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Abstract 

The purpose of this qualitative study was to describe the existing level of parental 

involvement in education and the perceived barriers and facilitators to parental 

involvement in a sample population of parents and educators of African American and 

Hispanic middle school students at public middle schools in Colorado. The aim of the 

study was to use the results to develop a parental involvement awareness and 

communication workshop for parents and educators that can subsequently be put into 

practice in one or more middle schools. The study used a qualitative methodology and 

empirical phenomenological research design, gathering data through in-depth interviews 

with a sample population (n = 15) of parents (n = 9) and educators (n = 6) of African 

American and Hispanic middle school students. Major themes identified from analysis of 

the interview data included different views on the meaning of parental involvement; 

parent and educator perspectives on parental involvement roles; perceptions and 

expressions of racial and/or ethnic bias; immigrants and immigration policy; and barriers 

to parental involvement. The most important barriers to parental involvement identified 

were: 1) lack of time due to work and other obligations; and 2) poor communication 

between parents and educators. It was recommended that educational leaders head a 

parent-educator workshop/quality improvement program on improving communications 

and encouraging increased parental involvement. 

Keywords: Parental involvement, parental engagement, educational outcomes, African-

Americans, Hispanic-Americans, middle-school students 
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CHAPTER ONE: INTRODUCTION 

Introduction and Background 

 One of the most persistent and well-document problems in American public K-12 

education is the disparity in educational outcomes between non-Hispanic White students 

and non-Asian students of color (Collopy & Bowman, 2012; Robinson & Harris, 2014; 

Royas-LeBouef & Slate, 2011). More than six decades have passed since the U.S. 

Supreme Court case of Brown vs. Board of Education ruled race-based school 

segregation to be unconstitutional. More than fifteen years have passed since the No 

Child Left Behind Act mandated accountability for educational outcomes across all 

students, regardless of race or ethnicity. Notwithstanding these legal and regulatory 

attempts at addressing racial and ethnic disparities in education, and despite the fact that 

the American population, including the student population, is increasingly diverse, 

African-American and Hispanic students continue to lag behind their non-Hispanic White 

counterparts on various educational outcomes measures (Collopy & Bowman, 2012). 

Researchers are still trying to explain why this gap continues to exist and what 

interventions might help to close it. 

 Parental involvement in children’s education may be one factor that influences 

students’ educational outcomes, and thus a potential explanatory factor for the persistent 

gap in the educational outcomes of non-Hispanic white and African-American and 

Hispanic students. Parental involvement in education, also sometimes called parental 

involvement in school, refers to parent-student, parent-school/educator, and/or parent-

community interactions, communications, and activities that contribute to the students’ 

education and educational outcomes (Bui & Rush, 2016). Parental involvement 
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encompasses the two main categories of school-based involvement and home-based 

involvement (Pomerantz, Moorman, & Litwack, 2007). School-based parental 

involvement includes parents meeting with teachers, volunteering at the school site, 

participation in school activities, and attending school events. Home-based parental 

involvement encompasses parents’ emotional, attitudinal, and behavioral support for their 

children’s education-related activities and endeavors and includes helping with 

homework and planning for further education (Pomeranz et al., 2007).  Parental 

involvement in children’s education positively affects students’ educational outcomes 

(Noel, Stark, Redford, & Zuckerberg, 2016). Extant research has demonstrated a positive 

association between parental involvement and students’ academic achievement, 

decreased behavioral problems, increased school motivation, college attendance, and 

lower dropout rates (Bui & Rush, 2016; Fan, Williams, & Wolters, 2012; Hornby & 

Lafaele, 2011; Malone, 2015; Ross, 2016; Wang, Hill & Hofkens, 2014; Young, Austin, 

& Growe, 2013). 

 Although parental involvement has been found to positively affect educational 

outcomes among students of all races and ethnicities, there are racial and ethnic 

differences in the level, type, and associated student outcomes of parental involvement 

(Braley, Slate, & Cavazos, 2008; Fan et al., 2012; Noel et al., 2016; Pinder, 2013). 

Notably, national survey results indicate that African American and Hispanic students 

have lower levels of parental involvement in education than their non-Hispanic white or 

Asian American peers (Noel et al., 2016). Lower levels of parental involvement among 

African American and Hispanic students may be a contributing factor to the persistent 
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educational outcomes gap between non-Hispanic white and non-Asian students of color 

(Robinson & Harris, 2014; Royas-LeBouef & Slate, 2011). 

Statement of the Problem 

 The gap in educational outcomes between non-Hispanic white with African-

American and Hispanic students is one of the most persistent and vexing problems in 

American public education. Over the past two decades, research on parental involvement 

in children’s education has found positive associations between parental involvement and 

students’ academic and behavioral outcomes (Bui & Rush, 2016; Fan et al., 2012; 

Robinson & Harris, 2014). Results from the Parent and Family Involvement in Education 

component of the National Household Education Surveys Program of 2012 indicated that 

African American and Hispanic students have lower levels of parental involvement in 

education than their non-Hispanic white or Asian American peers (Noel et al., 2016). 

This finding suggested that successful interventions to increase parental involvement for 

African American and Hispanic students may help to narrow the educational outcomes 

gap between these students and their non-Hispanic white peers.  

 To date, there has been only limited research on ethnic and racial differences in 

parental involvement and/or the effect of non-white parental involvement on students’ 

educational outcomes (Bui & Rush, 2016; Hornby & Lafael, 2011; Pinder, 2013). 

Likewise, only a few studies have considered possible interventions to increase levels of 

parental involvement, regardless of students’ ethnicity (Fan et al., 2012; Robinson & 

Harris, 2014). A small number of studies have begun to examine barriers to parental 

involvement, and to a lesser degree, opportunities for parental involvement (Bui & Rush, 

2016; Hornby & Lafael, 2011; Malone, 2015). Research on aspects of parental 
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involvement among Middle School students is particularly lacking. Limited research to 

date suggests that the Middle School years may be a particularly fruitful time for 

enhancing student motivation and educational outcomes, whether through increased 

levels of parental involvement or other factors (Bui & Rush, 2016). There is a need to 

address these gaps in the research literature and to explore the possibility that parental 

involvement might help narrow the persistent gap in educational outcomes between 

African American and Hispanic students and their non-Hispanic white peers. A study of 

parental involvement among African American and Hispanic middle school students 

could begin to address this problem.  

Purpose of the Study 

 The purpose of this phenomenological dissertation in practice study was to 

describe the existing level of parental involvement in education and the perceived barriers 

and facilitators to parental involvement in a sample population of parents and educators 

of African American and Hispanic middle school students at public middle schools in 

Colorado. 

Research Question 

 Research demonstrating a positive association between parental involvement and 

students’ academic achievement, school persistence, college attendance, and school 

motivation suggests that increasing parental involvement among African American and 

Hispanic students who have lower levels of parental involvement than their white peers 

might help to narrow the demonstrated parental involvement gap and possibly also the 

academic achievement gap between these groups. It is therefore important to increase our 

understanding of the antecedents, components, experiences, and consequences of parental 
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involvement in African American and Hispanic students. This research sought to uncover 

and explicate some of the factors that might impede or enhance parental involvement in 

this population. The following research question guided this qualitative study: 

How do parents and educators describe their own or their students’ parental 

involvement in education, and what are some of the perceived barriers and 

facilitators to parental involvement in education for African American and 

Hispanic middle school students in a Colorado school district? 

Aim of the Study 

 The aim of this qualitative dissertation in practice study was to use the results, in 

combination with evidence from other studies, as well as theories of culture and 

education related to parental involvement, to develop a parental involvement awareness 

and communication workshop for parents and educators that can subsequently be put into 

practice in one or more middle schools. 

Methodology Overview 

 This study sought to describe in detail and enhance understanding of the 

phenomenon of parental involvement in a sample population of parents and educators of 

African American and Hispanic middle school students. A qualitative approach was most 

appropriate for addressing the broad, open-ended guiding research question and for 

gathering rich, detailed data (Creswell, 2014). The qualitative methodology used in this 

study was phenomenology.  According to Vagle (2014), phenomenology is “an 

encounter”, a “way of living”, and “a craft” that is interested in the study of phenomena 

(Locations 173-184). The phenomenological approach was particularly appropriate for 

exploring the lived experiences of parents and educators, as it allowed for a detailed and 
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in-depth study of the phenomenon of parental involvement in the target population. Data 

were gathered through interviews with a sample of parents, teachers, and other educators 

of African American and Hispanic middle school students from a Colorado school 

district. Data were analyzed using phenomenological data analysis procedures and 

processes, including epoche and horizontalization. 

Definition of Relevant Terms 

 The following terms were used operationally within this study. 

 African American student: Any student of African-American descent and/or who 

self-identifies, or whose parent(s) self-identify as African-American. 

 Barriers to parental involvement: Any internal or external psychological, 

emotional, physical, social, cultural, or environmental factor that blocks, impedes, and/or 

reduces parental involvement (Hornby & Lafaele, 2011). 

 Educational aspiration: Students’ aspiration or desire for further education and/or 

parents’ aspiration or desire for their children’s educational advancement and attainment 

(Collopy & Bowman, 2012). 

 Educational outcomes: This is a broad term that includes both positive and 

negative outcomes, consequences, and/or sequelae of students’ educational experiences 

and encounters. It thus includes academic achievement, dropout, graduation, college 

attendance, and educational persistence (Noel et al., 2016; Robinson & Harris, 2014). 

 Facilitators to parental involvement: Any internal or external psychological, 

emotional, physical, social, cultural, or environmental factor that helps, encourages 

and/or enhances parental involvement (Hornby & Lafaele, 2011). 
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 Hispanic student: Any student of Hispanic descent, regardless of immigrant or 

nationality status, and/or who self-identifies as or whose parent(s) self-identify as 

Latino/Hispanic. 

 Middle School:  A public educational institution serving students in grades 6-8. 

 Parental involvement: Any parent-child, parent-school/educator, and/or parent-

community interactions, communications, and activities that contribute to the 

child’s/student’s educational experiences and educational outcomes (Robinson & Harris, 

2014). 

Limitations and Delimitations 

 Major delimitations of the study included the fact that results only applied to the 

Colorado-based African American and Hispanic middle school students and their 

associated parents and educators involved or referenced in the study.  One of the most 

important delimitations in this study was that data on students’ perspectives on parental 

involvement were not be directly gathered from student informants. Instead, parents and 

educators served as third party informants of students’ perspectives and responses to 

parental involvement. The decision not to interview middle school students for the study 

was based on ethical and practical concerns with interviewing minor age students. 

Another major delimitation of the study was that it only investigated parental 

involvement in two distinct ethnic groups. A related delimitation concerned the 

difficulties and uncertainties in classifying two distinct ethnic groups given that 

multiethnic and multicultural factors pertain to individuals in these groups. To address 

this concern, for this study, ethnicity and race were based on the self-definitions and 

racial/ethnic self-identifications of the participants. Finally, the study only investigated 
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barriers and facilitators of parental involvement in the sample population, not 

consequences of parental involvement in that or any other population.  

 The reliance on a phenomenological methodology, as with any other qualitative 

methodology, created limitations concerning the generalizability of findings (Creswell, 

2014; Vagle, 2014). Specifically, it was not possible to generalize the findings beyond the 

participants of the study. The qualitative methodology also curtailed the capacity to 

generate any findings or conclusions related to causation (Babbie, 2014; Creswell, 2014). 

The phenomenological methodology allowed for in-depth examination of the topic 

(Moustakas, 1994; Vagle, 2014). At the same time, it was limiting in that it was only 

possible to engage in a few in-depth interviews. As a result, the perspective on parental 

involvement was limited to the number of study participants (Vagle, 2014). Logistics and 

time limitations also necessarily limited the number of participants included in the study. 

Scheduling difficulties also limited the ability to interview participants. Finally, 

unexpected staff and leadership turnover in the school district created limitations on 

access to participants. 

The Role of Leadership in the Study 

 This study of parental involvement in African American and Hispanic middle 

school students presented a number of opportunities to demonstrate and enhance 

educational leadership as a practicing teacher. The teacher as educational leader is in a 

unique position to lead students, their parents, and other educators. The teacher serves as 

a role model, motivator, and coach for students. For parents, the teacher serves an 

important leadership role in modeling educational support (Dor & Rucker-Naidu, 2012; 

Hoover-Dempsey & Sandler, 1997). For teaching colleagues and school administrators, 
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the teacher can serve as a leader by pioneering and directing improvements in educational 

practice that lead to improvements in students’ educational outcomes (Dor & Rucker-

Naidu, 2012; Epstein & Dauber, 1991; Rapp & Duncan, 2012).  

 The aim of this study was to develop an educator-led workshop for parents and 

educators on parental involvement. Ideally, educator(s) leading the workshop will draw 

on the findings from the study, along with insights from the empirical and theoretical 

literature to help break down barriers and enhance facilitators to parental involvement. In 

this sense, the educator-leader functioned as a transformational leader, motivating and 

empowering both parents and educators to raise and expand the level of parental 

involvement in children’s education (Northouse, 2013; Rapp & Duncan, 2012).  

Significance of the Study 

 One of the most important and inadequately addressed problems in American 

education is the persistent inequity in educational outcomes among African American 

and Hispanics students versus non-Hispanic white students (Altschul, 2011; Collopy & 

Bowman, 2012; Pinder, 2012). Research indicates that higher levels of parental 

involvement are associated with better educational outcomes (Bui & Rush, 2016; Hartas, 

2015; Hoover-Dempsey & Sandler, 2005; Noel et al., 2016). As a result of the detailed 

descriptions of parental involved obtained through the interviews, this study helped to 

promote understanding of some of the reasons for lower levels of parental involvement 

among African American and Hispanic middle school students versus non-Hispanic 

white students. Moreover, the results of the study provide guidance on how parental 

involvement might be increased in this population, and thus further insight into how 

parental involvement might help close the educational outcome gap. 
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Summary 

 The educational achievement gap between white and students of color has been a 

persistent and intractable problem in American public education.  Increased levels of 

parental involvement have been associated with improvements in educational outcomes 

(Bui & Rush, 2016; Fan et al., 2012; Robinson & Harris, 2014). Surveys indicated that 

parents’ involvement in their children’s education peaks when their children are in 

elementary school and then declines through the middle school and high school years 

(Bui & Rush, 2016). Research to date indicated that similar to the educational 

achievement gap, there is an ethnic and racial gap in parental involvement levels, with 

lower levels of parental involvement among African American and Hispanic students 

compared to their non-Hispanic white counterparts (Noel et al., 2016). Using a qualitative 

methodology and empirical phenomenological research design, this study described in 

detail and enhanced understanding of the phenomenon of parental involvement in a 

sample population of parents and educators of African American and Hispanic middle 

school students. The aim of the study was to draw on the study results to develop a 

workshop for educators and parents to increase awareness and enhance parental 

involvement, with a special focus on African American and Hispanic students.  
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CHAPTER TWO:  LITERATURE REVIEW 

Introduction  

 Parents’ involvement in schools and in children’s education has long been an 

accepted and expected part of educational practice. Teacher-parent conferences, Parent-

Teacher-Association (PTA) meetings, parents’ attendance at school plays and sporting 

events, and parents’ assistance with homework are among the tried-and-true staples of 

traditional parental involvement in children’s education. Systematic research on parental 

involvement in schools and/or education dates from the early 1990s. By the early 2000s, 

a large body of research had found that higher levels of parental involvement were 

strongly associated with positive academic and behavioral outcomes in children (Fan, 

Williams, & Wolters, 2012; Myers & Myers, 2013; Park & Holloway, 2013; Robinson & 

Harris, 2014).  

 The strong links between higher levels of parental involvement and positive 

academic outcomes suggested that increasing levels of parental involvement among 

vulnerable and at-risk children might improve academic outcomes among these children 

(Bower & Griffin, 2011; Finch, 2010; Myers & Myers, 2013). On the other hand, 

research through the late 1990s and early 2000s showed ethnic, socioeconomic, and 

cultural differences in levels, types, and outcomes of parental involvement (Fan et al., 

2012; Malone, 2015; Niemeyer, Wong, & Westerhaus, 2009; Overstreet, Devine, Bevans, 

& Efreom, 2005; Strom, Strom, & Beckert, 2008; Wang, Hofkens, & Hill, 2014).  

Additional research on barriers and impediments to parental involvement provided 

evidence of the role of cultural, ethnic, and socioeconomic factors in parental 
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involvement levels and outcomes (Fan et al., 2012; Malone, 2015; Turney & Kao, 2009; 

Wang et al., 2014). 

  The following review of literature provides background and support for the study 

of parental involvement among African American and Hispanic middle school students. 

The review of literature begins with an overview of parental involvement, including its 

definition, major types, prevalence, cultural aspects, measurement instruments, and 

models. This is followed by a review of the literature on parental involvement and its 

relationship to academic and behavioral outcomes. The next section reviews the literature 

on barriers to and potential facilitators of parental involvement. Finally, the review 

presents a brief analysis of the literature on leadership implications of parental 

involvement in education. 

Parental Involvement in Education Overview 

Definition 

 Disagreements about the definition of parental involvement permeate the 

literature. The term itself can be problematical, with some researchers preferring to 

stipulate parental involvement (PI) as shorthand for parental involvement in schools and 

others preferring a more inclusive vision of parental involvement as parental involvement 

in education (which presumably includes home and school activities) (Bower & Griffin, 

2011; Hornby & Lafaele, 2011; Young, Austin, & Growe, 2013). The term parental 

involvement is defined in the No Child Left Behind (NCLB) law as: 

The participation of parents in regular, two-way, and meaningful communication 

involving student academic learning and other school activities, including: 

assisting in their child’s learning; being actively involved in their child’s 
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education at school’ serving as full partners in their child’s education... (quoted in 

Finch, 2010, p. 109) 

Within the research literature, a more expansive version of the definition taking into 

account both school- and home-based parental involvement appears to have taken 

precedence (Bower & Griffin, 2011; Bracke & Corts, 2012; Fan et al., 2012; Myers & 

Myers, 2013; Young et al., 2013).  Fisher (2016) noted that some have taken a very broad 

perspective of parental involvement in children’s education, including parental activities 

that do not directly involve their own child’s education, such as baking cookies for school 

events to operating private schools. Meanwhile, Robinson and Harris (2014) reported that 

some researchers have broadened the definition of parental involvement in children’s 

education to include home- and community-based activities such as taking their child to a 

museum or participating in neighborhood clean-up events (p. 5). Overall, however, most 

researchers have resisted efforts to expand the definition of parental involvement in 

children’s education to include activities and behaviors not in some way directly 

connected to their own child’s education and towards efforts to improve their child’s 

educational outcomes (Rapp & Duncan, 2012; Robinson & Harris, 2014). 

 Notwithstanding the resistance to expand the definition of parental involvement to 

include activities and behaviors not typically included in standard measures of parental 

involvement, recent research exploring parental involvement among minority cultures 

and/or cultures outside of the United States suggests culturally-based differences in the 

definition and perceived meaning of parental involvement (Durand & Perez, 2013; Park 

& Holloway, 2018; Petrone, 2016; Poza, Brooks, & Valdes, 2014). Petrone (2016) and 

other researchers who have explored parental involvement in Mexican cultures have 



PARENTAL INVOLVEMENT  14

argued that there are differences in Mexican and American views of parental involvement 

that stem from differing views on the meaning and purpose of education (Poza et al., 

2014). Petrone (2016) argued that the Mexican concept of education is much broader than 

the American view and includes moral, social, and relational aspects that are largely 

absent from the more skills and knowledge acquisition focus of the American model. 

This broader definition of education might lead to a broader definition of parental 

involvement, at least as defined through the lens of Mexican culture.  

 As previously noted, racial- and ethnic-based differences in various aspects of 

parental involvement are well-established (Fan et al., 2012; Malone, 2015; Niemeyer et 

al., 2009; Overstreet et al., 2005; Strom et al., 2008; Wang et al. 2014). The studies on 

the differences between Mexican and American approaches to and definitions of 

education also has implications for how Hispanic and non-Hispanics in the United States 

perceived and define parental involvement. Of equal relevance to this study is whether 

any of the observed differences in parental involvement in African American versus non-

Hispanic whites were also suggestive of racially-based differences in the perceived and 

actuated meaning of parental involvement. None of the research studies reviewed here 

specifically examined race- or ethnicity-based differences in definitions of parental 

involvement. However, some of the researcher on parental involvement in African 

American families have found an association between community involvement and 

participation (including active membership in Black churches) and higher levels of 

parental involvement in African Americans (Hayes, 2011; Latunde, 2017). Whether or 

not this translates to a broader view of the definition of parental involvement than found 

in other ethnic and racial groups is unknown.  



PARENTAL INVOLVEMENT  15

Types and Patterns, Including Cultural Patterns  

 Based on their review of the literature on parental involvement, Myers and Myers 

(2013) stated that parental involvement can be classified based on three main criteria: “1) 

home-based vs. school-based 2) school-initiated vs. parent-initiated, and 3) behavioral vs. 

attitudinal” (p. 76). A more common classification of parental involvement is that of 

“home-based” versus “school-based” (Hayes, 2011; Hornby & Lafaele, 2011; Pinder, 

2013). Home-based parental involvement includes parents helping with homework, 

talking to children about school or education plans and goals, encouraging learning, and 

modeling education. School-based parental involvement includes attending parent-

teacher meetings, receiving progress reports from school, talking to school personnel, 

attending school events, and participating in school activities (Altschul, 2011; Choi et al., 

2015; Hayes, 2011). Hartas’ (2015) analysis of patterns of parental involvement in seven 

OECD countries (Denmark, Germany, Hungary, Italy, Korea, New Zealand, and 

Portugal) found types of parental involvement similar to those seen in the United States. 

Notably, parental involvement in education in these countries included home-, school, 

and community-based activities. Common activities cited included helping with 

homework, discussing books, discussing politics and current events, participating in 

school activities, attending school events, and conferences with teachers (Hartas, 2015). 

 In the United States, the research literature and large national surveys have 

revealed common trends and patterns in parental involvement. Findings from the most 

recent (2012) National Household Education Survey found that the most common school-

based parental involvement activity was attending a general school or parent-teacher 

organization meeting (87% of parents reported this) (Noel et al., 2016, p. 3). The most 
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common home-based activity noted in the survey was checking or helping children with 

homework (67% of parents reported this) (Noel et al., 2016, p. 3).  

 A persistent finding in the literature on parental involvement is that the level of 

parental involvement declines after elementary school, with a significant drop in the level 

of parental involvement between the last year of elementary school and the first year of 

high school (Bui & Rush, 2016; Hayes, 2011; Marshall & Jackman, 2015; Niemeyer et 

al., 2009; Noel et al., 2016). Sometimes called the “secondary slump”, the well-

documented phenomenon of declining parental involvement through middle school and 

into high school encompasses all modes of parental involvement (Marshall & Jackman, 

2015).  

A number of explanations have been offered for the phenomenon of declining 

parental involvement from middle school onwards (Marshall & Jackman, 2015). One 

possible reason revolves around behaviors normally associated with adolescent 

development. Middle- and high-school age children often desire and take steps to gain 

some independence and social distance from their parents. Given that successful parental 

involvement usually requires the willing participation of students/children, parents’ level 

of involvement could be curtailed by their children’s moves towards independence. 

