions, in my 

dissertation or any future publications of this study. In addition, I will not reveal your 

name or any identifying information to any university official. 

 

This research has been preauthorized by the Institutional Review Board of the University 

of Missouri-Columbia. If you have further questions regarding research participants‘ 

rights, please contact the University of Missouri-Columbia Campus Institutional Review 

Board at (573) 882-9585, or visit http://www.research.missouri.edu/cirb/index. 

 

INJURY OR ILLNESS 

The University of Missouri does not compensate human subjects if discomfort eventually 

results from the research. Nonetheless, the university holds medical, professional, and 

general liability insurance coverage, and provides its own medical attention and facilities 

if participants suffer as a direct result of negligence or fault from faculty or staff 

associated with the research. In such unlikely event, the Risk Management Officer should 

be contacted immediately at (573) 882-3735 to obtain a review of the matter and receive 

specific information. Related ethical guidelines about Protection of Human Subjects set 

forth in the Code of Federal Regulations ―45 CFR 46‖ will be upheld. This statement is 

not to be construed as an admission of liability.  

 

 

 

RISKS AND BENEFITS 

The risk of your participation is minimal.  As stated above, the information gathered 

should be beneficial to college and university officials responsible for devising and 

improving faculty professional development, as well as to your district and school staff 

for devising professional development around parental involvement.  

 

COSTS TO STUDY PARTICIPANTS 

There will be no cost to participate in the study other than your time.  

 

COMPENSATION 

The researcher will provide no compensation for participating in the study. If you choose 

to participate in this study, please complete the information below.  A copy of this letter 

and your written consent should be retained by you for future reference.  

 

 Thank you for your time and consideration. 

 

Sincerely, 

 

 

Alicia H. Miguel, Doctoral Candidate 
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SIGNATURES 

A signed statement of informed consent is required of all participants in this project.  

Your signature indicates that you understand and voluntarily agree to the conditions of 

participation described above, and that you have received a copy of this Form. 

 

I agree to take part in this study. I have had a chance to ask questions about being in this 

study and have those questions answered.   

_____________________________  

Printed Name of Subject 

 

____________________________    ____________________                                                                              

Signature of Subject         Date  

 

Title: ___________________________ School: _________________________ 

 

Using language that is understandable and appropriate, I have discussed this project and 

the items above with the subject and/or authorized representatives. 

 

_____________________________ 

Printed Name of Principal Investigator 

 

_____________________________       ____________________ 

Signature of Principal Investigator     Date 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Please return to Alicia H. Miguel, 1605 SW White Ridge Dr, Lee’s Summit, MO 64081 

 Phone: 816-246-8807; FAX: 816-418-2610 
Email: aliciamkcmo@yahoo.com 

mailto:aliciamkcmo@yahoo.com
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Appendix D 

Focus Group: Parents participating in An Examination of the Impact of a Principal’s Actions 

on the Parent Involvement of Latino Immigrant Parents.   
Date: __________________                Start Time: _________ 

Introduction:  
Good afternoon and welcome. Thank you for taking the time to join our discussion 

about An Examination of the Impact of a Principal’s Actions on the Parent Involvement 

of Latino Immigrant Parents. My name is Alicia Miguel, and I will serve as the moderator 

for today’s focus group. In order to ensure accuracy I will be audiotaping the discussion. The 
purpose of today’s discussion is to get information from you about acknowledging the 

different needs about Latino parents and how to get them involved in their children’s 
education.  

Please remember, there are no right or wrong answers but rather differing points of 
view. Feel free to share your point of view even if it differs from what others have said. If 

you want to follow-up on something that someone has said, you want to agree, disagree or 
give an example, feel free to do that. I want this to be more of a conversation among 

yourselves, so don’t feel like you have to respond to me all of the time. I am here to ask 
questions, listen and make sure everyone has a chance to share. I am interested in hearing 

from each of you. Please speak up and remember only one person should talk at a time.  
Our session will last about an hour and we will not be taking a formal break. Feel 

free to leave the table for any reason if you need to. I have placed name cards in front of you 
to help me facilitate the discussion, but no names will be included in any reports. Let’s begin 

by going around the room and finding out more about each other.  
 

Focus Group Questions for Parents 

Date: __________________                Start Time: _________ 
 

  Questions Information 

Opening Question: 5 min 

 

 

1.  Tell me a little about the school? The principal? 

The teachers? 

 

Learn about the 

participant 

Introductory Question: 5-10 min 
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2.  How do you get involved in the education of your 

child‘s or children‘s life? 

