
Copyright

by

Ana M.Canevaro

2004



The Dissertation Committee for Ana M. Canevaro certifies that this is the

approved version of the following dissertation:

Latina Mothers’ Perceptions About their Children’s

Reading-related Learning Disabilities

Committee:

_________________________

Alba A. Ortiz, Supervisor

_________________________

Shernaz B. García

_________________________

Phyllis M. Robertson

_________________________

Audrey M. McCray-Sorrells

_________________________

Angela Valenzuela



Latina Mothers’ Perceptions About their Children’s

Reading-related Learning Disabilities

by

Ana M. Canevaro, B.A., M.S.

Presented to the Faculty of the Graduate School of

The University of Texas at Austin

In Partial Fulfillment

of the Requirements

for the Degree of

Doctor of Philosophy

The University of Texas at Austin

December, 2004



UMI Number: 3150552

3150552
2005

UMI Microform
Copyright

All rights reserved. This microform edition is protected against 
    unauthorized copying under Title 17, United States Code.

ProQuest Information and Learning Company 
300 North Zeeb Road

P.O. Box 1346
     Ann Arbor, MI 48106-1346 

 by ProQuest Information and Learning Company. 



iv

Acknowledgements

People who go through the process of writing a dissertation

understand that this is one of the hardest, most detail-oriented, and

arduous processes you experience in life. It was during this process that I

discovered that I have a learning disability, which was the main obstacle to

expressing my voice in writing. Many hours, revisions and tears later, I

realized that, although my journey was painful, it helped me better

understand the challenges persons with disabilities encounter in their daily

lives, challenges that can be overcome with patience, support, endurance,

and faith in God.

I owe the completion of my doctoral degree to many individuals. Dr.

Alba Ortiz, the Chair of my committee, always believed in me and

constantly encouraged me to complete my journey. I cannot thank her

enough for her infinite patience in helping me complete my dissertation.  I

would also like to thank the other the members of my committee, Drs.

Shernaz García, Phyllis Robertson, Angela Valenzuela and Audrey

McCray-Sorrells. I appreciate your time, support and confidence in me.

Thanks to my guardian angels, Dr. Robertson, Dr. Cheryl

Wilkinson, and Marsha Tapley, for their time and dedication in helping me

finish this dissertation. I deeply appreciate Dr. Marcela Garcés, Dr. Anna



v

Escamilla, and Rocio Delgado, my dearest friends, who provided

unconditional guidance and encouragement throughout this process.

I owe special thanks to Dr. Penelope Seay, the Executive Director

of the Texas Center for Disability Studies for her support and

encouragement and the time she spent with me in the process of writing

this dissertation. Thanks also to other members of the Center staff,

especially, Dr. Denise De La Garza, Leigh Redmond, Lura Taheri and

Karen Fonken. Thank you for supporting me and believing in me!

I could not have finished my dissertation without the love and

constant support of my dear husband, Dr. Jose Alvarez-Pose. I am also

grateful to my family, especially my mother, Magda Colón, for her prayers

and faith in God, which inspired me to continue; to my sister, Dr. Magda

Canevaro, and my dad, Antonio Canevaro, who always supported me and

believed in me; and my brother, Esteban, who inspired me to become

involved in the field of special education

Finally, my thanks to the eight mothers who participated in this

study and allowed me into their homes and lives. Muchas gracias a todas!



vi

Latina Mothers’ Perceptions About Their Children’s Reading
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Publication No._____________

Ana M.Canevaro. Ph.D.

The University of Texas at Austin, 2004

Supervisor: Alba Ortiz

A descriptive study of Latina mothers’ perceptions of their children’s

reading-related learning disabilities and of their home literacy practices

was conducted. How the mothers’ perceptions influenced their

involvement in the special education process was also examined. The

participants were eight mothers of English Language Learners served in

three elementary bilingual special education classrooms in a large urban

school district in Texas. The researcher conducted three open-ended

interviews with the mothers and then analyzed the data using a modified

grounded theory approach (Strauss & Corbin, 1998) to identify themes.

The participants focused the interviews on their children’s language

and reading difficulties, which they described as “learning problems” but

not as “learning disabilities”. To them, the term disability connoted severe,

visibly identified, or permanent conditions such as mental retardation or
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mental illness. They expected their children to overcome their reading

problems because they were being served in what mothers called “special

classes” rather than “special education”. In general, the mothers did not

seem to understand the deliberations of the Admission, Review and

Dismissal (ARD) committee, the group that determined special education

eligibility. Even though the mothers had attended the initial ARD meeting

and had given their consent to place their child in a bilingual special

education program, they did not seem to understand the significance of

this decision.

The mothers reported that they had sufficient access to literacy

materials, and that  these typically came from the school or community

library or from church.  They described a variety of family literacy

practices, including the mothers reading and or listening to their younger

children and assisting them with homework. However, siblings worked

with older children when Spanish materials were beyond the mothers’

literacy levels, the assignments were too difficult, or the texts or

assignments were in English.

In addition to cultural differences in perceptions of disability,

language barriers contributed to breakdowns in communication between

families and educators. The findings suggest a need for more research on
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how to  effectively involve Spanish-speaking parents in special education

decision-making and service delivery.
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CHAPTER I:  INTRODUCTION

Over the last decade, there has been a dramatic increase in the

number of Latino children in the United States. Recent estimates suggest

that there are more than 4,584,946 English Language Learners (ELLs)

currently enrolled in United States schools. ELLs are largely from Latino

backgrounds and most speak Spanish (National Center for Education

Statistics, NCES, 2002). The 2002 report of the NCES indicated that ELLs

represent over five percent of the nation’s fourth graders, four percent of

the nation’s eighth graders, and two percent of the nation’s twelfth

graders. Among fourth grade ELLs, about 2 in 5 were also classified as

having a disability (NCES, 2000). Texas is one of only five states in which

more than 14 percent of the school-age population is classified as being

limited English proficient, and is second only to California in the number of

school age children classified as ELLs and receiving special education

services. In the 2000-2001 academic year, over 570,000 students, or

approximately 14% of all students enrolled in Texas public schools, were

identified as ELLs (NCES, 2002). Given population trends, these numbers

are expected to increase.

These demographic changes and the increasing ethno-linguistic

diversity among families in the United States have had a major impact on

school systems. Nearly one half of children entering kindergarten in the
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nation’s largest school districts, Los Angeles and New York, come from

Latino homes (Rong & Preissle, 1998). Latinos are the most

undereducated segment of the United States population (National Council

of La Raza, 1997). Latinos are poor and have a greater chance of failing in

school, achieving lower levels of literacy, falling behind academically, and

dropping out of school. They are also more likely to be over represented in

special education programs (Artiles, Harry, Reschly, & Chinn, 2002;

National Research Council, 1998). Moreover, the rapid growth of the

Latino population in the United States suggests that the challenges

associated with serving the educational needs of this group will intensify.

Family Perceptions of their Child’s Disability

Children with learning disabilities (LD) perform poorly in school,

display poor social skills, and are likely to experience social and academic

problems as adults (Falik, 1995). Families experience different reactions

when they first learn that their child has a disability, ranging from denial of

its existence to the full realization of its impact (Bedard, 1995). That a LD

is a “hidden” disability may make it more difficult for families to understand

their children’s problems. Family members may think that the child is

simply not trying or they may become depressed and discouraged

because they do not know why their child is experiencing difficulties

(Cook, Tessier, & Klein. 1992).
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Like the members of the majority culture, Latinos vary in their

responses to their children’s disabilities. Some value their child’s

uniqueness, while others respond with guilt and shame or deny the

existence of a problem (Harry, 1992; Madiros, 1989). Denial may reflect

families’ perceptions that disabilities are permanent, serious, and visible

conditions, criteria which to them, children with LD do not meet (Harry,

1992). According to Barnwell and Day (1996), parents' reactions provide

insight into how they will cope with the child and his or her disability.

These reactions have implications for the types of support families need

and decisions about service providers they seek, as well as  their

expectations for outcomes of treatment (Madiros, 1989).

Latino Beliefs About Causes of Disabilities

` Families differ in their definition of “normalcy”. For instance, Harry

(1992) conducted a study of 12 low-income Puerto Rican families and

found that they consistently rejected the notion that their children’s reading

or behavioral difficulties represented a “disability”. These parents

interpreted their children's learning difficulties as being negatively valued,

but not  “abnormal” behaviors. Most of the parents attributed their

children’s learning difficulties to a negative transfer of skills from Spanish

to English.
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Beliefs about the causes of disabilities can greatly influence an

individual’s view of intervention. For instance, in a study of Puerto Rican

families, Canino and Canino (1980) found that participants believed that a

family member’s disability reflected the health of the entire family, not just

that of the individual. In other words, for these families, a disability was

perceived as a collective problem rather than an individual’s problem.

Adkins and Young (1976) found that Mexican families believed that

disabilities were caused by spiritual rather than physical phenomena;

therefore, the families were committed to spiritual rather than medical

interventions.

In summary, the meaning of a disability, the goals that parents have

for their children, and the way they address these goals depend greatly on

the cultural background of the family (Harry, 1992). While some existing

research concerning the Latino families' perceptions of disabilities is

available, this knowledge base is limited, especially in relation to reading

disabilities (Harry, 1992; Madiros, 1989).

Family Involvement in the Special Education Process

The emergent literature on parental involvement has shown a

positive correlation between parental involvement and the academic

performance of students (Bempechat, 1990). Children whose parents are

involved in their education have better grades, improved test scores, long-
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term academic achievement, and better attitudes toward school. This

reinforces the importance of parental involvement in the academic lives of

their children. Acknowledging this, federal legislation requires that parents

be involved in educational processes that affect their children with

disabilities (Turnbull & Turnbull, 1997).