Another possible reason for declining parental involvement during the middle school and 

high school years concerns possible gaps between parents’ knowledge and the current 

middle and high school curricula. As their children progress beyond elementary school, 

and as classrooms become more technology-centric, parents may be less able to offer 

meaningful assistance or feedback to their child’s school topics and interests (Marshall & 

Jackman, 2015). The decline in parental involvement after elementary school persists 
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across all demographic groups, but is more pronounced among African American and 

Hispanic students and parents versus non-Hispanic Caucasians and Asian-Americans 

(Hayes, 2011; Niemeyer et al., 2009; Wang et al., 2014).  

 Another consistent finding from the literature is that parental involvement levels 

are consistently lower among African American and Hispanics than among non-Hispanic 

whites and most Asian groups in the United States (Altschul, 2011; Braley et al., 2008; 

Hayes, 2011; Huang & Mason, 2008; Niemeyer et al., 2009; Overstreet et al., 2005; 

Petrone, 2016; Pinder, 2013). This finding is confirmed in the most recent National 

Household Education Survey which reported lower levels of parental involvement for 

African American and Hispanic households across several different measures (Noel et al., 

2016, pp. 4-7). A number of researchers have suggested that the lower levels of parental 

involvement among African Americans and Hispanics versus non-Hispanic whites in the 

United States is not so much a factor of ethnicity or race than it is an expression of what 

Robinson and White (2014) refer to as the problem of cultural discontinuity. These 

researchers argued that African American and Hispanic families experience an ongoing 

cultural discontinuity between their own culture and the dominant 

institutional/educational structure that values the norms and folkways of white society 

and culture. Petrone’s (2016) study of parental involvement in Mexican parents with 

Mexican schools versus their involvement with U.S. schools after immigrating seems to 

provide some support for this theory. In Mexico, parent participants (n = 5) in Petrone’s 

(2016) qualitative study were all assessed as being very involved in their children’s 

education. They engaged in extensive home and school-based parental activities, 

communicating frequently with teachers and other school personnel, and often engaging 
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their children concerning education. Once the Mexican families immigrated to the United 

States (North Carolina), their reported experiences of parental involvement changed 

dramatically. Parental involvement of all types and on nearly every level declined 

markedly. The decline in parent-school communications and activities was most 

dramatic. The Mexican immigrant parents noted that in contrast to the situation in 

Mexico, where they perceived the schools as partnering with them, the U.S. schools “did 

little to facilitate their participation” (Petrone, 2016, p. 79). 

 Petrone’s (2016) study illustrated the extent to which parental involvement in 

children’s education is both a universal practice seen across various cultures and a 

culturally-bound phenomenon. Home-based, school-based, and community-based forms 

and types of parental involvement have been documented in educational systems around 

the developed world (Hartas,2015; Robinson & White, 2014).  Parents’ desire to engage 

in their children’s education, parental involvement activities, and many of the barriers 

and facilitators to parental involvement are quite similar in different countries and 

cultures around the world (Argentin, Barbetta, & Maci; Fisher, 2016; Niia, Almqvist, 

Brunnberg, & Granlund, 2015; See & Gorard, 2015). At the same time, numerous studies 

have documented cultural, ethnic, and racial differences in parents’ approach to parental 

involvement in their children education as well as cultural and ethnic/racial differences in 

parental involvement levels and outcomes (Altschul, 2011; Braley et al., 2008;  Hayes, 

2011; Niemeyer et al., 2009; Overstreet et al., 2005; Pinder, 2012; Wang, Hill & 

Hofkens, 2014). 

 Not only is parental involvement a worldwide phenomenon, it is a growing 

phenomenon. Studies in Europe and the UK have found that the time that parents spent 
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with their children related to school and/or education increased steadily from the 1970s to 

the present time (Hartas, 2015). Hartas (2015) cited a large-scale English study on 

parental involvement that documented a significant increase in parents’ involvement with 

their children’s learning. Hartas (2015) also provided as evidence of the growth in 

parental involvement in the United States, a 2006 federal government study that found 

that the percentage of parents of young children who read daily to their children climbed 

from 53% in 1993 to 60% in 2005 (Hartas, 2015, p. 185). 

 In a number of European countries, including Italy, the UK, and Sweden, 

increasing parental involvement has become a policy mantra associated with improving 

educational outcomes (Argentin et al., 2016; Niia et al., 2015; See & Gorard, 2015). In 

the United States, the concept of parental involvement is frequently at the center of 

discussions on school reform and education quality initiatives (Flores de Apodaca, 

Gentling, Steinhaus, & Rosenberg, 2015; Rapp & Duncan, 2012; Robinson & Harris, 

2014; Ross, 2016). Indeed, in the U.S. education arena, parental involvement is deemed 

so important that more than a dozen U.S. states have declared an official “parental 

involvement month” (usually October) to be celebrated with a wide range of parental 

involvement-promoting initiatives (Robinson & Harris, 2014). 

Models and Measures 

 The most widely cited parental involvement model in the literature is one 

developed by Hoover-Dempsey and associates (Hoover-Dempsey & Sandler, 1997, 2005; 

Walker & Hoover-Dempsey, 2010). This model views parental involvement as a process 

occurring on five levels (plus one sublevel): 1) Parents’ motivations to become involved;  

1.5) parent involvement forms; 2) learning mechanisms engaged by parents during 
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involvement activities; 3) students’ perceptions of learning mechanisms engaged by 

parents; 4) student learning activities conducive to achievement; and 5) student 

achievements and outcomes influenced by parental involvement (Walker et al., 2010, pp. 

28-30). 

 Level 1 in the Hoover-Dempsey model states that various personal beliefs and 

contextual factors, including culture, time and energy, resources, and knowledge and 

skills influence parents’ choice of the type and form of parental involvement (shown in 

levels 1.5-2, and including school- and home-based activities). Levels 3-5 in the Hoover-

Dempsey model explain how parental involvement behaviors and activities translate into 

student outcomes. Specifically, the upper levels of the model argue that parental 

involvement increases children’s academic self-efficacy and social self-efficacy as it 

relates to teachers and other school personnel, stimulates intrinsic motivation; and 

enhances students’ self-regulatory strategies (Walker et al., 2010, pp. 28-29). The 

Hoover-Dempsey and Sandler (1997, 2005) model, generally referred to as the HDS 

model in the literature, has been widely tested and validated through a number of studies, 

including studies involving socio-demographically diverse populations (Gonzalez, 

Borders, Hines, Villalba, & Henderson, 2013; Park & Holloway, 2013). 

 Standardized scales for measuring parental involvement have been developed 

over the past two decades (Hoover-Dempsey & Sandler, 2005; Lau, 2013; Liu, Black, 

Algina, Cavangaugh & Dawson, 2010; Westmoreland, Bouffard, O’Carroll, & 

Rosenberg, 2009). The Family-School Partnership Lab Scales: Parental Involvement 

Project (PIP) are based on the HDS parental involvement model and comprise the most 

well-regarded, established peer-reviewed data collection instruments for parental 
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involvement (Australian Research Alliance for Children & Youth, 2015; Hoover-

Dempsey & Sandler, 2005; Westmoreland et al., 2009).  

Parental Involvement and Student Outcomes 

   Three decades of research on parental involvement have demonstrated that higher 

levels of parental involvement are associated with improved student outcomes (Bui & 

Rush, 2016; Fan et al., 2012; Finch, 2010; Hornby & Lafaele, 2011; Malone, 2015; 

Myers & Myers, 2014; Park & Holloway, 2013; Pomerantz, Moorman, & Litwack, 2007; 

Robinson & Harris, 2014; Wang et al., 2014; Young et al., 2013). Higher levels of 

parental involvement have been associated with improvements in academic achievement 

across all subject areas and grade levels (Choi et al., 2015; Flores de Apodaca et al., 

2015; Myers & Myers, 2013; Park & Holloway, 2013; Robinson & Harris, 2014). 

Parental involvement is also associated with a broad range of positive student and 

educational outcomes, including graduation, lower dropout rates, college attendance, and 

lower levels of school absenteeism (Argentin et al., 2016; Bui & Rush, 2016; Myers & 

Myers, 2013; Ross, 2016). Parental involvement is also positively associated with 

positive behavioral outcomes including decreased behavioral problems, decreased 

truancy, increased levels of post-school employment, and lower rates of family conflict as 

well as lower rates of family-school conflict (Fan et al., 2012; Hornby & Lafaele, 2011; 

Myers & Myers, 2013). Furthermore, parental involvement is positively associated with 

increased school motivation (Fan et al., 2012; Young, et al., 2013).  

 The well-established finding that increased parental involvement leads to 

improvement in student outcomes provided sufficient evidence to include a mandate for 

parental involvement in the No Child Left Behind (NCLB) Act of 2001. NCLB requires 



PARENTAL INVOLVEMENT  22

school districts and all Title I schools to implement planned parental involvement 

programs along specific guidelines (Curry & Adams, 2014; Finch, 2010). Research 

indicated that school-based parental involvement appears to directly influence students’ 

academic and school outcomes in a positive direction, while home-based parental 

involvement exerts an indirect influence on academic outcomes (Hornsby & Lafaele, 

2011; Myers & Myers, 2013; Pinder, 2012; Pomerantz et al., 2007; Young et al., 2013). 

Models of parental involvement and some research studies indicate that home-based 

parental involvement may have a more direct influence on behavioral outcomes, students’ 

motivation, and college attendance (Altschul, 2011; Bui & Rush, 2016; Choi et al., 2015; 

Fan et al., 2012; Hayes, 2011; Pinder, 2012; Pomerantz et al., 2007). 

 Early studies of parental involvement and its potential relationship to student 

outcomes were conducted with primarily Caucasian participants, raising the possibility 

that the findings on the positive influences of parental involvement could not be 

generalized to non-white populations. Subsequently, additional studies confirmed a 

consistent overall positive association between  parental involvement and student 

outcomes (Altschul, 2011; Bower & Griffin, 2011; Bui & Rush, 2016; Choi et al., 2015; 

Fan et al., 2012; Gonzalez et al., 2013; Hartlep & Ellis, 2010; Hayes, 2011; Huang & 

Mason, 2008; Niemeyer et al, 2009; Odom et al., 2014; Park & Holloway, 2013; Ross, 

2016;  Turney & Kao, 2009; Vega, Moore & Miranda, 2015). Overall, these studies 

demonstrated that high levels of parental involvement confer academic, behavioral, and 

other benefits among students from a broad variety of races, ethnicities, and cultures 

(Robinson & Harris, 2014). Additionally, studies have found a positive association 

between parental involvement and educational outcomes in both special education and at-
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risk students of various ethnicities (Braley et al., 2008; Epstein & Dauber, 1991; Flores 

de Apodaca et al., 2015).  

Cultural and Contextual Considerations 

 Culture, ethnicity, and a wide variety of contextual factors appear to mediate the 

parental involvement-student outcomes relationship (Altschul, 2011; Araque, Wietstock, 

Cova, & Zepeda, 2017; Bui & Rush, 2016; Jung & Zhang, 2016). The importance of 

cultural and ethnic factors is highlighted by the results of the Parent and Family 

Involvement in Education component of the National Household Education Survey 

indicating that African-American and Hispanic students have lower levels of parental 

involvement in education than their White or Asian-American peers (Noel et al., 2016, p. 

7). The finding of lower levels of parental involvement among these populations does not 

mean that these ethnic groups are somehow culturally disinclined towards parental 

involvement. More plausible explanations include the existence of barriers or 

impediments to parental involvement, culturally differentiated meanings of parental 

involvement, variations in parental involvement types and activities, and bias in 

measurements and/or research design (Atschul, 2011; Choi et al., 2015; Fan et al., 2012; 

Hornby & Lafaele, 2011; Park & Holloway, 2013).  Additionally, as previously noted, 

Robinson and Harris’ (2014) hypothesis that ethnic and racial minority parents confront 

the problem of cultural discontinuity in their relationships with schools provided another 

possible reason for lower levels of parental involvement among ethnic and racial minority 

parents in the United States.  

 There appear to be ethnic and cultural differences in parents’ preferences and 

participation levels in different types of parental involvement (Choi et al., 2015; Malone, 
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2015; Pinder, 2012; Wang et al., 2014). A number of studies suggested that home-based 

versus school-based parental involvement is highly preferred and more prevalent among 

parents of Hispanic students (Altschul, 2011; Larotta & Yamamura, 2011; Strom, Strom, 

& Beckert, 2008; Turney & Kao, 2009). Altschul (2011) found that among Mexican-

American families, the positive effects of parental involvement occur as a result of home-

based parental involvement, with school-based parental involvement found to have no 

impact on student outcomes in these families. Some researchers argued that Latino 

(especially Mexican-American) parents’ cultural emphasis on familiso encourages home-

based versus school-based forms of parental involvement. On the other hand, it may be 

that Mexican-American parents are less likely to engage in school-based parental 

involvement because of school-related factors (Niemeyer et al., 2009; Poza et al., 2014).  

Petrone’s (2016) study of Mexican immigrant parental involvement in the United States 

versus Mexico highlights institutional barriers to these parents’ participation in school-

based parental involvement activities. Petrone (2016) found high levels of school-based 

parental involvement in these parents while the families were in Mexico. After they 

immigrated to the United States, these Mexican parents engaged almost exclusively in 

home-based parental involvement activities. The study participants reported that the 

primary reason for this was that they felt the U.S. schools were not doing anything to 

facilitate or encourage school-based parental involvement. In contrast, they reported that 

the Mexican schools acted like “partners” in parental involvement (Petrone, 2016). 

 Studies of parental involvement in African American families have also often 

demonstrated a different pattern of parental involvement than often seen in comparative 

white families (Pinder, 2012; Wang et al., 2014). While high levels of school-based 
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parental involvement are associated with positive student outcomes in African American 

students, some studies suggest that African American families are less inclined towards 

engaging in school-based parental involvement than their white peers (Fields-Smith, 

2005; Hayes, 2011; Huang & Mason, 2008; Overstreet et al., 2005; Pinder, 2013; Vega et 

al., 2015). Other studies have suggested that the nature of home-based parental 

involvement is different among African Americans, with home-based involvement 

having a more lasting impact on African American students’ school motivation than 

among non-Hispanic white students’ school motivation (Odom & McNeese, 2014; Vega 

et al., 2015).  

Barriers and Facilitators to Parental Involvement 

 Various barriers may inhibit the development of parental involvement and/or 

adversely affect the potential positive influence of parental involvement on student 

outcomes.  These barriers may stem from institutional, socio-economic, cultural, and/or 

psychological sources (Baker, Wise, Kelley, & Skiba, 2016; Bui & Rush, 2016; Choi et 

al., 2015; Dor & Rucker-Naidu, 2012; Epstein & Dauber, 1991 Fan et al., 2012; Hornby 

& Lafaele, 2011; Malone, 2015; Pinder, 2013; Robinson & Harris, 2014; Ross, 2016; 

Wang et al., 2014). Barriers to parental involvement fall into two main categories: 1) 

parent and family-based barriers, and 2) educator or parent/educator relationship barriers. 

 Parent and/or family-based barriers to parental involvement include socio-

economic limitations, cultural barriers, family life contextual factors, and a range of 

cognitive, behavioral and attitudinal barriers (Altschul, 2011; Bui & Rush, 2016; Choi et 

al., 2015; Fan et al., 2012; Hornby & Lafaele, 2011; Malone, 2015; Myers & Myers, 

2013; Wang et al., 2014; Young et al., 2013). One very important potential structural 
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barrier concerns the socioeconomic status of the family. Low income, unemployment or 

underemployment, and low levels of parental education are all associated with lower 

levels of parental involvement (Bui & Rush, 2016; Choi et al., 2015; Hornby & Lafaele, 

2011). Structural barriers can prove difficult even among highly motivated parents. For 

example, work commitments and lack of time and other resources can significantly 

impede parents’ capacity to be involved in their children’s education (Braley et al., 2008; 

Bui & Rush, 2016; Choi et al., 2014; Dor & Rucker-Naidu, 2012; Hornby & Lafaele, 

2011; Wang et al., 2014). 

 Parent-based cognitive, behavioral, and attitudinal factors can also function as 

barriers to parental involvement. Parents’ attitudes towards being involved in their 

children’s education, and their view on the importance of parental involvement, as well 

as parents’ ideas about what constitutes parental involvement understandably affect 

parents’ efforts at and attitudes towards parental involvement (Hornby & Lafaele, 2011; 

Malone, 2015; Petrone, 2016). Relatedly parents’ attitudes and perceptions towards their 

children’s schools and teachers may create barriers to parental involvement. Hornby and 

Lafaele (2011) note that sometimes parents’ own negative experiences with school and 

education colors parents’ attitudes towards parental involvement and schools. 

Additionally, parents’ lack of knowledge about parental involvement, along with parents’ 

lack of knowledge or awareness about school-based parental involvement programs may 

create barriers to parental involvement (Fan et al., 2012; Hornby & Lafaele, 2011; 

Malone, 2015; Niemeyer et al., 2009; Robinson & Harris, 2014; Wang et al., 2014; 

Young et al., 2013). These barriers tend to be exacerbated for Hispanic parents, 
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especially those who lack English language skills (Altschul, 2011; Braley et al., 2008; 

Larrotta & Yamamura, 2011; Petrone, 2016).  

 Parents’ mistrust of educators and schools, difficulties in parent-school 

communications, and differences in how parents and schools define parental involvement 

can also create barriers to parental involvement (Hornby & Lafaele, 2011; Malone, 2015; 

Petrone, 2016; Wang et al., 2014; Young et al., 2013). Young et al. (2013) found that 

educators and parents often have widely divergent definitions of parental involvement. A 

number of researchers who have looked at parental involvement among African 

American parents have found that African American parents’ mistrust of institutions, 

including schools, creates a significant impediment to school-based parental involvement 

(Hayes, 2011; Hornby & Lafaele, 2011; Huang & Mason, 2008; Odom & McNeese, 

2014; Overstreet et al., 2005; Pinder, 2013; Yull, Wilson, Murray, & Parham, 2018). 

 Student-related barriers may also impede effective parental involvement. Potential 

student-related barriers include learning disabilities, behavioral problems, and language 

limitations (Flores de Apodaca, et al., 2015; Hornby & Lafaele, 2011; Wang et al., 2014). 

Behavioral problems represent a well-documented barrier to parental involvement, with 

research findings showing that the more disruptive a child’s school behaviors, the less 

likely it is for parents to be involved with the school (Hornby & Lafaele, 2011).  Another 

important student-related barrier is age. Research has consistently found that the level of 

parental involvement falls after elementary school, with the average level of parental 

involvement (across all ethnic groups) reaching its low point sometime in secondary 

school (Hornby & Lafaele, 2011; Marshall & Jackman, 2015; Myers & Myers, 2013). 

Researchers point to changes in parent-child relations (e.g., children’s developmental 
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changes and desire for independence, conflict between parents and adolescent offspring), 

lower levels of secondary school educators’ interest in parents, the presence of multiple 

teachers rather than a single grade level instructor, and the increased scope and difficulty 

of the school curriculum as some of the reasons behind the decline in parental 

involvement during middle school and high school (Marshall & Jackman, 2015; 

Robinson & Harris, 2014). 

 In addition to family-based barriers to parental involvement, there are many 

school/educator-based or parent-educator relationship barriers. Primary barriers include 

educators’ lack of knowledge and awareness of different cultures, educators’ cultural or 

racial biases, and differing educator-parent goals, attitudes, and definitions of parental 

involvement (Curry & Adams, 2014; Horvat, Curci, & Partlow, 2010; Hornby & Lafaele, 

2011; Malone, 2015; Park & Holloway, 2013; Yull, Blitz, Thompson, & Murray, 2014). 

Malone (2015) argued that cultural differences were one of the main barriers to parental 

involvement, and noted that educators seem unprepared for increasing diversity. Some 

analysts noted that in many cases teachers and other school personnel are focused on 

“managing” or “handling” parents rather than supporting and empowering them (Curry & 

Adams, 2014; Horvat et al., 2010). 

 Research on facilitators to parental involvement is in its infancy. Some 

researchers have argued that many of the previously identified barriers to parental 

involvement could be transformed so that they served as facilitators of parental 

involvement (Dor & Rucker-Naidu, 2012; Hornby & Lafaele, 2011; Horvat et al., 2010; 

Young et al., 2013). The HDS model of parental involvement suggests that contextual 

support, encouraging attitudes, and empowerment may enhance and facilitate parental 
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involvement (Hoover-Dempsey & Sandler, 1997; Walker & Hoover-Dempsey, 2010). 

Specific potential facilitators identified in the literature include parent/teacher 

relationships that foster frequent and clear communications, trust between parents and 

educators, and appreciation and support directed at parents (Dor & Rucker-Naidu, 2012; 

Hornby & Lafaele, 2011; Young et al., 2013). School- and educator-based facilitators 

include educators who are culturally sensitive, seek to eliminate bias, and reduce 

disproportionality in discipline (Yull et al., 2014; Yull et al., 2018). Other potential 

facilitators include increasing diversity among school personnel, infusing cultural 

diversity into the curriculum, training teachers in parent communications, and working to 

empower parents as partners in the education process (Curry & Adams, 2014; Horvat et 

al., 2010; Malone, 2015; Smith, 2006). 

Leadership Implications 

 A search of the literature using the combined keywords parental involvement and 

school leadership yielded only a small number of relevant articles. Nearly all of the 

identified articles reflected the view that, as stated by Horvat et al. (2010), “the empirical 

literature examining the intersection of parent involvement and leadership is 

underdeveloped” (p. 704). Young et al. (2013) similarly remarked on the dearth of 

empirical literature examining the parental involvement school leadership relationship, 

despite the fact that school administrators consistently indicate that they value parental 

involvement as a way to increase student achievement (p. 203). Curry and Adams (2014) 

pointed to leadership as a vital missing link in facilitating and promoting effective 

school-parent partnerships to enhance parental involvement. Finch (2010) argued that 

school leaders too often delegate all responsibility for enhancing parental involvement 
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and fostering school-parent relationships to teachers, without providing any adequate 

training or leadership support. 

 The strong evidence linking higher levels of parental involvement to better 

academic outcomes provides a strong rationale for schools and school leaders to support 

and attempt to enhance parental involvement. Beyond this rationale, however, is the fact 

that school districts are actually required to take steps to promote parental involvement in 

education.  This legal and regulatory requirement began in 2001 with the passage of the 

No Child Left Behind Act (NCLB), subsequently reauthorized as the Elementary and 

Secondary Education Act (ESEA) (Curry & Adams, 2014; Finch, 2010, p. 108). Title I, 

Section 1118 of the NCLB Act is specifically devoted to parental involvement. The 

NCLB Act requires all states, school districts, and Title I schools to develop and 

implement parental involvement programs and provisions (Curry & Adams, 2013, p. 

920). In theory, schools that fail to completely comply with the parental involvement 

requirements of NCLB may lose part or all of their federal funding. However, as Finch 

(2010) noted, in practice, specific enforcement measures are lacking and schools are 

rarely sanctioned for deficiencies in parental involvement programs. 