 

Q3: Latino parent 

participation 

 

 

Transition Question: 5-10 min 

 

3.  Describe the types of activities you participated in 

related to your child‘s or children‘s school. 

 

   Probes: If so, in what manner? 

 

Q3: Latino parent 

participation 

 

 

 

Key Question 10-15 min 

 

4.  Describe the types of activities the school plans for 

families.  

    Probes: Do you feel welcome? What do they do to 

make you feel welcome? 

 

 

Q1: Leadership 

Q4: Giving voice 

 

 

Key Question 10-15 min 
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5.  Do you think the school values your input? Do they 

encourage you to participate? 

    

   Probes: If so, in what manner? 

 

Q2. Strategies 

Q4 : Giving voice 

 

Key Question 10-15 min 

 

6. What are some things that parents can do in the 

school? 

     Probes: Do you do that? Why? Why not?  

 

Q2 : Strategies/ 

Expectations 

Q3:  Latino Parent 

participation 

Q4 : Giving voice 

 

Key Question 5-10 min 

 

7.  Are there incentives to become involved?  

 

Probes: What kind of incentives would help you get 

more involved? 

Q2: Strategies 

Q4: Giving voice 
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7.  Are there any barriers that stand in your way of being 

involved in your child‘s/children‘s education? 

 

 Probes: What could the school do to help you overcome 

these barriers? 

 

Q1: Leadership 

Q3:  Latino Parent 

participation 

Q4: Giving voice 

 

 

 

Key Question 5-10 min 

8.  How can the school be a partner with the home and 

the community partnership? 

 

  Probes: What changes would help you see the school 

as a partnership? 

Q1: Leadership 

Q2: Strategies 

        

 

Key Question 5-10 min 

 

 9.  Do you think the staff, culture of the school and the     

     location of the school affect how involved you 

     are in your child‘s education? 

  

   Probes: If so, in what manner? 

Q2: Strategies 

Q4: Giving voice 
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10.  What do you like about the school principal? 

  

   Probes: What does she do that makes you feel 

welcome? 

Q1: Leadership 

Q2: Strategies 

Q4: Giving voice 

 

11.  What do you think teachers and principal expect 

from you as a parent? 

  

Q3: Latino Parent 

Involvement 

Q4: Giving voice 

 

Ending Question 5-10 min 

 

12.  Is there anything you wish to share with me about  

       the school or ways to get involved in your child‘s                                                                                        

education  that I have not asked? 

Q4: Giving voice 
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Appendix  E 

 

Individual Interview Questions for Parents 

Date: __________________                Start Time: _________ 
 

  Questions Information 

Opening Question: 5 min 

 

 

1.  What is your name? Tell me a little about your 

family? 

 

Learn about the participant 

Introductory Question: 5-10 min 

 

 

2.  How do you get involved in the education of your 

child‘s or children‘s life? 

 

Q3: Latino parent 

participation 

 

 

Transition Question: 5-10 min 

 

3.  Describe the types of activities you participated in 

related to your child‘s or children‘s school. 

 

   Probes: If so, in what manner? 

 

Q4: Latino parent 

participation 

 

 

 

Key Question 10-15 min 
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4.  What can you tell me about the principal and 

teachers in this school?  

 

    Probes: Do you feel welcome? What do they do to 

make you feel welcome? 

 

 

Q1: Leadership 

Q4: Giving voice 

 

 

Key Question 10-15 min 

 

5.  Do you think being involved in your child‘s 

education is important? Why? 

    

   Probes: If so, in what manner? 

 

Q3. Latino parent 

participation 

Q4: Giving voice 

 

Key Question 10-15 min 

 

6. What are some things that you would like to do in the 

school, if any? 

     Probes: Do you do that? Why? Why not?  

 

Q3: Activities/Latino parent 

participation 

Q4: Giving voice 

 

Key Question 5-10 min 
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7.  Are there incentives to become involved?  

 

Probes: What kind of incentives would help you get 

more involved? 

 

Q2: Strategies 

Q4: Giving voice 

 

 

 

7.  Are there any barriers that stand in your way of being 

involved in your child‘s/children‘s education? 

 

 Probes: What could the school do to help you overcome 

these barriers? 

 

Q1: Leadership 

Q4: Giving voice 

 

 

 

Key Question 5-10 min 

8.  What do think about the school as being a home,    

      school and community partnership? 

 

  Probes: What changes would help you see the school 

as a partnership? 

Q2: Leadership 

Q4: Giving Voice 

        

 

Key Question 5-10 min 
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 9.  Do you think the staff, culture of the school and the     

     location of the school affect how involved you 

     are in your child‘s education? 

