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Abstract

An abundance of research has linked parental involvement to student achievement in 

academics, skills, and attitudes across many demographic and socioeconomic groups (Walker, 

Ice, & Hoover-Dempsey, 2011). However, minimal, if any research has been done on the 

Mixteco indigenous group and their parental involvement experiences within an educational 

institution. This study addresses the following research questions: 1) What are the institutional 

involvement experiences of Mixteco parents whose children attend a highly-populated English 

Language Learner (ELL) elementary school? And 2) What strategies might enhance Mixteco 

parental involvement at a highly-populated ELL elementary school? A combination narrative 

inquiry and ethnographic design were used to gain insight into the Mixteco culture, and the 

perspectives and opinions of eight parents in an elementary educational institution in Southern 

California. Critical Race Theory (CRT) and concepts relating to indigeneity were mobilized to 

better understand the unique voices of the Mixteco participants. Participant experiences provided 

insight into their marginalization within the context of educational settings and the expectations 

that institutions have in regards to parental involvement. Mixteco parents, however, exhibit many 

unobserved types of parental involvement which may not be consistent with the traditional 

expectations of schools. This reality leads to the misconception that Mixteco parents do not care 

about their children’s education and advances myths about them as uninvolved parents in their 

children’s educational welfare and future (Quiocho & Daoud, 2006). Recommendations are 

provided, including the realization that there needs to be a shift in discourse and practice from 

parental involvement to meaningful parental engagement that welcomes caregivers from all 

racial, ethnic, and socio-economic backgrounds.
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Chapter One

Introduction and Overview

The Mixteco are the third largest members of an indigenous group in Mexico (Velasco, 

2014; Eddy-Zambrano, n.d.). Many members refer to themselves as Nuu Savi, People of the 

Rain, and come from La Mixteca which is a region that lies primarily in the Mexican state of 

Oaxaca and includes parts of the states of Guerrero and Puebla. (Velasco, 2014; Eddy-Zambrano, 

n.d.; “The Mixtec, Zapotec,” n.d.) Since the 1950’s, there has been a steady migration of 

indigenous peoples from the Oaxaca area of Mexico to the United States. Across the diaspora, 

this migration has largely been related to encroachments upon ancestral lands, extreme poverty, 

and deeply embedded practices of discrimination in their native country (“The Mixtec, Zapotec,” 

n.d., p. 1). The Mixteco are among the largest Mexican indigenous group to have migrated to 

different parts of Mexico. Furthermore, estimates suggest that over a quarter of a million 

Mixteco people have emigrated to the United States including New York, Texas, Florida, 

California, and other western states (Eddy-Zambrano, n.d.; Velasco Ortiz, 2005 as cited in 

Velasco, 2014).

The migration patterns of indigenous peoples from Mexico have contributed to a growing 

population of Mixteco students in schools in the United States. As Velasco (2014, p. 87) has 

suggested, “this [reality] results from (a) school officials being unaware that not all Mexicans are 

Spanish speakers and (b) the determination of indigenous parents to be inconspicuous,” both of 

which may play a role in the lack of institutional awareness to address the needs and difficulties 

confronting the Mixteco families who attend U.S. schools.

According to the California Department of Education (2016, para.l), it is the 

responsibility of local schools to “ensure that English [language] learners, within a reasonable
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period of time, achieve the same rigorous grade-level academic standards that are expected of all 

students.” Although English language learners (ELLs) have been making great strides in their 

academic progress in the last several years, continuous efforts need to be made to close the 

achievement gap between ELL students and their native English-speaking peers (Madrid, 2011). 

The literature suggests that ELL academic achievement is not only impacted by educational 

programs, curriculum, and teaching practices, but also by other factors including the perception 

of educators, parent expectations, and parental empowerment (Madrid, 2011). As Clark (2002) 

stated (as cited in Madrid, 2011), a child’s academic achievement is positively affected when 

their parents hold them to high educational expectations and standards.

Statement of Purpose

The purpose of this study is to gain an understanding of how involvement amongst 

parents of students of Mixteco heritage might be enhanced in an elementary school with a large 

population of ELLs. Since the literature on parental inclusion among indigenous peoples in U.S. 

schools is virtually non-existent, I rely on some of the findings derived from research that 

examines Latino parental involvement in public schooling and draw inferences to the Mixteco 

given their relatively marginalized status and participation in American educational institutions.

As Quiocho and Daoud (2006) mentioned, many Latino parents want educational success 

for their children, they want to be a part of their students’ academic accomplishments, and hold 

high expectations for them. In general, the literature suggests that the most common type of 

parental involvement among those from relatively marginalized communities is usually 

manifested as monitoring homework and in socializing around stories about the school day 

(Vera, Israel, & Coyle, 2012). The lack of what may be considered “traditional” parental 

involvement among immigrant parents may be related to multiple cultural, systemic, and
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institutional barriers including parent linguistic proficiency or the lack o f  cultural capital related 

to form al education and to im m ersion in dom inant culture. Initiating com m unication w ith the 

teachers m ay also be a challenge for parents o f  ELLs w ho w ork m ultiple jobs  or have insufficient 

English language skills (V era et al., 2012).

W hile there is an abundance o f  literature that focuses on the effects o f  parental 

involvem ent for all school aged-children, there has been a m inute am ount o f  research that 

focuses on involvem ent and student success am ong ELLs (V era et al., 2012). That being said, 

there is even less research w hich exam ines M ixteco parental involvem ent in  public schools. In 

addition, m inim al research has focused on the different types o f  parental participation barriers in 

relation to the types o f  involvem ent a parent m ay undertake in support o f  their ch ild ’s education. 

A s Vera, Israel, and Coyle (2012) stated, it is challenging for schools to im plem ent effective 

strategies that will open the institutional culture o f  participation w hen there is no specific 

inform ation available grounded in the research about how  to  do so effectively.

Theoretical Fram ew ork

This qualitative study is rooted in Critical Race T heory (CRT) because it provides a 

fram ew ork for investigating how  pow er differentials are m obilized betw een dom inant cultures 

and m arginalized segm ents o f  the com m unity (Tate, 1997). C ritical theory proves helpful to 

fram e an understanding o f  how  M ixteco culture and m indset, as it pertains to  parental 

involvem ent and inclusion in the education o f  their children, m ight be undervalued in 

educational institutions largely created to inculcate students into dom inant culture. This study 

seeks to gain a better appreciation o f  M ixteco paren ts’ beliefs about education, w hat they 

consider to be their role in  their ch ild ’s education, and how  their involvem ent differs from  w hat 

is considered a m ore traditional school-based involvem ent largely defined in  term s o f  the
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dominant culture shaped by notions of Whiteness, and the middle class. In addition, I draw upon 

concepts from the literature on indigenous peoples. Specifically, on the context of colonialization 

and the power structures that branch from it. Further details and an overview are provided on the 

theoretical framework in Chapters Two and Three.

Method Description

Narrative inquiry and ethnographic design are the two methodologies which shaped this 

study. Relying upon a narrative inquiry methodology, I conducted interviews with eight Mixtec 

oparents. As such, a narrative inquiry calls upon the researcher to pay attention to Mixteco 

parents’ involvement by carefully listening to their words and observations in order to grasp an 

understanding of their experiential knowledge (Clandinin, 2013). Second, an ethnographic 

design was also used because this study is focused on a specific culture-sharing group and their 

shared patterns in behavior, belief, and language (Creswell, 2012) with regard to the involvement 

of their children’s education. As a partial insider, in the context where this study was conducted, 

a considerable amount of time was also spent, beyond conducting interviews, in the field 

reviewing documents, and noting observations in order to further study the culture-sharing 

patterns (Creswell, 2012) of Mixteco parents. Further discussion about the methodology is 

provided in Chapter Three.

Research Questions

Given the limited research available in the literature, the following research questions 

guided this study: 1) What are the institutional involvement experiences of Mixteco parents 

whose children attend a highly-populated ELL elementary school? And 2) What strategies might 

enhance Mixteco parental involvement at a highly-populated ELL elementary school?
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It is anticipated that findings from this study may inform the work of administrators and 

teachers to better understand the needs of Mixteco parents and families, and to develop strategies 

regarding how to support parents by exploring barriers relating to parental involvement amongst 

the Mixteco. As Quiocho and Daoud (2006) stated “explaining to Latino parents what 

involvement is, how it is done, and how it benefits their children [may] help alleviate 

misunderstanding” (p. 258). As challenging as the provisions of these supports may be, they are 

challenges that need to be met in order to advance the academic success of ELLs (Chen, Kyle, & 

McIntyre, 2008).

Definitions

This thesis was written with specific word choices and definitions. The following are the 

specific words and abbreviations that will either be used to provide background knowledge, or 

that will be used throughout this thesis.

English Language Learners (ELLs) are students who are not able to communicate 

fluently in English in the school setting, who usually come from non-English speaking 

households, and who require specialized and designated English Language instruction (Glossary 

of Education Reform, 2013). English Language Learners (ELLs) are described by the California 

Department of Education (2018) as students who:

Report a primary language other than English on the state-approved Home Language 

Survey and who, on the basis of the state approved oral language (grades kindergarten 

through grade twelve) assessment procedures and literacy (grades three through twelve 

only), have been determined to lack the clearly defined English language skills of 

listening comprehension, speaking, reading, and writing necessary to succeed in the 

school's regular instructional programs.
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The Mixteco indigenous group has been described above, but it is also important to note 

what is meant by the Mixteco Language. Mixteco belongs to a language group known as Oto- 

Manguean. It is a language that does not have a current standard form of writing and has over 

fifty variations (“The Mixtec, Zapotec,” n.d.).

Based on the California Department of Education (2018), Latino refers to an ethnic group 

of individuals who are from Mexico, Puerto Rico, Cuba, South or Central America, or any other 

Spanish origin or culture, regardless of race. It is important to note that in order to reflect the 

updated federal standards, the term was adapted from the term Hispanic between 1998 and 1999.

Parental Involvement addresses the role of parents taking an active role in the education 

of their child/children. They participate in the education of their children by taking advantage of 

opportunities at school or through a desire for their children to gain success in the school system 

(Hoover-Dempsey & Sandler, 1995). There has been a link between students’ academic 

achievements with the active involvement of parents across various demographic and 

socioeconomic groups (Delgado-Gaitan, 2004; Fan & Chen, 2001 as cited in Walker, Ice, & 

Hoover-Dempsey, 2011).

Thesis Outline

Five chapters are presented in this thesis and each will cover diverse content. This first 

chapter has provided an introduction to the problem, a brief overview of the study, and 

definitions of relevant terms. Chapter Two presents the context of the problem and makes 

connections to the literature. Chapter Three provides a description of the methodologies that 

guide this study and reiterates its research questions. Chapter Four introduces the participants 

and provides a forum for listeners to hear Mixteco parent voices. In addition, Chapter Four
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outlines the themes that emerged from the interviews. Finally, Chapter Five analyses the findings 

and provides recommendations for future research, programs, and policies.
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Chapter Two 

Literature Review

According to the U.S. Department of Education, the percentage of English Learners in 

public schools during the 2013-2014 school year was estimated at 4.5 million or 9.3 percent of 

all ELL elementary and secondary students in the United States (National Center for Education 

Statistics, 2016). Out of the ten most commonly reported languages, “Spanish was the home 

language of nearly 3.8 million ELL students in 2013-14, representing 76.5 percent of all ELL 

students and 7.7 percent of all public K-12 students” (NCES, 2016). This high representation of 

ELLs in public schools does not come without its challenges. In fact, there has been a decline in 

the academic progress of Latino students compared to their White peers with minimal 

achievement gains (Madrid, 2011). Many of these children come from immigrant families and 

factors such as low socioeconomic status, limited parent involvement, and minimal formal parent 

education are known to contribute to their relative academic achievement (Vera et al., 2012).

Two research questions guide this study. They are: 1) What are the institutional 

involvement experiences of Mixteco parents whose children attend a highly-populated ELL 

elementary school? And 2) What strategies might enhance Mixteco parental involvement at a 

highly-populated ELL elementary school? This last research question is significant because as 

the Latino ELL population continues to grow in the United States and should their low academic 

achievement continue, there will be substantial repercussions that will affect the economic, 

political, and social future of the nation (Madrid, 2011).

This review provided an overview of the literature by identifying the theoretical notions 

that will guide this study as well as previous research studies which largely focused on parental 

participation of Latino ELL students. Furthermore, this review considered the implications that
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parental involvement has on the overall academic achievement of students of color and 

attempted to make some inferences regarding Mixteco parents given the virtually non-existent 

literature relating to their experiences. Additionally, connections to the research questions, 

limitations, and gaps were made through various reviews of literature.

Theoretical Framework

Critical Race Theory (CRT). Since this study focused on the experiences of Mixteco 

parents in an educational institution, Critical Race Theory (CTR) was used to inform much of the 

literature presented. CRT allows the researcher to examine dominant culture as it relates to 

categorizations of race and power while questioning the role of the traditional educational system 

and its oppressive structures (Yosso, 2005). CRT not only recognizes the ways in which people 

of color have struggled for social justice (Ellison, 1990), it provides an understanding of the 

educational inequities that parents face with a view to ultimately find solutions to systematic 

bias.