Despite federal mandates, parents of children with disabilities are

not always involved in their children’s education (Turnbull & Turnbull,

1997). Some do not fully participate in decision making related to their

child’s Individualized Education Plans (IEPs) or Individualized Family

Service Plans (IFSPs), fail to implement the IEP or IFSP goals in the

home context, and/or may not visit their child's school to monitor their

progress. This lack of involvement may be the result of one or more of the

following factors: (a) lack of time, (b) lack of transportation, (c) lack of

understanding of the special education system, (d) lack of child care

facilities at the school, (e) language barriers, and (f) perceptions that the

school does not welcome them (Smith, Polloway, Patton, & Dowdy, 1995).

Many families lack knowledge about disabilities and their legal

rights (Smith, Dowdy, Polloway & Blalock, 1997), Even though the

Individuals with Disabilities Education Act Amendments (1997) encourage

parental involvement, some families do not know how the educational

system works or how to access the system and services (Kalyanpur
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&Harry, 1999). Another issue is that some parents make the choice not to

get involved in their child’s educational program because they feel that

they do not have power over the educational decisions affecting their

children (Bedard, 1995). In some instances, parents feel that school

personnel have always made decisions about their children's education,

often without seeking their participation in the process, and thus see no

need to participate.

Literacy Development and Latino Students

Latinos as a group are the poorest of all racial and ethnic

population groups in the United States and have the lowest levels of

educational attainment of all Americans (National Council of La Raza,

1997). Research suggests that educational services provided to Latino

ELLs are not sufficient to meet their needs. Latino children’s reading

proficiency is significantly lower than that of other children across the

grades.  For instance, Mazzeo, Carlson, Voekl, and Luftus (2000) found

that 70 percent of fourth grade and 62 percent of eighth-grade ELLs were

performing below grade level in reading. In Texas, Latino ELLs are more

likely to be retained in school, less likely to complete high school, and less

likely to pass the Texas Assessment of Academic Skills (TAAS),

especially the reading section (Texas Education Agency, Office of Policy

Planning and Research, 1998).
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Research suggests that academic success can be predicted with

reasonable accuracy by knowing a person’s level of reading at the end of

third grade (Slavin, Wasik, Madden & Dolan, 1994).  A child who is not a

good reader by the end of third grade is more likely to be retained and not

graduate from high school (National Research Council, 1998).

Experience with language and reading at home is a major influence

on children’s success in learning to read (Morrow, 1997; Miller, 1996;

Cullinan, 1992; Miller, 1991). Studies show that homes of successful

readers are characterized by a supportive adult who is able to respond

positively to the child and an environment in which the child is able to see

the functional meaning of print in everyday life (Morrow, 1997; Miller 1996;

Miller, 1991). This research suggests that the home context constitutes

the main arena for the young child to develop precursor literacy skills,

which, in turn, form the basis for becoming effective readers and writers.

Few studies have examined the family literacy practices of Latino

ELLs. Research that has been conducted on Latino ELLs with reading

disabilities is also limited. Thus, this study focused on the literacy

practices of the families of ELLs with reading disabilities. An additional

interest of the study was to examine the perceptions of these Latino

families regarding their children’s reading disabilities and the special

education process.



8

Home Literacy Practices

There is overwhelming agreement among researchers that certain

literacy practices implemented at home contribute to literacy development

(Chiarelli, 1994). There are at least 10 core characteristics of the home

environment associated with positive reading development: (a) children

are read to regularly; (b) parents provide reading guidance and

encouragement; (c) children’s books are readily available; (d) print

materials for adults (magazines, books, and newspapers) are present in

the home; (e) children have a certain space and time for reading; (f)

children go to the library and check out books; (g) parents take children on

frequent outings; (h) parents express positive attitudes toward reading; (i)

children see adults reading; and (j) children and adults engage in frequent

conversations (Baker, Sonneischein, Serpell, Fernandez-Fein, & Scher,

1994). When parents are committed and actively involved in the

implementation of literacy practices, their children have better grades at

school, better attitudes toward reading, and greater academic success

(Bempchant, 1990).

Snow, Barnes, Chandler, Goodman and Hemphill (1991) conducted

a study with low-income elementary school children and found that the

home literacy environment was significantly related to the children’s

reading ability. The children of parents who read frequently and followed
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certain literacy practices scored higher on measures of reading

comprehension. Baker and colleagues (1994) found that reading to

children facilitated the development of an orientation toward print,

knowledge of narrative structure and function, general knowledge of the

world, phonological awareness, and a positive attitude toward reading.

Researchers (Pérez, 1998; Morrow, 1997; Purcell-Gates, 1996;

Morrow, 1995; Delgado-Gaitán, 1992) have explored ways in which

literacy practices are implemented by families from culturally and

linguistically diverse (CLD) backgrounds. Currently, though, only a small

number of such studies are available. The lack of research in the area of

family literacy practices is troubling in view of the demographic changes

taking place in the United States and data that show that Latino children

experience significant achievement difficulties. Reading difficulties may

result in children being classified as having learning disabilities.

Statement of the Problem

Home literacy practices have been shown to have a significant

impact on children's reading acquisition. However, much of this research

has been conducted with white, middle class families. Even less is known

about the literacy practices of Latino families whose children are limited

English proficient and have learning disabilities. Thus information about

how to effectively educate these students is limited. By understanding



10

Latino parents’ perceptions of their children’s reading disabilities, and their

family literacy practices, schools will be better able to establish a

partnership with families in addressing the special education needs of

children from these backgrounds.

Purpose of the Study

The purpose of this study was to describe the perceptions that a

group of mothers had of their children’s reading-related disabilities and

how these perceptions influenced the mothers’ involvement with the

special education process. Furthermore, the home literacy practices of

Latino families were also explored.

Research Questions

1. How do Latina mothers perceive their children's reading-related

disabilities?

2. What are the mothers’ perceptions about the special education

Admission Review and Dismissal (ARD) process in which they and

their children are involved?

3. What are the home literacy practices of Latina mothers who have

children with reading-related disabilities?

Significance of the Study

The demographic changes and the increasing ethno-linguistic

diversity among families in the United States have had a major impact on
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school systems. Nearly one half of children entering kindergarten in the

nation’s largest school districts, Los Angeles and New York, come from

Latino homes (Rong & Preissle, 1998). Latinos are the most uneducated

major segment of the United States population (National Council of La

Raza, 1997). They are poor and have a greater chance of failing in school,

achieving lower levels of literacy, falling behind academically, dropping out

of school and are more likely to be over represented in special education

programs (Artiles, Harry, Reschly, & Chinn, 2002; National Research

Council, 1998). Moreover, demographic changes and the ever-increasing

number of Latino students enrolled in United States schools suggests that

the challenges associated with appropriately meeting the educational

needs of this population will intensify.

By understanding the families' perceptions of disabilities and their

views of the special education system, educators may be able to establish

stronger family partnerships resulting in greater parental involvement and

participation in the design and implementation of special education

programs and services for their children. Because the majority of Latinos

are referred to special education because of achievement difficulties

related to language and later development (Artiles, Harry, Reschly &

Chinn, 2002), understanding families’ literacy practices and supports they
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provide for their children with reading-related difficulties is also important

for educational planning.
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CHAPTER II:  REVIEW OF THE LITERATURE

Demographics

Latinos now represent the largest ethnic minority group in the

United States (13 percent). Projections from the Census Bureau (2002)

indicate that the Latino population will reach 100 million around the year

2050, representing one fourth of all people in the United States. Currently,

Mexican Americans comprise the majority of Latinos, followed by Central

and South Americans, Puerto Ricans, and Cubans. Latinos number at

least one million in seven states in the United States, including California,

Texas, New York, Florida, Illinois, Arizona, and New Jersey (U.S. Census,

2002).

In the 2000-2001 school year, approximately 4,584,946 ELL

students were enrolled in public schools in grades pre-K through 12. This

number represents approximately 9.6% of the total public school student

enrollment, and a 32.1% increase over the reported 1997-98 public

schools ELL enrollment (Kindler, 2002). Latino ELLs who come from

poverty and attend schools having a high number of poor children are

considered to be "at risk" for academic failure. This group is about twice

as likely as non-Latino students to be reading below their age group or

grade level.  Because of the demographic shifts, schools are trying to

reverse the pattern of persistent underachievement among the Latino
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population. However, there is limited research on effective interventions

for Latino ELLs who experience achievement difficulties. Research on

Latino ELLs with reading related disabilities is even sparser.

Families of children with learning disabilities encounter a variety of

challenges on a daily basis. In addition to the typical pressures and stress

inherent in contemporary family life, these families also face the

responsibility and adjustment of providing for a child with a learning

disability.

Families Perceptions of their Child’s Disability

Recently, researchers have examined the effects of disability on the

family system (Falik, 1995). This body of literature suggests that the

learning disability is a stressor, to which the family reacts either positively

or negatively. When reactions are positive, the family adapts and is able to

cope with the stress and extra demands associated with the child’s

learning disability. On the other hand, a negative reaction might be denial

of the child’s disability. Clearly, parental response to the child’s academic

ability and behavior influences how other family members will react to the

child’s disability (Waggoner & Wilgosh, 1990).

When family members have accommodated and adjusted to the

child’s learning disability successfully, then they are ready to work with

external systems such as the school and professionals (Knight, 1999).
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However, if families have higher levels of anxiety or stress regarding the

child’s disability, they will be inclined to limit their interactions with outside

systems. It is important, therefore, to understand that the family’s reaction

will influence aspects of the child’s education, behavioral expectations,

values, attitudes, and parental involvement.