 Based on their case study, Horvat et al. (2010) argued that there are inherent 

power dimension tensions between schools and parents that may inhibit effective school 

leadership on parental involvement. Parents are understandably most concerned about the 

educational opportunities and outcomes for their own children, while schools have an 

obligation to address the needs of all children in their school. Horvat et al. (2010) also 

remarked on the natural school-parent battle for control and authority. Although schools 

may be quick to find fault with parents when individual students fail or achieve poor 
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outcomes, schools also tend to view the academic realm as solely their purview and may 

resent or resist parental intrusions into the academic realm. Additionally, Horvat et al. 

(2010) noted that school personnel “often view parents as another constituency that must 

be ‘managed’”, an attitude that does not facilitate mutual respect and sharing of 

responsibilities. These researchers found that in their case study, parental involvement 

programs seemed to run most smoothly when parents took an active leadership role 

and/or when school leaders engaged in power-sharing with parents versus taking 

“management” view towards parents. 

 Curry and Adams’ (2014) quantitative study of parent-school partnerships 

likewise highlighted the importance of authentic relationships and power sharing between 

school personnel and parents. These researchers found that some of the formal programs 

and structures associated with parental involvement (e.g., parent-teacher conferences, 

back-to-school nights) did not always promote strong relationships with parents. On the 

other hand, informal school and community activities (e.g., family nights, school socials, 

athletic events) provided opportunities for bonding with and building relationships with 

parents as a foundation for stronger parental involvement. Such informal activities were 

found to be of special importance with socioeconomically disadvantaged populations. 

Overall, these researchers concluded that school “leadership preparation programs must 

emphasize parent empowerment as a goal of parent-school partnerships” (Curry & 

Adams, 2014, p. 937). 

 The literature suggests overall that school leadership in parental involvement is 

lacking (Curry & Adams, 2014; Finch, 2010; Horvat et al., 2010; Park & Holloway, 

2013; Rapp & Duncan, 2012; Young et al., 2013). The relative absence of educator 
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leadership in parental involvement is surprising given not only the growing evidence 

demonstrating that high levels of parental involvement are associated with a broad range 

of positive educational outcomes but also given that for the past two decades, educators 

and educational policymakers have championed parental involvement (Rapp & Duncan, 

2012; Robinson & Harris, 2014). School leaders need to take a more active role in 

engaging and empowering parents. This can be accomplished in part through formal and 

informal parent-school programs (Curry & Adams, 2014; Finch, 2010). Given that 

parents’ primary interaction with the school occurs through teachers, it is important that 

schools and education programs include parental involvement leadership training for 

teachers, counselors, and other school personnel with direct student and parent contact 

(Curry & Adams, 2014; Park & Holloway, 2013; Young et al., 2013). These leadership 

programs should encourage teachers to move away from viewing parents as problems to 

be managed towards viewing parents as opportunities to enhance student outcomes 

(Curry & Adams, 2014; Finch, 2010; Young et al., 2013).  

Summary 

 Parental involvement encompasses both home- and school-based actions and 

includes any parent-child, parent-school, and/or school-parent interaction, 

communication, and activity that contribute to the student’s educational experiences and 

educational outcomes. The Hoover-Dempsey-Sandler (HDS) model of parental 

involvement provides a five-level model of parental involvement that describes the 

motivational and contextual antecedents of parental involvement and explains how 

parental involvement positively affects student behavioral and academic outcomes 
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(Hoover-Dempsey & Sandler, 2005). This model has been tested and validated and serves 

as the basis for peer-reviewed validated instruments measuring parental involvement. 

 A large body of research literature provides evidence that higher levels of parental 

involvement are associated with improvements in student behavioral and academic 

outcomes (Niia et al., 2015; Noel et al., 2016). On the strength of this research, the No 

Child Left Behind Act (NCLB) mandates the implementation of school-based parental 

involvement programs in all Title I schools. The findings on the benefits of parental 

involvement hold across all age levels and all populations. However, studies indicate that 

parental involvement levels decline after elementary school and that African American 

and Hispanic families have consistently lower levels of parental involvement than their 

white peers (Pinder, 2011). The Middle School years stand out as an important “bridge” 

period in parental involvement. It is during these years that parental involvement levels 

begin to decline (Marshall & Jackman, 2015). While middle school students are entering 

adolescence and a time when they begin to distance themselves from their parents, they 

are arguably more developmentally amenable to parental involvement interventions than 

their older high-school peers (Bui & Rush, 2016). Moreover, research suggests that 

higher levels of parental involvement during the middle school years is associated with 

increased likelihood of pursuit of post-secondary education (Bui & Rush, 2016).  

 The review of literature on barriers and facilitators to parental involvement 

suggests that barriers are classified into two broad categories of family-based and school-

based barriers. These barriers may stem from a variety of structural, cultural, institutional, 

and psychological sources (Baker et al., 2016; Malone, 2015). Major family-based 

barriers of particular relevance to African American and Hispanic families include low 
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income, low parental education levels, language limitations, work obligations, lack of 

knowledge/awareness, and mistrust of schools/educators (Fan et al., 2012; Hornby & 

Lafaele, 2011; Malone, 2015). Major school-based barriers of special relevance to this 

population include lack of cultural awareness/sensitivity, racial/ethnic bias, language 

limitations, poor communications, and negative educator attitudes towards parents (Dor 

& Rucker-Naidu, 2012; Fan et al., 2012; Hornby & Lafaele, 2011). There has been 

limited research to date on facilitators of parental involvement, particularly as it relates to 

facilitation of parental involvement in African American, Hispanic, and other racial and 

ethnic minority groups (Overstreet et al., 2005; Hayes, 2011). However, in recent years, 

there has been growing interest in community-based research as a way to encourage 

parental involvement and engagement among families of color (Aidman & Long, 2017; 

Yull et al., 2014; Yull et al., 2018). Other research has looked at the use of skills-based 

interventions for parents as a way to facilitate increased parental involvement in families 

of color (Latunde, 2017). There has also been some research on interventions to increase 

parental involvement among Hispanic immigrant families (Flores de Apodaca et al., 

2015; Gonzalez et al., 2013; Larrotta & Yamamura, 2011). 

 Historically, research on parental involvement in the U.S. population has focused 

on parental involvement among the white-majority population, with some attention to the 

differences and similarities of parental involvement among ethnic or racial minority 

populations (Choi, Chang, Kim, & Reio, 2015; Fan et al., 2012; Hartlep & Ellis, 2010; 

Myers & Myers, 2013; Overstreet et al., 2005). However, the past decade has seen the 

development and growth of a fairly extensive literature that has explored various aspects 

of parental involvement in Latino/Hispanic, and to a somewhat lesser extent, African 
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American families (Altschul, 2011; Araque et al., 2017; Durand & Perez, 2013; Gonzalez 

et al., 2013; Jung & Zhang, 2016; Niemeyer et al., 2009; Odom & McNeese, 2014; 

Petrone, 2016; Sibley & Brabeck, 2017; Wang et al., 2014). Perhaps the biggest single 

takeaway message from this research is that ethnic, racial, and cultural factors matter in 

parental involvement.  

Little attention has been devoted to school leadership and parental involvement. 

There are large research gaps concerning the appropriate parental involvement leadership 

role for teachers, school administrators or other educators. There are additional gaps 

concerning leadership effectiveness in removing barriers to parental involvement and/or 

in facilitating increased parental involvement. The limited available leadership literature 

suggests that leadership training that focuses on fostering parent empowerment may help 

to facilitate improvements in parental involvement (Aidman et al., 2017; Latunde, 2017; 

Yull et al., 2018). 

 This chapter has provided a review of the literature on parental involvement in 

education, with a special focus on parental involvement among African American and 

Hispanic families. The review has highlighted the need for further investigation of the 

reasons behind the ethnic gap in parental involvement levels. The review has also pointed 

to the need for further study of parental involvement for middle school students who are 

at the age when parental involvement levels decline sharply. Finally, the review of the 

literature demonstrates that while there is a growing literature on parental involvement 

among ethnic and racial minorities, there remain large gaps in the literature, especially in 

regard to facilitators of increased parental involvement, and appropriate leadership 
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approaches to engaging and motivating both educators and parents of diverse students to 

increase their level and scope of parental involvement.  
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CHAPTER THREE: METHODOLOGY 

Introduction  

 The purpose of this phenomenological dissertation in practice study was to 

describe the existing level of parental involvement in education and the perceived barriers 

and facilitators to parental involvement in a sample population of parents and educators 

of African American and Hispanic middle school students at public middle schools in 

Colorado. The study was significant because it filled a gap in the literature on ethnic and 

racial differences in parental involvement and the impact of non-White parental 

involvement on students’ educational outcomes. The study also added to the limited 

literature on possible interventions to increase parental involvement, as well as the 

growing but still limited literature on barriers and facilitators to parental involvement 

(Bui & Rush, 2016; Malone, 2015; Robinson & Harris, 2014). Moreover, the study filled 

a gap in the literature on parental involvement among middle school students, a group 

who, based on their age and developmental status, may be especially affected by parental 

involvement or its absence (Bui & Rush, 2016; Wang, Hill, & Hofkens, 2014). In 

addition to addressing these gaps in the literature, the study was significant for exploring 

the possibility that parental involvement might help narrow the persistent gap in 

educational outcomes between African American and Hispanic students and their non-

Hispanic white peers (Bui & Rush, 2016; Fan, Williams, & Wolters, 2012; Robinson & 

Harris, 2014).   

Research Question 

 The following research question guided this qualitative study: 
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How do parents and educators describe their own or their students’ parental 

involvement in education, and what are some of the perceived barriers and 

facilitators to parental involvement in education for African American and 

Hispanic middle school students in a Colorado school district? 

Research Design 

 A qualitative research methodology was used for this descriptive study. Rather 

than hypotheses postulating relationships between specific variables, the broad, open-

ended guiding research question in this study aimed at eliciting rich, detailed data from 

study participants. For these reasons, a qualitative versus quantitative approach was the 

most appropriate methodological approach for this study (Babbie, 2014; Creswell, 2014). 

The specific type of qualitative methodology used in the study was phenomenology. All 

qualitative research includes a phenomenological aspect in that all qualitative research 

investigates human-related qualities and interpretations (Padilla-Diaz, 2015). 

Phenomenological research designs explore and describe in depth phenomenon 

embedded in the lived experiences of people (Moustakas, 1994; Vagle, 2014).  

 The specific type of phenomenological research design used in this study is 

sometimes referred to as empirical phenomenology, reflecting its focus on experiences 

and reflection (Moustakas, 1994, p. 13). This type of phenomenological research design 

is also sometimes referred to as descriptive or hermeneutical phenomenology, and again 

reflects its focus on the meanings of experienced phenomenon (Padilla-Diaz, 2015, p. 

103). The type of phenomenological research design used in this study is distinguished 

from the other major types of phenomenological research designs, including 

transcendental phenomenology, which focuses on essences perceived by individual 
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experiences, and constitutional phenomenology, which focuses on the analysis of the self 

and on universal consciousness (Padilla-Diaz, 2015, p. 103). 

The phenomenon under study in this dissertation in practice study was the lived 

experience of parental involvement among parents and educators (teachers, coaches, 

principals, counselors) of African American and Hispanic middle school students.  

Phenomenology, especially hermeneutical phenomenology, is well established as a 

research design in qualitative educational studies and thus was appropriate for this 

proposed dissertation-in-practice research (Padilla-Diaz, 2015). Additionally, this 

phenomenological research design was selected based on its suitability for exploring and 

describing the lived experiences of parental involvement among sample population of 

middle school student parents and educators (Creswell, 2014). The phenomenological 

design was also appropriate for gathering rich data on parents’ and educators’ perceptions 

of the African American and Hispanic middle school student experience of and response 

to parental involvement. 

Participants 

 The study population for the study was parents and educators (teachers, 

principals, coaches, and school counselors) of African American and Hispanic middle 

school students in a Colorado school district. Creswell (2014) and Moustakas (1994) 

recommend a sample size of six to eighteen participants for phenomenological studies, 

depending upon the phenomenon under investigation and the importance of obtaining 

data from different perspectives. In order to obtain a broad perspective on parental 

involvement experiences, the sample included representatives from parent and educator 
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groups within the district. All participants were adults. No students participated in the 

study. 

 A purposive sampling strategy focused on middle schools in one Colorado school 

district was used to identify and recruit the participants. Please see Appendix F for an 

Agreement letter with the district.  Administrators in the middle schools in the district 

were contacted to solicit permission for the project and to help identify possible 

participants. Parents and educators were recruited via an invitation letter and follow-up 

phone calls and emails. Please see Appendices D and E for sample recruitment and 

invitation letters. Because no minor students were included in this study, the requirement 

for Institutional Review Board approval was waived. 

 Saturation determined the final sample size for each category (educator or parent) 

of participant. The study included a total of 15 participants, including 9 participants 

(including 2 couples) in the parent group, and 6 participants in the educator group, 

including 3 principals and 3 teachers. Among the 15 participants, 12 (80%) were male 

and 3 (20%) were female. Three (20%) of the educator participants self-identified as non-

Hispanic White, 7 (46.6%) participants identified as Hispanic, 3 (20%) as African-

American, and 2 (13.3%) as mixed ethnicity/race. A more detailed profile of participant 

demographics and characteristics is included in Chapter Four.   

Data Collection Tools 

 Data were collected from in-depth in-person interviews with additional follow-up 

phone interviews and member checks. In-depth interviews are the main data collection 

tool used in phenomenological research designs (Creswell, 2014; Moustakas, 1994; 

Padilla-Diaz, 2015; Vagle, 2014). Some experts in phenomenological research design 
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strongly advocate the use of unstructured or nondirective interviews (Moustakas, 1994; 

Vagle, 2014). Unstructured interviews often start with just a single, general, open-ended 

question and vary dramatically from participant to participant in terms of the type and 

quantity of data generated (DiCicco-Bloom & Crabtree, 2006; Lee, 2011). Such 

unstructured interviews thus provide an opportunity to plunged the depths of the 

participants’ lived experiences (Moustakas, 1994). Unstructured interviews have the 

advantage of potentially generating a tremendous amount of qualitative data and thus 

providing in-depth knowledge on the topic under study (Lee, 2011). Although 

unstructured interviews hold the potential to generate generous amounts of in-depth 

qualitative data, they also carry some potential disadvantages. Effective implementation 

of unstructured interviews requires considerable experience and skill on the part of the 

researcher/interviewer (DiCicco-Bloom & Crabtree, 2006; Lee, 2011). Additionally, 

unstructured interviews typically require a much longer time format compared to semi-

structured interviews. Because of the longer time format and the need to establish close 

interactive rapport between researcher and interviewee, as well as because of the sheer 

volume of data generated through unstructured interviews, researchers typically restrict 

the number of participants, thus decreasing the opportunity to gain multiple perspectives 

on the phenomenon (Lee, 2011). For these reasons, a pure unstructured interview format 

was not used in this study.  

 Instead of unstructured interviews, this study used a loosely structured interview 

format that fell roughly midway between the classic free-form unstructured interview 

format and the more programmatic semi-structured interview format. The loosely 

structured format allowed the researcher to benefit from some of the advantages of the 
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semi-structured interview format. The semi-structured interview format is advantageous 

for its flexibility (versus a structured approach) and its use of open-ended questions while 

still providing greater focus and uniformity between participants than unstructured 

interviews (Creswell, 2014; DiCicco-Bloom & Crabtree, 2006). In addition, the semi-

structured format provides guidance and direction for the less experienced interviewer, 

and ensures that the interview will stay on topic (Creswell, 2014). The study’s loosely-

structured interview format attempted to reap the advantages of both the semi-structured 

and the unstructured interview format, while avoiding some of the limitations of each 

format by adopting a loosely structured format. The use of the loosely structured (versus 

semi-structured) format allowed for a more in-depth exploration of the topic and for 

adoption of the format to the different participant types (parent versus educator) while at 

the same time providing a guiding framework for the interviews. 

 Separate interview protocols were developed for educators and parents. 

Interviews began with a series of questions to elicit demographic and general information 

such as number of children in the household (parents), type of employment at middle 

school (educators), time lived in district (both), and level of English/Spanish language 

proficiency (both). Both educators and parents were asked to describe their perception of 

the meaning and benefits/risks of parental involvement in education as well as questions 

concerning participants’ perception of barriers and facilitators to parental involvement 

and the appropriate role of educators and parents in the parental involvement process. 

Both categories of participants were also asked about the possible impact of the 

race/ethnicity of students on the parental involvement process and outcomes. Sample 

questions from the educator interview included “Please describe what you perceive to be 
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parents’ role(s) in parental involvement in their children’s education?” and “How can we 

increase parental involvement in children’s education?” Sample questions from the parent 

interviews included “What or who sometimes keeps you from being involved in your 

child’s education?” and “What can teachers and other school personnel do to assist you in 

becoming more involved in your child’s education?”  Although all interviews were 

conducted in English language only, consent forms and information forms were provided 

in both English and Spanish language versions. Complete interview protocols are 

provided in Appendices A and B. 

Data Collection Procedures 

 Prior to data collection, the researcher applied for and received an IRB exemption 

waiver and approval for the project. Following IRB approval, study participants were 

recruited through invitation letters directed at middle schools and to the homes of parents. 

A purposive sampling strategy was used to identify an appropriate sample comprised of 

parents of African American and/or Hispanic middle school students and educators 

(teachers, principals, coaches, counselors) currently or previously involved in the 

education of African American and Hispanic middle school students. No monetary or 

other incentives was provided for participation, and all participation was strictly 

voluntary. 

 Following sample selection, informed consent from all adult participants was 

obtained. See Appendix E for a sample informed consent form. The previously described 

loosely structured in-depth interviews of the study participants were the primary source 

of data collection. The researcher contacted participants via telephone and/or email to 

schedule the interviews. Interviews were conducted in-person, individually, and privately 
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with participants at a location and time convenient to them. Audio recordings of all 

interviews were made and later transcribed verbatim. Each initial interview lasted 

approximately 60 minutes. Follow-up interviews and member checks were conducted via 

telephone (in most cases) or in-person, generally took 10-30 minutes, and as with the 

initial interviews were scheduled at the convenience of the participants. Initial interviews 

were conducted in May and June of 2018, with follow-interviews and member checks in 

June, August, and September of 2018. Because data saturation had not been reached as of 

August 2018, additional interviews with two African American parents were conducted 

in September and early October of 2018. 

 At the beginning of each interview, participants received a brief overview of the 

study and its purpose and then informed consent for participation, including recording of 

the interview, was obtained. Participants were informed of their confidentiality and 

privacy protections as well as their rights regarding participation, their right to ask for a 

break, and their right to stop the interview at any time. Before starting the initial 

interview, the researcher discussed the possibility of follow-up interviews, noting that 

participation is entirely voluntary. The interviews then commenced using the appropriate 

educator or parent interview protocol as a guideline. The audio-recorded interviews were 

transcribed, uploaded, and saved in a secure folder labeled with a pseudonym. The 

transcribed interviews were then hand-coded and analyzed using phenomenological 

methods of data analysis including epoche (Moustakas, 1994). 

 To help ensure validity and reliability in the interview data, a number of strategies 

were utilized. Follow-up interviews were used as both member checks and to clarify data 

interpretations (Creswell, 2014).  Triangulation based on obtaining multiple perspectives 
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(educator and parent) on parental involvement was also used. Personal bias of the 

researcher was controlled through bracketing and reflection (Moustakas, 1994). 

Additionally, peer reviews of the interview transcripts were used to improve reliability 

and validity (Creswell, 2014).  To ensure the quality and trustworthiness of data, the 

researcher used bracketing and reflective journaling procedures commonly used in 

phenomenological research designs (Moustakas, 1994; Vagle, 2014). Additionally, the 

reliance on a broad spectrum of participants, including both educators and parents and 

participants of different ethnicities helped to bring multiple perspectives to the problem 

and contributed to the reliability and validity of results. 

 The primary legal/regulatory concerns related to the study involved the 

requirement for IRB waiver/approval and the related consent requirements. From a legal 

standpoint, it was also necessary to obtain permission from the school prior to 

interviewing educator/employees and prior to conducting any interviews on site at the 

school, although the majority of interviews occurred off-site. Direct costs associated with 

the study included researcher travel expense (to interviews), incidental materials costs, 

and costs related to the recording, transcription, and safe storage of interview data. These 

costs were minimal and budgetary or financial concerns had no impact on data collection. 

Time, scheduling, and weather/travel concerns did affect the data collection process in 

that several interviews needed to be postponed or rescheduled. Another limitation on the 

data collection process was the need to conduct all interviews in English only based on 

the language limitations of the researcher/interviewer. Spanish language translations of 

the information sheets, consent letters, and interview protocols were provided to the 

native Spanish speaking interviewees. Additionally, if there had been any concern with 
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language barriers or language-based misunderstandings during the interview process, the 

researcher had access to the assistance of a qualified translator.  

Ethical Considerations 

 This study involved interviewing human participants and was thus subject to 

Institutional Review Board (IRB) requirements. As with many educational research 

projects that entail interviewing as the primary data collection method and the only 

intervention, this study was eligible for exempt status. The remaining IRB requirements 

included the need to provide invitation letters, interview protocols, and informed consent 

letters for the participants.  

 In addition to the IRB-related requirements, primary ethical concerns in the study 

included issues of participant confidentiality and anonymity, the possibility of emotional 

and/or cognitive distress experienced by participants, the possibility that the interview 

process concerning parental involvement would generate feelings or responses that create 

disturbances in existing parent-teacher, teacher-student, or parent-student relationships. 

Another possible ethical concern related to the impact of researcher bias, both in terms of 

the researcher-as-teacher, and in terms of the researcher-as-ethnic minority.  

 The researcher took all necessary measures to ensure the confidentiality, privacy, 

and anonymity of participant data collected. Bracketing, member checks, peer reviews 

and other strategies as described were used to reduce the chance of bias and to increase 

reliability and validity of data. 

Summary 

 This chapter provided a detailed description of the methodology used in this 

study. A qualitative methodology and empirical phenomenological research design were 
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used to describe the existing level of parental involvement in education and the perceived 

barriers and facilitators to parental involvement in a sample population (n = 15) of 

parents (n=9) and educators (n=6) of African American and Hispanic middle school 

students at public middle schools in Colorado.  Following IRB approval and receipt of 

exempt status for the study, a purposive sampling strategy was used to identify and 

recruit 9 parents (including 2 couples) and 6 educators of African American and Hispanic 

middle school students to participate in the study. After obtaining informed consent from 

all participants, data were gathered through loosely structured 60-minute initial 

interviews and 15-30-minute follow-up interviews. Separate interview protocols for 

parent educator interviewees were used. Interviews were audio-recorded, transcribed 

verbatim and then manually coded and analyzed using phenomenological methods of 

data analysis, including epoche and horizontalization. Reliability and validity were 

enhanced through the use of bracketing, member checks, reflective journaling, and peer 

review. Possible ethical concerns related to IRB requirements, participant confidentiality 

and privacy, researcher bias, and unintentional relational consequences were identified.  
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CHAPTER FOUR: FINDINGS AND THE EVIDENCE-BASED SOLUTION 

Introduction 

The purpose of this qualitative dissertation in practice study was to describe the 

existing level of parental involvement in a sample population of parents and educators of 

African American and Hispanic middle school students at public middle schools in 

Colorado. This phenomenological qualitative inquiry was guided by the following open-

ended research question:  

How do parents and educators describe their own or their students’ parental 

involvement in education, and what are some of the perceived barriers and 

facilitators to parental involvement in education for African American and 

Hispanic middle school students in a Colorado school district? 