Indigeneity. Since this study focuses on Mixteco parents, an indigenous group largely 

from Oaxaca, it is important to provide some concepts of indigeneity. Similar to CRT which 

challenges the dominant ideology of White privilege (Yosso, 2005), concepts of indigeneity 

focus on the implications of both colonialism and long-held power structures. Educational 

institutions, at times, privilege particular communities, specific peoples, and will structure 

cultural expectations around their educational traditions (Simpson, 2007). The Mixteco parents 

in this study not only provided distinct and unique contextual stories to the problem under 

inquiry, they also drew attention to the social, cultural, and ideological influences most prevalent 

(Benham, 2012) in the educational institute where this study was conducted.
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Overview of the Literature

As noted by Vera et al. (2012), “parental educational involvement has been widely 

studied as one of the most important predictors of school success, not just in the United States, 

but in other countries as well” (p. 184). However, not only are there different types of parent 

involvement, it has different effects on achievement, and it changes as students’ progress through 

the school system (Vera et al., 2012). Additionally, with different cultures come different forms 

of parental involvement. The bulk of the literature on parental involvement originated in 

questions posed from a CRT perspective, which assessed the inequity in the educational system. 

This framework is especially relevant since nontraditional types of paternal involvement are 

oftentimes misinterpreted as parents’ lack of caring about their children’s achievement in school 

(Gitelman Brilliant, 2001).

Although there are many studies made in relation to student success and parental 

involvement, the criteria used to select the literature in this chapter focused strictly on 

involvement of parents of English language learners; more specifically Latino ELLs. As I 

mentioned, I did not find literature that specifically addressed parental involvement among the 

Mixteco indigenous group. By referring to the literature on Latino parents, I hope to draw some 

inferences about the experiences of indigenous parents assuming that some of their experiences 

of marginalization are similar.

The literature on the experiences of Latino ELLs revealed various barriers these families 

face when they attempt to involve themselves in the public school system. It was suggested that 

in addition to the factors such as work schedules, transportation, and limited time, many 

culturally and linguistically diverse parents come across language barriers, cross-cultural issues 

with personnel, may feel intimidated with the school system, or are even given the impression
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that they are not welcomed (Gitelman Brilliant, 2001; Walker et ah, 2011). Another study 

expressed that schools should provide more support for parents by sympathizing with their job 

schedules, by developing and coordinating parent programs, and providing translators for 

language barriers (Chen et al., 2008). Additional literature revealed similar school based barriers 

such as a negative school climate or experiences with personnel, limited language proficiency, 

lack of childcare, work responsibilities, logistical barriers, and lack of knowledge in the school 

system (Vera et al., 2012).

The relationship between Latino culture and acculturation. In addition to school 

barriers, a study by Quiocho and Daoud (2006) explored the relationship between Latino culture 

and acculturation into American culture. At times, Latino families were perceived as not 

assimilating into American culture. This misconception was mainly due to the fact that Latino 

parents wanted their children to have a better life than their own, but they did not want them to 

sacrifice their culture and identities (Quiocho & Daoud, 2006). Furthermore, this study expanded 

on the fact that Latino parents encountered interpersonal, as well as institutional discrimination. 

These forms of discrimination keep Latino parents from assimilating into the economic, political, 

and social institutions such as schools (Terriquez, 2013). Their lack of school participation not 

only stemmed from the unequal treatment that they receive, it also originated in the fact that 

White, middle-class communities are generally privileged in the school systems (Terriquez, 

2013). Even though Latino parents faced certain inequities, they continued to perceive education 

as valuable and continued to encourage their children and hold high aspirations in their 

education.

Cultural differences. Other studies focused on the cultural differences between 

participation and holistic preparations that parents provide to their children. Parents may prepare



their children for school by giving them advice on behavior, instilling educational appreciation, 

stressing the importance of education, and exhibiting respect towards their teachers (Simpson 

Baird, 2015). Since these preparations take place in the home and parent participation is not 

witnessed, Latino parents are perceived as unconcerned with their children’s education and 

success. Additionally, since these practices are not the typical school-initiated and dynamic 

approaches, such as what parents do to engage with the educational institution of their children, 

misconceptions are often held by school personnel (Simpson Baird, 2015). By contrast, however, 

in reality, Latino parents possess high educational aspirations, note the importance of college, 

and understand that education will provide opportunities for a successful career with financial 

security (Schaller, Oglesby Rocha, & Barshinger, 2007).

Partnership between parents and educational institutions. Various studies expanded 

on the importance of partnership between parents and schools in order to ensure the success of 

students. Not only is the involvement of ELL parents centered between parents and children, and 

relationships among families, it expanded into the relationship between families and schools 

(Simpson Baird, 2015). In order to eliminate perceptions or misconceptions about Latino 

families and their form of involvement, teachers should take time to learn about their families 

and the culture (Quiocho & Daoud, 2006). One particular study by Madrid (2011) focused on the 

fact that teachers should begin building a relationship with families by initiating communication 

with parents that is positive instead of strictly negative. Through this communication, a 

partnership may be nurtured and consistent support may begin to take place on behalf of the 

parents (Madrid, 2011). Another study by Quiocho and Daoud (2006) revealed the 

misunderstanding of parents and the concepts of involvement as defined by the educational 

institution. Since involvement was not specifically defined by the schools, parents did not know
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what it specifically entailed, how it was done, or what its benefits were (Quiocho & Daoud, 

2006). As previously mentioned, “parents’ cultural values or beliefs about their role in the 

education of their children may also be a factor in limiting their involvement” (Vera et al., 2012, 

p. 186). Parents hold different views about the educational system along with their perception of 

what a teacher and parent relationship should look like (Harper & Pelletier, 2010). Ultimately, 

although parents and school personnel may struggle to understand one another, an attempt needs 

to be made to work together and develop a partnership that will improve their participation in 

their children’s education (Simpson Baird, 2015).

Parental Involvement of English Language Learners

Traditionally, parents of ELLs may have been perceived as uncaring towards their 

children’s educational success. However, “language and cultural issues impact the type and 

frequency of parental involvement, [but] non response does not equate with not caring” 

(Gitelman Brilliant, 2001, p. 251). The majority of the time, ELL parental involvement is subtle 

and may be unnoticeable. Since their involvement is not displayed in the same way as an English 

speaking parent and does not fall under the common practices that are defined by the school 

system, ELL parents are viewed as passive and unconcerned (Simpson Baird, 2015). The notion 

that ELL parents do not value education has been a misconception and is without merit (Vera et 

al., 2012).

A study by Harper and Pelletier (2010) revealed that parental involvement is expressed in 

a variety of ways such as helping with homework, reading with their children and 

communicating with the teacher. Another study by Simpson Baird (2015) further explained that 

ELL parental involvement is not defined by activities or practices but rather, is characterized by 

dynamic processes. Although parents may not display active participation in school activities,
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they show involvement in a meaningful way that goes beyond the common practice of the 

educational school system and provides benefit to their children (Harper & Pelletier, 2010). 

Simpson Baird’s (2015) study expanded on the relationship between ELL parents and their 

children. Parents holistically prepare their children by providing them with their basic needs, 

providing a structured home environment, instilling values, teaching culture, setting 

expectations, conversing about school, guiding their children on educational decisions, ensuring 

consistent attendance, and through discipline.

All of the articles introduced aligned with CRT assumptions because they revealed the 

unjust perception of ELL parental involvement in light of dominant culture. The articles 

discussed the fact that different cultures view involvement through different cultural lenses. 

Although parental involvement among non-Anglo, immigrant families may not follow traditional 

school-based norms and expectations, it is not any less influential to the academic development 

of ELL children. As stated by Simpson Baird (2015), ELL parent participation is not limited to a 

single means of effective method. Since ELL parents represent a diversity of backgrounds, 

educational experiences, and languages, they also provide a diverse ways of involving 

themselves in the education of their children; many of which have yet to be documented in 

research (Simpson Baird, 2015). Concurrent to this gap in research, Harper and Pelletier (2010) 

concluded that “measures of [ELL] parental involvement need to capture the various ways in 

which parents may involve themselves in their children’s education” (p. 135).

Interestingly, and though it does not take the more structural view of CRT, Bandura’s 

(1997) social cognitive theory considers parental self-efficacy with respect to academic 

involvement. This theory elaborates that parents believe that their involvement will actually 

make a positive difference in their students’ learning. It further clarifies that when parents feel a

14



stronger sense of self-efficacy, their involvement increases. However, when parents have a 

weaker sense of self-efficacy, they display lower levels of involvement (Walker et al., 2011). 

Attitudes of English Language Learner Parents

Contrary to the misguided belief, Latino parents hold extremely strong convictions about 

the academic future of their children and they care deeply about their progress (Schaller et al., 

2007; Gitelman Brilliant, 2001). When it comes to education, immigrant and Latino parents not 

only understand its value, they emphasize its importance, and see it as a tool for the future 

success of their children (Harper & Pelletier, 2010; Simpson Baird, 2015). As Hill and Tyson 

(2009) stated (as cited in Simpson Baird, 2015), the academic socialization of Latino children 

involves setting high expectations and fostering aspirations in order to value education and to set 

goals for the future. Not only does involvement affect ELLs education, Latino parental attitudes 

also provide a significant role in enhancing academic success in ELL children (Simpson Baird, 

2015).

In a study conducted by Schaller, Oglesby Rocha, and Barshinger (2007), Latina mothers 

with little formal education were interviewed to provide their perspectives on education. The 

study revealed that although parents had low educational levels, they held a positive attitude 

towards education and understood that academic achievement was essential for a career with 

financial stability. They believed that education would provide endless opportunities and 

possibilities that they did not have themselves. The same study revealed that Latino parents 

believed a college education is extremely important and that there will be little success if a 

college degree is not attained (Schaller et al., 2007). Another study made by Terriquez (2013) 

focused on Latino fathers’ involvement and the role of acculturation in shaping their educational 

practices. The study revealed that although fathers had experienced unequal treatment through
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the school system, they continued to strive and encourage their children behind the scenes. In all, 

Latino families demonstrated high hopes for their children’s success by actively participating in 

their education and providing support in their moral development (Quiocho & Daoud, 2006).

Once again, Critical Race Theory (CRT) informed these studies since they interrogated 

the role of dominant culture in defining what is normative such as what is recognized and 

sanctioned parental involvement in institutions. It is important to note that not all parent attitudes 

and behind-the-scene participation is recognized by the mainstream classification of parental 

participation in schooling. As Schaller et al. (2007) stated:

Though [Latino parents] lack an extensive academic background, which places 

their children at risk of low education, their positive attitude manifested in daily 

pro-educational behaviors overcomes their low education level because they both 

motivate their children to pursue academic success and participate in their 

children’s learning (p. 351).

Although more research is needed, preliminary findings from these studies suggested that strong 

and lasting social and academic development may be created in ELL children who have parents 

who are involved (Schaller et al., 2007; Terriquez, 2013). In summary, high levels of 

involvement and positive attitudes among Latino parents may help ELL students become 

successful and transcend the education gap.

Working with English Language Learner Parents Effectively

As previous literature has suggested, linguistic minority parents are often seen as 

uninvolved and unconcerned with the education of their children when they do not attend school 

functions (Ngo, 2012). While this may be the perception of school personnel, it is important to 

note that ELL parents come from diverse cultural backgrounds, have diverse educational
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experiences, speak many languages, and manifest various forms of involvement (Simpson Baird, 

2015). Although there are a few issues that may stand in the way of involvement, such as 

linguistic inaccessibility, Latino parents are most likely to estrange themselves from the school 

system because of the cross-cultural issues among personnel (Gitelman Brilliant, 2001). Instead 

of insisting on the common forms of involvement, schools should attempt to understand and 

support the ways in which Latino parents may already be involved outside of school in order to 

provide opportunities for relationship building (Simpson Baird, 2015).

A study conducted by Gitelman Brilliant (2001) emphasized the importance of inspiring 

parental involvement instead of perceiving parents as uncaring or uninvolved. Since research has 

found that parental involvement is a key contributor to students’ academic success, Gitelman 

Brilliant (2001) suggested that a non-biased and culturally-responsive relationships should be a 

facilitated by school systems. Ultimately, the study argued that, although fostering ELL student 

success is the responsibility of parents, schools also have the obligation of making connections 

with parents that were appropriate and effective (Epstein, 1986 as cited in Gitelman Brilliant, 

2001). A similar study by Quiocho and Daoud (2006) explained that although parental 

involvement was essential, misunderstanding will continue to exist if Latino parents do not know 

what involvement is, how it is done, and what the benefits are to participation. This requires the 

willingness from the school system to learn from ELL parents and to provide cultural and 

linguistic support that is appropriate and socially just (Quiocho & Daoud, 2006). Another study 

made by Chen, Kyle, and McIntyre (2008) found that communication was the key to building 

relationships between parents and schools. Through this partnership, parents were able to 

understand their roles of involvement and teachers were able to gain a better understanding of 

their students academically, socially, and behaviorally. Thus, teachers were not only able to
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understand where their students came from, they were able to gain a better understanding of their 

experiences.