Stages of Acceptance of the Disability

Despite the child’s age at onset of a disability, parents’ progress

through a series of identifiable stages that allow them to adjust to the

sense of loss and new limitations placed on their lives as a result of the

disability (Dyson, 1996). Parents undergo similar stages leading to the

acceptance of their child’s disability. Progressing through them is

considered a normal sequence. Lerner, Lowenthal and Lerner (1995)

describe the stages as follows: (a) denial, the family refuses to admit that

a problem exists; (b) anger, family members may feel guilt about the

child’s disability and seek professional advice and a prognosis; (c)

bargaining, the family tries to rationalize the child’s disability and deal with

it in a more abstract manner (e.g. medicate the child instead of dealing

with the behavioral issues); (d) depression, the family feels sadness and

discouragement about the child’s disability and may experience a sense of

isolation; and (e) acceptance, the family comes to terms with the child’s

disability. In this last stage, they begin to recognize that the child
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possesses unique qualities and needs that may require interventions such

as counseling. The family may seek support groups and help in

developing plans to assist the child in compensating for the disability.

Culturally and Linguistically Diverse Families' Perceptions of Disabilities

Researchers (Kalyanpur & Harry, 1999) indicate that culture

influences a family’s perceptions of disabilities. One family may be

ashamed of their child with special needs, while another may feel pride in

their child’s accomplishments despite the disability (Harry, 1992). Some

families may blame themselves for their child’s disability, while others

believe it is simply fate and therefore assume no personal responsibility

for it (Wayman, Lynch, & Hanson, 1990).

Models of Disability

Researchers and theorists have utilized various models for

explaining the phenomenon and construction of disability.  These models

are important because they not only influence our interpretation of

disability but may drive remediation efforts.

A medical model of disabilities. The concept of disability in the

United States is based on the medical model (Kalyanpur & Harry, 1999).

The assumptions of the medical model are that: (a) disability is a physical

phenomenon, (b) disability is an individual phenomenon; (c) disability is a

chronic illness, and (d) disability requires remediation or fixing.
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According to Kalyanpur and Harry (1999), the special education

paradigm assumes that a disability has a biological etiology and a set of

associated symptoms. Identifying a disability is based on two beliefs. First,

the problem is intrinsic to the child; that is, there are no contextual

explanations, such as environment or culture, for the problem. Secondly,

identifying the disability is an objective process involving professionals

who make decisions about eligibility based on legal definitions and criteria.

These assumptions often have significant negative impact for students

with culturally and linguistically diverse backgrounds (CLD). CLD students

are frequently over-represented in special education categories such as

learning disabilities, speech impairments, or emotional disturbances

because, under a medical model, important factors such as language and

cultural background are not considered in determining eligibility.

A second assumption in the medical model is that the learning or

developmental disability is an intrinsic characteristic in the individual. The

problem resides with the individual rather than with the family, unless

there is clear evidence of genetic etiology.

The third assumption of the medical model is that disability is a

lifetime phenomenon. This has implications for transition and personal

future planning in the special education system in the United States.

Kalyanpur and Harry (1999) explain that under this assumption,
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mainstream families will consider and pursue different treatment and

interventions in order to ameliorate the effects of the disability in the

individual.

Remediation rests on two cornerstones of special education

practice, normalization and behavior modification (Kalyanpur & Harry,

1999). Normalization is based on the premise that, given the same

opportunities as students without disabilities (e.g., through inclusion of

students with disabilities in the general education classroom), students

with disabilities will achieve the same outcomes as their non-disabled

peers. Therefore, the value of equity underlies efforts to remediate or

compensate for an individual’s disability. The intent of the special

education laws and policies is to alleviate inequality by mandating that

students with disabilities be provided specialized instruction and

accommodations so they can achieve their maximum potential (Turnbull &

Turnbull, 1998).

Harry (1999; 1992) suggested that the assumptions of the medical

model contrast with many values of families from CLD backgrounds. The

role played by the law and professionals in the medical model in

constructing disability in the United States is not a universal phenomenon.

In some cultures, disability has no inherent meaning, but is defined by the

given community’s understanding of a person’s role; the degree to which
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one is able to fulfill the tasks of membership determines the degree of the

individual’s physical ability or disability. For example, many Navajo

families would disagree that the professional diagnosis of Down syndrome

implicitly connotes a disabling condition. The child functions well at home

and can perform daily tasks such as walking, eating, etc. Contrasting

definitions of what constitutes a disability is currently a major issue in the

field of special education. Professionals in schools face the challenge of

serving CLD students whose families define disability differently and seek

help in a different manner than mainstream Anglo families (Hanson,

Lynch, & Wayman 1990).

A social system model of disabilities. Harry and Kalyanpur (1999)

proposed a social system model as a tool for professionals to understand

CLD family practices and beliefs. The four assumptions of the social

system perspective are: (a) disability is a spiritual phenomenon; (b)

disability is a group phenomenon; (c) disability is a time limited

phenomenon; and (d) disability must be accepted.

Hanson, Lynch, and Wayman (1990) found that a family’s culture

will influence its view of intervention or seeking help. A family from a

culturally or linguistically diverse background who believes an individual

has the ability to control and change his or her life may be more likely to

reach out to external services for support and assistance. Other studies
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(Locust, 1988; Chan, 1986; Adkins & Young, 1976) found that some

Mexican American, Native American, and Southeast Asian families

believe that the source of a disability lies in spiritual rather than medical

causes.

In Latino cultures, physical and emotional well being are seen as

linked (Green, 1982). The centrality of religion, which is a mixture of

traditional Catholicism, Native-American, and African beliefs, has an

enduring effect on beliefs about the causes of illness and its treatments.

Illness is viewed as stemming from an imbalance in physical and social

factors.  For instance, Green (1982) discusses two types of disruptions in

balance as perceived by some Latino families.  “Empacho” refers to a

physiological condition created by food that cannot be digested. “Mal de

ojo” (evil eye) is produced by social relationships (e.g., envy glances from

others) and is manifested in symptoms such as headaches and

sleeplessness. Treatment would be pursued through healers other than

physicians. However, not all Latino families hold these beliefs; they are

strongly embraced by some, but the views of medicine appear to change

with acculturation to the mainstream United States culture (Adkins &

Young, 1976).

A common challenge for professionals is to recognize cultural

assumptions of what constitutes a family, and how lines of family
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responsibility are drawn. The roles of family members in Latino, Asian,

African-American, and Native American families tend to be diverse. In

these cultures, older siblings or relatives may become the primary

caretakers of toddlers and preschoolers. Many immigrant families may

leave some of their children in the home country in the care of extended or

informally adopted family members, such as neighbors or family friends

(Cunningham, Cunningham, & O’Connell, 1986; Garcia-Prieto, 1982).

Leaving their children is not considered neglect or lack of interest on the

part of the parents; such a measure is understood by these families as

acceptable and necessary actions done for the good of the family as a

whole (Garcia-Prieto, 1982).

Family cohesiveness produces a collective view of family affairs

where greater integration is observed among family members. Harry

(1992) observed this cohesiveness among Puerto Rican parents for whom

the concept of a collective identity provided families a kind of resilience. In

these families, mild disabilities were an acceptable aspect of the family’s

identity. To some degree, parents defined these difficulties in terms of

family characteristics that might be negatively valued in others, but they

were not considered “abnormal”. For instance, parents tended to describe

individual difficulties in terms of a normal range of diversity within the

family pattern, allowing for a less stigmatizing interpretation of a child’s



22

slowness in reading or a quick temper because the child was “just like his

aunt” or “just like his father”. Harry (1992) found that for many Puerto

Rican families or parents with traditional views of the individual as a

reflection of the biological group, the acceptance of a severe disability,

such as mental retardation, was more difficult. Furthermore, the

identification of developmental disabilities such as mental retardation, or

mental illness, created a stigma for the family because the child’s disability

was visible.

Condon, Peters and Sureiro-Ross (1979) explained that Mexican

families are more concerned about the overall development of the child’s

well being (holistic approach), as opposed to the mainstream schools’

focus on academic achievement. This does not mean that Mexican

families do not value education, but rather that the concept of a “well-

educated” individual does not necessarily involve attributing maximum

value to academic attainment. For some Mexican families, the appropriate

socialization of a child is considered a fundamental indicator of the child’s

overall ability and potential. Goldenberg, Reese and Gallimore (1992)

found that among Mexican families who have children in pre-kindergarten,

it was important, above all, that the children become “bien educados”

(well-mannered). Parents reported less emphasis on arranging or
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encouraging academic activities for their child, and a greater emphasis on

the development of appropriate social skills.

A family’s perception of the cause of a disability influences whether

they will seek help and the types of interventions they will seek (Harry,

1999; Danseco, 1997). For instance, in a study conducted by Serpell,

Mariga and Harvey (1993) with African families, families who attributed a

disability to the will of God were more likely to seek help from the medical

field. On the other hand, those families who believed that witchcraft was

involved in the cause of their child’s disability were more likely to look for

help in less traditional areas, such as from a medicine man.

Beliefs about the causes of disability can also affect a family’s

perspective of whether or not a condition is chronic. For example, some

Asian families find a spiritual explanation for the disability. They may view

the child’s condition as temporary, with the hope that the soul will be

recalled when the child dies. For these families, the disability is a spiritual

evolution that the child needs to go through in this life in order to achieve a

better next life (Kalyanpur & Harry, 1992; Chan, 1986; Condon, Peters, &

Sureiro-Ross, 1979; Adkins & Young, 1976).

In the special education field, independence is a common goal

addressed in both the Individualized Family Service Plan (IFSP) and the

Individualized Education Plan (IEP), especially for children with severe
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disabilities. While the issue of self-reliance is not disputed, what

constitutes independence may vary considerably with cultural values

(Harry, 1992; Miles, 1981). Harry (1992) discusses the notion that different

standards for children’s independence may be related to other values held

by a group, and maybe the extent to which the collective identity is valued

over the individual identities of its members. Latino families for example,

typically place greater value on interdependence than on independence.

Traditional mainstream expectations about becoming an independent

adult may bring professional and family goals into conflict when the child is

older.