 This chapter presents the findings and analysis of the data gathered from 

interviews with parents and educators of Hispanic and African American middle school 

students. Following a detailed description of the data organization and analysis 

procedures used in this dissertation, basic descriptive information and statistics about the 

participants and the study setting are presented. Following this, the findings from the 

interviews are presented, organized around themes determined during the data coding 

process. After the presentation of the findings, the results are analyzed and synthesized. A 

final section provides a summary of findings and analysis as presented in this chapter. 

Data Organization and Analysis 

 Data were collected from loosely-structured interviews conducted in May, 

September and October of 2018, with follow-up interviews (phone and in-person) and 

member checks conducted in June, September, and October of 2018. Prior to the 
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interviews each participant signed an Informed Consent (see Appendix E). All interviews 

were transcribed, securing the anonymity of the interviewee and stored in a manner that 

protected the security and privacy of the data. Transcribed interview data were hand-

coded and manually analyzed. The first step in the data analysis process was the 

tabulation and summary of participant demographic data, collected during an initial 

structured component of each interview. 

 Hand-coding and thematic analysis were carried out using phenomenological 

methods of data analysis including epoche, a complex process that involves bracketing 

followed by the identification of essences in the data, and horizontalization of data, a 

process that includes a textual analysis of what is expressed in the data and a structural 

analysis of how the data were expressed (Moustakas, 1994). Vagle’s (2014) six-step 

whole-parts-whole approach guided the data analysis process. This process including a 

holistic reading of the transcribed interview with no note-taking as well as line-by-line 

reading with marginal note-taking for each interview. After completing these first two 

steps for all interview transcripts included in the first (May 2018) interview set, the 

margin notes were reviewed and specific follow-up questions for each participant were 

composed. After the initial set of follow-up interviews were conducted, a second line-by-

line reading of the initial and follow-up interviews were conducted, with a focus on 

articulating the meanings of text. A third line-by-line reading of each interview focused 

on articulating analytic thoughts about each interviewee’s contribution. The last step in 

this process involved reading across participants’ data, looking for themes and patterns of 

meaning. Member checks, further follow up interviews, and tests for saturation were 

carried out.  



PARENTAL INVOLVEMENT  50

 By August of 2018, it was apparent that data saturation had not yet been achieved. 

In particular, there was insufficient data related to African American middle school 

students based on an under-sampling of parents and educators of African American 

middle school students. Two additional interviews conducted in September and early 

October of African American parents provided enough information to reach data 

saturation. After these last two interviews were completed and transcribed, the process of 

textual and structural analysis was repeated and additional follow-up was made. A fourth 

line-by-line reading of each interview was conducted, followed by another reading across 

participants’ data, again looking for themes and patterns of meeting.  

Participants and Setting 

Research Setting 

 The study population included parents/guardians and educators of African 

American and Hispanic middle school students who were residents of one Colorado 

public school district. The school district boundaries are located entirely within a portion 

of a single county. The total population of the county is approximately 700,000, with a 

median age of 33.9 years and a median household income of $63,882. The school district 

from which the study population was drawn had a total of nearly 12,000 students, 

including 2,515 middle school students (grades 6-8) in four middle schools, including 

two magnet schools, one preparatory middle school, and one charter middle school. The 

participants for the study were all affiliated with just one of the public magnet middle 

schools in the district. This middle school had the lowest number of students (443) 

among all four middle schools in the district. Nearly 80% of the children attending the 

sample middle school met eligibility requirements (more than at any of the other three 
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middle schools) for a free or reduced lunch during the 2017-18 school year, a fact that 

suggests the median household income among for the student body was well below the 

county’s median household income of $63,882. The middle school employed 35 full-time 

teachers and has a student/teacher ratio of 12.6, the lowest among the district’s four 

middle schools. 

 The middle school from which the sample was drawn has a student population 

that is among the most ethnically diverse in the state. The demographics of student 

population at the middle school, while generally reflective of the demographics of the 

school district (albeit with a larger African American student population than found in the 

district overall) shows considerably more diversity than the county-wide population. 

	
Figure 1. Comparative ethnic/racial composition of school, district, and county 
	
As shown in Figure 1, both the middle school and the district had a majority minority 

population and a Hispanic population that was slightly more than 50% of the total student 

population, with Hispanic students comprising 51.7% of the students in the middle 

school, and 50.18% of the students in the district overall. This compares with the county, 

where only 16.7% of the population was Hispanic, versus a majority 69.8% non-Hispanic 
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White and 6% African American and 6% two or more races. African-Americans 

comprised 20.5% of the student body at the middle school, whereas African American 

comprised 13.84% of the student population district-wide and just 6% of the county 

population. Non-Hispanic whites were 18.7% of the population in the middle school, 

versus nearly 25% in the District and almost 70% county-wide. Persons with two or more 

races/ethnicities comprised nearly 10% (9.7%) of the middle school population, versus 

7.2% district-wide and 6% within the county overall. 

Participants 

 Thirteen initial primary face-to-face interviews with a total of 15 participants (in 

two of the parental interviews, both parents attended, although in each case, only one 

participant spoke) were conducted. A total of 41 additional brief follow-up interviews 

and member checks were conducted, with most of these conducted via telephone. See 

Table 1 for summary demographic and other descriptive data on the participants. 

There were seven parent interviews involving nine participants (2 couples) and 

six educator interviews involving six participants, including three principals and three 

teachers. Among the 15 participants, 12 (80%) were male and 3 (20%) were female. 

Among the educator interviews, there were five males (83.3%) and one female (16.6%). 

A similar gender imbalance occurred in the parental interviews where there were nine 

attendee/participants, including seven males (77.8%) and two females (22.2%), including 

6 active male participants (85.7%) and one active female participant (14.2%). 

 The ethnic composition of the participant sample was more similar to the ethnic 

profile of the school district and middle school than the surrounding county population. 

Three participants (20%) self-identified as non-Hispanic White, seven participants 
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(46.6%) identified as Hispanic, three (20%) as African-American, and two as mixed 

ethnicity/race (13.3%), including one person who identified as “White with 25% 

Hispanic” and one participant who identified as a Puerto Rican Black (Hispanic Black).  

	
Figure 2. Self-reported ethnicity/race of participants, % of total. 
	
Non-Hispanic Whites (n = 3, 50%) were the largest ethnic group among the educator 

interviews, while Hispanics (n = 7, 77.7%) were the largest ethnic group in the parental 

interviews.  

While the parent and educator groups were similar in their gender composition, 

with a 4:1 male to female ratio, the participants in the educator group were considerably 

older than those in the parent group. Three educator participants (50% of this group) were 

over age 50 years, while two were between 40 and 50 years and one was under 30 years 

old. In contrast, the majority of the parents (77.8%) reported being between 30 and 50 

years old, while two parent participants described themselves as age 50 years or older. On 

average, the educators had been in the district for much longer than the parents. The 

mean years living in the district for the educators was 19.5 years, with a range of 6 to 30 
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years. The mean years living in the district for the parent group was 5.9 years, with a 

range from 2.5 years to 12 years. 

		
Figure 3. Self-reported ethnicity/race of educator participants. 
 

	
Figure 4. Self-reported ethnicity/race of parent participants 
 

All of the educator participants were U.S.-born with English as their first and 

primary language. Two of the educators claimed fluent Spanish language skills, including 

the self-identified Puerto Rican Black teacher who was raised bilingual and the individual 

who self-identified as white and 25% Hispanic. Both African American parent 
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participants were U.S. born and spoke English as their primary language, indicating no 

Spanish skills. All of the Hispanic parent participants were foreign-born, with all 

Hispanic participants born in Mexico. All Hispanic parent participants indicated Spanish 

as their first language, and Spanish as the primary language spoken at home. Three of the 

Hispanic parents, or nearly half (42.8%) considered themselves to be fully Spanish-

English bilingual while the remaining four Hispanic parents reported English skills 

ranging from “limited” to “some”. The two parents who reported very limited English 

skills accompanied their spouses to the interviews, which were conducted in English, but 

did not communicate directly with the researcher.  

 In addition to race/ethnicity, language, country of birth, and age, another factor 

distinguishing the participants in the parent group from those in the educator group was 

educational background. All of the educator participants reported a graduate-level 

education (Master’s or doctorate). Both of the African American parent participants 

reported a college education, with one participant reporting a Master’s degree. Five of the 

seven Hispanic parent participants (71%) reported having a 7th grade education, which in 

Mexico corresponds to the completion of compulsory education and the first year of 

lower-level secondary education. Two of the Hispanic parent participants reported having 

a college education, although neither reported being a college graduate.   

 Two parental interviewees reported only having one child in middle school, while 

the other five parental interviewees reported having two to three children currently 

enrolled in middle school (grades 6-8). The parent sample reported a total of seven boys 

and five girls (total children, n = 12) enrolled in middle school.  

 



PARENTAL INVOLVEMENT  56

Table 1 

Characteristics of Participants 

Subj Sex 
 

Age 
yrs 

Parent/ 
Educator 

Ethnic Lang Cntry 
Origin 

Ed Yrs 
dist 

1 M 35-49 Parent Hispanic Spn (1st), BL Mex BA 2.5 
2 M 50+ Parent Hispanic Spn (1st), BL Mex AA 6  
3 M 35-49  Parent Hispanic Spn(1st),  

Limited Eng 
Mex <HS 8 

4 M 50+ Principal 
teacher 

White Eng (1st),  
Limited Spn 

USA MA 30 

5 M 50+ Principal, 
coach 

White, 25% 
Hispanic 

Eng (1st), BL USA MA 25 

6 M <30 Teacher White Eng (1st), 
Limited Spn 

USA MA 11 

7 M 50+ Principal, 
Teacher 

White Eng (1st) USA MA 19 

8 M 40-50 Teacher PR Black BL USA MA 6 
9 F 40-50 Teacher African 

American 
Eng (1st) USA MA 26 

10a M 30-39 Parent 
(couple) 

Hispanic Spn(1st), BL 
 

Mex <HS 5.5 

10b F 30-39 Parent  
(couple) 

Hispanic Spn (1st), 
Limited Eng 

Mex <HS 5.5 

11a F 30-39 Parent  
(couple) 

Hispanic Spn (1st),  
Limited Eng 

Mex <HS 3.5 

11b M 30-39 Parent 
(couple) 

Hispanic Spn (1st),  
Limited Eng 

Mex <HS 3.5 

12 M 35-49 Parent African 
American 

Eng  USA BA 4 

13 M 50+ Parent African 
American 

Eng (1st) USA MA 12 

KEY: 
Subj – 
Interviewee 

Sex: M (Male) F (Female) Yrs: Years Educ – Educator 

Ethnic – Ethnicity Lang – Language Spn – Spanish Eng – English 
BL – Bilingual Mex – Mexico BA – undergraduate MA - Graduate 

 
Note: All information was self-reported by interviewees. The interviewee number was 
assigned for coding purposes and to ensure anonymity of respondents.   
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Themes and Categories 

 The manual coding of interview responses initially yielded more than 30 

categories subsequently blended into one dozen themes. Further coding and analysis of 

the responses led to blending and consolidation into several major themes discussed 

below. 

 Meaning of parental involvement. All interviewees were asked what the 

concept of parental involvement meant to them. Educators and parents had differing 

views about the meaning of parental involvement. A common response among the 

educators was that parental involvement, or the ideal of it, was actually best described as 

parental engagement. One principal stated that while there are different levels and 

dimensions of parental involvement, parental involvement could be simply characterized 

as “parents are actually engaged in their children’s educational experience”. Another 

principal agreed that “what we want is parental engagement” not involvement since 

“involvement suggests something you’ve already planned, like volunteers or menial 

tasks”. A teacher stated that parental involvement meant “the engagement of parents in 

the school activities of their child”.  

In defining and expanding upon parental involvement/engagement, educators said 

that it could be defined in terms of parents being “in the know” about “what’s going on at 

school, what they [their children] are doing and how they can help their child solve 

problems”.  One educator, a principal, made a point of placing limits – for the parents – 

on parental involvement. Notably, involving parents did not mean giving up power or 

authority to parents. The principal remarked that “parental involvement is where you 

encourage or solicit the input of parents, not that they are the educational experts”. 
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One of the African American parents offered a definition of parental involvement 

that seemed to come close to the educators’ conceptualization of parental involvement as 

parental engagement. He said that parental involvement could be defined as “being 

involved in the child’s education, staying in touch with what’s going on at school; and 

directly assisting in academics at home through coaching and teaching”. The other 

African American parent interviewed offered a practical, instrumental definition of 

parental involvement as “helping your kids with their homework, and you know, follow-

up to make sure they’re doing what’s assigned.” 

Hispanic parents appeared to view parental involvement differently than 

educators and African American parents did. Many of the Hispanic parents emphasized 

the importance of values in parental involvement. These values included both passing 

along the “value of education” and values as in morals. One parent said that parental 

involvement “is passing on values”. Another Hispanic parent said that parental 

involvement entailed “making sure their values are right… doing the right thing.” 

Another Hispanic parent expounded on this theme: 

Parental involvement means having the time to teach your children what is right 

and wrong…Being a parent in all areas of life, not just in education…taking their 

children to church, sharing family activities, working on a farm, teaching a boy 

how to be a man, teaching a girl how to be a woman… 

Another Hispanic parent echoed these sentiments, saying “Where I am from, parental 

involvement means going to church and spending time together as a family.”  

 A couple of the Hispanic parent participants did offer a conceptualization of 

parental involvement that bore some resemblance to the definitions offered by the non-
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Hispanic respondents. For example, similar to the response of one of the African 

American parents, one Hispanic parent said that in addition to values, parental 

involvement meant “helping with homework, reading to kids, working on math problems, 

following them through the curriculum.” Two Hispanic parents emphasized 

communication as a core component of parental involvement. One parent said that 

parental involvement “means that I am communicating with teachers as well as working 

with my children.” Another parent said that “parental involvement is about good 

communication – between parents and kids, parents and teachers.” 

 Parental involvement roles.  When asked about their own role in parental 

involvement as well as their perspective on the appropriate role of both parents and 

educators, striking differences emerged in the response of parents and educators as well 

as differences in how non-Hispanic whites and Hispanics envisioned the respective roles 

of parents and educators. In assessing the appropriate role of the “other” 

(educators/teachers for parents and parents for educators/teachers) members of each 

group offered up a number of criticisms of the other. 

 Perspective of educators. A number of educators were able to articulate very 

clearly what they saw as their own role in parental involvement. One principal said that 

the role of the educator was “to provide the educational foundation to strengthen a 

student academically and cognitively.” Another principal said that his role as an educator 

was “not to take the place of the parent, but to provide the mentorship of the student, as 

well as the guidance for the parents.” One principal participant focused on the role of 

educator/principal as disciplinarian. He said that his role as an educator in parental 

involvement was to “talk to a lot of parents about individual children about the 
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importance of education to their discipline and/or attendance…it’s important that the 

parent understands that if their son or daughter is having discipline problems, then 

academic problems will be the natural byproduct…” Teacher participants stressed their 

roles in communication and relationship building. One teacher said that his role was “to 

communicate, to ensure they’re (parents) are in the know.” Another teacher said that “my 

role as an educator is to utilize every means available in building relationships that would 

foster academic success for the student.” Finally, in describing the appropriate role of 

educators in parental involvement, two of the principals interviewed talked about the 

importance of schools and educators remaining open and welcoming to parents. One 

principal went so far as to say that “schools are in the customer service business…parents 

need to know that they are welcome.” Another principal stressed the importance of 

transparency and encouraging collaboration: “the more eyes on school processes and the 

greater the transparency, the more the community is going to trust what’s going on with 

their children.” 

 Many of the educator participants had strong opinions about the appropriate role 

of parents in parental involvement. The same principal who talked about his role as a 

disciplinarian said of parents’ role in parental involvement that parents must “have some 

type of guidelines when it comes to education to allow them reasonable expectations of 

what education looks like so they can convey that to their children.” Another principal 

said that “there’s a cultural shift that needs to happen in some parents about what 

education means to them” and went on to say that educators and schools had to find a 

way to get parents truly involved in their children’s education and that it was often 

difficult to do this without offending the parents.  Another principal participant lamented 
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the fact that while some (but not all) parents make the effort to be involved in the 

education of their own children, they needed to “have a larger interest in the education of 

the children in the community at large.” Another principal argued that parents were too 

lackadaisical in their approach to parental involvement: “Parents need to take an active 

interest, not just asking kids if they did their homework, but going the next step and 

asking to see the homework.” A teacher said that parents’ role in parental involvement is 

“to support their child’s education, when they’re doing well and when they’re not doing 

well”. 

 One principal was concerned that educators were being forced to give up too 

much authority in the name of parental involvement. He said,  

I think one of the things that’s happening is that we’re giving parents too much of 

a voice, such that the parent tries to dictate what’s happening in the school rather 

than supporting what’s happening in the school…The school system should not 

undermine the authority of the parent, nor the parent the authority of the school 

system. 

 Parents perspective on roles in parental involvement. Parents’ perspectives on 

the appropriate role of parents and educators in parental involvement was not nearly as 

clearly defined as those of the educators. One Hispanic parent passionately expressed the 

belief that parental involvement was “essential…children who know that their parents are 

serious about their education will take their education infinitely more seriously than 

children who don’t think their parents take their education seriously.” When pressed 

about the meaning of this statement, this father said that he meant his role in parental 

involvement in education was to pass along the value of education to his children. It 
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should be noted that the father who said this was himself one of just two of the Hispanic 

parent participants who had a college education. One Hispanic parent complained that 

teachers seemed to deliberately limit parents’ role in parental involvement by failing to 

provide regular updates on their children’s progress/lack of progress in school, and 

focusing on things like PTA meeting as parents’ role in parental involvement.  

 A number of Hispanic parents complained that teachers were failing in their 

communication role. These parents said that as parents, they wanted to be involved in 

their children’s education, that they were willing to put in the necessary time and effort, 

but teachers and other educators were not cooperating. One high-involved parent 

expressed frustration at teachers for not communicating with the parent about how his 

child was doing on an ongoing basis: 

I ask, ‘What can I do to participate with you to ensure that my kids are on track in 

their curriculum?’ and I never get an answer. I’ve begged, begged, begged to be 

given that information to be able to work with my kids, I will work with my kids 

every day, every single day. I’ve begged to be given that… 

Another parent noted that it was his responsibility and role to take the time to talk to 

teachers, to ask, ‘What can I do at home to help you teach my child?’ and it was the 

teachers’ responsibility to clearly answer those questions, to make it possible for parents 

to be involved. Another parent lamented that teachers, especially young teachers do not 

seem to understand Hispanic parents and students and “often don’t know how to relate or 

connect” 

 Parental perspective sub-theme: education versus job preparation. Some of the 

Hispanic parents seemed to express the view that teachers and educators were failing in 
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their roles by focusing on book-learning versus vocational preparation. One parent said 

that he did not believe that parental involvement was necessarily vital for “a child’s 

educational success…many factors are involved.” When asked to clarify this statement, 

this father said that if schools are doing their job, the child will have success in education, 

and that the parent’s role was more appropriately focused on the home and on instilling 

values, not spending time in hands-on parental involvement in education. A Hispanic 

mother was more direct in her opinion: 

We teach our children to get a job, start a family, and take care of that 

family…Putting my children in school means that they are not learning how to 

survive…Respectfully, they don’t need an education. They need a job and a trade. 

Another Hispanic echoed this sentiment saying, “I think kids need to learn a work ethic.” 

Another parent (also Hispanic) stated simply that “my children go to school to learn 

English” because learning English is necessary to getting a good job. Other Hispanic 

parents worried that too much emphasis on learning “perfect English” would be a waste 

of time and keep children from helping to support their families. One parent noted that 

“Learning English is important and will support children who want to go to college, but 

the most important thing is making sure that our kids can take care of themselves and 

survive…education second, trade comes first.” This opinion was reinforced by another 

Hispanic parent who said that “as long as they [children] are passing their classes, things 

will be fine… I believe that having a decent job and making enough money to provide for 

your family is more important than education.” Another Hispanic parent was even more 

emphatic: “Is middle school going to put food on my table? I think not. We need money 

to live and have things. Everything else can wait.” 
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 Apathy. A number of emotional themes emerged during the coding. These 

included anger and frustration, both of which have been merged with other themes. One 

of the emotional themes that could not be easily blended into other categories was apathy. 

Most often, the theme of apathy emerged as an indictment against the other, with 

educators charging parents with apathy and parents criticizing educators for being 

apathetic about parents and children.  One principal stated flatly that parental 

involvement was a lost cause for some parents, that “some parents are just absent.”  A 

number of teachers, including both white and black teachers, specifically charged the 

Hispanic parents with apathy. The African American teacher commented that there as 

“not a lot of parental involvement among minority parents, because they don’t value 

education themselves, especially Hispanic families.” The Black Puerto Rican teacher 

commented that the “first generation Hispanic students work hard at school; the next 

generation doesn’t give a flip.” A non-Hispanic white teacher pointed out that only 20 out 

of 400 parents will show up for PTA meetings and said that “Hispanic students are failing 

behind in terms of academics because parents are not too involved in their child’s 

education, and most of the time, they don’t care.”  

 Some of the parents argue that teachers and other educators are apathetic, 

especially when it comes to Hispanic parents and children. One Hispanic parent said that 

the young teachers in particular “don’t care” and went on to state that “The school 

doesn’t care. Getting help is very difficult.” On the other hand, parents sometimes 

seemed to reinforce the teachers’ opinions about their apathy. One Hispanic parent 

admitted that “I don’t really care about all this stuff about education. I just want my kids 

to have a job and a family and be safe.” 



PARENTAL INVOLVEMENT  65

 Racial/Ethnic bias. Both parents and educators expressed strong opinions in 

response to the question about how race and ethnicity affect parental involvement. In 

general, the educator respondents recognized, or at least claimed to recognize, that there 

are cultural differences in the perception and expression of parental involvement. One 

principal responded that “Race and ethnicity come down to culture. Different cultures 

have different ideas of what education really means… Parental involvement for parents 

comes from what they experienced when they were going to school.”  Another principal 

agreed, stating that “kids learn from their parents’ attitudes and values.” One teacher 

(Black Puerto Rican) commented that race and ethnicity should not affect parental 

involvement “because all parents want their child to be successful in school” and then 

went on to note that not only cultural differences, but also biases can make race/ethnicity 

a factor in parental involvement. The teacher noted that “some parents are afraid of 

interacting with schools because of their previous experiences with school.” On the other 

hand, a white teacher, when asked if there are biases against minorities in parental 

involvement said, “I honestly just don’t know. I don’t have data to inform me.”  