In addition, Vera et al. (2012) found that since there are a variety of expressions of 

parental involvement within the diverse group of ELL parents, it may be challenging for schools 

to identify specific and effective strategies to demystify the school and welcome parents. Studies 

conducted by Gitelman Brilliant (2001) and Quiocho and Daoud (2006) not only suggested the 

customization of involvement for families, they proposed providing appropriate resources that 

would expose parents to the culture of schooling that most likely fundamentally differs from 

those they may be accustomed to. Similarly, Chen et al. (2008) also suggest dedicating staff to 

develop and coordinate specific parental programs. Implementation of these types of workshops 

would facilitate skills such as communication, volunteering, home involvement, advocacy, and 

community collaboration (Gitelman Brilliant, 2001; Harper & Pelletier, 2010). Overall, when 

Latino parents are given training and are taught skills, they gain knowledge and empowerment to 

overcome barriers and take on advocacy roles on behalf of their children (Gitelman Brilliant, 

2001) .

Connections to the Literature

There were a broad range of connections made among the different types of ELL parental 

involvement studies. However, the underlining connection came down to the academic 

achievement that ELL children make when their parents place an emphasis on the value of 

education and demonstrate involvement; whether at home or in school. When Latino parents 

maintained high expectations, high standards, and supported educational goals and tasks in the 

education of their children, there were positive academic achievement gains for ELL children 

(Madrid, 2011). In general, the research found that children whose parents were involved in their
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education did better across numerous domains including cognitive development, emotional 

development, and increased motivation (Harper & Pelletier, 2010). Additionally, the benefits of 

culturally and linguistically diverse parental involvement not only included academic 

achievement, it improved school behavior, attendance, increased language achievement, 

improved attitudes, increased interests, and sustained gains in overall achievement (Gitelman 

Brilliant, 2001).

The three literature areas discussed above have focused on the many elements that either 

impede or contribute to Latino parental involvement. One of the elements that the majority of the 

literature touched was understanding the different types of Latino parental involvement and the 

cultural biases that are embedded in the traditional norms that define and shape U.S. parental 

involvement. Additionally, much of the literature gave a better perception of the attitudes that 

Latino parents have towards their role in involvement and the value that they place in education. 

Lastly, an abundance of the literature elaborated on how schools could effectively work with 

parents to support or increase involvement in the Latino community and the improvements that 

need to be made within schools systems so that they can work collaboratively with families.

Although some studies noted the fact that further research is needed to explore the 

broader concepts of ELL parent involvement, especially those that are relationship centered, 

research found that there is no lack of evidence to link the connection between any form of 

parental involvement and students’ academic success (Chen et ah, 2008; Gitelman Brilliant, 

2001; Harper & Pelletier, 2010; Jeynes, 2003; Simpson Baird, 2015; Walker et ah, 2011). 

Conclusion

The overall key concept that arose from the literature reviews focused on the unobserved 

parenting practices and attitudes of ELL parents. Latino parents not only defined involvement as
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academic, they emphasize the inclusion of life participation (Madrid, 2011). While these 

practices may not always be easy to measure, they have an equivalent importance to a child’s 

success (Simpson Baird, 2015). Throughout the research, “one can conclude that parental 

involvement has a significant positive impact on children across race and across academic 

outcomes” (Jeynes, 2003, p. 213), including I might presume, for Mixteco parents and their 

children. It is also important to note that the research suggested a partnership between parents 

and schools with shared responsibilities and strong collaboration that will nurture ELL children’s 

academic gain and contribute to their success (Harper & Pelletier, 2010).

Although various studies have been conducted, many have failed to measure different 

expressions of parental involvement especially among parents who do not conform to the norms 

espoused through dominant culture. This is an important concept to consider, especially since 

different forms of involvement influence different types of student outcomes (Walker et al.,

2011). In general, the level and form of involvement that Latino (and other) parents provide are 

influenced by the perceived skills and knowledge they may have to the time and energy that they 

believe they can give to their children (Walker et al., 2011).

The next chapter in this study will define the narrative and ethnographic methodologies 

employed to conduct this study. Additionally, it explores the setting, participants, and provides 

specific details in data collection.
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Chapter Three 

Methodology

In Chapter One, I discussed the Mixteco movement and the migration from La Mixteca 

located in Oaxaca, Mexico into parts of the United States. As thousands of Mixteco people 

emigrate and send their children to schools, the need to understand parental support structures at 

home, their academic expectations, and culture becomes absolutely necessary (Velasco, 2014). 

Relative to this study, the research questions are: 1) What are the institutional involvement 

experiences of Mixteco parents whose children attend a highly-populated ELL elementary 

school? And 2) What strategies might enhance Mixteco parental involvement at a highly- 

populated ELL elementary school?

In the second chapter, I presented literature that primarily explored Latino parental 

involvement. Although there has been an acceleration in Mixteco migration, minimal research 

has been done in the field of involvement with Mixteco parents. As stated in Chapter Two, it is 

important to note that Mixteco are an indigenous group from Mexico with a language and culture 

that is different from that of Spanish-speaking and mestizo cultures who have immigrated to 

different parts of the United States (Eddy-Zambrano, n.d.). Additionally, it is important to note 

that the term Latino in the literature refers to the people of Latin America but does not reference 

the culture or languages spoken. The review of the literature presented the complex aspects of 

parental involvement with regards to language barriers, diversity in culture, and included 

parents’ minimal knowledge of the U.S. school system.

In this chapter, I review the theoretical framework, explain the research design, discuss 

the methodology that was used to collect and analyze data, describe the efforts I made to ensure
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trustworthiness, define my role as the researcher, and address some of the meaningful limitations 

of this study.

Theoretical Framework Alignment

Critical Race Theory (CRT). Chapter Two presented Critical Race Theory (CRT) as the 

theoretical framework that supported the context of the literature. This theoretical framework 

with its focus on systematic racial and ethnic injustice rooted in dominant culture speaks, at some 

level, to the inequity of the Mixteco native peoples and their concomitant experience with 

inequity in the educational system. As Barnes (1990) has stated:

Minority perspectives make explicit the need for fundamental change in the ways 

we think and construct knowledge. . . Exposing how minority cultural viewpoints 

differ from white cultural viewpoints requires a delineation of the complex set of 

social interactions through which minority consciousness has developed.

Distinguishing the consciousness of racial minorities requires acknowledgement 

of the feelings and intangible modes of perception unique to those who have 

historically been socially, structurally, and intellectually marginalized in the 

United States (p. 1864).

Since I will be describing, analyzing, and interpreting a culture’s shared patterns of behavior and 

beliefs within a context in which I am embedded as an educational professional, an ethnographic 

design aligns nicely with the theoretical framework of CRT (Creswell, 2012). Since this 

qualitative study focused on Mixteco culture and mindset in education and involvement, CRT 

provides a framework that informs the understanding of the differential experiences of relative 

power among Mixteco parents whose children attend a local public elementary school. This 

study queried Mixteco parents’ beliefs about education, how they envision their role in their
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child’s education, and how their involvement differs from what is considered more traditional 

school-based involvement.

Indigeneity. Indigeneity takes on an important role within the context of this thesis.

Since the Mixteco parents in this study are indigenous, their stories reflected their culture and its 

richness, as well as their experiences within an elementary educational institution in Southern 

California. Through their stories, we witness the marginalization that has taken place through 

colonialism and the dualism manifest in community that unjustly diminishes the cultures and 

practices of native people (Benham, 2012). Additionally, I hope to explore the ecological, 

sociocultural, and institutional features that serve to marginalize indigenous people (Benham, 

2012) .

Method

Narrative Inquiry. Clandinin (2013) has defined narrative inquiry as “an approach to the 

study of human lives conceived as a way of honoring lived experience as a source of important 

knowledge and understanding” (p. 17). Narrative inquiry requires a deep collaboration between 

the researcher and participants, at a place and time within a particular cultural, political, and 

social environment (Clandinin, 2013). Through this study I explored, actively listened to, and 

observed the cultural, social, linguistic, familial, and institutional experiences (Clandinin, 2013) 

of Mixteco parents. In listening to the lived experiences of Mixteco parents at the intersection of 

their roles as parents twice marginalized as immigrants and as indigenous peoples and as 

stakeholders with an interest in the school their children attend, I was able to gain a better 

understanding of the Mixteco culture. Their stories were heard, transcribed, and themed as I 

considered the interview data which helped me to appreciate the particularities of specific 

individuals, and of the larger political and cultural contexts in which they live (Patton, 2015).
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Ethnographic Design. An ethnographic design is a methodological strategy typically 

used to analyze and interpret a cultural group’s “shared patterns of behavior, beliefs, and 

language that develop over time” (Creswell, 2012, p. 21). Since I work at the school where this 

research was conducted and which serves an important population of Mixteco parents and 

students, I have been able to immerse myself in the environment to observe the cultures (Patton, 

2015) of both the school and of the Mixteco parents over the last five years. As a partial insider, 

I have been able to gather data in the school setting through observations, informal 

conversations, and reviews of documents and the like, and use that information to hone a deeper 

understanding of the participants’ perspectives (Creswell, 2012).

An ethnographic research design is used in this study for three main reasons. First, given 

the paucity of literature on the experiences of Mixteco parental involvement in elementary 

education, a deeper understanding of Mixteco parental involvement necessarily enhances the 

existing literature available to both practitioners and researchers alike. Second, it is anticipated 

that this ethnographic study will provide understanding of the larger issue of marginalization and 

directly inform the work of educators, faculty, and administrators of at a school serving a large 

population of Mixteco parents and students. Lastly, since I am an educator at the school site, the 

knowledge gained may help to bring about change that will affect the participants since I was 

able to promote a better understanding of parental needs and interests. This study specifically 

described, analyzed, and interpreted Mixteco parents’ shared patterns of beliefs regarding 

parental involvement. I anticipate this research will advance institutional partnerships with 

Mixteco parents that ultimately promote student achievement.
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Data Collection and Procedures

Site selection. The study was conducted at an elementary school located in Southern 

California. The school is approximately one mile from the ocean and is located in a community 

with a relatively low socioeconomic status. The school is surrounded by a large number of 

apartment complex buildings, with multifamily occupancy. The elementary school is made up of 

about 79 percent Spanish speakers, 19 percent Mixteco speakers, 98 percent socio-economically 

disadvantaged, 86 percent English learners, and 77 percent Latino students (California 

Department of Education, 2016). Since multiple families often reside in one apartment units and 

that the school is across the street from most of the students’ homes, it seemed best to conduct 

interviews for the study at the school itself. In addition, I took into consideration the fact that 

“.. .parents often do not want to meet where they are living, but instead prefer to meet at the 

center or school. Families may feel sensitive about the temporary nature of their 

accommodations and may have no furnishings” (“The Mixtec, Zapotec,” n.d.). The setting was 

also convenient because I am a teacher at the school, I have access to a classroom, and am able 

to stay after hours with permission. Additionally, the school provided an important setting 

because it is located in a community with the highest population Mixteco parents and students in 

the school district and, therefore, has the greatest possible representation of members from this 

particular culture.

Participants and recruitment. The participants in this qualitative ethnographic study 

included eight Mixteco parents of ELL students. These parents were selected from a group 

having one or more children attending the school, who speak Mixteco, are of low socioeconomic 

status, work long hours, and are typically immigrants from the Oaxaca region of Mexico. Each 

participant was assigned a pseudonym to assure their confidentiality. Although various studies
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have been conducted on Latino parents, minimal research has been conducted on the Mixteco- 

speaking parents who came to the United States. Since this study focused on Mixteco parents, 

purposeful sampling took place during the selection process (Creswell, 2012).

To invite parents to the study, a Spanish newsletter (Appendix A) was sent out to all the 

Mixteco-speaking parents in one grade level. Since I teach this specific grade level, I was able to 

reach out to all parents through teacher peers and other institutional channels of communication. 

The Mixteco language does not have a standard written form; consequently some parents were 

unable to understand the newsletter. The newsletter was strictly a formality and allowed others to 

translate the information. However, in a concerted effort to reach parents, a recording in Mixteco 

(transcript provided in English in Appendix B) was sent to the parents to explain the newsletter, 

to provide information on the study, to invite parents to participate, and to provide my contact 

information. From among those parents who indicated an interest to participate in this study, I 

asked them a set of preliminary questions in an informal telephone interview (Appendix C) with 

a Mixteco translator. The purpose of the call was to ensure that parents met the parameters of the 

study and that they were comfortable to participate. Additionally, permission was granted from 

the site administrator in response to a gatekeeper letter (Appendix D). The letter explained the 

purpose of the study, the participants, and a description of the activities that, ultimately, took 

place.

Minimize risk and consent. Participants who were selected for the study were required 

to complete the Informed Consent Form found in Appendix E. At the beginning of the interviews 

I reviewed the Consent Form which emphasizes the voluntary nature of participation in this 

study, and reminded participants that they were free to withdraw at any time from the project
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without penalty. The translator also described each aspect of the form in light of the obvious 

language barriers.