Language and communication styles

Cultures can be characterized by the forms of communication they

use and prefer (Hall, 1981). High context cultures tend to rely on

situational cues, established hierarchies, and nonconfrontational

responses in their communication with others. Low-context cultures tend

to prefer direct messages and to rely more heavily on what is said than

was is left unsaid (Chan & Mashseredian, 1989). The Anglo-American

culture is a low-context culture that values speed and effectiveness (Hall,

1981). Latino culture tends to be a high context culture. This difference in

communication styles might be a barrier in the communication between

Latino families and educators because communication assumptions vary
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and cause misunderstanding and misinterpretations. For instance, Latino

families build partnerships with professionals only if they perceive that a

relationship has been established between the professional and the family

(Harry, 1992; Hanson, Lynch & Wayman, 1990; Schon, 1983). This is

known as “personalismo” (personalism). Relationship-building requires

time and openness on the part of the professional. Most educators rely on

a low-context communication style, which tend to prefer direct messages

and to rely more heavily on what is said than was is left unsaid.

Differences in communication styles may cause professionals to assume

that if they explain to a Latino family that their child has a disability, and

the family does not ask questions, they have understood the decision

(Harry, 1992).

In summary, studies of family perceptions of disabilities are helpful

to the field of special education because they present valuable information

about how other cultures perceive and respond to disabilities. However,

further research is needed to understand these differences, and

particularly for Latino’ families who comprise the largest language minority

group.

Parent’s Perception about the Special Education Process

The Individuals with Disabilities Education Act (IDEA) Amendments

of 1997 expanded the parent’s rights to participate in the special education
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process. IDEA mandated that families have the opportunity to participate

in all the meetings concerning the identification, evaluation, and

educational placement of their children. This law requires that families

participate in making decisions about their child’s eligibility for special

education services and their instructional program. Families are

encouraged to express concerns and provide information related to their

children’s IEP (Federal Register, p.12473). By specifying the families’ role

in IEP development and extending rights to families to participate in all

aspects of the special education process, it is hoped that families will

become equal partners in their children's schooling.

The body of literature on parents’ perceptions of the special

education process shows two main themes. The first is that families are

not involved in decision making (Turnbull & Turnbull, 1997; Smith,

Polloway, Patton, & Dowdy, 1995). Families: (a) do not fully participate in

decision making related to their child’s IEP or IFSP, (b) do not implement

the IEP or IFSP in the home context, and (c) do not visit the school

(Turnbull & Turnbull, 1997). The second theme is that parents’ perceptions

of the special education system are influenced by factors such as culture

and language (García, Pérez & Ortiz, 2000; Harry, 1992; Lynch & Stein,

1987), the perception of disability (García, Pérez & Ortiz, 2000; Danseco,

1997; Behr & Murphy, 1993; Harry 1992), and the knowledge of the
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special education process ( Harry, 1999; Zetlin, Padrón & Wilson, 1996;

Romero, 1989).

For instance, Pérez (1998) examined parents’ perceptions and

beliefs about language acquisition among seven Spanish-speaking

Mexican-American mothers who had young children (24-37 months) with

language disabilities. These children were served in an Early Childhood

Intervention (ECI) program in Central Texas. How mothers' perceptions

and beliefs influenced their decision as to whether ECI services were

provided in English or Spanish was examined, as was their understanding

of how to support their child's language development. The results showed

that these mothers did not believe that their children had disabilities, did

not seem to be concerned about their children’s language development in

relation to developmental milestones, and that they attributed

communication difficulties to their children’s immaturity or personality.

They did not articulate a rationale for having ECI services in Spanish and

indicated they were observers as ECI personnel worked with their

children. Observations of mother-child interactions indicated that the

mothers were not consistently using language development strategies

recommended by ECI personnel. Interestingly, the mothers expected their

children to become bilingual and felt they could help them learn English

even though they themselves did not speak English. Findings indicate a
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need to provide Spanish-speaking mothers with information so they can

support their children's language development. Providing such information

may require that ECI personnel be trained to better serve Mexican-

American children and their families. Moreover, research efforts must

focus on increasing the knowledge base related to language acquisition,

interventions for Hispanic children with disabilities, and strategies for

working with their families.

Latino Families and their Interactions in the Special Education Process

Research done with Latino families documents the influence that

culture and language have on families’ perceptions about the special

education system (Kalyanpur & Harry, 1999; Zetlin, Padrón & Wilson,

1996; Harry, 1992; Lynch & Stein, 1987). Harry (1992) found that Latino

families express a desire for more personal communication and interaction

with school personnel. Latino families preferred a telephone call notifying

them about an IEP meeting rather than written notification, which often

was not in the parents’ native language.

Lynch and Hanson (1992) conducted a study comparing the

numbers of suggestions made in IEP meetings by families with different

ethnicities. They found that Latino families offered fewer suggestions than

African American or Anglo families. These Latino families explained they

felt more comfortable with small group meetings or one on one situation,
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rather than at the IEP meetings. They preferred being with school

personnel who were approachable and personable (i.e., demonstrated

"personalismo") and whom they could trust with their concerns and their

children’s education. This has to do with views of educators as experts.

Harry and Kalyanpur (1994) and Valdez (1996) found that many

Latino families perceived school personnel as a source of unquestioned

knowledge. Latino families did not expect to be collaborators or decision-

makers in the special education process. Schools may perceive this

expectation as the families’ lack of interest for their children’s education.

The special education system presupposes that parents have high levels

of awareness regarding the special education process. Parents are

expected to know their legal rights and to be familiar with special

education jargon (Kalyanpur &Harry 1999).

According to Harry (1998), the main premise in the special

education system is that families must advocate for their own children.

However, this premise expects a high degree of cognizance and

resourcefulness that some Latino families do not posses. What is often

overlooked by the special education system is that families with very little

education can be very insightful concerning their children’s difficulties

(Harry & Kalyanpur, 1999). For example, Harry (1992) conducted a study

with low-income Puerto Rican families in the state of New York. She found
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that despite their limited education, the families described their children’s

learning difficulties in a manner analogous to that of researchers in the

special education field. Parents described three concerns related to their

children’s difficulties at school: (a) labeling is harmful to the children; (b)

the special education curriculum is frequently repetitive; and (c) difficulties

were attributed to those arising when acquiring a second language rather

than a learning disability.

Language is a major factor affecting the participation of Latino

parents in the special education process (Zetlin, Padron & Wilson, 1996;

Harry, 1992). Zetlin, Padron and Wilson (1996) conducted a series of

interviews with Latino families and found that while all the families were

notified of the IEP meetings in their native language, they still indicated

they did not fully understand the purpose of these meetings or the IEP.

In summary, Harry (1992) suggested that cultural norms and values

influence the Latinos families’ perceptions and expectations of the special

education system. However, the research base with Latinos is very

limited, almost scarce. Therefore, future research in this area needs to be

conducted to better understand Latino parents’ perceptions about special

education, especially in the light of the IDEA 97 mandates for increased

parental involvement in the special education process.
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Home Literacy Practices

Researchers have studied children’s success and failure in

acquiring literacy skills by examining what happens at school in terms of

literacy instruction (Rasinski & Fredericks, 1991; Laminas, 1990). More

recently, this focus has broadened to include the home context.

Researchers are finding that home environments provide a basic

foundation for the acquisition of literacy skills (Dickinson, & De Temple,

1998; Beals, 1997; Snow, 1993).

Researchers have come to understand that literacy skills are

developed within social practices. This sociocultural perspective,

influenced by Vygotsky's (1978) theoretical paradigm of learning as a

social process, suggests that children learn through their interactions with

adults. Parents and families play a key role in facilitating emergent literacy

by providing an environment that encourages reading and writing and by

modeling literate behavior (Sulzby & Teale, 1991). Literacy occurs in a

context impacted by language, culture, and social and economic class.  In

sociocultural studies of literacy development (Perez, 1998; Purcell-Gates,

1996; Moll, 1992; Sulzby & Teale, 1991; Heath, 1986) attention is focused

on direct observations of literacy practices within the home context, such

as what goes on when an adult and child share a storybook (Teale, 1986)

or adult-child interactions during daily life tasks or activities (Purcell-Gates,
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1996; Farr, 1994). This line of research suggests a causal connection

between parents' literacy-related behaviors and their children’s reading

development. Baker (1999) suggested that this line of research would lead

to a better understanding of the family’s role in literacy development and

how this role varies across different socio-cultural groups.

The Influence of Family in the Home Literacy Practices

Research on the influences of home literacy practices on children's

reading development is not new, although the questions researchers ask

have shifted over time (Perez, 1998; Purcell-Gates, 1995; Delgado-

Gaitán, 1990; Auberbach, 1989;). Early research on the role of the home

in reading development focused mainly on family characteristics such as

socioeconomic status and parental educational level (Alexander &

Entwisle, 1996; Coleman, Campbell, Hobson, McPartland, Mood,

Weinfield, & York, 1966; White, 1982). This body of literature concluded

that children read better if their parents have money, because this allowed

them to buy books and to access other literacy resources. This research

did not take into consideration factors such as language and culture

factors.

The Family Role in Promoting Experiences with Print

Family members who care for a child are not only the child’s first

teachers, but they serve in this role for the longest period of time.
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Beginning at birth, children’s experiences with the environment affect their

success in becoming literate. Research suggests that the success of

school literacy programs frequently depends on the literacy environment

at home (Morrow 1997; 1989). Studies carried out in homes (Auberbach,

1989; Morrow, 1997; 1989) have provided a new perspective of early

literacy strategies, or emergent literacy. These studies were conducted

with children who came to school already knowing how to read and write,

apparently without any formal instruction (Morrow, 1991; 1989). In the

homes of children who read before going to school, there were many

books, easy access to print, and an ample supply of writing materials

(such as crayons, and pencils) for creating print (Smith, 1990).