 Many of the teachers and principals interviewed freely expressed their thoughts 

and beliefs about race/ethnic-based differences in parental involvement. A number of 

educators endorsed the view that Hispanic parents just don’t place as much value on 

education for their children than other cultures and ethnicities. One principal observed 

that in Hispanic culture, “once a young man comes of age, he goes to work and once a 

woman comes of age, she helps raise a family.” Another principal agreed, saying “In 

terms of the immigrants from Mexico, I think the culture doesn’t place as strong a value 

on education. Often the parents have very little education and very little English. It’s hard 
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for them to pass anything along to their kids.” One of the teachers who had argued that 

Hispanic students fall behind in part because their parents are apathetic about parental 

involvement. The teacher went on to say that when he calls Hispanic parents to give a 

report or ask about a student, “the parent refuses to speak English, or tells me to call back 

later.” When asked if there was a possibility that the parent did not speak English well 

enough to carry on a phone conversation, the teacher allowed that this might be a 

possibility. Responding to a follow-up question regarding his assertion that Hispanic 

parents are apathetic, the teacher said, 

Well maybe it’s not like they don’t care about their kids’ education, it is just that 

they have other priorities and values. They (Hispanics) emphasize trade skills for 

their sons, and skills that will lead the way in producing a successful career. The 

Hispanic parents generally don’t invest a lot of time in their daughters’ education. 

Another educator also weighed in on gender, Hispanics, and parental involvement, noting 

that “Hispanic boys are passive-resistant, the Hispanic girls are often just passive.” This 

principal and former teacher went on to comment on the inherent misogyny of Hispanic 

boys, “Hispanic boys would have a hard time with the authority of female teachers…they 

need to be involved in a male-dominated situation.” The African American teacher 

argued that while both Black and Hispanic families seem to place more value on family 

than on education, “Hispanic parents get too distracted by making money at the expense 

of education – not spending time with kids at home.” Another teacher (non-Hispanic 

White) commented that “I think the Hispanic parents want the boys to quit school as soon 

as possible and get to work.” 
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 In general, the teachers and principals believed that the African American families 

were more favorably disposed to education than Hispanics. The African American 

teacher said that “Hispanics are just really behind…as an ethnic group, parents are 

placing less value on academics…I feel that blacks are much more into education, at least 

now.” Another teacher (White) agreed that “African American parent want their children 

to get a good education and believe that a good education leads to a good job.”  One of 

the principals commented that “the black families, the children, generally perform better 

than the Hispanic families because of the cultural differences.” 

However, these educators perceived a number of racially-related barriers to 

parental involvement among African Americans. A number of educators mentioned the 

absence of the father in the home as a barrier to parental involvement among African 

Americans. The fact that so many African American children are being raised in single 

family homes (usually single mother) was seen as a practical impediment to parental 

involvement since “with only one parent there is not a lot of time to deal with the 

school.” The educators also talked about what was often the palpable lack of trust 

between black parents, particularly single black female parents and the school as a result 

of historical prejudice and the fact that the majority of the teachers and other school 

personnel are white. One of the principals stated that “Sometimes I feel like the black 

mother is there to try to defend the rights of her kid rather than to help him learn. Some 

black parents do take a genuine interest in their child’s education…Some black parents 

are very vocal about the lack of diversity in the teaching staff.” One of the teachers 

echoed this opinion about black parents’ lack of trust: “The African American parent, 
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especially the mother, is likely to challenge the school or the teacher and less likely to 

actively collaborate” because “they don’t trust us.” 

The parents perceived racism as a barrier to both parental involvement and 

educational success for their children. One of the two African American parents 

interviewed didn’t report racism as a barrier that directly affected his family, but did note 

that the “majority of the teachers are white, and the majority of the kids are black or 

Hispanic” and noted that this dynamic undoubtedly influenced parental involvement. The 

other African American parent was adamant that “You can’t take on this topic of parental 

involvement without discussing racism in our schools and how such racism affects 

children’s learning.” The parent went on to note that the dominance of single parent 

families, the fact that the majority of the teachers are white, historical racial biases, and 

the lack of trust between black and whites adversely impacts parental involvement for 

African Americans. The parent overall saw “racism and social injustices as major barriers 

for blacks and Hispanics.” 

The Hispanic parents also noted the adverse impact of racism and ethnic bias. One 

parent complained that Hispanic kids fall behind in school because “there are no school 

programs just for them, nothing specific to their culture.” Another Hispanic parent noted 

the widespread problem of racial discrimination and persecution and called for an end to 

the racist factions within the government. Another Hispanic parent seemed to give 

educators the benefit of the doubt while at the same time expressing concerns about 

racism and bias: 

Sometimes I think teachers would like to be more helpful, more active with 

Hispanic kids but the politics prevents it… Maybe there’s a general feeling that it 
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is not a good idea to waste time with immigrant children and/or immigrant 

parents… 

Other Hispanic parents were very angry about what they perceived as widespread racism 

and bias. One parent noted, “I think the education gap (between Hispanics and non-

Hispanic whites) is the result of racial hatred. White people don’t like us, but at the same 

time, they want us to fill all their undesirable jobs.” A couple of the Hispanic participants 

reacted to recent attempts to limit immigration and to the family separation policy. One 

parent stated, “Throughout the state, immigration officials are trying to take parents away 

from their children.” Another Hispanic parent stated, 

The life of an immigrant is very hard here in the US. The government wants to 

take everything away from us and send us home. We do the work that most 

Americans don’t want to do, yet they still treat us like animals and put us in cages. 

 Barriers to parental involvement. There was remarkable agreement among the 

parents and the educators over what constituted barriers to parental involvement in 

Hispanic and African American parents of middle school children. The major barriers for 

African Americans and Hispanics were different. 

 Barriers to parental involvement – African Americans. The major barriers to 

parental involvement for African Americans included both practical and institutional 

considerations. 

 Single parenthood. Single parenthood, and particularly single motherhood among 

African American families was seen as a barrier to parental involvement because this 

family structure creates real practical impediments to parental involvement. As one 

teacher noted, single mothers don’t have the time to come to PTA meetings or participate 
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in traditional parental involvement activities. Moreover, in many cases, they may be more 

focused on economic needs and practicalities than education. Additionally, as one parent 

and a number of educators noted, the absence of male role models creates a problem, 

especially for African American boys. 

 Institutional racism. As both black parents noted, ingrained institutional racism 

impedes good relations between parents and schools and puts African American children 

at a disadvantage.  

 Lack of diversity in educational staff.  As one African American parent observed, 

“the majority of teachers are white, and the majority of kids are Black or Hispanic.” The 

other African American parent said that “schools with predominantly white faculty tend 

to deal with issues pertaining to minority children more out of obligation rather than 

concern for the children involved.” 

 Lack of trust. A number of teachers and principals mentioned the problem of the 

lack of trust between black parents and teachers/other educators. This lack of trust 

impeded communications and the formation of the kind of school-parent relationships 

that serve as the foundation for parental involvement. 

 Barriers to parental involvement – Hispanics. As with the African Americans, 

the major barriers to parental involvement for Hispanics involved both institutional 

factors and practical impediments. 

 Bias, ethnic or politically-based. Many of the Hispanic parents believed that 

teachers and other educators were biased against them based on their immigrant status. 

Moreover, legal status did in fact impact Hispanics’ ability to take an active role in their 

children’s education. As one parent noted, when parents do not have legal status, “family 
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life and education revolve around survival… our children’s educations take a backseat… 

providing education is necessary but being able to clothe, feed, and house children is 

more important.” Others charges, as previously noted, that there was institutional racism 

against Hispanics similar to the institutional racism that confronts African Americans. 

 Language and communication. For parents who were not fluent in English, 

limited language skills were a major barrier to parental involvement. This impediment 

was exacerbated by the fact that the majority of teachers and other educators either lacked 

Spanish language skills entirely or had only weak Spanish language skills. Both parents 

and educators cited language differences as an important barrier to parental involvement 

in Hispanics. 

 Work. Hispanic parents and educators both stated that work was a major barrier to 

parental involvement. One parent stated that the number one barrier to parent 

involvement “is work, especially when both parents or working.” Another parent said, “I 

don’t always have time to spend with my kids, need to focus on my business, financial 

pressures.” Another Hispanic father, one of the college-educated fathers, explained that 

most of the Hispanic immigrants “go out and work very hard to provide for their 

families…In many cases, most immigrants from my country are not interested in their 

kids going to college because they really can’t afford it.” Teachers and principals 

likewise noted that necessary prioritization of work in Hispanic families. One of the 

teachers and one of the principals each commented that many of the Hispanic parents 

need to work 2 to 3 jobs in order to survive and have no time for parental involvement 

activities.  
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 Overcoming barriers to parental involvement. Parents and educators offered a 

number of suggestions about how to overcome barriers and increase the amount of 

parental involvement in African American and Hispanic families.  

 Address language barriers. Both parents and educators spoke about need to 

address the language barriers for Hispanic families. Parents expressed the wish that 

schools would hire more Spanish-speaking teachers and other personnel. One teacher 

called for hiring bilingual teachers. One of the teachers mentioned the possibility of 

offering English-language classes for Hispanic parents to help ease the language barrier. 

 Increase diversity of faculty and administration. Both African American and 

Hispanic parents spoke about the need to increase the diversity of the faculty and other 

school personnel. One parent noted that if the teachers and other school staff were more 

diverse, it would be more likely that the school activities would be culturally relevant to 

the parents and their children. One of the teachers argued for increasing teacher and 

school administrator diversity to match the diversity of the student body. 

 Build trust between parents, teachers, and school personnel. One Hispanic 

parent noted the need to increase trust levels between teachers and parents, and observed 

that some of the less educated Hispanic parents are intimated by the teachers and 

therefore teachers “need to talk to the parent without intimidating them…maybe the 

teachers should go to the house instead of expecting the parent to come to the school.”  

Both African American parents and teachers emphasized the importance of increasing 

trust between African American parents and teachers and other school personnel. One 

teacher suggested using more avenues of communication, and making more of an effort 
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to reach out when parents are unable to come to the school because of work or other 

obligations. 

Analysis and Synthesis of Findings 

Study Population and Demographic Considerations 

 One of the objectives of the present study was to help address the gap in the 

literature on ethnic and racial differences in parental involvement. Although the literature 

on parental involvement among non-Hispanic white ethnic and racial groups has 

expanded considerably during the past decade, with research on the fastest-growing 

demographic group – Hispanics/Latinos – not surprisingly seeing the most growth, the 

research gap persists (Park & Holloway, 2013; Park & Holloway, 2018; Petrone, 2016; 

Sibley & Brabeck, 2017). Further research is needed to assess the applicability of models 

of parental involvement that were developed based on research with non-Hispanic white 

populations to other ethnic and racial groups.  

There have been a few older studies that have examined parental involvement 

among African Americans within the context of urban school populations with majority 

African-American student and (in many cases, educator) populations (Fields-Smith, 

2005; Overstreet et al., 2005). Some more recent studies have considered parental 

involvement among Hispanic/Latinos within the context of school districts and 

communities with majority Latino populations (Araque et al., 2017). However, the 

majority of studies that have considered parental involvement in non-white ethnic and 

racial groups have done so within the context of these populations as relatively small 

minorities within a broader non-Hispanic white population, or, in the case of smaller 
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qualitative studies, have not fully reported the demographics of the sample or the 

population (Atschul, 2011; Barley et al., 2008; Fan et al., 2012). 

  Race/ethnicity in the context of the broader community population. The 

present study departed from the usual practice in that the ethnic minority participants 

(i.e., the African American and Hispanic participants) were drawn from a school and 

school district sample population where non-Hispanic whites are in the minority, 

comprising just 18.5% of the target middle school student population and just 24% of the 

student population district-wide. Indeed, Hispanics were the single largest ethnic group 

among the students in the middle school from which the participants were drawn: 

comprising a slim majority at 51.5% of the student body. Hispanics also comprised just 

over 50% of the student population district-wide, while African Americans accounted for 

20.5% of the middle school student population and 13.8% of the district-wide student 

population. In other words, the middle school and the school district were both “majority 

minority” populations, as least in terms of their student population. The Hispanic and 

African American children of the parents interviewed for this study attended a school 

where the majority of their peers were brown and black. It is not known how this may 

have influenced the children’s need for parental involvement in their education. For the 

Hispanic children in particular, did going to a school where the majority of their peers 

looked like them and spoke their native language provide social support that aided in 

their acclimation to school? For the African American children, what was the experience 

of being a minority within a Hispanic majority population and how did this affect the 

need for parental involvement? These are questions left unanswered by the present study. 
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 Although the student body of the middle school and the school district was 

“majority minority” and more specifically, majority Hispanic, the surrounding 

community population was not. The school and the school district were contained within 

a county population that was 70% non-Hispanic white. Just 6% of the county population 

was African American, well below the national average. The county’s Hispanic 

population of 16.7% was consistent with the national level, but well below that of the 

student population in the school or the district. Moreover, the racial and ethnic make-up 

of the educator population more closely reflected that of the surrounding population than 

the student body. This was true even among the study participants, where the majority of 

the educators interviewed were non-Hispanic whites, while the demographic composition 

of the parent interviewees – 77% Hispanic and 23% African-American – closely reflected 

the student body population. 

 While the students and the parents had “majority minority” status in the school 

and school district student populations, they were demographically isolated ethnic/racial 

islands in the context of the broader community population. In the context of the educator 

population, the parents and the students were racial and ethnic “others”. As will be 

discussed further in this section, neither the predominantly Hispanic and to a lesser 

extent, African American parents nor the predominately non-Hispanic White and to a 

lesser extent, Black (African American and Black Puerto Rican) educators shied away 

from discussing the impact of race/ethnicity on parental involvement. It may be that the 

strong racial/ethnic differentiation between the black and brown student/parent groups 

and the predominately non-Hispanic white educator and majority community population 
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groups encouraged the frequent references to race/ethnicity and what seemed to be a 

strong undercurrent of ethnic/racial animosity in the interview responses. 

 Race/ethnicity trends in the national student and educator population. The 

qualitative methodology of this study necessarily limits the generalizability of its 

findings. However, it is also important to point out the extent to which the demographics 

of the study sample diverges from both that of the surrounding community and from 

national student and educator demographics. Nationwide in the public-school system, 

there has been a significant decline in the percentage of non-Hispanic white students, a 

slight decline in the percentage of African American students, and a significant increase 

in the percentage of Hispanic students. These aggregate national trends have followed 

overall population trends related to the more rapid growth of the Hispanic population and 

the growing overall racial/ethnic diversity in the population. As of 2012, non-Hispanic 

whites comprised 51% of the student population in America’s public schools, and this 

percentage is expected to fall to 46% by 2024 (U.S. Department of Education, 2016, p. 

5). During this same 12-year period (2012-2024), the proportion of Hispanic public 

students is projected to increase from 24% of the total in 2012 to 29% of the total in 

2024, while the proportion of African American students is projected to decline slightly 

from 16% in 2012 to 15% in 2024 (U.S. Department of Education, 2016). 

 The participants in this study were drawn from a school that had a higher 

percentage (51%) of Hispanic students than these national averages, and, as previously 

noted, a very different racial/ethnic profile than that of the surrounding community. This 

school/community racial/ethnic imbalance is not that unusual, however. As the diversity 

of the population has increased, there has also been increased “ethnic/racial” sorting into 
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public/private and general/specialty school categories, with a general pattern of non-

Hispanic white students as well as Asian students enrolling in greater numbers in private 

schools than Hispanic and African American students, who are more likely to be enrolled 

in public schools. These patterns tend to be especially pronounced when combined with 

economic disadvantage, with the least advantaged students more likely to be enrolled in 

public schools (U.S. Department of Education, 2016). 

 The sample for the present study actually included a slightly higher percentage of 

ethnic minority educators than would have been reflective of national averages. The most 

recent survey data indicate that 82% of the elementary and secondary educator workforce 

(public school system) were non-Hispanic white (U.S. Department of Education, 2016, p. 

3). Educator diversity has increased slightly over the past few decades. During the 1987-

88 school year, the proportion of teachers of color was only 13% and by 2011-2012, this 

figure had increased to 18% (U.S. Department of Education, 2016). According to the 

U.S. Bureau of Labor Statistics (2018), in 2017, 10.1% of the nation’s elementary and 

middle school teachers self-identified as Black or African American, 10.1% identified as 

Hispanic or Latino, 2.9% as Asian, and 85.2% as White (no differentiation between 

Hispanic and non-Hispanic white). As of 2011-12, the vast majority (80%) of school 

principals were non-Hispanic white, while 10% were black and 7% were Hispanic (U.S. 

Department of Education, 2016, p. 7). 

 Implications of the racial/ethnic composition of the study sample. A purposive 

sampling strategy was used in this study. As the aim of this study was to describe 

parental involvement in Hispanic and African-American middle school students, parental 

participant recruiting focused on Hispanic and African-American parents. To most 
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accurately reflect the ethnic/racial mix of the target middle school students, an “ideal” 

parental sample would have been comprised of 3-4 African American and 5-6 Hispanic 

parents. The final parent sample included 2 African American parents and 7 Hispanic 

parents. Moreover, the African American parents were only recruited later after a second-

round recruiting effort since initially, no African American parents (of either gender) 

would consent to participate in the study. It had been assumed that the African American 

status of the principal researcher and interviewer would have been an advantage in 

recruiting African American participants but this did not prove to be the case. Instead, the 

potential African American participants who were approached expressed suspicion and, 

in some cases, hostility towards the project. Because these individuals did not consent to 

participate, there was no opportunity to ask them about the source and content of their 

suspicions and the possible relationship or implications for parental involvement. The 

Hispanic parents were easier to recruit, even though in most cases there were practical 

impediments (conflicting schedules due to work demands) and language barriers to 

overcome.  

Because there was a disproportionate number of Hispanic versus African 

American parent participants, themes and topics related to the Hispanic (or in this case, 

the Mexican immigrant) parent dominate the findings. The limited number of African 

American participants meant that there were fewer opportunities to explore some of the 

themes that might have been particularly relevant to these parents and their children. Nor 

was there any opportunity to explore how African American parents viewed the changing 

demographics and the growth of the Hispanic student population. 
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 Non-Hispanic whites comprise the majority educator population at the target 

middle school and in the school district overall. It is thus not surprising that 50% (3 of 6) 

of the educator sample identified as non-Hispanic white, with another educator 

identifying as white and 25% Hispanic. African Americans/Blacks are the second biggest 

ethnic group in the school and the district educator population, and this was reflected in 

the sample, which included two black educator participants (one Puerto Rican black and 

one African American). Overall, the race/ethnicity of the educator sample was as 

expected.   

 Gender imbalance. In addition to these racial/ethnic characteristics that may 

have influenced participants’ responses to the interview questions, a marked gender 

imbalance in the study sample may have influenced the findings. The overwhelming 

majority – 80% -- of participants were male, as was the interviewer. It may have been 

that potential female participants did not feel comfortable being interviewed by a male, 

and in particular, an African-American male. These gender dynamics may have been 

particularly pronounced with the Hispanic parents, based on Mexican cultural norms 

(Petrone, 2016). The two female Hispanic parents who did agree to participate did so 

only when accompanied by their husbands. Moreover, one of the two female Hispanic 

participants did not directly speak with the interviewer.  Both of the African-American 

parents interviewed were male, which was curious given that educator interviewees 

commented on the problem of absent fathers in African American families. Since there 

were no female African American parents interviewed, it was not possible to follow-up 

directly on some of the comments made by educators about the hostility of African 

American mothers 
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The gender disparity was also apparent among the educator participants, where 

only one participant was female. Gender differences in parental involvement are not well-

studied, and only one study in the literature review even considered the role of gender in 

parental involvement (Hartlep & Ellis, 2010). Educator interviewees made numerous 

references to gender, including references to gender-based differences in student behavior 

and motivation, and references to hostility and charges of racism from African American 

mothers.  Only one educator was female and she was the only educator interviewee who 

did not make any gender-related comments.  Moreover, qualitative studies and anecdotal 

reports from the literature on parental involvement frequently note the more dominant 

role of female (mothers) versus male (fathers) in parental involvement activities (Fisher, 

2016; Hartlep & Ellis, 2010; Niemeyer et al., 2009; Overstreet et al., 2005; Park & 

Holloway, 2018). However, as previously noted, the parent participants in this study were 

overwhelmingly male.  

Gender imbalance in the context of the broader community and school 

population. Statistical population data from the American Community Survey for the 

region encompassed by the school district sampled in this study indicated that as of the 

most recent survey (2015), there were slightly more males (51.2%) than females (48.8%) 

in the community. The middle school from which the sample was drawn had a noticeably 

higher proportion of male (54%) than female (46%) students. The study population 

evidenced a much larger gender imbalance. Overall, just three of the fifteen participants 

(20%) were female, and among the thirteen interviews, just two (15%) of the thirteen 

active participants (two parental interviews involved parental couples) were female.  
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The lack of greater female representation among the parent participants may be 

partially explained by cultural factors in the case of the Hispanic parents. As previously 

noted, it may be that Mexican cultural and social norms would oppose a meeting between 

an unaccompanied married woman and an unrelated male interviewer. The fact that the 

only two African American parent participants were male was in one case explained by 

the widower status of one of the interviewees. In the other case, the mother may have 

been unavailable due to work or other commitments. It is more difficult to hypothesize 

explanations for the male dominance in the educator interviews. Teaching at the K-12 

level continues to be a female-dominated profession in the United States (Association of 

American Educators, 2012; Loewus, 2017). According to the U.S. Bureau of Labor 

Statistics (2018), as of 2017, women comprise 97.7% of preschool and kindergarten 

teachers, 79.3% of elementary and middle school teachers, and 58.5% of secondary 

school teachers (p. 3). Coaching is dominated by males. There is a slight male majority in 

post-secondary education, and top administrative positions in public schools (especially 

at the secondary level) are more often held by males than females (Association of 

American Educators, 2012; Loewus, 2017). Three of the six educator participants in this 

study were principals (all had also previously held the position of teacher) and one of the 

three teachers had also been a coach, so this would have increased the likelihood that 

these participants would be male (as they were).  

Implications of the gender imbalance for the study results. As previously noted, 

80% of the participants overall, and 85% of the active participants in the present study 

were male, as was the interviewer/principal researcher. This is a significant gender 

imbalance relative to the gender balance of the middle school’s student body (which has 
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slightly more males than females) and the female dominance (70%) among middle school 

teachers and education administrators (~60%). One of the consistent gender-related 

findings on parental involvement was the higher levels of active participation among 

mothers versus fathers (Choi et al., 2015; Unal & Unal, 2010; Wang et al., 2014). 