When it comes to education, oftentimes parents have developed ideas about their roles in 

their children’s academics (Biddle, 1986 as cited in Walker et al., 2011). At times, parents have 

demonstrated a specific role of involvement known as school-focused role construction, whereby 

“parents believe and engage in behaviors suggesting that the school is primarily responsible for 

the student’s school learning and outcomes” (Walker et ah, 2011, p. 412). Other times, parents 

who may feel marginalized from dominant culture, misunderstand the roles they are expected to 

fulfill in their children’s education. Often, especially among marginalized parents, they have a 

high level of respect for teachers and do not want to disrespect them by critiquing their work 

(Simpson Baird, 2015; Quiocho & Daoud, 2006), or in thinking that they have a right to be 

actively involved in the educational experience of their child. To facilitate parent participation in 

this study, I attempted to create a climate that felt welcoming and safe recognizing, of course, 

that these parents may not have been comfortable or experienced in having their views sought 

and taken into consideration. I made an effort to genuinely express how important their opinions 

were to me. Since I am also a teacher, I further explained how their input was greatly appreciated 

and essential to the study in order to promote fundamental change both for them and their 

children.

Before the interviews took place, I restated that they were more than welcome to 

withdraw from the study at any time. To further minimize risk, the school interpreter was an 

essential contributor to this study. In addition to being known to the community, she has 

established a comfort level with many families, and is trusted in the community. Given her prior 

relationship within the community, she was able to provide a clear explanation of the purpose of
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the study, thus mitigating any misinterpretation or misunderstanding among families in the 

community.

Semi-structured interviews. Once potential interviewees were identified, they were 

invited to attend a one-on-one interview, assisted by a translator, in a quiet classroom setting at 

the school site. Since most of the parents in this school community work until the evening hours, 

the interviews were scheduled for 5:00 p.m., with a courtesy 30-minute waiting period. I 

anticipated that the interviews would last between sixty and ninety minutes. The interview 

protocol is provided in Appendix F. In order for parents to feel that their voices were being heard 

and their input was valued, I made sure to sit next to them. This seating arrangement not only 

provided a friendly and comfortable environment, it disrupted the potential authoritative 

demeanor which could be created when a researcher is seated across from the parent.

All Mixteco parents recruited for this study participated in one-on-one interviews. Open- 

ended questions were used so that the participants could respond in their own voice and describe 

their experiences in their own words without being constrained by potential response categories 

(Creswell, 2012). Additionally, an interpreter was used so that I could articulate, clarify, and 

understand the perspective of each interviewee. The questions were deemed appropriate since 

they were written with the intention of being culturally sensitive to this population. Interview 

questions focused on parental attitudes, needs, and involvement regarding their children’s 

education and school.

Before the formal interview took place, participants were asked to review and sign the 

Informed Consent Form (Appendix D). Parents were reminded that they were able to withdraw 

from the study at any time without any retribution. The interviews were voice recorded using two 

password-protected audio recording devices, an iPad and a phone. When necessary, probing
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questions were asked to elicit further information, clarify points, and expand on ideas (Creswell, 

2012). Possible probing questions are set out in the interview protocol located in Appendix F. At 

the end of the interview, participants were reminded of the confidentiality of their responses and 

were asked if they wanted to receive a summary of the study and its findings.

Data Analysis

Coding process. After the data was collected, I transcribed and coded it in an effort to 

honor participant voices. Listening to their words as I transcribed allowed me to gain a deeper 

understanding of their culture and views (Saldana, 2009). To be better attuned to the language 

and perspectives of the participants, In Vivo coding was used as a coding method for the first 

cycle. I chose In Vivo coding strategy in the coding since it is consistent with the theoretical 

approach to this study and is informed by narrative and ethnographic research design because it 

uses “the direct language of participants as codes rather than research-generated words and 

phrases” (Saldana, 2009, p. 48).

I read the transcribed interviews four different times in order to acclimate to the words of 

the participants. I highlighted any words or phrases that stood out and grasped participant 

significance, and applied a code to help preserve participants’ meanings and views (Saldana, 

2009). In order to further analyze the In Vivo codes, I used a second cycle coding method. A 

second cycle was recommended by Saldana (2009) in order to gain a higher level of insight, to 

reorganize the data and to create a smaller and more select list of themes. Through Focused 

coding, I was able to reorganize and categorize participant data to develop categories. To 

summarize, I was required to make sense of the data, label segments with codes, and collapse the 

codes into a few themes throughout this process (Creswell, 2012).
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Trustworthiness

Member checking. In order to ensure that the interpretations were accurate, I validated 

the findings through member checking. Member checking was done throughout the interview 

process to ensure that the translations were a true representation of participant responses. The 

translator also assisted in member checking because I was also able to ask her for clarifications 

and elaborations that allowed for better understanding.

Furthermore, once the coding process was completed, the translator was asked to conduct 

a review of the study. Since the translator was a key participant in the study, she further checked 

the accuracy and fairness of the interpretations. Member checking allowed all participants to 

determine the accuracy of the report by determining if the “description is complete and realistic, 

if the themes are accurate to include, and if the interpretations are fair and representative” 

(Creswell, 2012, p. 259).

Triangulation. To advance trustworthiness of the data, especially in case study research 

or ethnographies, I relied upon a process known as triangulation. Through analysis of interviews, 

observations captured in notes, reviews of documentation and analytic memoing, these multiple 

data collection and review strategies increased the confidence in the final determination of 

emergent themes (Patton, 2015). As Flick (2007, cited in Patton, 2015) indicated:

As in other areas of qualitative research, triangulation in ethnography [and 

narrative research] is a way of promoting quality of research... good 

ethnographies are characterized by flexible and hybrid use of different ways of 

collecting data and by prolonged engagement in the field. As in other areas of 

qualitative research, triangulation can help reveal different perspectives on one
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issue in research such as knowledge about practices with a specific issue...

(p. 663).

In order to advance the trustworthiness of this study, I sought and reviewed different data 

sources. Qualitative observations were the first source of data collected in the study. As I 

previously mentioned, I have been immersed in the school setting for the last five years as a 

teacher, and three years before that as an after-school coordinator. I have observed parents’ 

social interactions with each other, their children, and the office staff under different 

circumstances within the school milieu. I combined the documentation with my analytic memos 

to develop a deeper understanding of parents’ culture, beliefs, behavior, and language. Interviews 

data was used as another source for triangulation. Through the interview process I was able to 

gather participant perspectives by listening to their voices as they answered questions and shared 

their stories.

Role of the Researcher

Throughout this process, I consider myself to be a partial insider because of my Latino 

ethnicity and the fact that I am teacher in the community. As mentioned, I have been a teacher at 

this Southern California elementary school for the last five years. Prior to being a teacher, I 

worked as an after school coordinator for three years. During these years, I have directly 

interacted and served the community of Mixteco-speaking parents and children. I have witnessed 

their interactions in the school setting with school personnel, teachers, their children, and each 

other. Based on the school enrollment and language stated on the Home Language Survey there 

has been an increase in the indigenous population in this community. Each year as an educator at 

this school, I have noted the increase in the number of indigenous students who primarily speak 

Mixteco. There are some children who learned Spanish as a second language. Ultimately, they
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are all taught a third language because English is the language that is used for instruction. My 

interactions with parents mainly occur during parent conferences and after school if any 

questions or concerns arise. Normally, the translator is present during conferences, but if 

conversations occur outside of this time, I typically resort to speaking Spanish. As Eddy- 

Zambrano (n.d.) states, “...since Mixteco people have adopted or adapted Spanish words for 

which there are no Mixteco equivalents...” the conversations can be difficult because the 

meanings of specific words may get lost in translation. My role as the researcher has been, in 

part, an attempt to bridge the language and cultural barriers that have established in this Southern 

California elementary school.

Limitations

Implications regarding the number of participants and the site. First and foremost, 

the study was conducted at only one school site in Southern California that has a population of 

Mixteco parents. Additionally, the number of parents interviewed (n=8) were from a specific 

grade level and therefore represented a small sample size comparative to the school population. 

These two factors limited the collection of data as well as the full understanding of the 

phenomenon in question. However, this limitation does not devalue the study in any way, but 

instead speaks to the necessity for a larger scale investigation into the experiences of Mixteco 

parents.

Implications of translations. One of the main methodological limitations that arose in 

this study centered on the translations during the interviews. It is a difficult enough task to 

conduct interviews in a common language. However, conducting interviews in two languages 

has obvious challenges that may complicate understanding. In the case of this study, the 

possibility for misunderstanding may have been exacerbated because the one-on-one semi
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structured interviews were translated from Mixteco to Spanish, and then to English. Ensuring 

accuracy in another language poses an interesting challenge because words take on different 

meanings in different cultures (Saldana, 2009). I made every effort to ensure that meanings were 

accurate, in particular through member checking. This is one of the issues that arose from the 

one-on-one interviews that were conducted. The interview questions, which were initially written 

in English and then translated in Spanish, included some academic language for which there 

were no direct translations in Mixteco. In order for the participants to make meaning of the 

questions, vernacular language had to be used by the translator. Since there were words that 

could not be translated, words that may have taken on different meanings, or words that had to 

be replaced by synonyms, it is likely that a degree of miscommunication took place due to 

misinterpretation at every step of the interview itself (Saldana, 2009) and, again, in the ensuing 

translations.

Implications regarding the translator. In addition to the implications of the 

translations, there were implications relating to the translator herself. Since the translator who 

assisted in the interview process has not undergone any formal training to become a certified 

translator, I could not be sure of the perception I was receiving when the interviewee’s actual 

response was presented with the interpreter’s explanation. Although the translator was crucial to 

summarizing and explaining parent responses to my questions, I am not certain that I received a 

translation that was wholly representative of the nuances and subtleties that may be lost or 

misrepresented in the interpretive process (Saldana, 2009). Suffice is to say, however, that given 

the local resources available to me for the purpose of this study, every effort was made to 

represent the stories, the feelings, and the experiences of Mixteco parents with due diligence.
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Implications of systemic marginalization. Another limitation seemed to stem from the 

relatively concise responses of the participants. The translator and I had to consistently ask 

probing questions throughout the interview because minimal responses were typically given by 

participants. This reality seemed to stem from the implications of marginalization. Since the 

school rarely consults with Mixteco parents directly, they were not sure how to provide their 

opinion or point of view on certain questions. These limitations gave rise to yet another 

consideration for the translator. Translators need to understand what the researcher wants them to 

ask in a precise and complete translation (Saldana, 2009). As previously mentioned, some of the 

words and ideas could not be translated and the translator and I had to use plain language to 

provide a clear explanation of the questions. Because the interpreter summarized and explained 

responses, I could not be completely certain if the perception of the interpreter or the interviewee 

was given (Saldana, 2009).

Conclusion

In this third chapter, I provided an outline for my methodology. Within this overview, I 

reiterated the theoretical framework. I also argued that the method chosen aligned with both the 

epistemological framework and is consistent with my research questions. I revealed my role as a 

researcher who is also a partial insider, addressed issues of trustworthiness, and set out 

thoughtful limitations of the study. It is anticipated that the findings of this study will advance 

greater understanding of the research problem by examining the strategies that schools can use in 

order to provide a more inclusive environment for this specific population of parents. In the next 

chapter, I invite the reader to meet the participants, and to listen to how they express their beliefs 

and experiences during the interviews and in light of my observations.
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Chapter Four 

Findings

. .no quiero que sea, como un simple trabajador.”
(.. .1 don’t want him to be just another worker.)

-  Salvador

In the previous chapters I explained why I chose to study parental involvement within the 

Mixteco community. I provided relevant literature that supported the study, and clarified the 

methodological components and strategies that were used in the collection of data. All chapters 

have been guided by the essential research questions: 1) What are the institutional involvement 

experiences of Mixteco parents whose children attend a highly-populated ELL elementary 

school? And 2) What strategies might enhance Mixteco parental involvement at a highly- 

populated ELL elementary school?

In this chapter, I present a general introduction and description of the eight research 

participants. Thereafter, I share with the reader the four themes that surfaced from open-ended 

semi-structured interviews. Although each parent participant was asked the same questions, the 

responses that emerged were each unique because they reflected personal beliefs, experiences, 

and distinct points of views.

Research Participants

Due to the current political climate in our country and the fear of deportation, I chose to 

eliminate traditional demographic data from my study. I was concerned that the participants 

would be reluctant to participate if I asked them specific questions about their personal identities

and various statuses. However, based on the Informal Interview Protocol (Appendix C), I was

able to confirm that all participants were parents to either one or more children, all had arrived in
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the United States from Oaxaca, and spoke primarily Mixteco in their homes. Throughout the 

interview process, I learned that all parents worked long days in regional agricultural fields. Of 

the eight participants who were interviewed, three were women and five were men.

Since I elected to exclude specific demographic information, I will be presenting the 

participants and their experiences narratively as a whole. I decided upon this approach to 

introduce participants in an effort to provide a clear description of these parents as human beings 

rather than portray them in somewhat reductionist, descriptive statistical terms.

Table 4.1: Description o f Parent Participants: Excerpt from analytic memo, 3/16/2018.