Adults play a crucial role in drawing attention to print to enhance

children’s association of the print with their own words, ideas, and

experiences. Recognizing print in the environment can be one of the first

signs of emerging literacy in young children. In reading environmental

print, the young child may go beyond the background information and

concentrate on the print, as might happen in a book-sharing situation

when the adult points to the words being read. Therefore, reading

environmental print also provides positive reinforcement of the child’s

achievement by caring adults (Morrow, 1997). As Laminack (1991)

explained, “youngsters may not make strong connections between print
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and their own lives. It is through interactions with other people that

children begin to understand the various functions print can serve in their

culture” (p. 88). Thus, for pre-school children, an important function of

environmental print is the significance adults place upon it. It would seem

vital then, for adults to ensure that young children encounter

environmental print as part of their children’s everyday experience (Miller,

1991).

Reading aloud to children. Children who are read to regularly by

other family members are more likely to become early readers (Morrow,

1997; Huck, 1992). Through frequent story reading, children become

familiar with book language and realize the function of written language

(Cullinan, 1992).

Most of the research on home literacy practices has focused on the

nature of storybook reading between adults and young children. Sulzby

and Teale (1991) described five aspects of storybook reading: (a)

storybook reading is a socially created, interactive activity; (b) storybook

reading with young children is typically routinized in dialogue circles; (c)

patterns of storybook reading change over time with children’s increasing

age, knowledge, and experience; (d) young children’s independent, not

yet conventional readings of books grow out of interactive readings and

serve to advance children’s literacy development; and (e) variations
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across families in the nature of the interaction while engaging in storybook

reading may impact children’s development.

Sulzby and Teale (1991) showed that verbal interactions between

adults and children during story reading had a major influence on literacy

development. Parents provided support for their child’s emerging

competencies and tailored their interaction to the child’s needs.  Storybook

reading with very young children usually involved frequent conversations

between parent and child. As the child grew older, there was an increasing

focus on the story, with the parents reading larger segments of text

without interruption. Another change in interaction involved giving children

increasing responsibility for the activity, encouraging them to talk about

the story, predicting what would happen, and even reading the printed

text.

The interaction between parent and child leads children to respond

to story reading with questions and comments, which become more

complex over time and demonstrate more sophisticated thinking about

printed material (Gurthie, 1996). Research on home storybook reading

has identified a number of interactive behaviors that affect the quality of

read-out-loud activities. For instance, interactive behaviors such as

questioning, scaffolding, praising, offering information, direct discussion,

sharing personal reactions, and relating concepts to life experiences are
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behaviors that encourage literacy development in young children (Serpell,

Baker, Sonneschein, & Hill, 1993).

An interactive approach to reading increases depth of knowledge

processing and helps the child to understand a story’s purpose and

meaning. Research shows that children exposed to such an interactive

approach, come to enjoy reading as a process of self-exploration wherein

they can relate their own experiences to others through stories.

Furthermore, shared storybook reading helps children develop an

understanding of the relationship between letters and speech sounds

(phonemes), an important precursor to independent reading. With

repeated joint storybook reading experiences, children come to focus on

print, noticing correspondence between words that are being read and

letters on the page.

Family Influence on Phonological Awareness

Research (Baker, 1999; Fernandez-Fein & Baker, 1997) shows that

growing up in an environment where parents and children regularly

converse promotes the ability to think about the language itself. This

metalinguistic process plays an important role in literacy development

because it provides children with information about the sounds of the

language or phonological awareness. Phonological awareness involves

knowledge about the sounds that constitutes a language (i.e., phonemes).
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Home experiences such as singing rhymes, and listening to advertising

jingles on TV and radio have been shown to influence the development of

phonological awareness as well as early reading competencies (Purcell-

Gates, 1995). Other kinds of knowledge about language may be fostered

through language play as well. For example, Heath (1983) conducted a

study with African American families. The findings of the study were that

creative verbal play was highly valued and involved not only rhyming but

also the use of metaphors and similes. This study is an example of the

types of alternative (i.e., not mainstream) perspectives that are needed to

better understand literacy acquisition of CLD learners.

Literacy Practices Related to Oral Language

As mentioned earlier, current research pertaining to home

influences on reading has focused on the nature of adult-child interactions

involving storybooks. More recently, researchers have focused on

children’s oral language experiences. Children learn how to use language

to communicate through their daily interaction with families and friends.

The patterns of communication and social routines that children learn in

the home may facilitate or hinder their communication and literacy learning

in school, depending on whether the patterns are similar to or different

from those used at school (Baker, 1999).



38

In a longitudinal study conducted by Snow (1991), families were

visited several times when the children were 3 years of age, and parents

were observed interacting with their children in different literacy activities,

such as reading a book, engaging in mealtime conversation, playing with a

toy, and recounting an event in which the children had participated.  After

two years, a battery of tests was administered to the same children to

measure their oral language development. Snow (1991) found that the

language that characterized the child’s environment (such as recounting

events) at three years of age, predicted language and narrative skills at

five years of age.  This study suggested that activities such as mealtime

conversations and singing have the potential to facilitate phonological

awareness, narrative competence, and symbolic use of language.

Home Literacy Practices of Latino Families

 Delgado-Gaitán (1994; 1990) conducted a longitudinal study of the

home literacy practices of twenty Spanish-speaking second and third

graders and their families over a five-year period. These families shared

four commonalities: they were from working-class backgrounds, spoke

Spanish, the parents were Mexican immigrants, and all the children

studied were born in the United States. Delgado-Gaitán (1990) analyzed

formal and informal literacy events and homework activities. The families’

interactions during literacy practices were captured through observations
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that revealed the cultural practices of each family relative to their children,

literacy, and the school. Such interactions were analyzed within

parameters which encompassed the who, what, when, and why of the

activity. Activities such as home tasks, homework lessons, the parents’

communication with the school regarding children’s literacy achievement,

and parent organizational meetings, provided an opportunity to examine

the students’ and parents’ ability to demonstrate literacy skills in these

contexts.

Delgado-Gaitán (1990) found that parental aspirations were

influenced by their own educational background and desire to motivate

their children to succeed in school. Factors such as the level of parents’

material resources, cultural knowledge about literacy, family ethnic

memberships, socio-economic conditions for social experiences, and

opportunities to utilize literacy were considered in this category. These

factors influenced family members’ interaction with one another in different

contexts. For instance, in the home context, literacy was perceived by

family members as a useful resource to engage in daily tasks such as

creating a grocery list or writing to the family in Mexico. On the other hand,

the family perceived literacy practices in the school setting as their

children’s means to achieve a better life. In oral literacy activities, families

emphasized the importance of oral literacy in transmitting not only of
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stories but also the family’s values, history and affection, as well as

language and cognitive skills.

Delgado-Gaitán (1990) analyzed the data about text interaction

activities by contrasting those occurring inside and outside of school. She

found that most of the literacy activities in the home setting were devoted

to completing homework. However, parents felt inadequate in providing

such help. Although they wanted to support their children, only a few of

them contacted the teachers to inquire about their children’s progress or to

learn how to better assist them.  According to Delgado-Gaitán (1990), for

Mexican parents to participate actively in schools, they must become

informed about the school system and how it functions, learn their parental

rights in obtaining information about their children, and understand

educators' expectations for parental support of their children in the school

setting.

Similar findings regarding home literacy practices of Mexican

families were found by Janes and Kermani (1997). They examined the

home literacy practices of 180 low-income, recent immigrant Latino

families participating in a 3-year family literacy program. Literacy

interactions between parents and children using children’s literacy

materials were videotaped. Audiotapes of naturally occurring

conversations among family members were also made. These tapes were
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transcribed and coded for a range of scaffolding strategies and responses.

The authors found that the home literacy practices of these Latino families

were not the same as those in mainstream middle class families. For

instance, the researchers observed that Latino families read things other

than books, including informational pamphlets, newspapers, calendars,

letters, bills, sale advertisements, official forms, and homework

workbooks. Goldenberg, Reese and Gallimore (1992) found similar

results, in a study of home literacy practices of 10 Latino families with

children in kindergarten. While literacy practices were not absent from any

of the homes, literacy activities such as reading were not as frequent in

comparison with literacy opportunities generally observed in more middle-

class mainstream households.

In a study conducted by Janes and Kermani (1997), home

observations reported by tutors and coordinators indicated that families

engaged in scripting-like language-based routines, which included choral

singing to the guitar, prayers at the table and at bedtime, discussions

about the Bible, and telling familiar and unfamiliar “adivinanzas” and

“pistas” (riddles and hints).

Literacy interaction activities varied according to the family member

with whom the child interacted. For instance, parent-child interactions

were characterized by “seriedad” (seriousness) and were typically
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initiated, conducted, negotiated, and terminated by the parent. These

interactions were one-way transmissions and communicated “the right

way” to do things of what it meant to be “bien educado” (a child with good

manners). According to Galindo and Olguín (1996), “ser bien educado” (to

be well-educated) means that the child shows respect for elders, and

engages in behaviors learned through observation, listening, reflection,

and imitation of the adults. On the other hand, literacy scaffolding between

siblings was characterized by the use of “bromas” (jokes), where the

children utilized popular rhymes and riddles in humorous situations.

Formal literacy transmission included introducing books and other school

materials, while jokes, riddles, and verbal play were examples of informal

literacy transmission.

The previous studies indicated that reading in Latino households

occurred in a different manner than in middle-class mainstream

households. For instance, Latino families utilized literacy practices such as

reading in a “functional” way, linking their reading activities to daily tasks

such as reading letters, TV guides, bills, newspapers or magazines

(Purcell-Gates, 1996). Furthermore, these families’ frequently engaged in

oral literacy practices with their children and in scaffolding routines, such

as singing and “adivinanzas” (riddles). Through these oral interactions,
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parents transmitted stories and family values, history and affection, while

supporting their children’s language and cognitive skill development.