Possible explanations offered for fathers’ lower levels of involvement include 

practical/time limitations related to employment obligations, lack of a father in the home 

(in the case of single parents, particularly in terms of African American families), and 

household/cultural gender norms that assign parental involvement in school activities to 

women (Choi et al., 2015; Unal & Unal, 2010). Those characteristics do not seem to fit 

the fathers who participated in this study. All of them had work obligations which they 

acknowledged sometimes prevented them from being as involved as they wanted, but the 

majority of the fathers interviewed reported making the effort to make time to engage in 

parental involvement activities, at least in terms of how they defined the PI role. The two 

fathers who were single parents (one widowed, one divorced) acknowledged that 

previously their wives had taken the lead role in PI activities. Now that their wives were 

not around to fill this role, these men had willingly and deliberately taken on these 

responsibilities. Unal and Unal’s (2010) Turkish correlation study found a correlation 

between teacher gender and fathers’ PI in elementary classrooms, finding that fathers had 

higher levels of involvement when teachers were male. These researchers also found that 

fathers were more likely to be involved when they were made aware of the tangible 

benefits of PI for their children, if they were given “credit” or acknowledgement of their 

involvement, and if women (wives, female teachers) were not functioning as gatekeepers 

to PI activities. 
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The parent participants of the study had a total of 13 children in middle school, 

including 8 boys and 5 girls. None of the parents (predominately fathers) interviewed 

made any gender-specific comments, either in terms of the gender of children or in terms 

of the gender of teachers. When discussing their educational aspirations for their children, 

the only noticeable point of gender differentiation was that some of the Hispanic parents 

placed a greater importance on their boys (versus girls) quickly moving out of the 

educational system and entering the workforce to provide economic support for the 

family. Previous research has shown that gender-based differences in parents’ 

educational aspirations for their children has a significant impact on student achievement 

(Choi et al., 2015; Wang et al., 2014). Studies involving minority and immigrant children 

have echoed these findings (Atschul, 2011; Araque et al., 2017; Jung & Zhang, 2016). 

Notably, if parents conform to gender stereotypes in their educational aspirations, their 

children’s academic achievements will tend to also follow gender norms, with boys more 

likely to achieve in math and hard sciences, and girls more likely to achieve in social 

sciences and the arts (Choi et al., 2015; Jung & Zhang, 2016). Recent research also 

suggests that if parents make special effort to encourage girls toward science, 

mathematics, or other subject areas outside of the female gender norm, girls’ achievement 

in these areas does improve (Choi et al., 2015; Jung & Zhang, 2016). 

While the parents interviewed for this study did not reveal any discernable gender 

biases or preferences other than a preference among Hispanic parents that boys get to 

work as soon as possible, the educators offered numerous gender-related comments. As 

previously noted, the predominately male educator participant group focused most of 

their student-related comments on boys rather than girls. Many of these comments 
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concerned difficulties with the classroom behavior of boys, while there were also a few 

comments about the docile or passive behavior of Hispanic girls. A number of the 

educators stressed the importance of both the Hispanic boys and the African American 

boys having male versus female teachers. In the case of the Hispanic boys, the male 

educators felt that a male role model was necessary to effectively control the behavior of 

these boys, since they were unlikely to listen to female teachers because of the cultural 

attitude towards women. In the case of African American boys, the male educators 

stressed the importance of having a male role model in the school, since there was often 

no male role model at home. The one female educator interviewed did not express these 

concerns. 

Overall, it does appear that the gender imbalance of the participant sample did 

have an influence on the findings. The most obvious impact was that the educators, all 

but one of whom was male, place a greater emphasis on the importance and role of 

parental involvement for boys than for girls. It is also likely that the fact that the parent 

group was mainly comprised of fathers not mothers influenced the interview responses in 

some way, although without a large sample size and a comparative analysis of male 

versus female interview responses, it would be impossible to determine exactly how this 

element of the gender imbalance may have affected the findings. In some respects, 

having a male-dominant gender imbalance in the study sample fills a gap in the literature 

which has historically focused on parental involvement as it occurs between mothers and 

educators within a female-dominated profession.   

At the same time, it must be noted that the gender imbalance of the participant 

sample may be at least in part a result of the male gender of the interviewer/author. It 



PARENTAL INVOLVEMENT  85

may be that females (educators and parents) were disinclined to participate in the 

interview based on the male gender of the interviewer. It may also be that the male 

gender status of the interviewer/researcher exerted its own gender bias on the responses, 

perhaps inadvertently encouraging responses from the fathers and the male educators that 

were in line with male norms and less sensitive to female perspectives. The possible 

biasing influence of the interviewer/researcher’s status as an African American was 

considered during the planning phase of this research, but the possibility of a biasing 

influence of male gender was not.   

Different Views on the Meaning of Parental Involvement and PI Roles 

 One of the persistent themes in the interviews was the differing parental and 

educator perspectives on the meaning of parental involvement and the assignment of 

appropriate parent and teacher roles in parental involvement. These differences were 

most pronounced between the Hispanic parents and the educators. Most educators 

defined parental involvement as being parents’ knowledge of and engagement with 

children’s education. Educators perceived parents as having a responsibility to become 

informed about what their child was doing in school as well as a responsibility to help 

their children solve problems and keep up with their educational activities. The African 

American parents offered definitions of parental involvement that were actually quite 

similar to the definitions offered by the educators, with a stress on the importance of 

keeping up with what the child is doing at school and helping the child by spending time 

at home doing practical things like helping with homework or coaching. 

 The Hispanic parents took a much more expansive view of parental involvement. 

Rather than conceptualizing parental involvement in terms of parents’ responsibility to 
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“keep informed” about their child’s school activities and their child’s academic progress, 

the Hispanic parents seemed to view parental involvement as more of a dynamic process 

of direct collaboration and communication with teachers. In addition, unlike the 

educators, and unlike the African American parents, the Hispanic parents conceptualized 

parental involvement as going beyond academics and including what might be called 

moral education.  

 The Hispanic parent/educator differences were especially apparent when parents 

and educators spoke about the appropriate roles for teachers and parents in parental 

involvement. For the most part, educators saw their role as that of educating children, 

informing parents about the child’s progress or lack of progress, and providing guidance 

to parents on how to help their child academically. Teachers, to a greater extent than the 

principals interviewed, emphasized their role as communicators. Many of the educators 

complained that the parents, particularly the Hispanic parents, were “apathetic” about 

their child’s education. The Hispanic parents had a different view of themselves. Most 

saw themselves as caring deeply about their child’s education, although “education” took 

on a different meaning for the Hispanic parents than for the educators. Notably, the 

Hispanic parents believed that teachers have a responsibility (shared with parents) to 

teach values as well as academics. At the same time, many of the Hispanic parents 

believed that their own primary role was to focus on values and morals rather than 

specific academic subjects. Whereas the educators generally saw themselves in a 

temporary forced unequal partnership with parents, with educators playing the role of 

expert, the Hispanic parents tended to view themselves as being in an unfulfilling 

collaboration with educators.  
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Both the Hispanic parents and the educators seemed to feel that the other had 

failed to meet expectations. The Hispanic parents expressed their frustration at the 

educators (mainly the teachers) for their failure to fill what the parent believed was their 

role.  The educators expressed frustration that many of the Hispanic parents just did not 

seem to care about how their children were doing in school. The Hispanic parents 

complained about feeling unwelcomed, ignored, and dismissed.  

The recent literature on parental involvement among Hispanic families, 

particularly among recent immigrant Hispanic families, provided some support for the 

finding that Hispanic parents and educators have different perspectives on the meaning of 

parental involvement and different ideas about what constitutes the appropriate roles for 

parents and educator (Durand & Perez, 2013; Park & Holloway, 2018; Petrone, 2016; 

Poza, Brooks, & Valdes, 2014). As Petrone (2016) noted, the difference between the 

Hispanic (particularly Mexican) view of parental involvement and the U.S. educator view 

of parental involvement reflected the differences between the American education versus 

the Mexican educación: 

The melting of boundaries between home and school is in keeping with the 

Mexican conception of educación. The primary focus of an American education is 

to equip students with the skills necessary for material survival. The Mexican 

concept of education is much broader in scope: it entails moral, social, and 

relational aspects that are more concerned with one’s conduct in the world than 

the acquisition of marketable skills. To be bien educado (well educated) is to be a 

highly moral individual who exhibits family loyalty and preserves cultural values 

(Petrone, 2016, p. 78). 
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Some of the educators interviewed for this study might have expressed skepticism 

about this description of the Mexican view of education, given that more than one 

educator complained that the Hispanic parents were all just focused on money and getting 

their child sufficient schooling to be able to go out and earn a living. However, the 

Hispanic parents in this study seemed to be able to simultaneously express their approval 

for and expectation of educación while also often noting that practical realities and 

economic necessity demanded that they take a pragmatic view towards their children’s 

schooling, particularly the school of boys. 

Ethnic/Racial Tensions and Divides 

 A certain amount of racial/ethnic tension and below-the-surface expressions of 

racial bias were anticipated. The scope of the racially/ethnically-charged comments and 

the degree of expressed anger (particularly coming from the Hispanic parents) was 

unexpected. Also unexpected was the expression of apparent racial/ethnic bias coming 

from at least two of the white educators. All of the educators voiced some negative 

opinions about the attitudes of Hispanic parents towards their children’s education, with 

the common complaint being that the Hispanic culture did not value education to the 

same degree as other cultures. Some educators went on to soften this charge, noting that 

there are different cultural approaches to education, and that the Mexican immigrant has 

no “tradition” of parental involvement in education. These participant beliefs, however, 

are not supported by studies that have closely examined the beliefs and parental 

involvement practices of Mexican families in Mexico and of newly immigrant Mexican 

families in the United States (Park & Holloway, 2018; Petrone, 2016; Poza et al., 2014).  
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 A number of the Hispanic parent participants expressed at least some anger at the 

schools and the teachers, and one Hispanic parent expressed deep anger at what he 

perceived to be the school’s and the educators’ biased, unwelcoming attitude. The 

educators did not appear to be very cognizant of the anger of the Hispanic parents. On the 

other hand, a number of the educators mentioned that African American parents – 

particularly mothers – were angry about perceived racial bias and about the lack of 

diversity in the teaching staff at the school. Referencing the prevalence of single mother 

black families, the educators made remarks about the problems in black families and 

black kids’ achievement stemming from a lack of father figures in the home. In addition 

to being aware of anger coming from black parents, the educators were aware that many 

black parents (again, especially mothers) did not trust the teachers or the schools in 

general. At the same time, the educators believed that in general, the Black parents were 

more involved in their children’s education and more supportive of the concept of PI than 

the Hispanic parents. One of the two African American parents interviewed did speak 

extensively about pervasive racism, including racism in the schools and its negative 

impact on African American children, while the other African American parent 

specifically noted that he had no complaints about racial bias in the school. 

 The politics of immigration.  Schools and the educational process in general 

must be viewed in the context of the broader community. Recent demographic population 

trends, as well as immigration and “white flight” to private schools has dramatically 

increased the diversity of the student body in public schools. In some schools, such as the 

school from which the sample was drawn in this study, ethnic minority students are now 

the majority. The increasingly brown and black student body stands in sharp contrast to 
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the still overwhelmingly white teaching and administrative staff. The changing 

demographics alone probably would contribute to increased racial/ethnic tensions.  

 The political climate and the controversies and discord over immigration, 

particularly immigration from Mexico, definitely impacted the findings in this study. The 

interviews were conducted in the wake of the Trump Administration’s controversial 

family separation policy. A couple of the Hispanic parents made angry comments about 

the policy and voiced suspicion that some of the teachers may harbor strong anti-

immigrant sentiments. While no participant was questioned about their legal status, it is 

possible that one or more of the Hispanic parents did not have legal status to be in the 

country and this may have affected their view of parental involvement, or at least their 

perception of their capacity to participate in it. Some of the educators commented that a 

significant portion of the Hispanic parents were illegal immigrants and therefore less 

likely to be engaged in their children’s education.  

To date only a few studies have looked at how the current immigration policies 

and the rise of anti-immigrant (and especially anti-Hispanic immigrant) sentiment has 

affected the public schools and their students and teachers (Burkett & Hayes, 2018; 

Davidson & Burson, 2017). Drawing on national survey data from 2006, Davidson and 

Burson (2017) found a pattern of expanding nativism with increasing Hispanic immigrant 

populations and that this nativism was associated with support for denying public 

education to the children of undocumented immigrants. Based on their interviews with 

principals in four Texas schools (two elementary, one middle school, and one high 

school), Burkett and Hayes (2018) argued that the immigration policies implemented by 

the Trump administration in 2017-2018 had created a “culture of fear” among the Latino 
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community across the U.S. and that this fear had adversely impacted students in schools 

with large Hispanic student populations. Evidence of adverse impacts included increased 

absenteeism, behavioral problems, and higher dropout rates than prior to the 

implementation of the policies.  

Consensus Around Barriers to Parental Involvement 

 Despite the racial/ethnic and immigration-related discord, the educator and parent 

participants in this study offered close to a consensus opinion regarding the major 

barriers to parental involvement. There was also consensus that the barriers were 

somewhat different for Hispanics and African Americans. For African American 

families, the primary barriers included institutional racism and the lack of racial diversity 

in the school staff, the historic lack of trust between black parents and the mainly white 

teachers and educators, and practical impediments stemming from parents’ (often a single 

parent) lack of available time and need to work. For Hispanic families, the main barriers 

to PI included language and communication (lack of English), ethnic bias, and financial 

pressures, specifically the parents’ need to work and to make work a priority over 

parental involvement activities.  

 While parents and educators agreed about the importance of addressing language 

barriers (lack of English among parents, lack of Spanish among educators) and the need 

to increase the level of trust between parents, teachers, and school personnel, they had 

different ideas about how this might be accomplished. For example, the Hispanic parents 

argued that the school should hire more Spanish-speaking teachers and other personnel, 

while the educators mainly argued that more effort should be made to ensure that the 

Hispanic parents learned English, or at least enough English to effectively communicate 
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with school personnel (although one teacher did suggest hiring bilingual teachers). Both 

the Hispanic and the African American parents wanted to see a teaching and 

administrative staff that more closely mirrored the ethnic and racial diversity of the 

student body. Although one of the black teachers argued that it was important to increase 

the diversity of the teaching and school administrator staff, most of the educators did not 

mention this possible solution. In terms of increasing trust between parents and educators, 

the educators stressed the importance of improved communications and even perhaps the 

use of more communication mediums rather than just face-to-face encounters. The 

parents emphasized the need for collaboration and creating a welcoming environment. 

Two of the Hispanic parents argued that teachers should make more efforts to 

accommodate working parents by engaging in home visits (rather than asking parents to 

come to the school). The Hispanic parent/educator disparity in proposed strategies to 

remove the barriers to parental involvement again suggest that these two groups have 

very different conceptions of parental involvement and its associated roles. 

Summary 

 This chapter presented the findings and analysis for the data gathered from 

interviews with 6 educators and 9 parents, including 2 mother/father parent couples and 5 

father-only interviews. The parental interviews included interviews with 5 Hispanic 

parents or parent-couples and interviews with 2 African-American fathers, collectively 

representing a total of 13 Hispanic and African-American children in middle school. 

African American parents were under-represented in the sample compared to their 

representation in the target middle school. A majority of the educators interviewed were 

white; two were black, including one black Puerto Rican. There was a severe gender 
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imbalance in the sample, with 80% of participants, male. The under-representation of 

African Americans in the sample was limiting in that it prevented a more thorough 

exploration of the African American perspective on parental involvement.  The male-

dominated gender imbalance in the participant sample was limiting in that it appeared to 

encourage a focus on the challenges and opportunities of parental involvement for boys 

while at the same time limiting consideration of the female perspective on parental 

involvement. 

 Major themes identified and discussed included the meaning of parental 

involvement from the parent and the educator perspective; parental and educator 

perspectives on appropriate parental involvement roles; perceptions and expressions of 

racial and ethnic bias; immigrants and immigration policy; and barriers to parental 

involvement from the perspectives of parents and educators.  The analysis considered the 

implications of the sample population’s ethnicity in the context of changing 

demographics and community population. Additional factors related to the sample 

population that were considered in more detail included the gender imbalance, the under-

representation of African Americans, and the ethnic differences between the educators 

and the parents and their children.  

 Analysis of the themes concluded that the parents, especially the Hispanic 

parents, often expressed very different ideas than educators about the meaning of parental 

involvement and the appropriate parental involvement roles for parents and teachers. 

Notably, the Hispanic parents believed that parental involvement encompasses a moral 

element, and that teachers’ role goes beyond teaching academics. Educators sometimes 

saw the Hispanic parents as disinterested and/or more focused on getting their kids ready 
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for a marketable job than on helping to provide them with a good education. There was 

noticeable ethnic and racial tension between parents and educators expressed and 

evidenced in the interviews. The Hispanic parents expressed anger and frustration at 

specific educators as well as generally at the “system,” including the government. The 

politics of immigration and the recent family separation issue were not far from the 

surface in many of the discussions with the Hispanic parents. There was considerable 

agreement between the educators and the parents about the main barriers to parental 

involvement, which included language barriers, work obligations, lack of time, single 

parenthood (particularly for the African American students), lack of trust, and 

racism/institutional barriers. While they differed somewhat on specific strategy 

recommendations for reducing barriers to parental involvement, both the parents (both 

African Americans and Hispanic parents) and the educators agreed on the importance of 

addressing language barriers, increasing the diversity of faculty, building trust between 

parents and educators, and working to reduce practical impediments such as those caused 

by scheduling conflicts and work obligations. 
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS  

Introduction 

 Numerous studies have confirmed that higher levels of parental involvement 

correlate with better educational outcomes in students across all grade levels and from all 

racial and ethnic backgrounds (Bui & Rush, 2016; Hartas, 2015; Hoover-Dempsey & 

Sandler, 2005; Noel et al., 2016). While parental involvement is associated with better 

educational outcomes across all grade levels, parental involvement during the middle 

school years may be especially important in promoting students’ continued engagement 

with the educational system through secondary school and beyond (Bui & Rush, 2016). 

Although Hispanic and African-American students benefit from parental involvement, 

population-based surveys indicate that these ethnic minority students consistently have 

lower levels of parental involvement in education than their non-Hispanic white peers 

(Noel et al., 2016).  

This study’s significance lies in its effort to increase understanding of how lower 

levels of parental involvement may be implicated in the observed inequities in 

educational outcomes among African American and Hispanic middle school students as 

compared with non-Hispanic white students (Altschul, 2011; Collopy & Bowman, 2012; 

Pinder, 2012). Increasing understanding of the reasons for this parental involvement gap 

is a necessary prerequisite for beginning to identify strategies for increasing parental 

involvement in these students as well as for beginning to address racial and ethnic-based 

inequities in educational outcomes. By looking at the lived experience of parental 

involvement in a sample of parents and educators of Hispanic- and African American 

middle school students, this dissertation in practice has identified some of the barriers and 
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facilitators to parental involvement in this population. In this way, the dissertation formed 

a foundation for the development of strategies to increase parental involvement in middle 

school African American and Hispanic students. 

This final chapter discusses the implications and applications of the findings, 

reflects on the research process and the findings, and makes recommendations for future 

research.  The purpose and aims of the study are reviewed and then, following a summary 

and discussion of the contributions to the body of knowledge the study makes, a proposal 

for the creation of a multi-component communication improvement program/workshop 

for increasing parental involvement at middle schools with large Hispanic and African 

American populations is presented. This section includes the rationale for the selection of 

the proposed solution, and a discussion of factors and stakeholders related to the solution 

as well as an outline of an implementation plan that draws on Kotter’s (2012) change 

model as a roadmap. Following this, implications of the study are discussed, including 

practical implications, implications for future research, and implications for leadership 

theory and practice.  

Purpose of the Study 

 The purpose of this qualitative phenomenological dissertation in practice study 

was to describe the existing level of parental involvement in education and the perceived 

barriers and facilitators to parental involvement in a sample population of parents and 

educators of African American and Hispanic middle school students at public middle 

schools in Colorado. The research study was guided by the following research question: 

How do parents and educators describe their own or their students’ parental 

involvement in education, and what are some of the perceived barriers and 
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facilitators to parental involvement in education for African American and 

Hispanic middle school students in a Colorado school district? 

Aim of the Study 

 The aim of this qualitative study was to use the results of the study, in 

combination with evidence from other studies, as well as theories of culture and 

education related to parental involvement, to develop a parental involvement awareness 

and communication workshop for parents and educators that can subsequently be put into 

practice in one or more middle schools. 

Contributions to the Body of Knowledge 

Overview 

 The general contributions of this study to the body of knowledge involve small 

contributions to beginning to address the sizable gaps in the literature on parental 

involvement among ethnic and racial minorities in the United States. Population-based 

national surveys have confirmed that there are racial and ethnic differences in the level of 

expressed parental involvement in education as measured through existing standardized 

instruments (Noel et al., 2016). Prior to drawing too many inferences from these survey 

results, however, it is important to remember that the existing models of parental 

involvement, upon which current parental involvement measurement instruments draw, 

are based on studies and validation tests conducted with predominantly non-Hispanic 

white populations (Hartlep & Ellis, 2010; Hoover-Dempsey & Sander, 2005). Measured 

race/ethnic-based differences in levels of parental involvement may more accurately 

reflect differences in how parental involvement is expressed or defined than differences 

in the absolute level or extent of parental involvement. Qualitative investigations, such as 
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the present study, enable exploration and description of meanings and lived experiences 

that may help to better understand, accurately measure, and interpret race- and/or ethnic-

based differences in parental involvement.  

 Prior research on parental involvement among African Americans has suggested 

that while there are commonalities in parental involvement, there are also differences in 

how African American and White families conceptualize and express parental 

involvement (Hartlep & Ellis, 2010; Hayes, 2011; Huang & Mason, 2008; Overstreet et 

al., 2005; Pinder, 2012; Williams & Portman, 2014). Likewise, qualitative research on 

parental involvement in Hispanic/Latino populations in the United States and in Mexico 

and Central America has reported patterns and descriptions of parental involvement that 

in some ways qualitatively differ from those reported among non-Hispanic populations 

(Altschul, 2011; Araque et al., 2017; Gonzalez et al., 2013; Niemeyer et al., 2009; 

Petrone, 2016). This small but growing body of research has only begun to describe some 

of the similarities and differences in parental involvement among various ethnic and 

racial groups in the United States.  

 Much of the existing literature on parental involvement among African Americans 

and Hispanics considers the issue from the perspective of parental involvement in a 

minority population. In other words, rather than specifically examining parental 

involvement among African Americans and/or Hispanics, the existing literature has 

tended to consider parental involvement within these groups only in the context of 

comparisons with the majority non-Hispanic white population. The present study 

departed from this perspective in a number of ways. There was no non-Hispanic white 

comparator group included in this study. This study focused on parental involvement in 
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two ethnic/racial minority groups: African Americans, and Hispanic (all races). 

Additionally, this study considered parental involvement in a sample of parents and 

educators of African American and Hispanic middle school students attending a school 

that was demographically defined as “majority-minority”. While there have been 

previous investigations that have considered aspects of parental involvement in African 

American-majority urban education settings as well as investigations that have focused 

exclusively on parental involvement in Mexican settings and/or in Hispanic immigrant 

communities, the present study is among the first to consider parental involvement in the 

context of a Hispanic majority school setting in a non-border U.S. state. Indeed, in the 

middle school setting of this study, non-Hispanic whites comprised a smaller proportion 

of the total student body than either African-Americans or Hispanics.  