At the time when each parent participant was met at the school entrance, there was a sense of 

reluctance. Although every effort had been made to explain the purpose of the interviews, there was still 

a sense of uncertainty palpable in their greetings. Parent participants seemed to relax once the 

translator presented herself and provided further explanation of the study. She explained that the study 

was to be used to meet university requirements of the researcher, that their identity would be kept 

confidential, that their input was needed in order to gain a better perspective into the Mixteco 

community, and most importantly that their participation was essential in making a connection between 

the home and school settings. Her explanation seemed to provide a sense of reassurance and the 

participants appeared to feel more at ease with their participation.

Moreover, it is noteworthy that even after long and hours in the field, each parent made the 

effort to extend their help in the study. They presented themselves in their best clothing, were prompt, 

and emanated a respectful and humble demeanor. Their hands represented a story with which I was 

familiar knowing the experience of my own father. They painted a picture of hard workers, providers, 

and individuals who demonstrated perseverance.
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(continued from page 36)

As conversations evolved each individual's personality began to shine through. One mother spoke about 

being an advocate for her child; many spoke with modesty; while another mother responded with 

uncertainty. Some individuals attempted their best to respond to the questions in a clear and 

understandable way while others gave short answers. When asked about their thoughts on the 

importance of education, all individuals seemed to provide visceral responses to the questions I posed 

through the interpreter.

Four Emergent Themes

As mentioned in Chapter Three, In Vivo coding was used for the first cycle of the coding 

process. Through a second cycle of Focused coding, I was able to develop a broader list of 

themes resulting in approximately 104 preliminary sub-codes. Focused coding enabled me to 

compare the newly constructed codes across participants’ data in order to assess their 

comparability (Saldana, 2009). Ultimately, four emergent themes were identified through this 

coding process. Emergent themes included: 1) La unica manera (The only way), 2) Todo es en 

ingles (Everything is in English), 3) Sobreviviendo (Surviving), and 4) El futuro (The future).

Theme One: La unica manera (The only way). When asked about their involvement in 

their child/children’s education, parents’ participation, not surprisingly and consistent with the 

literature (Harper & Pelletier, 2010; Simpson Baird, 2015), did not conform to the standard 

expectations of what parental involvement looks like in contemporary school settings. Many of 

the parent participants expressed that the only way they could help their child/children was to 

provide for their basic needs. In other words, the provisions of basic needs entailed making sure 

their child/children were well dressed, showed up to school on time, and that they received a
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good night’s rest so that they were ready to learn the next day. Another way that parent 

participants involved themselves in the lives of the child/children at school, as expressed by Jose, 

was by making sure that his children completed their homework. In the most disarming manner, 

he revealed that he cannot read, stating “La manera en que yo ayuda a mis hijos, es.. .porque no 

se leer..., que hagan su tarea, que se vayan a banar. Es la unica manera que yo estoy 

ayudandolos...” Translation: (The way that I help my children is, although I  don 7 know how to 

read..., is by having them do their homework, have them take a bath. It is the only way that I  am 

helping them.)

Similarly, as Eduardo explained, given the little he knows about attending school in the 

United States, the only way that parents felt they could help their children was expressed as 

follows: “Dice que la manera que el se involucra es, lo poquito que el sabe, trata de ayudar a su 

hija. ..con su tarea.” Translation: {He says that the way that they are involved is, with the little bit 

they know, they try to help their daughter ...with the homework.)

Another approach described by parent participants was to immerse themselves in the 

education of their children by providing consejos {advice). As such, parents advise their children 

on how to act respectfully and emphasize appropriate behavior at school. Similarly, consejos 

signifies empathy and expectations for success while simultaneously “counteracting the schools’ 

hegemonic practices through empowering statements about the parents’ belief in their children’s 

ability to be successful in school” (Delgado-Gaitan, 1994 as cited in Simpson Baird, 2015, p. 

167). As stated by Yesenia, “Tambien le digo que respete, a los companeros que estan en la 

escuela, y tambien los adultos...” Translation: {I also tell him to respect his peers in school, and 

also the adults...). In my observations and interactions with parent participants both outside of, 

and during the interviews, I noticed that they promoted this idea, captured in the expression que
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le echen ganas; essentially, the notion that you put forth your best effort in school and elsewhere 

in life. This sentiment was captured in the following passage, as Imelda described what parental 

involvement requires of her in her estimation:

La manera que yo estoy ayudando a mi hija es, yo, este, aqui yo soy pobre y tengo 

que trabajar, y la manera que yo le ayudo es diciendole a la nina, que mi hija no 

falte a la escuela. Y tambien, este, pues aqui no las pasamos trabajando. Y por eso 

yo pago una persona que la cuide y la mande a la escuela. Y tambien, que, le digo 

a mi hija que estudie bien.

Translation: (The way that I  help my daughter is, lam  poor and have to work, and 

the way that I  help is by telling my girl not to miss school. And we are always 

working, and this is why we pay someone to send her to school. I  also tell my 

daughter to study hard.)

As previously stated, parent participants prepared their children in a holistic manner that does not 

necessarily follow the common norms of parental involvement (Simpson Baird, 2015). Yet, these 

practices prepare their children for academic and socio emotional achievement in all aspects of 

school.

Theme Two: Todo es en ingles (Everything is in English). A significant institutional

barrier for the Mixteco parent participants in this study that impeded involvement centered on the 

almost exclusive reliance on the English language as a formal mode of communication between 

the school and families. Almost all parents expressed a sense of helplessness when they do not 

understand what is expected of their child/children because of the language barriers between 

them and the school: when they do not have a way to help them understand the class content, and
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when they do not have a resource to support them. Imelda described her frustration as someone 

who neither understands English nor Spanish in the following manner:

.. .Hay cositas que yo podria ayudar a mi hija. Pero aqui es puro ingles y tambien 

los maestros siempre ayudan y tambien les digo a mis hijos que hagan la 

tarea.. .En la casa, la manera que yo participo en la education de mi hijo es, como 

todo ese n ingles, y yo no, no hablo ingles, ni tampoco espanol, el unico que hago 

es le pido ayuda a mi hermana. Y ella me lo manda por medio del texto, por 

telefono. Y esa manera, yo reviso la tarea, si esta bien.

Translation: (There are few things that I  can help my daughter with [at school], 

[However] since it is only English, and also the teacher always helps, and I also 

tell my children to do their homework... At home the way that 1 participate with 

my son’s education is by asking the sister for help since I  do not speak English, 

and I also do not know Spanish. She sends me a text by phone and this way I can 

see if  the homework is correct.)

Yesenia expressed a similar experience when describing the struggles she encounters in helping 

her daughter with her homework.

Ah, lo que pasa, lleva la tarea en la casa, pero yo, pues no puedo ayudarla porque 

es puro ingles. Y yo le pregunte que si lo hace, o no lo hace. Y dice que si, si lo 

hace, pero la mama no sabe si esta bien, o no esta bien, porque ella no sabe ingles. 

Translation: (What happens is that she takes the homework home, but I  cannot 

help her because it is all in English. I ask her if  she has done or hasn ’t done her 

homework. She says yes, but the mother [Yesenia] says that she does not know if 

it is correct because she does not know English.)
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Weisskirch, 2005 (as cited in Harper & Pelletier, 2010, p. 126) stated that “parents of ELL 

children who have recently immigrated to North America may face additional difficulties when 

attempting to assist their children at school, since in most cases, both children and parents are 

attempting to learn English as an additional language.” The lack of proficiency in English poses 

a serious challenge that parent participants expressed consistently across interviews. This 

experience was amplified by some, like Imelda, who only spoke Mixteco. In her case, she stated 

that it has been difficult to communicate with individuals in the school setting when officials 

speak primarily in English or Spanish and she is not fluent in either language. Despite the 

communication barriers that these parents have and continue to face, they attempted to involve 

and immerse themselves in the education of their children in one way or another. Some of this 

involvement includes attending school events such as parent conferences while other forms of 

involvement consists of parents attempting to help their children with their homework, as stated 

by many of the participants.

Theme Three: Sobreviviendo (Surviving). In an effort to address the second research 

question on enhancing parental involvement, the main concern that arose among parents was one 

of managing their responsibilities to provide for their families. Although the parent participants 

expressed recognition of the value of education for their child/children, their work stood in the 

way. Since many, if not most, Mixteco families at this particular school work in the agricultural 

fields for subsistence wages with little or no legal protections or job security, they are duty 

bound to work as much as is possible to ensure the survival of their families. They work under 

the most difficult conditions imaginable in order to make enough money to provide for their 

families. At the same time, however, it is important to note that Mixteco parents are also 

important role models for their children given their familial commitments to act as providers; as
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hard workers who persevere in creating a new and better life, and in the promotion of a better 

educated life for themselves and for their children. Salvador describes this reality in the 

following words:

No fuimos a la escuela y estamos saliendo adelante, sobreviviendo. Pero, mas que 

no piensan que la vida dificil que va llevar a sus hijos, porque no fueron a la 

escuela. Si estamos, ah, trabajando bajo el agua, el lodo, es mucho frio, tenemos 

que ir en el fil con nuestra mano. Y abeces, ah, los papas no pensamos que ese 

cambio puede cambiar la vida de los hijos. Ah, que ya no vayan alii, verdad, con 

en el frio, bajo el agua, el lodo. Pero muchos pensamos positivamente, muchos, 

yo estoy sobreviviendo porque mis hijos no van a sobrevivir sin ir a la escuela,

verdad?

Translation: (We didn’t go to school but are still making a living, surviving. We 

do not want to think that our children are going to have a hard life because they 

did not go to school. I f  we work in the rain, mud, and cold, we have to work in the 

field and work with our hands. We sometimes think that a change can make a 

difference, [that we] can change the life o f our children. We do not want them to 

work with cold, rain, and mud. A lot o f us think positive and survive because our 

children are not going to survive without going to school. Is this not true?)

Since work consumed their lives, many Mixteco parents felt as if they did not have 

enough time to attend school events or further assist their children. Manuel explained his work 

situation and the conflict between working hourly, feeling depleted, and having enough energy to 

attend an event after a long work day. He stated, “Dice que horita, ellos andan por hora 

trabajando, y cuando empieza el contrato es muy pesado cuando llegan a casa pues ya no tienen
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ganas de hacer nada.” (Translation: He says that they are doing hourly work, and when contract 

starts it is very hard because M’hen they get home they do not have the energy to do anything 

else.) Alberto echoed this reality in the following statement:

La, vida de nosotros que trabajamos en el fil, es salir muy tarde. Y lo que 

hacemos es llegar tarde, comemos, y tenemos que hacer la comida para el 

siguiente dia. Y abeces que aqui, este hay junta, hay clases, y abeces tenemos, la, 

la oportunidad de venir, abeces no por el mismo razon que salimos muy tarde. 

Translation: (The way that life is for us who work in the fields, is to work until 

late. When we get home late, we eat, and have to make the food for the next day.

And, sometimes, when there are school meetings, sometimes we can come and 

sometimes we cannot because o f the same reason that we get out o f work late.)

When the parents of our school children are not available at traditional hours for what 

middle-class communities believe are important opportunities for participation in the 

educational lives of their children, they feel tom. Parents understand that the events are 

seen as important, but the livelihood of their family and their responsibilities outweigh 

their participation in school functions.

Theme Four: El futuro (The future). When asked about the purpose of education, a 

common pattern surfaced revealing parent participants’ primordial concern for the future of their 

children. As Imelda stated:

Pues el proposito que yo quiero que mi hija estudie es que, ah, para que ella se 

ayude, en un futuro. Porque yo no quiero que pase, ah, la vida que yo estoy 

pasando. Que yo trabajo en el campo. Por ejemplo, horita que esta lloviendo, todo 

el dia me estoy mojando, trabajando, y yo no quiero que ella pase lo que yo estoy
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pasando. Por eso yo le digo que estudie, porque, para que tenga una vida mejor. 

Translation: (The purpose for which I want my daughter to study is so that she 

can help herself in the future. 1 don’t want her to have the same life that I  am 

having. I work in the fields. For example now> that it is raining, I ’m getting wet all 

day while working and I  don’t want her to go through what I  am going through.

This is why I tell her to study, because I want her to have a better life.)

Imelda clearly values education and recognizes the importance of education as a concrete step in 

improving her daughter’s life; as a tool that will advance her success. Similarly, Marisol echoed 

Imelda’s concern, stating that:

Yo quiero que mi hijo venga a la escuela porque como nosotros, yo trabajo en el 

campo y no me gustaria que mi hijo trabaje en el campo. Yo quiero que el en el 

futuro tenga un buen trabajo y por eso yo quiero que estudie lo maximo que 

pueda.

Translation: (/ want my son to attend school, because we work in the fields and I  

wouldn’t want him to work in the fields. In the future I  want him to have a better 

job, and this is why I want him to study as much as he can.)

All parents in the study had specific hopes and desires for their children. They emphasized their 

thoughts on the importance of education, and the opportunities that a better education would 

provide for their children in an effort to improve their lives. As Alberto expressed when asked 

about what an education represented to them:

Ah, quieren que venga [child’s name] a la escuela para que aprenda porque ahora 

tiene oportunidades de aprender, umh, pare en el futuro. Y por eso es que lo 

mandan a la escuela, porque aqui hay mas oportunidades de aprender... el esta
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pensando que quieren que [child’s name] siga estudiando con un proposito de que 

el tenga una carrera, ahora que tiene la oportunidad. Porque en caso de ellos es 

que, pues, tan trabajando en el fil, esta lloviendo, hay lodo, hay...y [child’s name] 

podra tener mas oportunidades, porque, ha, si, yo, nosotros tuvieramos, ha, una 

education, si supieramos algo, ha, seria diferente. Pero, ah, pues como nosotros 

no tenemos eso, pues tenemos que trabajar en el fil, y es lo que, ah, nosotros 

queremos para [child’s name], que aprenda, que tenga una carrera, que, ha, suba, 

que tenga otro clase de trabajo...