The body of literature on home literacy practices conducted with

Latino families (Perez, 1998; Janes & Kermani, 1997; Auerbach, 1995;

Delgado-Gaitán, 1994; Purcell-Gates, 1992; Moll, Velez-Ibañez &

Greenberg, 1990; Heath, 1983) has extensively documented that these

families not only value literacy but perceive it as the single most powerful

hope for their children’s future. Despite this, there seems to be a lack of

communication between educators and parents about how to encourage

literacy development for Latino children. According to Delgado-Gaitán

(1990), although families want to help their children succeed, parents and

teachers have different views regarding their roles in accomplishing that.

For instance, in a study conducted by Lareau (1989), working class

parents believed that teachers were primarily the ones responsible for

their children’s education. This stood in contrast to middle-class families

who believed that education was a responsibility shared by teachers and

parents. Delgado-Gaitán (1994) found that Mexican parents felt it was the

schools' responsibility to teach their children to read. The author explained

that for the most part, although most parents were willing to help their

children with school activities such as homework, they were not able to do

so. This produced frustration and disappointment with the school.
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Educators assumed that homework monitoring and assistance were

primarily the responsibility of parents.

Home Literacy Practices of Latino Families with Children with LD

Hughes, Scum and Vaughn (1999) conducted a study with 80

Latino parents (40 parents with children with learning disabilities and 40

parents of average achieving children). The purpose of the study was to

examine the parents’ perceptions of literacy practices in the home context.

They found that both groups of Latino parents used a variety of reading

and writing activities on a regular basis. The parents valued home reading

and writing activities and were willing to implement literacy activities

suggested by the school. However, the parents of Latino children with

learning disabilities experienced frustration in helping their children with

homework. To begin with, it took an excessive amount of time for their

children to complete assignments because of their disability. This created

stress between the parent and child because the parents became

frustrated helping their children. The parents of children with LD needed

strategies for assisting their children with reading and writing homework.

In summary, the mothers' perceptions of their children's learning

disabilities and how these perceptions influenced the mothers’

involvement in the special education Admission Review and Dismissal

(ARD) committee was discussed in this section. Furthermore, the home
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literacy practices of Latina mothers who had a child with a reading-related

disability in Spanish were also discussed. The next section will discuss the

methodology that was utilized for conducting this study.



46

CHAPTER III:  METHODOLOGY

This study describes the home literacy practices of Latina mothers

who had a child with a reading-related disability in Spanish.  The study

examined the mothers' perceptions of their children's learning disability

and how these perceptions influenced the mothers’ involvement in the

special education Admission Review and Dismissal (ARD) process. The

research questions guiding this study were:

Research Questions

1. How do Latina mothers perceive their children's reading-related

disabilities?

2. What are the mothers’ perceptions about the special education

ARD process in which they and their children are involved?

3. What are the home literacy practices of Latina mothers who have

children with reading-related disabilities?

Setting

The participating district was located in Central Texas. This

ethnically diverse urban school district served 79,496 students in 68

elementary schools during the 1998-99 school year when this study

began. Latino students comprised 44 percent, Anglo students represented

38 percent, and African American students constituted 18 percent of the
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total student population. Approximately 51 percent of students were

classified as economically disadvantaged, 12 percent received special

education services, and 12 percent received bilingual education or English

as a Second language (ESL) instruction (Texas Education Agency, 1998).

The school district where this study was conducted offered bilingual

special education (BSE) services for English Language Learners (ELLs)

with disabilities in resource rooms on ten elementary campuses. The BSE

schools were located throughout the city. Latino ELL students who were

not enrolled in one of these bilingual special education schools but were

eligible for special education services were given the option of transferring

to one of the BSE schools.

Participants

The participants in this study were a subsample of participants in a

larger study of Latino ELLs students with reading-related disabilities

conducted by the BSE Program at The University of Texas at Austin. This

study had two phases.  Phase I generated profiles of students who were

served in BSE resource rooms. Phase II was the component from which

the sample for this study was drawn. This phase was designed to identify

instructional strategies which were effective in developing oral language

and reading skills in Spanish and English for ELLs with learning

disabilities.
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Participants were ELLs in three bilingual special education

classrooms involved in Phase II of the larger study. I invited 15 mothers to

participate; only 8 agreed to do so.  The seven mothers who did not want

to participate gave a variety of reasons for declining. Some said they

simply were not interested in participating. Others said they lacked the

time to do so. One clearly stated that she did not want to be interviewed

because she was unhappy with the school district, but provided no further

explanation.

The eight Latina mothers who agreed to participate met the

following criteria: (a) they had been living in the United States for at least

four years, (b) they were Spanish dominant, and (c) their children

participated in the school’s free and reduced lunch program. Three of the

mothers were from Mexico, one mother from Honduras, one from

Guatemala, one from Peru, and one was Mexican American. Additional

information about the mothers and their families is presented in Table 3.1

to better familiarize the reader with the participants whose voices will be

heard as the results of the study are presented.
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Table 3.1

Characteristics of mothers and their children

Participants Country of

Origin

Years in

U.S.

Child Disability Child’s

Grade

Ana Mexico 18 Nadia SIa 4

Bianca Honduras 10 José LDb/SI 2

Carla Mexico 4 Omar LD 3

Eugenia Perú 18 Ricardo SI 2

Gina Mexico 14 Oscar LD 3

Joaquina U.S.A. 36 Joaquin LD/SI 3

Marta Mexico 8 Joseito LD/SI 5

Paulina Guatemala 8 Ramón SI 1

a Speech Impairment

b Learning Disability

Doña Ana is a dark haired lady in her mid forties who came from

Mexico eighteen years ago. She lives in a house with her five children,

ages 15, 12, 10, 8 and 5. Doña Ana works as a housekeeper in a nearby

hotel. She explained that at the time of the interview, her husband was in

jail. Doña Ana expressed that she had a very hard time balancing caring

for her five children and working seventy hours per week. Because she
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works so many hours, her older daughter, Elisa, is responsible for taking

care of her younger siblings. Elisa prepares the meals, cleans the house,

takes care of her siblings, and is responsible for assisting them with tasks

such as homework. Doña Ana explained that the church has been a

source of important emotional and spiritual support for her and her family.

Whenever she has time, she reads the Bible and attends Sunday mass.

During the interviews, she enjoyed talking about her children and

especially about how proud she was that they are well mannered and

polite with authority figures such as their teachers.

Doña Bianca is a tall lady with beautiful green eyes. She resides in

an apartment complex, with her husband and three children, ages 9, 7 and

3 years. Both parents work in a nearby school as custodians. Doña Bianca

is originally from Honduras but has been living in the United States for ten

years. She is very warm and has a good sense of humor. Doña Bianca

described her life as a “carnival,” where sadness is replaced by happiness

and hope for a better future.

Doña Carla is a petite lady in her early thirties. She lives in a two-

bedroom duplex with her husband and four children, ages 12, 9, 3 and 1.

She cares for her two younger daughters, while her husband works. Doña

Carla illegally crossed the Texas/Mexico border four years ago with the

help of a “coyote.” She almost died in the attempt. She was left alone to
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cross the Río Grande and almost drowned. Doña Carla explained that

coming to live to this country had caused her much suffering, especially

because she had had to leave her sons, Pedro and Omar, in Mexico until

she was settled here. Both stayed with her parents for two years because

she did not have the money to bring them to the United States. Doña

Carla explained that she came to this country seeking a better future for

her children.

Doña Eugenia is an outspoken and energetic woman. She lives in a

house with her husband and their only child, Ricardo, 8 years old. Her

husband is a painter. Originally from Peru, she has been living in the

United States for 18 years. Doña Eugenia is very involved with Ricardo’s

education. She talks with his teachers every day about his educational

and behavioral progress. Dona Eugenia explained that when Ricardo was

a baby, she decided to spend all her time trying to help him. She was

constantly in school monitoring her son and asking the teacher how she

could support him at home. She participated in parent training and learned

the importance of being involved in her child’s education. She volunteers

frequently in the school, assisting teachers or other school staff in

educational tasks.

Doña Gina is a soft-spoken, shy young woman from Zacatecas,

Mexico. She has been in the United States for 12 years. She lives in a
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two-bedroom apartment complex with her four children, ages 11, 8, 7 and

2. The apartment had living and dining room furniture, but all of the

children slept on the floor. At the time of the interviews, Doña Gina’s

husband was in jail, and Doña Gina’s main concern was obtaining enough

money to pay her rent and utilities. She explained that the lack of money is

the reason that her children do not have many toys or books. For that

reason, she likes to take her children to the public library to check out

books and movies.

Doña Joaquina is a very cheerful and dynamic woman. She lives in

a duplex with her nine children and twin grandchildren. Her children’s ages

range from 19 years to six months. Dona Joaquina was the only

participant who was born in the United States. Although, she was born in

Laredo, she explained that her family is originally from Nuevo Laredo and

that she considers herself Mexican rather than American. She explained

to me that: “Soy tan mejicana como el tequila” (I am as Mexican as

tequila”). She moved to Austin almost ten years ago. Because she misses

her family, especially her mother, she constantly travels to Nuevo Laredo

to see them.  Doña Joaquina constantly emphasized the importance of

maintaining family unity. She explained that Joaquín loves to go to Mexico

and stay with his cousins and that he keeps asking her why they live in

Austin and not in Mexico.
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Doña Marta is a vivacious and outgoing lady in her late thirties. She

was very happy to receive me in her home. Doña Marta lives with her

husband, Don Juan, and their children, Joseito, 10; Jorge, 6; and their two

year old, Leticia. Her husband earns his income through seasonal work,

mostly painting houses. They live in a two-bedroom house near a church,

where Doña Marta and her family are very involved. She explained that

they typically go to church three times a week. Her children take Bible

classes, while the adults help with a variety of tasks, such as cleaning the

church, teaching Bible classes, or practicing with the choir. Doña Marta

spends most of the time at church or home.