  

   Probes: If so, in what manner? 

Q3: Strategies 

Q4: Giving voice 

 

10.  What do you like about the school principal? 

  

   Probes: What does she do that makes you feel 

welcome? 

Q1: Leadership 

Q4: Giving voice 

 

11.  What do you think teachers and principal expect 

from you as a parent? 

  

Q1: Leadership 

Q2: Strategies 

Q4: Giving voice 

 

Ending Question 5-10 min 

 

12.  Is there anything you wish to share with me about  

       the school or ways to get involved in your child‘s                                                                                          

education  that I have not asked? 

Q4: Giving voice 
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Appendix F 

Interview Questions for School Principal Participant  

 

Date: __________________                Start Time: _________ 

 

Questions Information 

 

Opening Question: 5 min 

 

1. Tell me your name, and a little about your school.  Learn about 

participant  

 

 

 

 

Introductory Question:  5-7 min 

 

2. What is your definition of parental involvement? Q1: Leadership 

Q3: Latino parent 

participation 

 

 

 

Transition Questions: 5-7 min 

 

3. Describe the diversity you believe exists among your 

school members? (e.g. race, gender, language, national 

origin) 

      

 

 

Q1:  Leadership 

 

Q3:  Latino Parent 

participation 

 

 

 

Key Question: 7-10 min 

 

4. Does the staff acknowledge this diversity in some    

manner? 

 

 Probes: If so, in what manner? 

 

Q2: Strategies  

Q4: Giving voice 

 

 

 

Key Question: 7-10 min 
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5. What do you do to encourage parental involvement? 

What do you expect the teachers to do? 

 

Q1: Leadership  

Q2: Strategies 

Q4: Giving voice 

 

 

 

Key Question: 7-10 min 

6.  How do you communicate your expectations to parents? Q1: Leadership 

Q2: Strategies 

 

Key Question: 7-10 min 

8. What differences do you find between Latino immigrant 

parents and the rest of your parent population? 

Q1: Leadership 

Q 3: Latino parent 

participation 

 

Key Question: 7-10 min 

9.  What are some of your behaviors that you think 

encourage parent participation? 

How have you changed some of those behaviors to include 

Latino immigrant parents? 

Q1: Leadership 

Q2: Strategies 

 

 

Ending Question: 5-10 min 

10.  Is there anything you wish to tell me about your school? 

The parents in your school? 

Your efforts to involve Latino immigrant parents?  

Q1: Leadership 

Q2: Strategies 

Q3:  Latino Parent 

participation 
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Appendix G 

Individual Interview Questions for Staff Participant  

Date: __________________                Start Time: _________ 

 

Questions Information 

 

Opening Question: 5 min 

 

1. Tell me your name, and a little about your school.  Learn about 

participant  

 

  

 

2. .Describe your principal as a leader? Q1:  Leadership 

 

 

 

 

Introductory Question:  5-7 min 

 

3. What is your definition of parental involvement? Q3:  Parent 

Participation 

 

 

 

4. Describe the parents in your school. Q2: Strategies 

Q3:  Latino Parent 

participation 

 

 

 

 

Transition Questions: 5-7 min 

 

5. Describe the diversity you believe exists among your 

school members? (e.g. race, gender, language, national 

origin) 

      

Q3:  Latino Parents 

Q4: Giving Voice 
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Key Question: 7-10 min 

 

6. How do the principal and  staff acknowledge this 

diversity? 

 

Q1: Leadership 

Q3: Strategies  

Q4: Giving voice 

 

 

Key Question: 7-10 min 

7. What do you do to encourage parental involvement? 

What does the principal expect you to do to get parents 

involved? 

Q1: Leadership 

Q4: Giving voice 

 

 

Key Question: 7-10 min 

8.  How do you communicate your expectations to parents? 

 

Q1: Leadership 

Q2: Strategies 

 

Key Question: 7-10 min 

9. What differences do you find between Latino immigrant 

parents and the rest of your parent population? 

Q2: Strategies 

Q 3: Latino parents  

Q4: Giving voice 

 

Key Question: 7-10 min 

10.  What are some of your behaviors that you think 

encourage parent participation? How are those behaviors 

exhibited at the school? 

How have you changed some of those behaviors to include 

Latino immigrant parents? 

Q1: Leadership 

Q2: Strategies 

Q3: Latino Parent 

participation 
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Ending Question: 5-10 min 

 

10.  Is there anything you wish to tell me about your school? 

The parents in your school? Your principal? 

The school‘s efforts to involve Latino immigrant parents?  

Q1: Leadership 

Q2: Strategies 

Q3: Latino Parent Part.  