Translation: (He wants [child’s name] to attend school so that he can learn, now 

that he has the opportunities for a better future. This is why they send him to 

school to because they have more opportunities to learn, he thinks that he want 

[child’s name] to continue studying so he can have a career, now that he has the 

opportunity. Because in their case they have to work in the field, with rain, with 

mud, and [child’s name] can have more opportunities. I f  we had the opportunity 

for an education, but we have to work in the field, and what we want for [child's 

name] is to learn and have a career to prosper and have another kind o f job.) 

Similar to Alberto, Manuel not only described the opportunities that education would 

provide for his children, he expressed his hopes for his children and the fact that he 

wanted them to take advantage of the educational opportunities that he did not have in 

life. He said:

Ah, lo, que ha, les digo lo que, me gusta que estudien, ah, porque ya que yo no 

tuve la oportunidad. Ustedes nacieron en este pais, tienen mucha oportunidad de 

aprovechar. Translation: (What I  always tell them is that I  like for them to study,
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because I  didn’t have the opportunity. You were born in this country and need to 

take a lot o f opportunities to take advantage.)

Whether it was to have a better job, to learn to read, to have a goal in life, or to aim for a 

career, parent participants expressed very similar desires for their children and the role of 

education in advancing both their aspirations as well as those of their children. Each parent 

wanted their child/children to enjoy a life better than their own. They wanted them to have a life 

free of struggles, free of stress, and one that did not limit their potential.

Conclusion

This chapter introduced the eight parent participants through narrative overviews. Parent 

participants discussed their experiences as parents of ELL children, shared their thoughts on 

education, and the desires that they have for their children. Through their voices, and in the 

transcribing, and the coding processes, four themes emerged. The themes include: 1) La unica 

manera (The only way), 2) Todo es en ingles (Everything is in English), 3) Sobreviviendo 

(Surviving), and 4) El futuro (The future).

Overall, this study paints a portrait of all parent participants as individuals who have 

serious ambitions for their children. Parent participants work under some of the harshest 

conditions and for many hours in order to provide for the essential needs for their children. 

Through their hard work, they pave the way for their children to hold educational aspirations. 

The hope for all of these parents is that the educational journey will contribute to the successes 

of their children, provide prospects that they, themselves, did not have, culminating in a life free 

of hardship. Although Mixteco parents did not follow the norms of traditional participation, it is 

very clear that they are very involved and embedded in the education of their children. As stated 

by Suarez-Orozco and Suarez-Orozco, 2001, many families migrate in order to provide
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opportunities for success for their children and “once in the U.S., immigrant parents come to see 

education as imperative for their children to access future opportunities and social mobility” (as 

cited in Simpson Baird, 2015, p. 155).

Chapter Five provides further analysis and discussion of the findings calling on the 

theoretical framework to provide constructs for further understanding of Mixteco parental 

experiences of their involvement and engagement in the educational lives of their children. The 

next chapter will not only relate the findings to larger political and cultural social structures, it 

concludes with a presentation of recommendations for future research, policies, and programs.
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Chapter 5

Discussion and Conclusion

Chapters One and Two provided the fundamental statement of the problem along with 

current literature that supports the context of the following research questions: 1) What are the 

institutional involvement experiences of Mixteco parents whose children attend a highly- 

populated ELL elementary school? And 2) What strategies might enhance Mixteco parental 

involvement at a highly-populated ELL elementary school? The research questions that guide 

this study were used to gain a better understanding of the cultural interpretation among Mixteco 

parents of the notion of parental involvement, and how their needs could be met in order to 

create a more collaborative environment within the school. Chapter Three outlined the 

methodological choices that were made for this study, which drew upon both narrative inquiry 

and ethnographic designs. Chapter Four introduced the Mixteco parent participants of the study 

and the four themes that emerged given their beliefs, perspectives, and experiences. The 

participants not only provided valued input towards the essential questions of this qualitative 

study, they expressed their values in education and the desires that they have for the educational 

careers of their children. This final chapter revisits some of the significant findings from Chapter 

Four, engages in a discussion about what those findings represent for schools in general, and 

explores Mixteco parental involvement in light of their indigeneity and the notions advanced by 

Critical Race Theory (CRT).

Theoretical Assumptions

As was mentioned in Chapters Two and Three, this study was viewed through the lenses 

of Critical Race Theory (CRT) and concepts of indigeneity. Although there were many elements 

that emerged from the literature CRT, a perspective which crosses epistemological boundaries,
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we know that CRT makes a direct contribution to equity-related research in education (Secada, 

1989 as cited in Tate, 1997). In the case of this study, CRT was used to analyze the nature of 

racial inequities faced by Mixteco parents with regard to access and opportunities they have 

received in the U.S. educational institutional setting. Concepts of indigeneity supplemented this 

understanding by locating indigenous parental experiences within the larger context of 

colonization and power structures which acknowledge new forms of knowing (Simpson, 2007). 

Similarly, CRT not only recognizes that racism is prevalent in U.S. society and that it is 

embedded and integrated in the cultural landscape, in the law, and within the psyches of the 

people (Tate, 1997). The connection to this theoretical framework was stated best by Secada 

(1989 as cited in Tate, 1997) when she indicated the importance for:

.. .equity research in education that focused on the individual and on the group case. This 

is where the power of legal storytelling is most illuminating. The voice of the individual 

can provide insight into the political, structural, and representational dimensions of the 

legal system, especially as they relate to the group case (p. 235).

CRT provided this study with an innovative way of exploring the policies and practices in 

education through the voices of the participants. However, at the same time, CTR also suggested 

that educational researchers should begin to question the potential and appropriateness of their 

theoretical framework in equity research (Tate, 1997). Similarly, recommendations from any 

study must be culturally appropriate and sensitive to the unique concerns of marginalized 

communities and must address the particular problem in a manner that is ethical, that focuses on 

building interpersonal relations, and that acknowledges the philosophical, ontological, political, 

and cross-cultural forces at hand (Patton, 2015). That being said, there not only needs to be an 

eradication of the inequity that takes place when it comes to accessibility to education and
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educational participation, but also that difficult questions about injustice need to be asked and 

answered. In particular, teachers and administrators of schools should require an inquiry into 

how the traditional interests and expectations of institutions, “serve as vehicles to limit and bind 

the educational opportunities” (Tate, 1997, p. 40) of our Mixteco students and parents, especially 

when the expressed mission of our schools, colleges, and universities is to foster greater equity 

and social justice for all members of society.

Discussion

Given the findings and emergent themes outlined and discussed in Chapter Four, the 

following areas seem to merit further consideration given their implications for Mixteco parents 

and their involvement in the educational lives of their children. The three areas for discussion 

that will be examined are: 1) Schools as institutions, 2) From overlooked to being heard: Mixteco 

parental interests in the lives of their children, and 3) From involvement to greater engagement.

Schools as institutions. It is well-documented that there are underlying inequities of 

power ubiquitous in the educational system. Although underlying inequities may either be 

invisible or taken for granted, to some, such as immigrants, such injustices may take on an 

oppressive state (Bernhard, 2010). As Bernhard stated (2010):

.. .there has been an explosion of theoretical developments connected with continuing 

oppression found in prosperous and otherwise “advanced” societies. These have focused 

on the power relations of the social groups involved and have brought to light the number 

of crucial assumptions and questionable propositions about immigrant parents and 

students as they fare in the educational system (p. 320).

Although the parents in this study all stated that they felt welcomed in this particular school in 

Southern California, through my observations I noticed a different type of marginalization that
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took place. This institution, like many institutions, has consistently promoted certain privileged 

norms that transcend throughout school systems. One of those examples falls within the notion 

of traditional spaces of involvement (Perez Carreon, Drake, & Calabrese Barton, 2005). 

Activities that fall within the notion of traditional spaces of involvement may include, but are not 

limited to scheduled parent-teachers conferences, classroom volunteer opportunities, the Parent- 

Teacher Association, School Site Council, the English Learner Advisory Committee, field trips 

and, perhaps, even school carnivals. Not only do Mixteco parents work long hours, as all parents 

stated in their interviews, they work jobs that do not provide the flexibility to attend or 

participate in specific school activities. An example of this scheduling conflict involves the 

school district’s “Cafe con Leche” events that are scheduled from nine to ten in the morning once 

a month. The events cover community issues, resources, and provide an opportunity to approach 

the school principals with any concerns that parents may have. However, the event time does not 

take into consideration the constraints involved for those parents who work. In addition to the 

scheduling of the event in mid-moming and mid-week which fails to consider the particular work 

schedules of migrant farm workers, the location poses an additional inconvenience because the 

event is scheduled at a junior high school that is about two miles away instead of at Mixteco 

parents’ neighboring schools. Additionally, when Mixteco parents enter these types of 

educational institutions, they generally do so with a sense of limited power (Fine, 1993). These 

parents are tacitly and intuitively aware that they are generally expected to participate within the 

structures in place or assume a role that has already been defined for them because they are 

unaware, or may be aware, of the invisible codes of power that have been embedded in the 

culture of the school (Fine, 1993 as cited in Perez Carreon et al., 2005).
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As mentioned in Chapter Two, some parents face barriers when attempting to involve 

themselves in the educational setting of their children. Parent participants in these studies 

expressed that they had difficulty overcoming the participation barriers because they did not 

have the knowledge, skills, or social network to do so (Gitelman Brilliant, 2001; Vera et al., 

2012; Walker et ah, 2011). Generally, schools understand parental involvement as something 

that parents do, regardless of whether or not it fits the school goals or what they think the student 

needs (Perez Carreon et ah, 2005). However, these models do not consider parents’ social 

networks and material resources, nor do they consider the emotional support that parents provide 

to their children and the high cultural value that they place on education (Delgado-Gaitan, 

(1996). As Perez Carreon, Drake, and Calabrese Barton clearly summarized, “these models do 

not take into account the networks of individuals and resources that frame the scope, focus, and 

purpose of participation or the unique experiences that frame parents’ beliefs and forge capital” 

(2005, p. 468).

From overlooked to being heard: Mixteco parental interests in the lives of their 

children. Language not only defines one’s self, it is a form of expression developed through 

culture. Through language, one expresses their cultural beliefs and values because language is 

culture. When language is valued and attended to in a school context, it provides a way of 

showing respect for the child, family, and even the community overall (Bernhard, 2010). 

Additionally, when immigrants, such as Mixteco parents, leave their countries, they do not have 

the knowledge of the nuances of language which other parents use in different and distinct 

situations with school personnel (Perez Carreon et al., 2005) such as asking a teacher for specific 

student information or requesting to conference with a parent outside of the scheduled 

conference times.
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As mentioned in Chapter Three, in the section on methodological limitations, I discussed 

the implications of systematic marginalization. Since most Mixteco parents have rarely, if ever, 

been asked their views regarding the education of their children, it seemed to me that they 

oftentimes did not know how to respond to the interview questions. Language can be seen as an 

instrument of identity and power (Perez Carreon et al., 2005), and since Mixteco parents have 

not had the opportunity to express their views, their identity and power has been overwritten by 

institutional practices. All parent participants expressed the difficulties that they have faced with 

the language barrier in this study. Mixteco parents were not only unfamiliar with the English 

language, they may also have limited access or no proficiency in the Spanish language as well. 

This reality makes it difficult for them to understand and express their views and concerns when 

it comes to their children and the nature of the education they are receiving. That being said, 

oftentimes the views of Mixteco parents are summarily invalidated because the school does not 

view their realities and experiences as cultural capital. Also, as mentioned in the section above, 

Mixteco parents have not been taught how to tap into codes of power and may be unaware of the 

marginalization that is taking place because they do not understand the school system (Bernhard, 

2010). Since they do not possess this larger cultural capital, they may be less likely to voice their 

opinions or to provide input due to the language barrier. Ultimately, their voices are not being 

heard.

One positive note to report, however, is that the school and district where this study was 

undertaken are moving forward in eliminating one of the barriers relating to nurturing Mixteco 

parental involvements. The school translator who, previously, was only available two days out of 

the week, has now been hired to assist parents five days a week. Although there are still many 

important changes that must take place, this effort alone represents a big step because parents can
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now be heard and communicate their needs and concerns without fewer impediments. Moving 

forward, for change to truly take effect, institutional structures need to be altered to include all 

expressions of cultural capital beyond those which are dominant which begins with interactions 

(Bernhard, 2010) between institutional leaders and Mixteco parents.