During the interviews, Doña Marta enjoyed talking about her

children, her involvement with her church, and especially about the need

to have a good education to succeed in the United States. She constantly

emphasized the importance of establishing a good relationship with the

school. From her perspective, this meant having contacts with the teacher

on a weekly basis. She asks teachers for extra work so she can practice

reading at home with Joseito.

Doña Paulina is an attractive and articulate young woman in her

late 20’s. She lives in a duplex with her three children ages 7,4 and 2. Her

native country is Guatemala and she has been living in the United States

for 8 years. She worked as a housekeeper for a teacher from whom, she
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reported, she learned many aspects of the educational system in the

United States, including the importance of her involvement with her

children’s school. Before the first interview, she was very reserved with me

and asked many questions about my profession and my role. Afterwards,

she felt free to disclose her beliefs and perceptions about her son. She

constantly emphasized the frustration she felt about Ramon’s

communication and reading difficulties. She expressed disappointment at

not knowing how to help her son read better. Doña Paulina explained that

she sometimes spends hours trying to complete homework with Ramon

and that it becomes so overwhelming that she yells at him. She would like

to learn how to help Ramon without loosing her patience.

Naturalistic Inquiry

A naturalistic inquiry approach (Maxwell, 1996) was used to engage

families in conversations about literacy and disabilities to learn about their

perspectives on these topics. Specifically, I focused on collecting

information to identify and understand the perceptions and values held by

Latino families related to home literacy practices, their children’s disability,

and the special education process.

Interview Guide

The instrument guide was an open-ended instrument which

encompassed the following areas: (a) home literacy practices, (b)
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mother’s perceptions about their child’s reading-related learning disability,

and (c) the mother’s perceptions about the special education process (see

Appendix A). The interview guide provided a framework within which I

could ask questions and probe for additional information (Patton, 2002).

The first seven open-ended questions were designed to obtain

demographic information about the families, including general information

about the family members, language of the home, and activities the family

enjoyed. Eight open-ended questions targeted home literacy practices,

and another fifteen targeted the mothers’ perceptions and beliefs about

their children’s reading related disabilities and about the special education

process.

Prior to the pilot study, three dissertation committee members

reviewed a draft of the interview protocol. These committee members

were bilingual special education professors at the University of Texas at

Austin. They provided feedback about the questions and suggested

additional questions. The interview protocol was then piloted with two

Latina mothers who had children with reading-related disabilities. I

contacted these two mothers who agreed to be interviewed. Two

interviews were conducted with each of these mothers using the interview

protocol. After the interviews were analyzed, the three dissertation



56

committee members helped to refine and modify the interview questions to

assure they addressed all of the research questions.

Procedures

Approval of Research Project

The participants in this study were a subsample of participants in a

larger study conducted by the BSE program at the University of Texas at

Austin. This larger study obtained agreement from the Institutional Review

Boards (IRB) of the school district and the University of Texas at Austin.

The bilingual special education teachers from the prior mentioned study

then provided me with a list of phone numbers and addresses of the

fifteen mothers participating in Phase II, who were identified as potential

participants for this study. I contacted the mothers via phone or in some

cases made a home visit to invite them to participate to obtain their

consent

(Appendix B).

Interviews

I conducted the interviews at the mothers' homes, with the

exception of one mother who chose to be interviewed at her child’s school.

In the initial interview with the mothers, I introduced myself and verified the

language in which they preferred to be interviewed.  All the mothers

requested that interviews be conducted in Spanish. Mothers were again
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assured that their identities and the information they shared would remain

confidential.

The main purpose of the first interview was to establish rapport with

the mothers. I began talking with the mothers about their families or other

general topics and also asked them general background questions using

the interview protocol as a guide. The succeeding interviews were also

conducted using the interview guide. I used directive, open-ended

questions (e.g. Please tell me about your family) and nondirective probes,

such as requests for clarification (e.g., Can you give me an example of

that? I am not clear about that, could you explain what you mean?), to

elicit more detailed responses from the mothers. Each interview lasted

approximately two hours. I scheduled follow up visits to corroborate the

information obtained during the interviews and to check the mothers’

interpretations of the information with the aim of confirming that each

family’s perspectives were being accurately portrayed.

Reflexive Journal

I kept a reflexive journal to record any thoughts or information

regarding the study on a routine basis. In this journal, I recorded my

thoughts, observations, and details of the process of collecting and

analyzing data. The journal served as a reflective space where I had an
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internal dialogue about the process of naming categories and emergent

themes.

Data Analysis

Data Preparation

A Microsoft Word file was created to organize the interview data.

The transcript appeared in the first column, and a second column provided

space for analysis. Each file contained interviews of a specific mother. A

graduate research assistant and I transcribed verbatim the audiotaped

interviews. Both of us are Spanish proficient. One of us transcribed the

interview, and the other one reviewed it for accuracy. This also served as

peer debriefing.

Coding Process

I analyzed each set of transcripts, using modified grounded theory

techniques recommended by Strauss and Corbin (1998). Analysis

involved open coding, axial coding, and selective coding (Strauss &

Corbin, 1998).

Open Coding

I first scrutinized transcript data line-by-line and identified and

labeled significant words or phrases. These were then grouped into

categories. These categories were more abstract grouping of concepts
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based on their pertinence to similar phenomena. The following is an

example of open coding from the pilot interview:

“Generalmente nosotros le compramos libros a Fabiola y a Luis  y

si tienen un libro requerido por la escuela, nosotros tratamos de

comprárselos. Nosotros también los llevamos [a los niños] a la

biblioteca, nosotros los llevamos a la de “Becker ” o los llevamos a

la biblioteca de la universidad. También los llevamos a “Barnes and

Nobles” o a “Borders” y tratamos de leer con los niños

especialmente con la niña de siete años y si no podemos, yo le

digo a la niña que lea el libro y que me discuta qué le gusta o no le

gusta del libro” [Doña Marú, Pilot Study Interviewee]

(“Generally we buy books for the children, if they have a book

required by the school, we try to buy it.  We also like to take [the

children] to the library; we take them to the one on “Becker” or we

take them to the University library.  We also take them to “Barnes &

Nobles” or “Borders” and we try to read with the children, especially

with my seven year old girl, and if we cannot, I tell her to read the

book and tell me what you like or dislike about this book”)

Open codes I assigned in this analysis are: buy books; buy books

required by the school; take children to the neighborhood library; take
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children to the university library; take children to bookstores; read to the

child, have child read by herself; child discuses books with the mother.

Axial Coding

After the open coding units were identified, I further analyzed the

data through axial coding, identifying subcategories within categories by

examining how the units relate to each other. I followed these steps: (a) I

identified the variety of conditions, actions/interactions, and consequences

associated with the categories already identified; (b) I described how they

were related to each other; and (c) I looked for cues in the data that

denoted how major categories related to each other (Strauss & Corbin,

1998). For instance, going to the public library, the university library, and

to bookstores were classified as literary activities in the community; the

open codes, read with the child, have child read by herself, and talk about

books were classified as reading activities at home.

Selective coding

After the categories were systematically developed and divided into

subcategories through the axial coding process, I integrated and refined

these categories.  This process is called selective coding.

Comparative Case Analysis

In this study, I presented mothers’ perceptions and information

about the research questions as individual cases. After each case was
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analyzed separately, I made a comparison across cases to determine

similar themes. This comparative analysis across cases helped me to

determine the specific categories and patterns that were common among

the mothers. The guideline I used to determine themes was based on the

frequency with which certain categories emerged; i.e., a category became

a theme if it was common to 5 cases or more. .

Trustworthiness

Lincoln and Guba's (1991) criteria to establish trustworthiness were

followed while completing this study. These criteria encompassed four

areas: credibility, transferability, dependability, and confirmability.

Credibility

Lincoln and Guba (1985) recommend a variety of strategies to

improve the likehood that findings and interpretations produced through

naturalistic inquiry methods are credible. Among these strategies are peer

debriefing and member checking.

Peer-Debriefing

Peer debriefing meetings with doctoral students and with three of

my committee members were held during 2001 and 2002. These

individuals were knowledgeable in the areas of cultural and linguistic

diversity and special education. The group gave me useful insights about

the data and constructive criticisms about my analytical approach.
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Member Checking

Member checking was accomplished by taking the data back to the

mothers so they could confirm or reject my interpretations and

conclusions. Follow-up conversations were also held with the mothers so

that they could have the opportunity to provide additional information.

Transferability

According to Lincoln and Guba (1991), transferability in naturalistic

inquiry refers to the possibility of generalizing the findings to different

situations under very specific circumstances. To increase the possibility of

transferability, I provided detailed descriptions about the home literacy

practices, the mothers’ perceptions of their child’s reading-related

disabilities, and their involvement in the special education process.

Dependability and Confirmability

Lincoln and Guba (1985) define dependability and confirmability

through a properly managed audit. To establish dependability, my

dissertation committee examined the various stages I followed in

conducting this study, including the analytical techniques that were used.

They reviewed the methodology, data and analysis process for

consistency and applicability, and constantly provided suggestions and

recommendations.
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CHAPTER IV:  FINDINGS

The purpose of this study was to describe Latina mothers’

perceptions of their children’s reading-related disabilities and how these

perceptions influenced the mothers’ involvement with the special

education process. Furthermore, the home literacy practices of Latino

families were also explored. The following questions guided the study:

1. How do Latina mothers perceive their children's reading-related

disabilities?

2. What are the mothers’ perceptions about the special education

Admission Review and Dismissal (ARD) process in which they and

their children are involved?

3. What are the home literacy practices of Latina mothers who have

children with reading-related disabilities?