Q4: Giving voice 
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 Appendix H 

Focus Group: Teachers participating in An Examination of the Impact of a Principal’s Actions 

on the Parent Involvement of Latino Immigrant Parents.   
Date: __________________                Start Time: _________ 

Introduction:  
Good afternoon and welcome. Thank you for taking the time to join our discussion 

about An Examination of the Impact of a Principal’s Actions on the Parent Involvement 

of Latino Immigrant Parents. My name is Alicia Miguel, and I will serve as the moderator 

for today’s focus group. In order to ensure accuracy I will be audiotaping the discussion. The 
purpose of today’s discussion is to get information from you about acknowledging the 

different needs about Latino parents and how to get them involved in their children’s 
education.  

Please remember, there are no right or wrong answers but rather differing points of 
view. Feel free to share your point of view even if it differs from what others have said. If 

you want to follow-up on something that someone has said, you want to agree, disagree or 
give an example, feel free to do that. I want this to be more of a conversation among 

yourselves, so don’t feel like you have to respond to me all of the time. I am here to ask 
questions, listen and make sure everyone has a chance to share. I am interested in hearing 

from each of you. Please speak up and remember only one person should talk at a time.  
Our session will last about an hour and we will not be taking a formal break. Feel 

free to leave the table for any reason if you need to. I have placed name cards in front of you 
to help me facilitate the discussion, but no names will be included in any reports. Let’s begin 

by going around the room and finding out more about each other. 
 

Questions Information 

 

Opening Question: 5 min 
 

1. Tell me your name, how long you have taught at James, what 

grade you teach, etc.  
 

 Learn about participants 

 

Introductory Question:  5-10 min 
 

2. Tell me a little about your principal and the type of leader 
she is (toward staff, parents, students). 

 

Q1: Leadership 
 

 
Transition Questions: 5-10 min 

 

3. Describe the diversity in your school (parents, students, 
staff). 

Q3:Latino Parents  
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Key Question: 10-15 min 

4. Is this diversity acknowledged in some manner? 

 

Q2: Strategies 

Q4: Giving voice 

Key Question: 10-15 min 

6 . How are  parents encouraged to voice their opinions? Q2: Strategies 

Q4: Giving voice 
 

Key Question: 10-15 min 

5.  How does the school try to get parents involved in school? 
What effect does the involvement have in children? 

 

Q1: Leadership 
Q2: Strategies 

Q4: Voice 

 

Key Question: 10-15 min 

7 Are there any barriers you have encountered with Latino 
parents? 

Probe: How are those barriers addressed? 

Q1: Leadership 
Q3: Latino parent 

participation 

 

Key Question: 10-15 min 

9 . How does the school address the needs of Latino parents? 

 

Q1: Leadership 

Q3:Latino 
Community 

 
Ending Question: 5-10 min 

10. Is there anything you wish to tell me about your school, 

your principal, parents that I have not asked?  

Q1: Leadership 

Q4: Giving voice 
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Appendix I 

Data Codes 

SL  School Leader 

SS  School Secretary 

T1  Teacher Participant 1 

T2  Teacher  Participant 2  

T3  Teacher  Participant 3 

T4  Teacher  Participant 4  

T5  Teacher  Participant 5 

T6  Teacher  Participant 6 

T7  Teacher  Participant 7 

T8  Teacher  Participant 8 

P1  Parent Participant 1 

P2   Parent Participant 2 

P3   Parent Participant 3 

P4   Parent Participant 4 

P5  Parent Participant 5 

Scriptdoc Description of four main scripts 

Commdoc Communication documents 

FO  Field observation  
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Appendix J 

Field Observation Analysis 
 

Observati
on  

 

Key 
Word(

s) 

Theme(
s) 

Q1: 
Leadersh

ip 

Q2: 
Strategi

es 

Q3: Latino 
Parent 

Participati
on 

Q4: 
Givin

g 
voice 

Date 
Analyze

d 
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Appendix K 

Document Analysis 
 

Name of 
Docume

nt 

Key 
Word(

s) 

Theme(
s) 

Q1: 
Leadershi

p 

Q2: 
Strategi

es 

Q3: Latino 
Parent 

Participati
on 

Q4: 
Givin

g 
voice 

Date 
Analyze

d 
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Appendix L 

Interview Analysis 
 

Interview
ee  

 

Key 
Word(

s) 

Theme(
s) 

Q1: 
Leadersh

ip 

Q2: 
Strategi

es 

Q3: Latino 
Parent 

Participati
on 

Q4: 
Givin

g 
voice 

Date 
Analyze

d 
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