From involvement to greater engagement. Undoubtedly there needs to be a shift in the 

educational system when it comes to the expectations of what parental involvement feels like and 

looks like. This shift is required to change misconceptions among school personnel that 

immigrant parents lack the motivation to involve themselves in the education of their children. In 

reality there is a devaluation of certain kinds of participation which takes place because there is a 

lack of understanding about the culture. Unfortunately, it is also a capital that is not valued 

because it does not follow the form of capital that is recognized and set as the standard in a 

traditional school culture (Ruiz-de-Velasco, Fix, & Chu Clewell, 2000). This reality is exactly 

what was expressed by Mixteco parent participants during the interviews and also through my in- 

depth observations of interactions between the school personnel and these parents. Indeed, at the 

educational institution where this study was conducted, I have observed both overt and covert 

expectation for parents to acclimate and assimilate to the expectations and norms of the school 

setting and that of the teachers. More often than not, I have heard conversations among teachers 

who connect parental involvement to the idea of the quality of parental care for their children. 

Typically, these teachers state that they do not understand why it is so difficult for parents to 

attend their children’s conferences, why they miss meetings, or why they do not make the time 

for parent-teacher conferences. When in reality, parents in this community, including Mixteco 

parents, work long hours to provide for their families as was stated by Imelda:
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Cada familia son diferente, abeces cuando, abeces que realmente no hay 

tiempo.... Si yo tuviera este, mas tiempo, y, la manera que yo...si yo supiera mas, 

a leer, yo me gustaria ayudar a mi hija. Eh, por ejemplo, porque yo creci muy 

pobre, diferente, lo unico que yo puedo hacer, para ella y por ellos.. .nosotros 

estamos aqui. Venimos a trabajar. Porque en Mexico, alia es muy dificil. So, si yo 

tuviera mas tiempo, y supiera, ah, a leer, como aqui es puro ingles...pues yo le 

ayudaria. Y lo unico que yo estoy haciendo ahora es trabajar duro para que ella no 

le falte nada.

Translation: Every family is different, sometimes when, sometimes when there is 

not any time... I f  I  had more time, and the way that I  would, i f  I  knew more, to 

read, I  would like to help my daughter. For example, because I  grew up very 

poor, very different, the only thing that I  can do for her and for them.... is be here, 

for them . We are here to work, because in Mexico it is very hard. So if I  had more 

time and knew more, to read, since it is only English I  would help her. The only 

thing that I am doing is work hard for them and make sure they have all they 

need.

In these cases, it is essential for teachers to gain insight into the home environment and cultural 

contexts of their students (Bernhard, 2010). When these efforts are made, teachers are better able 

to respond not only to the needs of students, but to the needs of parents as well thus advancing a 

better understanding of the plights of others in the school community.

There is a necessity for an in-depth understanding of parental involvement in relation to 

parental practices that are influenced by their beliefs and culture. Educational institutional spaces 

also must be studied because they embed the physical, material, and organizational boundaries
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that affect the practices of parental involvement (Perez Carreon et al., 2005). Given the lack of 

understanding, a shift ought to take place. Institutions must move away from the expectation of 

parental involvement to parental engagement. In advancing parental engagement, educational 

institutions must reach out to parents in meaningful ways in order to work together to support 

and improve students’ education (American Psychological Association, n.d.). This shift will have 

to take into consideration that a parent has every right to decide when they will participate in an 

event, the relationship that they have with others in the community, and the resources that are 

made available to them (Perez Carreon et al., 2005). As mentioned by Imelda in the quote above, 

every family is different and operates in different contexts that inform their decisions. Not only 

are immigrant Mixteco families building a new life in a new country, they are creating social 

networks, and attempting to adjust to a new culture while preserving their own. These are the 

parents I had the privilege of meeting. These are parents who want the best for their children, 

who want them to have a successful educational career, yet these are the very same families that 

are seen and treated as outsiders by our educational institutions.

Recommendations

To state that parental engagement will benefit students’ in their educational career is only 

one piece of a very dynamic puzzle and process. Before fundamental change may be advanced, 

there must be an understanding that parental engagement is not a uniform practice or process. 

Parental engagement is affected by the context of individuals, parent resources, school means, 

and the needs of students (Perez Carreon et al., 2005).

Since there is a significant population of Mixteco parents at this educational institution, a 

suggestion that one may take comes from the work of Paolo Freire (1999). Rather than focusing 

on integrating Mixteco parents into school cultures, the structure of schools must be transformed
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through a “collaborative problem-solving model” (Freire, 1999). In other words, parents should 

be empowered to acquire a sense of agency in order to take power and have the ability to alter 

the circumstances related to their inclusion into the affairs of their children. In a study conducted 

by Bernhard (2010), a parent group was formed that was facilitated by an individual who had the 

same home language as parents. If a Mixteco parent group could be formed at the school where 

this study was conducted, it would provide parents with a platform to express their concerns and 

share their experiences beyond inequitable institutional structures. A group like that could 

empower parents because they would be able to share their opinions, concerns, and suggest 

recommendations through their native language and without any limitations. Bernhard’s (2010) 

study demonstrated that the parent group was able to gain a better understanding of school 

expectations, and they were able to do so in a way that allowed them to retain their own cultural 

assets.

Findings from Bernhard’s (2010) research demonstrate the kind of programming that 

may be helpful to better include Mixteco parents in daily operations of their child’s school. The 

institution where this particular study was conducted must provide support to Mixteco parents so 

that they may find and use their voice to contribute to the education of their children and to the 

school community in a way that is not only meaningful but advances their own cultural capital. 

Lastly, a power shift is essential in the decision-making process. Allowing Mixteco parents to 

contribute to this process would empower their beliefs and actions, would enrichen the larger 

school culture which would help create and facilitate a more equal partnership between the 

institution and parents in order to promote the success of all children.
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Conclusion

As the Mixteco student population continues to increase in different parts of the United 

States, further efforts must be made to ensure their academic success as they become a part of 

our social, economic, and political future. Although there are different ways to support our 

Mixteco youth, efforts need to be made to ensure collaboration between school systems and 

Mixteco parents. As previously mentioned, parents have often been perceived as uninvolved, but 

this perception does not necessarily mean that they are not involved in the lives of their children 

or that they do not care about their children. Instead, we must ask what efforts have been made to 

include Mixteco parents, given the nature of their availability and the implications of their 

language. In fact, linguistic and cultural differences or views are the two variables that often 

affect the nature of parental involvement and the rate of recurrence in involvement (Brilliant, 

2001). Often, school personnel underestimate the time and effort that Latino (or Mixteco) parents 

invest at home because they do not follow the school’s assumptions of expected level of 

involvement (Jackson & Remillard, 2005 as cited in Walker et al., 2011) largely informed by the 

realities of middle-class families. Changes have to be made in the school systems’ views and 

practices of parental engagement, especially with different cultural and language groups. As 

Harper and Pelletier (2010) so explicitly stated, “measures of parental involvement need to 

capture the various ways in which parents may involve themselves in their children’s education” 

(p. 135).

Ultimately, it is essential that educational institutions gain an understanding that parents’ 

presence in the education of their children is dynamic and can follow both traditional and 

nontraditional practices, in formal or personal spaces (Perez Carreon et al., 2005). At this point, 

the educational elementary institution where this study was conducted needs to be mindful of the
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fact that Mixteco parents are living in a new country that, concomitantly, provides opportunities 

and that oppresses them. Mixteco parents, as they, themselves, have indicated in Chapter Four, 

are attempting to understand the structures and the dominant culture that surrounds them. With 

that being said, instead of limiting or restricting their resources, Mixteco parents should be 

guided through support and inclusion. As Perez Carreon et al., 2005 argued:

If schools continue, even with the best intentions, to implement parental participation 

programs without listening to parents voice their particular needs and hopes, these 

programs will remain stagnant and do little to reduce the marked distance between home 

and school (p. 494).

In addition to implementing parent participation programs, educational institutions should 

examine the learning environments of Mixteco families in order to grasp the circumstances that 

surround the lives of their students, to find new ways of opening up lines of communication, to 

bring together communities in a systematic way, and to provide families a way to access 

academic and social resources (Delgado-Gaytan, 1992). It is time that educational institutions 

move away from the traditional norms of parental involvement and move towards full and 

meaningful participation to develop effective programs that include the participation and valued 

input of groups that have been underrepresented.
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Appendix A 

Newsletter

Dear Parents,

My name is Sarahi Jimenez. I am currently taking a Masters course at Channel Islands 
University. I am conducting a study on the Mixtec community. The purpose of this study is to 
gain a better understanding of Mixtec parental involvement. I anticipate that the findings of this 
study will allow the school community to better collaborate with, and meet the needs of Mixtec 
families. Since I am a first grade teacher, this study will only focus on the parents of first grade 
students.

I am inviting five to eight parents who may be interested to speak with me about their 
experiences at this school. You are invited to contact me by phone to discuss your availability 
and to ensure that you meet the parameters of the study. Specifically, I am interested in the 
experiences of Mixtec parents and your thoughts on your child’s education.

If you are interested in participating, please contact me at [redacted].

Thank you,

Sarahi Jimenez
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Appendix A (Translated)

Hoja Inform ativa

Estimados Padres,

Mi nombre es Sarahi Jimenez. Estoy actualmente tomando las clases para la Maestrea en la 
Universidad Channel Islands. Estoy hacienda un estudio sobre la comunidad Mixteca. El 
proposito de este estudio es para tener mejor comprension de la participation de los padres 
Mixtecas. Percibo que la information de este estudio permitira que la comunidad escolar tenga 
una mejor colaboracion y que tambien pueda satisfacer las necesidades de las familias Mixtecas. 
Como soy maestra de primer grado, este estudio tan solo se enfocara en los padres de estudiantes 
de primer grado.

Invitare de cinco a siete padres que esten interesados en expresarme sus experiencias en esta 
escuela. Los invito a que se comuniquen conmigo para dejarme saber cuando estan disponibles y 
para asegurar que esten dentro del parametro del estudio. El enfoque es especlficamente en las 
experiencias de padres Mixtecos y lo que opinan sobre la education de su hijo/a.

Si esta interesado en participar, por favor llame al [redacted],

Gracias,

Sarahi Jimenez
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Appendix B 

Telephone Recording

Good evening,

This is a message to further explain the newsletter that you received today.

One of the school teachers, Mrs. Sarahi Jimenez, is currently attending Channel Islands 
University to receive her Master’s degree. One of the requirements of the degree is to conduct a 
study on a topic of choice. This study is solely being conducted by Mrs. Sarahi Jimenez and is 
not a part of the work of the school or the district.

The newsletter that was sent home today was only distributed to the parents of first grade Mixtec 
students. The purpose of this study is to gain a better understanding of Mixtec parental 
involvement in their children’s education. The findings will allow this school community to 
better collaborate and meet the needs of Mixtec children and their families.

Since this study will be focused on specific topics, a telephone interview will take place to 
determine whether meet the parameters of the study. Only five to eight parents will be invited to 
answer six to seven interview questions.

If you are chosen to participate, a Mixtec translator will be provided. Your name will not be used 
in this study and you have the option to withdraw at any time.

If you are interested in sharing your thoughts and ideas about your child’s education, please 
contact Sarahi Jimenez at [redacted].

I look forward to hearing from you.
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Appendix B (Translated)

Grabacion Telefonica

Buenas tardes,

Este mensaje es para darle explication adicional sobre la carta informativa que recibio hoy.

Una de las maestras de la escuela, Sra. Sarahi Jimenez, esta asistiendo a la Universidad de 
Channel Islands para obtener su Maestrea. Uno de los requisitos de este programa es que haga un 
estudio sobre el tema que elija. Este estudio solamente lo esta haciendo la Sra. Jimenez y no es 
parte de la escuela o del distrito.

La carta informativa que se mando a la casa hoy solamente se mando a los estudiantes Mixtecos 
de primer grado. El proposito de este estudio es para obtener mejor comprension sobre la 
participation de los padres Mixtecos en la educacion de sus hijos. La information permitira que 
la comunidad escolar tenga una mejor elaboration y que tambien pueda satisfacer las 
necesidades de los estudiantes Mixtecos y sus familias.

Como este estudio se enfocara en un tema especlfico se llevara a cabo una entrevista por telefono 
para determinar si los padres estan dentro del parametro del estudio. Tan solo cinco o siete 
padres seran invitados para una entrevista y contestar preguntas.

Si es elegido para participar un traductor Mixteco estara disponible. Su nombre no sera usado 
para el estudio y tiene la option de seguir participando en cualquier momento.

Si esta interesado en compartir sus opiniones e ideas sobre la educacion de su hijo/s, favor de 
marcar su interes en la carta que recibio y regresela con su hijo/a.

Si tiene algunas preguntas puede comunicarse con la Sra. Jimenez al [redacted]. Deje un mensaje 
y la intrepradora le regresara su llamada.

i Muchas gracias!
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Appendix C 

Informal Interview

This telephone interview will be performed to determine whether or not parents meet the 
parameters of the study and if they are comfortable to participate.

1) Do you have students who attend this school?
2) If so, what grade(s) do they attend?
3) Where are you from?

a. If Mexico, what part?
4) What language(s) do you speak?
5) What is your primary language?
6) Would you feel comfortable answering questions about your thoughts on education?
7) Would you feel comfortable answering questions about your child’s education?
8) Would you feel comfortable answering questions about your involvement in education at 

with the school?
9) Would you be able to meet during the evening to answer specific interview questions?

a. If so, would you be able to meet at the school?
b. If so, would you be able to meet for one to one-and-a-half hours?