Study Contributions Relative to the stated Purpose and Aims 

 Description of the level of parental involvement. Both African American and 

Hispanic parents interviewed in this study characterized their own level of parental 

involvement in their children’s education as high. Even those parents who admitted that 

work obligations or other conflicts reduced the amount of time that they were able to 

spend engaged in their children’s education said that they and/or their spouse were very 

involved (and often wished that they could be more involved) in their children’s 

education. The educators who were interviewed described parents’ level of involvement 

as generally much lower than parents described their own involvement. At the same time, 

most of the educators reported that parents generally wanted to be involved in their 

children’s education.  
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 Consistent with the findings of previous research, parents when describing their 

role and level of involvement in parental involvement spoke frequently about their home-

based activities, including helping with homework, asking children about their school 

activities, and speaking to children about educational goals and aspirations (Bui & Rush, 

2016; Durand & Perez, 2013; Park & Holloway, 2018; Pomerantz & Moorman, 2007). 

The African American parents also detailed aspects of their school-based parental 

involvement. The Hispanic parents in this study described a lower level of school-based 

parental involvement than found in the literature and reported by the African American 

parents. Understandingly (because they were only directly aware of the school-based 

activities), the educators primarily described the level of parental involvement in parents 

of African American and Hispanic parents at their school in terms of school-based 

activities. In terms of the level of parental involvement, the educators assessed the overall 

level of Hispanic level of parental involvement as noticeably lower than that of either 

parents of African American or non-Hispanic white students at their school. Educators 

also assessed the level of African American parents’ involvement as lower than that of 

parents of non-Hispanic white students. These findings were consistent with previous 

studies indicating lower levels of parental involvement among parents of ethnic or racial 

minority children versus parents of non-Hispanic white children (Hayes, 2011; Pinder, 

2013; Vega et al., 2015). In assessing lower levels of parental involvement in the parents 

of Hispanic and African American students, educators often cited mitigating 

circumstances such as work and/or schedule conflicts.                                                                       

 Descriptions of barriers and facilitators to parental involvement.  Most of the 

structural and personal barriers and facilitators to parental involvement in education cited 
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by interviewees in this study were similar to those cited in previous studies. The most-

often cited barrier to parental involvement, particularly school-based parental 

involvement, was lack of time. It was not that parents had prioritized other non-essential 

activities over parental involvement activities. Rather, it was that parents and educators 

reported that parents often did not have the time to engage in parental involvement 

activities. Both parents and educators agreed that in the case of the Hispanic parents, they 

often worked multiple jobs and had work schedules that made participation in school-

based parental involvement activities difficult, if not impossible, for these parents. Lack 

of time and conflicting work obligations was also a major barrier for the African 

American parents. Educators also cited the predominance of single-parent families 

among the African American families, and the practical difficulties of juggling home, 

work, and school-based activities as a single parent. Although less frequently mentioned 

as a barrier than parental lack of time, teachers also noted the problem of lack of time, 

and the difficulty of spending additional uncompensated time to accommodate parental 

schedules. 

 Following lack of time, the second biggest barrier to parental involvement in 

education was difficulty in communication. There were many aspects to the 

communication barrier. This included an absolute barrier to communication in the case of 

language barriers between Spanish-speaking parents and English-speaking educators. It 

also included absolute barriers to communication when in some cases, no communication 

occurred. More pervasive, however, were the communication barriers stemming from 

miscommunication between parents and educators. Even when speaking the same 

language (or when translation was provided), communication barriers arose between 
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parents and educators because of different perspectives on the meaning of parental 

involvement, cultural barriers, attitudinal barriers, mistrust of educators, or other factors 

that hampered communication between parents and educators.  

 In terms of facilitators to parental involvement, common responses among 

educators and parents coalesced around the desire for better communication between 

parents and educators. Both educators and parents acknowledged the importance of 

addressing the Spanish-English language barriers between educators and parents in order 

to better serve the needs of the Hispanic students. Parents and educators differed in their 

approach towards a solution to the language barrier problem, with parents emphasizing 

the need for more Spanish-speaking teachers and educators and educators emphasizing 

the need for English-language assistance for parents. In terms of other communication-

related facilitators, both parents and educators expressed a desire for better 

communications and increased understanding between parents and educators.  

 In addition to facilitating improved parental involvement through better parental-

educator communication, the interview respondents sought ways to cope with the barrier 

of lack of time. Both parents and educators suggested scheduling parent-teacher meetings 

at various times to allow for parents’ difficulty of scheduling school-based activities 

during working hours or even after regular working hours in the case of parents who 

worked nights, odd shifts, or multiple jobs. Several respondents, mainly parents, 

suggested home visits by educators as a way to deal with scheduling problems and as a 

way to increase understanding between parents and teachers. Some respondents 

suggested using telephone, text, or other alternatives to in-person interactions as a way to 

address parents’ lack of time.  
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Unexpected Study Contributions: The Importance of Contextual Factors 

 The contributions noted above are consistent with the study purpose of describing 

the level of parental involvement and identifying barriers and facilitators to parental 

involvement in education among the sample of educators and parents of Hispanic and 

African American middle school students. In addition, this qualitative study made some 

unexpected or unplanned contributions to the literature on parental involvement in the 

African American and Hispanic population. The most significant of these contributions 

concerns the study’s findings on the overwhelming importance of contextual factors not 

only in shaping parents’ and educators’ ideas about parental involvement, but also in 

guiding the goals and objectives of parental involvement plans and programs, creating 

barriers and facilitators, and determining how parents and educators actually engage in 

parental involvement activities.  

 The importance of context was evident from the micro-level to the macro-level. 

At the micro-level, the practical context of parents’ lives affected their capacity and 

willingness to engage in parental involvement activities. Notably, work- and scheduling-

related conflicts frequently made school-based parental involvement practically 

impossible as well as standing as a major barrier to home-based parental involvement. 

Even when parents’ work schedules or obligations did not necessarily prevent them from 

engaging in school-based PI activities, other contextual factors emerged as barriers. For 

example, some parents had transportation barriers or limitations. In other cases, parents 

were reluctant to attend meetings that occurred at normal meal times and/or would have 

interfered with meal preparation. In other cases, there were concerns over child care, 
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especially given that the majority of the Hispanic parents, had additional, younger 

children at home besides their middle school student.  

 The micro-context was also of importance to educators. While parents were in 

many ways constrained by the context of their family income and socioeconomic status, 

the educators (particularly the teachers), coped with their own income- and time-based 

limitations in terms of the expectations for how much effort they were able to devote to 

encouraging and facilitating parental involvement. In addition, the educators in the study 

site school district coped with widespread upheaval in the leadership and political 

structure of the district and school. During the course of the study, a number of the 

educators who had consented to interviews were dismissed or quit their jobs because of 

the district-wide upheaval. None of the parental involvement studies reviewed as a basis 

for planning this study mentioned teacher- and/or educator- conflicts and barriers related 

to job insecurity or school/district-level politics. Nevertheless, these conflicts were 

clearly an important factor for consideration in this study.   

 Perhaps the more significant contribution related to contextual factors concerned 

the contribution on the importance of contextual factors at the macro-level, outside of the 

individual household or school, in the broader society, culture, and politic. There have 

been significant demographic shifts in the population during the past two decades and 

certainly since the models of parental involvement were first proposed. Hispanics, once a 

relatively small minority in the country, are now the largest ethnic minority group, 

eclipsing African Americans. Indeed, as noted, the middle school where all of the 

parents’ children attended has a majority Hispanic student population. Another 

interesting contextual factor was that the majority-minority status of the middle school 
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student body population did not reflect the demographics of the surrounding community, 

which is still majority non-Hispanic white. Instead, the demographic make-up of the 

student body in the study school setting reflects another widely observed trend of non-

Hispanic white parents sending their children to private schools or magnet schools while 

less socioeconomically advantaged ethnic and racial minority parents continue to send 

their children to public schools.  

 The growth of the Hispanic population and the expansion in the number of 

“majority minority” public school student populations may affect parental involvement. 

In the present study school, the ethnic/racial composition of the faculty and 

administrators did not reflect the ethnic/racial composition of the study body and the 

parents. Many of the educators interviewed were older and had worked in the district for 

many years. They could remember a time when the ethnic/racial composition of the 

faculty and administration did more closely align with the predominantly non-Hispanic 

white student body. The racial/ethnic differences between parents and educators emerged 

as an issue of concern for a number of the parents in the study. Some parents merely 

wished that there were more Hispanic and/or African American teachers and educators, 

while a few parents charged that there was a problem of inherent racism and/or ethnic 

bias because of these differences.  

 Another important macro-level contextual factor that loomed large in the present 

study was immigration and the politics of immigration in the present era. All of the 

Hispanic parents interviewed in this study were foreign-born (mainly Mexican). While 

those who agreed to participate in the study were established immigrants who had been in 

the United States and even in the local community for years, and all who participated 
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spoke English (a necessity because the researcher did not speak Spanish), all indicated 

that they were well-informed about the politics of immigration. Immigration and the 

status of immigrant parents and families was also a major topic of concern among 

educators. The educators noted that a significant percentage of the parents of Hispanic 

children at the school did not have legal status and were theoretically at risk of 

deportation. This risk poses an obvious practical impediment to school-based parental 

involvement for parents who might be concerned about coming onto school property or 

submitting to any required background checks for some parental involvement activities.  

 The immigration issue was especially salient during the time period when the 

interviews were conducted in the Spring and Summer of 2018. This period coincided 

with President Trump’s implementation of the zero tolerance and family separation 

policy at the U.S.-Mexican border. Even though the Hispanic parents interviewed for this 

study were established in their community, it was apparent that the family separation 

policy and the political upheaval concerning immigration had an effect on these parents 

and their attitudes towards the school and educators. Likewise, it was apparent from 

comments made by a number of the educators that the immigration debate reached into 

the schools and into the everyday lives of educators, parents, and teachers. As such, it 

likely had an effect on parental involvement beliefs and practices. 

 As noted in the previous chapter, there were themes of racial/ethnic tension and 

discord in the interviews. None of the respondents championed or even marginally 

condoned racist attitudes or racist policies/practices. At the same time, race/ethnicity was 

often an underlying, not fully articulated issue that underpinned some of the discussions 

on parental involvement attitudes, beliefs, and practices, as well as affecting how parents 
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and educators approached various parental involvement activities. While a couple of the 

parent interviewees directly accused educators of racism, these accusations were all 

general accusations as opposed to specific charges against specific educators. Moreover, 

the discussions that veered into talk of racism were generally preceded by expressions of 

frustration and anger. 

Recommendation: Communication Improvement Program/Workshop 

Description and Rationale 

 As noted above, the two biggest barriers to parental involvement found in this 

study were lack of time and poor communication. At the outset of the study, the aim was 

to use the information gathered in the study to develop a parent-educator workshop on 

improving communication and increasing parental involvement awareness. The findings 

from this study confirmed that breaking through communication barriers and errors 

seems to hold the best promise of facilitating improvement in parental involvement 

among parents of Hispanic and African American students.  

 The objective of the parent-educator workshops would be to bridge the 

educator/parent communication gap and develop a plan to overcome the primary barriers 

to parental involvement and to encourage and facilitate genuine parental engagement in 

children’s education. Yull, Wilson, Murray, and Parham (2018) and Yull et al. (2014) 

have successfully followed a community-based participatory action research model that 

used focus groups, interviews, participant observation and other ethnographic methods to 

build family-school partnerships and increase parental involvement and engagement 

among previously disengaged racial and ethnic minority populations. A similar 

framework could be used for the proposed parent-educator workshops. Under the 
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direction of an educator/leader, focus groups of educators and parents would work 

together to identify possible solutions to overcome barriers to parental involvement and 

plan out strategy and activities to improve the overall level of parental involvement and 

engagement.  

 Ultimately, parents and educators would need to make decisions about what types 

of programs or activities to include, as well as about how to specifically overcome 

barriers. It is important for the educator/leader not to over-plan or over-determine the 

program components. Parents’ and educators’ enthusiasm for and genuine engagement in 

the program can only develop as an outcome of their participation in the development of 

the program and in decision-making about its goals and activities (Yull et al., 2014; Yull 

et al., 2018).  Based on the ideas offered by educator and parents during the interviews, 

possible strategies might include some or all of the following: a dedicated website and/or 

Facebook page (in Spanish and English) to post information about parental involvement 

and specific parental involvement activities and events; a text messaging and/or email or 

other electronic messaging system to provide another method of teacher-parent 

communications; a home visit program; Saturday or weekend events scheduled at local 

parks; partnerships with community organizations and local businesses to sponsor and 

support parental involvement events; an English skills-building class for parents; cultural 

awareness workshops for teachers; teacher incentives for uncompensated time related to 

parental involvement; and teacher incentives and/or support for learning Spanish. 
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Factors and Stakeholders Related to the Proposed Program 

 Stakeholders. The major stakeholders in the proposed PI/communication 

workshop would include parents and guardians, teachers, principals, coaches, other 

school personnel, the school board, and the students themselves. Additional potential 

stakeholders (should they decide to become directly or indirectly involved with the 

program) include community organizations, local businesses, and the public. 

 Financial/Budget issues. The cost of the proposed workshop/program will 

depend upon the scope of the program. If a decision is made to move forward on the 

creation of an informational website and mobile messaging app, the program would need 

to obtain technology funding. If workshops are held outside of traditional working hours 

for educators/teachers, budget provisions will need to be made for paying for their 

services unless they volunteer their time. The provision of translation services, 

snacks/food for workshop participants, clerical costs related to recordkeeping, room 

rental (if workshops are held offsite), and other incidental and regular costs will 

necessitate establishing a basic operating budget. Budgeting, along with funding, should 

be an initial item on the agenda of the executive planning team. Most school districts and 

schools have an existing parental involvement activities budget. The proposed program 

may be able to obtain some funds from the regular parental involvement budget. Another 

idea would be to attempt to secure a funding grant for the proposed program. 

Additionally, it may be possible to minimize some of the program-related expenses 

through the cultivation of community and business partners and sponsors. 

 Potential barriers and obstacles.  Success of the program requires the 

participation of both educators and parents in the target school(s). This is not designed to 
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be an individual program where parents and teachers engage in one-on-one meetings. 

Instead, the workshops are specifically designed as group events with multiple parents 

and teachers participating simultaneously. Therefore, one of biggest potential obstacles is 

the failure to recruit an adequate initial number of members (parents and educators). 

Other potential barriers and obstacles include lack of funding, poor attendance, 

opposition to the program from school administrators, lack of leadership support for the 

program, lack of support from the parents and teachers, and conflict within the group. 

Implementation Plan Outline 

 It is beyond the scope of this study to detail a specific implementation plan with a 

projected timetable. The following represents an outline of a possible plan for initiating 

and implementing the proposed workshop in a single school (with plans for subsequent 

expansion). Kotter’s (2012) eight-step model of change provides the framework for an 

educational leader-led plan implementation.  The change/implementation plan focuses on 

motivating and mobilizing educational leaders and key staff members at the pilot school.  

 Step 1: Establishing a sense of urgency. The first step would be to create a sense 

of urgency for change among the teachers and school administrators. The educational 

leader would make the case to school personnel that the existing status quo of parental 

involvement was unacceptable and needed to change. The implications of the low level of 

parental involvement in terms of student outcomes would be discussed.  

 Step 2: Creating a guiding coalition. Kotter (2012) argued that successful 

change projects require a strong guiding coalition. No one leader, no matter how 

magnetic, is sufficient to direct a change effort. Kotter (2012) stated that four components 

are essential to the effective guiding coalition: 1) position power (powerful people in the 
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organization need to be included to ensure success); 2) expertise; 3) credibility; and 4) 

leadership (p. 59). Given that the change project focuses on improving and expanding 

parental involvement, leadership should consider including a parent or two on the guiding 

coalition to ensure that parents’ interests and vision are represented. 

 Step 3: Developing a vision and a strategy.  The guiding coalition’s first task is 

to develop a vision and a strategy for the proposed program. What does the guiding 

coalition see as the optimal outcomes for the program? What is the coalition’s proposed 

strategy to recruit, mobilize, and sustain parental membership and participation in the 

parental involvement workshops? 

 Step 4: Communicating the change vision. The task of communicating the 

vision is to ensure that all stakeholders in the process, understand the vision and the 

objectives of the program. Kotter (2012) stated that the biggest mistake made in 

attempting to communicate the vision is getting bogged down in jargon. In contrast, 

essential elements in the effective communication of vision are simplicity, use of 

metaphor and example, communicating through multiple forums, repetition, leadership 

by example, explanation of inconsistencies whether real or perceived, and the use of two-

way communication (Kotter, 2012, p. 92). 

 Step 5: Empowering the educators (teachers and other staff) to action. 

According to Kotter (2012), the purpose of step 5 is to “empower a broad base of people 

to take action by removing as many barriers to the implementation of the change vision 

as possible” (p. 106). Key potential barriers to empowerment include an absence of 

needed skills, lack of top leadership support, a restrictive personnel system, and formal 

structures that make it difficult for people to act on the vision. 
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 Step 6: Generate short-term wins. Even prior to fully implementing the 

parent/educator program, it is important to highlight and celebrate some of the short-term 

immediate successes. This might include putting a spotlight on some of the early pilot 

projects, if successful. 

 Step 7: Consolidating gains and producing more change. Kotter (2012) 

explained that as the organization proceeds through the change process, more and more 

resistance will be countered and it is important to keep consolidating the gains to 

maintain momentum. 

 Step 8: Anchoring new approaches in the culture.  The eighth and final step in 

Kotter’s (2012) 8-step change model involves incorporating the new behaviors, activities, 

and attitudes into the organizational culture so that they are reflected throughout the 

actions of the organization. In other words, the school would adopt a “culture of 

excellence” that values parental engagement and involvement and actively encourages 

and nurtures parental involvement. 

Implications 

 The practical implications of this study concerned the need to embark on a 

deliberate effort and program to overcome the barriers to parental involvement among the 

parents of African American and (especially) Hispanic middle school students. In some 

cases, parents appeared to have a different vision of parental involvement than educators. 

In other cases, even when educators’ and parents’ definitions of parental involvement 

align, these parents faced considerable practical and structural barriers to engaging in 

parental involvement activities. Making parental involvement possible for these parents 

and their children requires the breaking down of barriers and the provision of practical 
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solutions to work around obstacles to parental involvement such as those imposed by 

work needs or inflexible schedule commitments.  

 The implications of this study for future research suggest a need for solutions-

oriented research that goes beyond merely describing the problem (i.e., barriers and 

obstacles to parental involvement) and tests the effectiveness of different 

interventions/programs in addressing the identified barriers and obstacles to parental 

involvement. At the same time, it is important to note that research on parental 

involvement in ethnic minority populations lags behind research on parental involvement 

in non-Hispanic white populations. There is a need for further research on the meaning of 

parental involvement for these populations, as well as further research on barriers and 

facilitators to parental involvement in these populations. 

 The implications of this study for leadership theory and practice are that 

educational leaders are needed to coordinate and lead change in parental involvement. 

There is need for leadership at the school and district level to ensure that teachers and 

other front-line educators are empowered and motivated to actively encourage and enable 

parental involvement. The leaders who are best able to achieve this goal will likely be 

transformational leaders (Northouse, 2013). 

Recommendations for Future Research 

 Future researchers may want to consider utilizing the action research model 

described by Yull et al. (2018) to conduct an in-depth exploration of parental 

involvement among racial/ethnic minority populations. Combining methods such as 

interviews and focus groups would yield a larger and arguably richer pool of data for 

analysis. There is also a need for quantitative researchers to empirically test what sorts of 
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interventions or innovations lead to higher levels of parental involvement. Another area 

of research would be to develop culturally sensitive parental involvement measurement 

scales that more accurately reflect how Hispanics, African Americans, and/or other 

ethnic/racial groups perceive parental involvement and their role in it. Finally, there is a 

need for studies that also allow the voices of ethnic minority students to be heard in terms 

of their perception of parental involvement and its importance. 

Summary 

 This qualitative phenomenological study has explored and described perceived 

meanings, barriers, and facilitators to parental involvement in a small sample (n = 15) of 

parents and educators of Hispanic and African American middle school students in 

Colorado. The findings revealed that parents and educators do not always agree on the 

meaning of parental involvement and/or the appropriate roles of educators and parents in 

the parental involvement equation. There were also noticeable differences between how 

Hispanic and African American parents viewed parental involvement, with the African 

American parents’ views more closely aligned with those of the educators. The most 

important barriers to parental involvement identified were: 1) lack of time due to work 

and other schedule obligations; and 2) poor communication between parents and 

educators. Both parents and educators offered ideas on how to overcome barriers and 

facilitate greater parental involvement. Increasing the diversity of teaching staff, home 

visits, English-language classes for parents, and teacher incentives were among the 

suggestions offered.  

 In addition to the study’s contributions consistent with the study purpose of 

describing parental involvement and identifying barriers and facilitators to parental 
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involvement among the sample of educators and parents of Hispanic and African 

American middle school students, the study made some unplanned contributions to the 

literature regarding the importance of contextual factors in shaping parents’ and 

educators’ ideas about parental involvement. Context at both the micro- and macro-level 

was found to be an important influencer of parental involvement. These contextual 

factors included parents’ work obligations and time limitations, changing demographics, 

immigration policies and politics, educators’ financial constraints and concerns over 

uncompensated time, and racial and ethnic tensions.  

It was recommended that educational leaders head a parent-educator 

workshop/quality improvement program on improving communications and encouraging 

parental involvement. An outline for an implementation plan drawing on Kotter’s (2012) 

8-step model of change was presented. Future researchers might consider the use of an 

action research model to further explore parental involvement in Hispanics and African 

Americans as well as quantitative methodologies to test the effectiveness of interventions 

to increase parental involvement.   
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Appendix A 

Interview Protocol – Educator Interviews 

The following interview protocol is for use with participants who are current or former 
educators (teachers, principals, school counselors, coaches, other school personnel) 
involved in the education of African American and/or Hispanic middle school students. 
 
Time of Interview:______________ 

Date:_________________________ 

Place:_______________________________________________ 

Interviewee:_(coded answer/pseudonym only)_________________________  

 

Introduction/Overview of the Project to Interviewee: 
As part of my dissertation in practice in education at Creighton University, I am 
conducting research on parental involvement in education for African American and 
Hispanic middle school students. I am interested in learning about parents’, and 
educators’ perceptions of parental involvement in education and what they see to be the 
barriers and facilitators to parental involvement for African American and Hispanic 
middle school students.  
 
Thank you for agreeing to be interviewed for this research project. I want to remind you 
that your comments will remain confidential and completely anonymous to anyone other 
than the researcher. Please feel free to ask me any questions you may have concerning 
this interview or research.  This interview will last for approximately 60 to 90 minutes. I 
will take notes during our discussion and an audio recording will also be made. You can 
take a break at any time. You can decide to stop participating at any time. Just tell me 
right away if you wish to stop the interview.  
 
I. Warm Up (Demographic and general information) 
Can I ask you some general questions about yourself? As a reminder, all of this 
information will be kept strictly confidential and no identifying information will be 
released. 
 
A1. Are you currently an employee or intern at a Middle School with African American 
and/or Hispanic students? 
 ____Yes ____No 
 
 A2. If yes, what is your current job position: 
  ___teacher  ___coach ___principal ___counselor __ Other (list)________ 
 
B1. Were you formerly an employee or intern at a middle school with African American 
and/or Hispanic students? 
 ____Yes ____No 
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 B2. If yes, what was your former position(s) (check all that apply): 
 ___teacher  ___coach  ___principal ___counselor ___Other (list)____________ 
 
C. Gender:   ___Male ___Female 

D. Age: ___Under 20 years  ___Under 30 years  ___30-40 years ___Over 40 years 

E. Race/ethnicity (self-identified):_____________________________________ 

F. Citizenship/Immigrant: ___US born  ___Foreign-born ___1 or 2 Parent Foreign born 

G. Highest Educational Grade attained:________________________________________ 

H. How long have you lived worked in this area/district?________ 

 
Questions about the educator’s perceptions and experiences with parental 
involvement in children’s education. 
 
1. How do you describe the term parental involvement in education/school, thinking 
about it in terms of its definition/meaning, its advantages/benefits and its 
disadvantages/harms or risks? 
 
2. What is your role as an educator in parental involvement? 
 
3. Please describe what you perceive to be parents’ role(s) in parental involvement in 
their children’s education? 
 
4. What do you see as the role of students in encouraging, facilitating, or 
blocking/resisting parental involvement? 
 
5. How does race/ethnicity of students affect parental involvement? 
 
6. How can we increase parental involvement in children’s education? 
 
Thank you again for your participation in this research project. Sometime in the 
next 2-6 weeks you may be contacted for a brief follow-up interview in order to 
clarify and/or expound on your responses. Should you agree to participate in this 
follow-up interview, it will be scheduled at a time and place (telephone interviews 
are possible) most convenient to you. 
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Appendix B 
 

Interview Protocol – Parent Interviews 
 

The following interview protocol is for use with participants who are parents and/or 
guardians of African American and/or Hispanic middle school students. It will be 
available in English and Spanish language versions. 
 
Time of Interview:______________ 

Date:_________________________ 

Place:_______________________________________________ 

Interviewee:_(coded answer/pseudonym only)_________________________  

 

Introduction/Overview of the Project to Interviewee: 
As part of my dissertation in practice in education at Creighton University, I am 
conducting research on parental involvement in education for African American and 
Hispanic middle school students. I am interested in learning about parents’ and teachers’ 
perceptions of parental involvement in education and what they see to be the barriers and 
facilitators to parental involvement for African American and Hispanic middle school 
students.  
 
Thank you for agreeing to be interviewed for this research project. I want to remind you 
that your comments will remain confidential and completely anonymous to anyone other 
than the researcher. Please feel free to ask me any questions you may have concerning 
this interview or research. This interview will last for approximately 60 to 90 minutes. I 
will take notes during our discussion and an audio recording will also be made. You can 
take a break at any time. You can decide to stop participating at any time. Just tell me 
right away if you wish to stop the interview.  
 
I. Warm Up (Demographic and general information) 
Can I ask you some general questions about yourself and your child/children? As a 
reminder, all of this information will be kept strictly confidential and no identifying 
information will be released. 
 
About You: 

A. Gender:  ___Male ___Female 

B. Age:   ___Under 20 years  ___Under 35 years  ___35-49 years ___ 50+ years 

C. Race/ethnicity (self-identified): _____________________________ 

D. Citizenship/Immigrant  ___US Born ___Foreign-born ___1 or 2 Parents Foreign-born 

E. Highest Educational Level Attained:________________________ 

F. How long have you lived in this area/district? 
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G. What is the main language spoken in your home?___________________________ 

H. In terms of your language abilities, please indicate which of the following applies to 

you (check all that apply): 

 ___I am a native English speaker (English is my first language) 

 ___I am a native Spanish speaker (Spanish is my first language) 

 ___I am a native English speaker with no Spanish language skills 

 ___I am a native Spanish speaker with no English language skills 

 ___I am a native English speaker with some Spanish language skills 

 ___I am a native Spanish speaker with some English language skills 

 ___I am a native English speaker with strong Spanish language skills. 

 ___I am a native Spanish speaker with strong English language skills. 

 ___I consider myself to be bilingual in English and Spanish 

About Your Child/Children and Your Relationship to Them: 

I. How many children live with you? _______________________ 

J. What are their ages and genders?_________________________________________ 

K. How many children living with you are now attending middle school?_____________ 

L. What is the age, current grade level, and gender of each middle school child?_______ 

 ________________________________________________________________ 

M. Which of the following best describes your relationship with the child or children now 

in middle school living with you: 

 ___Parent ___Step-parent   ___Foster Parent   __Grandparent 

 ___Other Relative (specify)____ Unrelated Guardian____ 

 
Questions about the parent/guardian’s perceptions and experiences with parental 
involvement in children’s education. 
 
1. What does the term parental involvement in children’s education mean to you? In other 
words, how are you involved in your child’s education? 
 
2. In what ways does parents being involved in their children’s education help children? 
(if you think that it does not help children, please explain why or how it hurts children if 
you think that it does). 
3. What or who helps you in being involved in your child’s education? 
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4. What or who sometimes keeps you from being involved in your child’s education? 
 
 
 
5. What can teachers and other school personnel do to assist you in becoming more 
involved in your child’s education? 
 
 
Thank you again for your participation in this research project. Sometime in the 
next 2-6 weeks you may be contacted for a brief follow-up interview in order to 
clarify and/or expound on your responses. Should you agree to participate in this 
follow-up interview, it will be scheduled at a time and place (telephone interviews 
are possible) most convenient to you. 
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Appendix C 

Invitation/Permissions Letter to Middle Schools 

Request for Permission to Recruit Research Participants 
“Parental Involvement in Education: Barriers and Opportunities for Hispanic 
and African American Middle School Students: A Phenomenological Study” 

IRB#:17-XXXXX 
 

Principal Investigator: Garfield Johnson 
Creighton University – Interdisciplinary EdD Program in Leadership 

 
To: School Administrator 
 XXXX Middle School 
 Colorado 

 
Dear Middle School Administrator: 

 
My name is Garfield Johnson. I am a doctoral candidate in the Education Department at 
Creighton University. I am conducting a research study as part of the requirements of my 
degree in the Interdisciplinary EdD Program in Leadership, and I request your permission 
to recruit participants for my qualitative study at your school. 
 
The purpose of my qualitative phenomenological dissertation in practice study is to 
explore and describe the existing level of parental involvement in education and the 
perceived barriers and facilitators to parental involvement in a sample population of 
parents and educators of African American and Hispanic middle school students at public 
middle schools in Colorado. This research study has been reviewed and approved by the 
Creighton Institutional Review Board (IRB). 
 
I plan to include 8-12 participants in my study, including  4-6 parents or guardians and 4-
6 educators (teachers, counselors, coaches, principals or other school personnel). 
Participants who voluntary consent to participate in this research will meet with me for a 
60-90 minute loosely structured interview exploring participants’ perceptions and lived 
experience of parental involvement in education. Participation in the research is 
confidential and all information related to the study will be kept in a secure location and 
in encrypted digital files. 
 
Participation in the study is voluntary and provides no material compensation. There are 
minimal risks related to participation. Participation in the research may benefit society 
and the educational community in particular in terms of increasing understanding about 
the barriers and facilitators of parental involvement to children’s education among 
Hispanic and African American students.  
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This letter constitutes my formal request for your permission to recruit participants from 
among the teachers, counselors, coaches, and educational administrators at your school. 
Interviews with any personnel from your school who elect to participate in the study will 
be conducted before or after regular school hours. It is anticipated that interviews will be 
conducted in a location other than this school. If scheduling problems necessitate a 
school-based interview, your permission for the use of the facility will be secured in 
advance. 
 
As further background on this study and its procedures, I have included an information 
sheet and informed consent form. I would be happy to answer any questions you may 
have about this study. If you  have any questions or concerns, please contact me at 719-
648-1892, Garfield.johnson@creighton.edu or the research supervisor at 402-651-8395, 
@creighton.edu 
 
Thank you for your consideration. If you agree to my recruitment of participants at your 
site, please complete and sign the consent form below and return it to _________. I will 
also telephone you within the next two weeks to see whether you are willing to grant 
permission for my recruitment of subjects at your school. 
 
With kind regards, 
 
 
 
Garfield Johnson 
7709 Amberly Dr. 
Colorado Springs, CO 80923 
Phone: 719-648-1892 
Email: Garfield.johnson@creighton.edu 
 

Consent to Permission to Recruit Participants 
 

I, ___________(name)_____, hereby grant Garfield Johnson permission to recruit at our 
school participants for a doctoral dissertation in practice study on parental involvement in 
education. As ______________________(list position/title), at ___________Middle 
School, I affirm I have the authority to grant this permission. 
 
_________________________________  ______________________________  
Print Full Name     Print Job Tile 
 
_________________________________  _____________________________ 
Signature      Date  
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Appendix D 
 

General Invitation Letter 
“Parental Involvement in Education: Barriers and Opportunities for Hispanic 
and African American Middle School Students: A Phenomenological Study” 

IRB#:17-XXXXX 
 

Principal Investigator: Garfield Johnson 
Creighton University – Interdisciplinary EdD Program in Leadership 

 
Dear Educator/Parent Potential Participant: 
 
My name is Garfield Johnson. I am a doctoral candidate in the Education Department at 
Creighton University. I am conducting a research study as part of the requirements of my 
degree in the Interdisciplinary EdD Program in Leadership, and I would like to invite you 
to participate in this study. 
 
I am studying parental involvement in education for African American and Hispanic 
middle school students. The purpose of this qualitative study is to explore and describe 
the existing level of parental involvement in education and the perceived barriers and 
facilitators to parental involvement in a sample population of parents and educators of 
African American and Hispanic middle school students at public middle schools in 
Colorado. 
 
I plan to include 8-12 participants in this study, comprised of a mixture of parents and 
educators (teachers, coaches, principals and other educators). If you choose to participate, 
you will meet with me individually for an in-person loosely structured interview. The 
interview, which would be scheduled at your convenience, will last approximately 60-90 
minutes. You will be asked questions regarding your perceptions of and experience with 
parental involvement in children’s education at the middle school level, with special 
focus on African American and Hispanic middle school students. The interview will be 
audio taped so that I can accurately reflect on our discussion.  
 
Participation in this research is confidential. The information from the interviews will be 
kept strictly confidential and no identifying information will be revealed to anyone other 
than myself. All information will be kept in a secure location and in encrypted digital 
files. The results of the study may be published or presented at professional meetings, but 
your identity will never be revealed.  
 
There are no known risks to participating in this study. No monetary or other 
compensation is offered for your participation. While you probably will not directly 
benefit from participating in this study, we believe that others in the society in general 
and within the education community in particular will benefit by learning more about the 
barriers and facilitators to parental involvement in education. 
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Taking part in the study is your decision. Participation is completely voluntary, and you 
may withdraw from the study at any time if you choose to do so.  
 
As further background on this study and its procedures, I have included an information 
sheet and informed consent form. I would be happy to answer any questions you may 
have about this study. If you  have any questions or concerns, please contact me at 719-
648-1892, Garfield.johnson@creighton.edu or the research supervisor at 402-651-8395, 
@creighton.edu 
 
Thank you for your consideration. If you would like to participate, please contact me at 
the number or email listed below to discuss participating. 
 
With kind regards, 
 
Garfield Johnson 
7709 Amberly Dr. 
Colorado Springs, CO 80923 
Phone: 719-648-1892 
Email: Garfield.johnson@creighton.edu 
  



PARENTAL INVOLVEMENT  138

Appendix E 

Informed Consent Form – Parent and Educator Participants 
“Parental Involvement in Education: Barriers and Opportunities for Hispanic 
and African American Middle School Students: A Phenomenological Study” 

IRB#:17-XXXXX 
 

Principal Investigator: Garfield Johnson 
Creighton University – Interdisciplinary EdD Program in Leadership 

 
Study Purpose 

 
The purpose of the qualitative dissertation-in-practice (DIP) study being conducted is to 
explore and describe the existing level of parental involvement in education and the 
perceived barriers and facilitators to parental involvement among a sample population of 
parents and educators of African American and Hispanic middle school students at public 
middle schools in Colorado. The aim of the study is to use the results from the study, in 
combination with other evidence on parental involvement to develop and put into practice 
a parental involvement awareness and communication workshop for parents and 
educators. 
 
Procedures Involved with Participation 
 
Your participation in this study will consist of an individual loosely structured interview 
with the researcher lasting approximately 60 to 90 minutes. The interview will be held in 
a private place at a time and a location convenient to you. During the interview, you will 
be asked to provide some basic information about yourself and then to respond to a few 
open-ended questions regarding your perceptions of parental involvement. You are not 
required to answer the questions and you may pass on answering any question that makes 
you feel uncomfortable. You are free to take breaks during the interview. At any time you 
are free to stop the interview and/or to end your participation in the study.  Within three 
weeks following the initial interview, you may be contacted for follow-up questions and 
perhaps a second, short interview of 30 minutes or less, although most follow-up 
discussions can take place via telephone. As with the initial interview, you are free to 
decline or agree to participation. 
 
Benefits of Participating in the Study 

 
 The main benefit to your participation will be to contribute information to the 

educational community and society in general about parental involvement in 
African American and Hispanic middle school students.  

 Although you may not directly benefit from participating in this study, we believe 
that others in the society in general and within the education community in 
particular will benefit by learning more about the barriers and facilitators to 
parental involvement in education. 

Page 1 of 4  
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Risks of Participating in the Study 
 

 No more risk than is encountered in everyday life is expected from participation 
in this study.  

 A possible risk involved in this study involves the potential social and 
psychological risks associated with accidental disclosure of confidential 
information from the data collected throughout the study. Methods of storing and 
securing data are designed to minimize this risk. 

 
 
Confidentiality 
 
We will do everything we can to keep your records confidential. However, it cannot be 
guaranteed. We may need to report certain information to agencies as required by law. 
 
Both records that identify you and this consent form signed by you may be looked at by 
others. The list of people who may look at your research records are: 
 

 The investigator and his research supervisor  
 The Creighton University Institutional Review Board (IRB). 

 
We may present the research findings of this study at professional meetings or publish the 
results of this research study in relevant journals. However, we will always keep your 
name, address, or other identifying information private. 
 
The interviewer will audiotape the interview and subsequently transcribe the information 
to facilitate review and analysis. Your name and identifying information will not be 
associated with any part of the audio tape or any part of the written report of the research. 
All of your information and interview responses will be kept strictly confidential. The 
researcher will not share your individual responses with anyone other than the research 
supervisor. All information pertaining to this study will be kept in a secure, private 
location. Any digitized information will be encrypted.  
 
Compensation for Participation 
 
No compensation is offered for participation in this study. 
 
Contact Information 
 
If you have any questions or concerns, please contact the researcher at 719-648-1892, 
Garfield.johnson@creighton.edu or the research supervisor at 402-651-8395, 
@creighton.edu  
 

Page 2 of 4 
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You are free to refuse to participate in this research project or to withdraw your consent 
and discontinue participation in the project at any time without penalty or loss of benefits 
to which you are otherwise entitled. 
 
My signature below indicates that all my questions have been answered. I agree to 
participate in the project as described above. 
 
          
Printed Name of Subject 
 
__________________________________  __________________   
Signature of Subject Date Signed 
 
The Creighton University Institutional Review Board (IRB) offers you an opportunity 
(anonymously if you so choose) to discuss problems, concerns, and questions; obtain 
information; or offer input about this project with an IRB administrator who is not 
associated with this particular research project. You may call or write to the Institutional 
Review Board at (402) 280-2126; address the letter to the Institutional Review Board, 
Creighton University, 2500 California Plaza, Omaha, NE 68178 or by email at 
irb@creighton.edu.  
 
A copy of this form has been given to me.  _________ Subject’s Initials 
 
For the Research Investigator—I have discussed with this subject (and, if required, the 
subject’s guardian) the procedure(s) described above and the risks involved; I believe 
he/she understands the contents of the consent document and is competent to give legally 
effective and informed consent. 
 
 
__________________________________  __________________ 
Signature of Responsible Investigator Date Signed 
 
 
 

Page 3 of 4 
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Bill of Rights for Research Participants 
 
As a participant in a research study, you have the right: 

1. To have enough time to decide whether or not to be in the research study, and to 
make that decision without any pressure from the people who are conducting the 
research.  

2. To refuse to be in the study at all, or to stop participating at any time after you 
begin the study. 

3. To be told what the study is trying to find out, what will happen to you, and what 
you will be asked to do if you are in the study. 

4. To be told about the reasonably foreseeable risks of being in the study. 

5. To be told about the possible benefits of being in the study. 

6. To be told whether there are any costs associated with being in the study and 
whether you will be compensated for participating in the study. 

7. To be told who will have access to information collected about you and how your 
confidentiality will be protected. 

8. To be told whom to contact with questions about the research, about research-
related injury, and about your rights as a research subject. 

9. If the study involves treatment or therapy: 

a. To be told about the other non-research treatment choices you have. 

b. To be told where treatment is available should you have a research-related 
injury, and who will pay for research-related treatment.  

 
 
 

 
Page 4 of 4 
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Appendix F 
 

Letter of Agreement 
Agreement between School District and Principal Investigator 

“Parental Involvement in Education: Barriers and Opportunities for Hispanic 
and African American Middle School Students: A Phenomenological Study” 

IRB#:17-XXXXX 
 

Principal Investigator: Garfield Johnson 
Creighton University – Interdisciplinary EdD Program in Leadership 

 
To: Unified School District # 
 Colorado 
  
Dear District Administrator: 

 
My name is Garfield Johnson. I am a doctoral candidate in the Education Department at 
Creighton University. I am conducting a research study as part of the requirements of my 
degree in the Interdisciplinary EdD Program in Leadership, and I plan to recruit 
participants for my qualitative study at middle schools in your school district. The 
purpose of this letter is to outline the purpose and scope of my study and to ask for your 
agreement to allow me to conduct aspects of this research on district property and with 
the voluntary informed consent and cooperation of a small sample of school district 
personnel and students attending schools in your district.  
 
The purpose of my qualitative phenomenological dissertation in practice study is to 
explore and describe the existing level of parental involvement in education and the 
perceived barriers and facilitators to parental involvement in a sample population of 
African American and Hispanic middle school students at public middle schools in 
Colorado. This research study has been reviewed and approved by the Creighton 
Institutional Review Board (IRB). 
 
I plan to include 12-15 participants in my study, including 2-3 middle school students, 3-
4 parents or guardians, and 3-4 educators (teachers, counselors, coaches, principals or 
other school personnel). Participants who voluntary consent to participate in this research 
will meet with me for a 60-90-minute semi-structured interview exploring participants’ 
perceptions and lived experience of parental involvement in education. Participation in 
the research is confidential and all information related to the study will be kept in a 
secure location and in encrypted digital files. 
 
Participation in the study is voluntary and provides no material compensation. There are 
minimal risks related to participation. Participation in the research may benefit society 
and the educational community in particular in terms of increasing understanding about 
the barriers and facilitators of parental involvement to children’s education among 
Hispanic and African American students.  
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Your signature below constitutes your agreement to my carrying out my research study in 
your school district. Please note that permission to recruit participants will be separately 
sought from each middle school involved in the study. Interviews with any school district 
personnel who elect to participate in the study will be conducted before or after regular 
school hours. It is anticipated that interviews will be conducted in a location other than 
the school. If scheduling problems necessitate a school-based interview, the school’s 
permission for the use of the facility will be secured in advance. 
 
As further background on this study and its procedures, I have included an information 
sheet and informed consent form. I would be happy to answer any questions you may 
have about this study. If you  have any questions or concerns, please contact me at 719-
648-1892, Garfield.johnson@creighton.edu or the research supervisor at 402-651-8395, 
@creighton.edu 
 
Thank you for your consideration. If you agree to the terms of this letter, please complete 
and sign the consent form below and return it to _________.  
With kind regards, 
 
 
 
Garfield Johnson 
7709 Amberly Dr. 
Colorado Springs, CO 80923 
Phone: 719-648-1892 
Email: Garfield.johnson@creighton.edu 
 

Agreement to Allow Research Study in School District 
I, ___________(name)_____, hereby grant Garfield Johnson permission to engage in the 
research activities described above within the school district and understand that these 
activities are for a doctoral dissertation in practice study on parental involvement in 
education. As ____________________ (list position/title), at ___________(School 
District name), I affirm I have the authority to made this agreement. 
 
_________________________________  ______________________________  
Print Full Name     Print Job Tile 
 
_________________________________  _____________________________ 

Signature      Date 
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Institutional Review Board	
	

2500 California Plaza • Omaha, 
Nebraska 68178 phone: 402.280.2126 • 

fax: 402.280.4766 • email: 
irb@creighton.edu	

	
	
DATE:   February 16, 2018 
 
TO:    Garfield Johnson, EdD 
FROM:   Creighton University IRB-02 Social Behavioral 
 
PROJECT TITLE: [1178540-2] PARENTAL INVOLVEMENT IN EDUCATION: 

BARRIERS AND OPPORTUNITIES FOR HISPANIC AND AFRICAN 
AMERICAN MIDDLE SCHOOL STUDENTS 

 
SUBMISSION TYPE: New Project 
 
ACTION:  DETERMINATION OF EXEMPT STATUS 
DECISION DATE: February 16, 2018 
 
REVIEW CATEGORY: Exemption category # 2 
 
 
Thank you for your submission of New Project materials for this project. The following 
items were reviewed in this submission: 

• Abstract/Summary - Abstract_1_2_2017-2.docx (UPDATED: 01/4/2018) 
 

• Application Form - Application for Determination of Exempt Status (per 45CFR46.101 
(b) 2/3): Observation, Survey, Interview (UPDATED: 01/4/2018)  

• Creighton - IRB Application Form - Creighton - IRB Application Form (UPDATED: 
01/17/2018) 

 
• Letter - Johnson_Signed_Approval_Letter_February 2018.pdf (UPDATED: 02/15/2018) 

 
• Letter - Letter of Agreement-1.docx (UPDATED: 01/4/2018) 

 
• Letter - Letter of participation .docx (UPDATED: 01/4/2018) 

 
• Proposal - PARENTAL INVOLVEMENT IN EDUCATION-1_04_2017.docx (UPDATED: 

01/4/2018) 
	
This project has been determined to be exempt from Federal Policy for Protection of Human 
Subjects as per 45CFR46.101 (b) 2.	
	
All protocol amendments and changes are to be submitted to the IRB and may not be 
implemented until approved by the IRB. Please use the modification form when submitting 
changes.	
	
If you have any questions, please contact Christine Scheuring at 402-280-3364 or 
christinescheuring@creighton.edu. Please include your project title and reference 
number in all correspondence with this committee.  
	
This letter has been electronically signed in accordance with all applicable regulations, and a copy is retained within 
Creighton University IRB-02 Social Behavioral's records. 