10) Would you feel comfortable being audio recorded?
11) Do you have any questions for me?

I f  they meet the qualifications, the following will he stated:

Thank you for taking the time to participate in this phone interview. Given what you have told 
me, I would like to know more about you and your family. Your views and ideas are important 
and will help me to better address the needs of your children and your family. I would like to 
schedule a date a time that is convenient for you to participate in the interview process.

I f  they do not meet the qualifications, the following will be stated:

Thank you for taking the time to participate in this phone interview. Unfortunately you have not 
met the parameters of the study. We are looking for individuals who ... (state the parameters that 
were missed here). If you know of anyone who could be a candidate for this study, I would 
appreciate it if you would forward my information.
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Appendix C (Translated)

Entrevista Informal

Esta entrevista telefonica se hara para determinar si los padres estan o no estan dentro del 
parametro del estudio y si se sienten comodos en participar.

1) Tiene estudiantes que asisten a esta escuela?
2) Si es asi, en que grado/s estan?
3) De donde es usted?

a. Si de Mexico, ^de que parte?
4) Que lenguaje/s habla?
5) Cual es su idioma principal?
6) Se siente comodo en contestar preguntas sobre lo que opina de la educacion?
7) Se siente comodo en contestar preguntas sobre la educacion de su hijo/a?
8) Se siente comodo en contestar preguntas sobre su participation en la educacion en la

escuela?
9) Podrfa asistir en la tarde para una reunion sobre preguntas especificas?

a. Si puede, ^podria venir a la escuela para la reunion?
b. Si puede, ^podria asistir por una hora u hora y media?

10) Se sentiria comodo si se hace una grabacion auditiva?
11) Tiene alguna pregunta para mi?

Si califica, se les dira lo siguiente:

Gracias por tomar el tiempo para participar en esta entrevista telefonica. De acuerdo a lo que me 
ha dicho, quisiera saber mas sobre usted y su familia. Sus puntos de vista e ideas son importantes 
y me ayudaran para satisfacer mejor las necesidades de sus hijos y su familia. Me gustaria hacer 
una cita en el dia y la hora que sea mas conveniente para usted y pueda participar en el proceso 
de la entrevista.

No califican, se les dira lo siguiente:

Gracias por tomar el tiempo de participar en esta entrevista telefonica. Desafortunadamente no 
esta dentro del parametro del estudio. Estamos buscando personas que... (describir el parametro 
que le falta aqui). Si conoce a alguien que sea un candidato para este estudio le voy a agradecer 
si le da la mi information.
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November 20, 2017

Julianne Pena
Principal
[Redacted]

Dear Mrs. [redacted],

My name is Sarahi Jimenez, I am a graduate student in the Master’s of Arts in 
Educational Leadership program at California State University Channel Islands. I am writing to 
request permission to conduct a research study at [redacted] Elementary School. The purpose of 
this study is to gain a better understanding of Mixteco parent participation at a highly populated 
English Language Learner (ELL) School. As well, I hope to identify strategies that might serve 
to increase Mixteco-speaking parental involvement in school activities. [Redacted] was chosen 
because it is my place of work, has the largest population of Mixteco-speaking parents, and a 
large number of ELL students.

If approved, I would like to send a newsletter to Mixteco-speaking parents in my grade 
level informing them of my study and inviting their participation in one-on-one interviews. In 
addition, the newsletter will be accompanied by a translated recording to explain the study to all 
Mixteco-speaking parents. Any parents who indicate an interest in the study will be contacted by 
phone and asked clarifying questions to assure that they meet the parameters of the project. I 
anticipate conducting this study in Spring of 2018.

Once five to eight participants have been identified, I will conduct evening interviews in 
my classroom with the Mixteco interpreter over a two week period. All participants will receive 
informed consent forms to sign before I begin interviewing. The interview consists of six to 
seven open-ended questions which will last from one hour to one-and-a-half hours. Thereafter, 
the interviews will be audio-recorded and transcribed verbatim. Parental participation is 
voluntary and participants will be free to withdraw from the study at any time.

The data will remain in a secured location and in a password-protected file. All identifiers 
will be removed to guarantee the anonymity of participants and of the school. My findings will 
be shared with my graduate advisor and, possibly, at graduate research conferences. I will 
happily share my findings with you as well, should you wish.

Should you have any questions, please do not hesitate to contact me or my advisor, Dr. 
Nancy-Jean Pement at [redacted].

Thank you for your time and consideration, I look forward to hearing from you. 

Sincerely,

Appendix D
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Sarahi Jimenez
California State University Channel Islands 
[Redacted]
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Appendix E 

Informed Consent

Dear Participant,
You are invited to participate in a study on Mixteco Parental Involvement being conducted by 
Sarahi Jimenez of CSU Channel Islands. The research questions ask: 1) What are the 
institutional involvement experiences o f Mixteco parents whose children attend a highly- 
populated ELL elementary school? 2) What strategies might enhance Mixteco parental 
involvement at a highly populated ELL elementary school?
If you decide to participate, you will be asked to take part in a one-on-one interview. I expect the 
interview will take approximately one hour to one-and-a-half hours.

I do not foresee any risks from participating in this research outside of those encountered 
in a normal day. However, if I ask you a question that makes you feel uncomfortable or one you 
do not wish to answer, you may skip the question and/or take a break. You are under no 
obligation to answer any or all the questions I may ask. If I ask a question that you do not wish to 
answer, you may decline to answer without any negative consequences. If you experience any 
discomfort, you can terminate the interview at any time. If you experience an emotional response 
due to the nature of the questions, you may contact the school counselor so that additional 
assistance can be provided to you. Furthermore, you may reach out to me or my thesis advisor, 
Dr. Nancy-Jean Pement, should you wish to discuss any issues arising from your participation in 
this study. Dr. Pement’s number is provided below.

To be clear, your decision to participate is entirely voluntary, and will not affect your 
relationship with the school in any way. If you decide to participate, you are free to withdraw 
your consent and to discontinue participation at any time without prejudice.
With your help, I hope to identify some best practices that may be incorporated at the school to 
recognize and encourage all kinds of parental efforts in support of our students.
All data will remain confidential and will be stores in a secure and locked cabinet in my 
classroom.
If you have any questions about your rights in this research project, feel free to contact my thesis 
advisor, Dr. Nancy-Jean Pement or the Institutional Review Board at [redacted].

□ I have read the information that was provided above.
□ The information above was translated by a Mixteco translator.
□ I understand that if I experience an emotional response to a question I can take a break, 

skip a question, terminate the interview at any time, request the school counselor’s 
information, or speak with me or my thesis advisor.

My signature indicates that I understand the information that was provided above and I have 
decided to participate in the study. I understand that the interview will be audio recorded. I will 
be provided with a copy of this consent form to keep.
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Signature of Participant Date

Contact details:
Sarahi Jimenez 
[Redacted]

Dr. Nancy-Jean Pement 
[Redacted]
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Consentimiento del Acuerdo__________________________

Estimado participe,

Esta usted invitado a participar en un estudio sobre la Participacion de los Padres Mixtecos, que 
esta siendo llevado a cabo por Sarahi Jimenez de la Universidad del Estado Channel Islands. El 
estudio hace preguntas sobre: 1) iCuales son las experiencias de los padres Mixtecos cuando los 
hijos que estan en escuelas primarias con un alto numero de estudiantes aprendices de ingles? 
2) l Que estrategias pueden aumentar la participacion de padres Mixtecos en las escuelas con 
alto numero de estudiantes aprendices de ingles? Si decide participar, se le pedira hacer una 
entrevista de uno a uno. La entrevista tomara de una hora a hora y media.

No veo ningun riesgo al participar en este estudio fuera de los que normalmente ocurren durante 
un dia normal. Sin embargo si hay alguna pregunta que lo haga sentir incomodo o no desea 
contestar podemos pasar a la siguiente pregunta o puede tomar un descanso. No tiene ninguna 
obligation de contestar todas las preguntas que se le hagan. Si le hago alguna pregunta que no 
quiera contestar puede negarse sin ninguna consecuencia negativa. Si se siente incomoda, puede 
decidir no seguir con la entrevista en cualquier momento. Si se siente emocionalmente afectada 
debido a la clase de preguntas, puede comunicarse con el consejero escolar y se le proveera 
ayuda adicional. Ademas puede comunicarse conmigo o con mi consejero del estudio Dra. 
Nancy-Jean Pement, si desea hablar sobre cualquier pregunta que tenga sobre su participacion en 
este estudio. El telefono de la Dra. Pement esta en la parte de abajo.

Para aclarar su decision de participar es completamente voluntaria, y no afectara de ninguna 
manera su relation con la escuela. Si decide participar, tiene la libertad de no seguir con su 
consentimiento y descontinuar su participacion en cualquier momento sin prejuicio alguno.

Con su ayuda espero poder identificar mejores practicas que puedan ser incorporadas en la 
escuela y poder reconocer y animar a todos los diversos padres a ayudar a sus estudiantes.

Toda la informacion se mantendra confidencial y sera guardada en un lugar seguro y bajo Have 
en mi salon de clase.

Si tiene alguna pregunta sobre sus derechos en este estudio, puede comunicarse con mi consejero 
del estudio, Dra. Nancy-Jean Pement o el Comite de Revision Escolar al [redacted],

□ He leido la informacion de arriba que se me dio.
□ Se me tradujo la informacion de arriba por un interprete Mixteco.
□ Comprendo que si siento una respuesta emocional puedo tomar un Descanso, pasar a la 

siguiente pregunta, o no seguir con la entrevista en cualquier momento, puedo pedir 
informacion sobre el consejero escolar, o hablar con el consejero del estudio.

Mi firma indica que entiendo la informacion de arriba que se me dio y que he decidido participar 
en el estudio. Entiendo que la entrevista sera grabada en audio. Se me dara una copia de este 
consentimiento para que la guarde.

Appendix E (Translated)
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Firma del Participante Fecha

Detalles de contactos:
Sarahi Jimenez 
[Redacted]

Dra. Nancy-Jean Pement 
[Redacted]
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Appendix F

Semi-Structured Protocol for One-on-One Interviews

Introduction:

Thank you for taking the time to meet with me. The purpose of this study is to research Mixteco 
parent participation at a highly populated English Language Learner (ELL) School and the 
strategies that could be integrated to increase involvement. As we have discussed, your 
participation is voluntary and you have the freedom to take breaks or to withdraw from the 
project at any time. The interview will be recorded on two separate devices and your identity will 
be protected using pseudonyms. Are you ready to begin the interview?

Warm-Up Ouestion(s) (One to two will be chosen):
• How was your day?
• Where are you from?
• How long has your family been attending this school?

Opening Question:

• Do you feel welcome at your child’s school?

Main Set Questions:

• How would you describe your involvement in your child’s education?
• In your view, what is the purpose of education?
• If you could be more involved in your child’s education, what would that look like? 

Wrap-Up Question:

• What could we do to involve more parents within the school community?

Probing questions:

Probing questions will be used throughout the interview session as needed. Probing questions 
may include some of the following:

• Could you please tell me more about... ?
• Could you tell me more about your thinking on that issue?
• You mentioned.. .Could you tell me more about that?
• Can you give me an example of...?
• What makes (made) you feel that way?
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Appendix F (Translated)

Protocolo de Semi-Estructura -  Entrevistas de Uno a Uno

Introduction:

Gracias por tomar el tiempo para reunirse conmigo. El proposito de este estudio es sobre la 
participacion de padres Mixtecos en escuelas primarias con alto numero de estudiantes 
aprendices de ingles (ELL) y estrategias que puedan ser integradas al aumento de la 
participacion. Como habiamos mencionado, su participacion es voluntaria y tiene la libertad de 
tomar un descanso o no seguir participando con este proyecto en cualquier momento. La 
entrevista sera en dos aparatos y su identidad sera protegida usando seudonimos. ^Esta listo para 
que empiece la entrevista?

Preminta para hacer comodo (Uno o dos seran eseogidos):
• iQue tal estuvo su dia?
• <-,De donde es?
• ^Durante cuanto tiempo ha estado su familia viniendo a esta escuela?

Pregunta para empezar:

• iSe siente bienvenido en esta escuela?

Pregunta principal:

• (-.Como describiria su participacion en la educacion de su hijo/a?
• Desde su punto de vista, ^cual es el proposito de la educacion?
• Si usted estuviera mas involucrado con la educacion de su hijo/a, ^que haria?
•

Pregunta para finalizar:

• /,Que podriamos nosotros hacer para involucrar a mas padres en la comunidad escolar? 

Preguntas de prueba:

Las preguntas de prueba seran usadas durante la entrevista segun sea necesario. Las preguntas de 
prueba pueden incluir lo siguiente:

• ^Puede decirme mas sobre.....?
• ^Puede decirme mas sobre lo que piensa de ese tema?
• Usted menciono.... ^Puede decirme mas sobre eso?
• ^Puede darme un ejemplo de....?
• /.Que me hace (hizo) sentir de esa manera?
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