The data for this study were gathered via interviews.  An open-

ended interview guide that encompassed (a) home literacy practices, (b)

mothers’ perceptions about their children’s reading-related disability, and

(c) mothers’ perceptions of ARD meetings was used. Interviews were

analyzed using a modified grounded theory approach (Strauss & Corbin,

1998). After each case was analyzed and themes within identified, the

researcher compared themes across cases to identify categories and
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themes that were common among participants. This chapter presents the

resulting themes.

Mother’s Perceptions of their Children’s Reading-Related Disabilities

Mothers Recognized that their Children had Oral Language

and/or Literacy Problems

These mothers clearly recognized that their children had oral

language, reading or writing difficulties. They often observed problems at

home that were similar to those described by their children's teachers. For

example, Doña Ana worried about her daughter, Nadia, who had had

difficulties since kindergarten.

“En el kinder dijimos a ver si progresa y en primero ya nos pusimos

a pensar y yo hable con los maestros porque iba en primero y ella

no podia hablar y no podia escribir bien, ni leer bien y fui con la

maestra y le dije maestra como ve a Nadia y ella me dice “Si yo

creo que ella tiene problemas” y ahi fue que le notamos a ella que

ella tenía problemas para leer y para escribir”

(In kindergarten we said let’s see if she progresses and in first

grade we started to think, and I talked with the teachers because

she was in first grade and she was not able to speak or write well,

or read, and I went to the teacher and asked her how she saw

Nadia and she told me, “I believe she has problems”. And it was at
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that time that we noticed that Nadia has problems reading and

writing) [Doña Ana]

Letter Recognition

Most of the mothers stated that an inability to identify letters was

the first indication they had had that their children were experiencing

reading difficulties. Mothers of younger children (first and second grade)

described difficulties related primarily to sound and letter identification in

Spanish. Doña Paulina reported that Ramón had difficulty identifying letter

names, vowels, and consonants. In relation to letter identification she said:

Y le pregunto a Ramón, “¿Qué letra es esta?” y se queda

pensando y pensando hasta que yo le digo. Entonces él no, no,

todavía no sabe las letras. Y le digo, “Ven, te voy a enseñar las

letras, y ¿Qué letra es esta?” como que lo miro que está

demasiado cansado y su, su lectura, Ramón no sabe leer nada.

(And I asked Ramon, “What letter is this?” And he thought and

thought until I told him. So he doesn’t, no, he still does not know the

letters. And I told him, “Come, I will teach you the letters. And what

letter is this?” He looks as if he’s too tired and his, his reading,

Ramon doesn’t know how to read anything.) [Doña Paulina]

Doña Marta, Joseito's mother, indicated that he brought more

books home and tried to read more, because he had made progress in
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learning to read. She was encouraged, although she noted that he still had

difficulty pronouncing certain letters.

Sí ya está leyendo él mucho mejor que antes porque tenía más

errores. Ahora si se equivoca en una letra, le digo, ‘¿Cómo?

Léeme otra vez,’ le digo, ‘¿Qué fue lo que leíste?.’

(Yes, he is reading much better than before because he had more

errors. Now if he makes a mistake on a letter, I ask him: “What was

it? Read it to me again”. I ask him, ”What did you just read.?”)

[Doña Marta]

Writing problems.  Another mother described how her child wrote

stories in his notebook, even though he was unable to spell. He simply

used letters that he knew.

Este, el otro día estábamos, él estaba en la mesa escribiendo y  le

dije, “¿Qué dice aquí?” El estaba escribiendo de la bandera de

México, de Viva México y dije, “¿Qué dice aquí?” Le digo, “¿Tú

sabes lo que estás escribiendo?” Me dice, “No.” “Y ¿Sabes las

letras que estás poniendo?” “No.” Entonces, le digo, “¿Cómo vas a

aprender a leer m’ijo?”

(The other day we were, he was writing at the table and I asked

him, “What does it say here?” He was writing about the Mexican

flag, about Mexico’s glory, and I asked him, “What does it say
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here?” I asked him, “Do you know what you’re writing? He said,

“No.” “And do you know what letters you’re using?” “No.” Then I

said to him, “How are you going to learn to read, my son?) [Doña

Gina]

The mothers of older children reported that their children had

difficulty writing words. Children were unable to write words that their

mothers dictated to them.

Él más o menos sabe leer algunas, algunas palabras. O algunas

como le digo, las letras las conoce ya bien él pero, si le digo,

“Escriba tal palabra.” No la sabe poner, ¿entiende? Tengo que

decirle yo que ponga la letra “a”, ponga la letra “r”, así, ¿entiende?

Y así él va y las completa y a veces José ya las lee pero, ¿ve? es

un poco difícil.

(He more or less knows how to read some, some words. Or some,

as I tell you, he knows the letters well, but if I tell him, “Write this

word,” He doesn’t know, do you understand? I have to tell him to

write the letter "a", write the letter "r", and so forth, you see? And he

continues like that and he completes them, and sometimes, he

reads them, but you see it’s a bit difficult). [Doña Marta]

Mothers of younger children explained that their children did not like

to read. They preferred to look at the pictures in books because they were
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struggling with the reading process. Doña Gina said that Oscar’s favorite

activities at the public library were to download cartoons and to look for

pictures in magazines. She explained that Oscar did not enjoy reading

books because reading was hard for him.

Oral Language Difficulties

Although the interviewer's questions were focused on reading-

related problems, mothers frequently described their children's speech

and language development. For example, Doña Paulina stated that she

had been concerned about her son’s communication skills since his birth.

She noticed that Ramón’s communication differed from other children his

age in that he had limited verbal skills, used nonverbal gestures more

often, and was frustrated by his inability to use basic words.

El niño desde que nació no hablaba nada, ni una palabra... no más

gritaba, empujaba…el niño no se podía comunicar, no podía

decirme “leche”.

(Since he was born, the child didn’t speak at all. Not a word. He just

screamed and pushed...the child could not communicate, he

couldn’t say “milk”.) [Doña Paulina]
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The Mothers Attributed Their Children’s Oral, Reading or Writing

Difficulties to a Variety of Factors

The mothers' descriptions of what they believed to be the source of

their children's oral language, reading and writing difficulties fell into four

categories: (a) school-related factors, (b) heredity, (c) behavioral issues,

and (d) physiological factors.  Mothers frequently described combinations

of these factors, and not all mothers were sure about the cause or

permanence of the difficulty.

School Factors

Some mothers attributed their children's problems to school-based

sources. For example, Doña Carla said that the teacher’s strategies were

confusing to Omar because she and the teacher taught reading differently.

For this reason, her son did not want her to help him at home. Doña Carla

felt that it was not her approach, but rather the teacher's, that was the

source of Omar’s confusion.

Mirábamos a Omar que lo tenían confundido...¿Cómo va a leer

solamente la “m”?  Va a decir “mama” y me dice, “mmmm”?  Yo le

decía a la maestra, “Tiene que enseñarle toda la palabra.” Pero la

maestra me decía no, que así ella le enseñaba a todos sus niños y

que así se enseñaba a leer. Y luego le dije a mi esposo que me lo

tenían bien confundido.
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(We observed that they had Omar very confused…How is he going

to read the “m”? He is going to say “mama” and he says to me,

“mmmm”? I told the teacher, “You have to teach him the whole

word.”  But the teacher said, no, that that was the way she taught

all her children and that was the way to teach reading. And then I

told my husband that they had him very confused.) [Doña Carla]

Doña Joaquina indicated that her child’s problems stemmed from

having had an ineffective teacher in the second grade.  She generally

characterized the school as having a negative climate where teachers

seemed to be unmotivated, had little energy, and showed little concern for

students. As a result, Doña Joaquina thought her son had been

transferred to another school so he could have better teachers,

not because he had a disability. In her view, Joaquin’s achievement

improved after he was transfered to the new bilingual special education

(BSE) school.

Me dijeron que lo iban a cambiar para allá [otra escuela] porque

necesitaba clases especiales. Entonces yo dije, “Será porque no

habla bien ¿verdad? o sea, que no le, le sale bien la palabra.” Pero

no. Pues yo les comprendí de que no estaba aprendiendo mucho

y, por eso, no está aprendiendo por la maestra que se la pasa en el

güiri güiri con las otras maestras y no le enseña.
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(They told me that they were going to move him there [to the other

school] because he needed special classes. Then I said, “Perhaps

it's because he doesn’t speak correctly, right? In other words,

words do not come easily to him.” But  no. I understood them to say

that he was not learning much, and so, he was not learning

because the teacher was always chit-chatting with the other

teachers and did not teach him.) [Doña Joaquina]

Doña Paulina said that Ramón had problems because he had been

in three different schools in three years. One transfer was made so that he

could be placed in a bilingual education program; the second change was

made so that he could receive bilingual speech therapy; and the third

occurred when he was diagnosed as having a learning disability and was

transferred to a campus that offered a BSE program. Ramón’s mother

indicated that her son was in a perpetual state of confusion.

Yo pienso que el problema de Ramón son los continuos cambios

de escuela, esto lo confunde mucho porque una maestra

enseñando esto y la otra maestra enseñando algo diferente...él

vive en un estado de confusión.

(I think that Ramón’s problem is the constant changes of schools.

This confuses him a lot because one teacher teaches this and the
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other teacher’s teaching something different...he lives in a state of

confusion.) [Doña Paulina]

Hereditary Factors

Sometimes mothers described their children’s problems as being

similar to those of relatives, with children sharing either physical

characteristics or personality attributes with a family member. For

example, Doña Eugenia described her son, Ricardo, as having a bad

temper (“es enojón”) like his grandfather and his uncle.

Y también mis hermanos son muy enojones, creo que es herencia

de ellos, pero el abuelo, el papá de mi esposo, es muy enojón.

 (And also my brothers are ill-tempered, I think it is inherited from

them, but his grandfather, my husband’s father, is very bad

tempered.) [Doña Eugenia]

Doña Eugenia said that Ricardo’s temper got him in trouble and that this

was the reason he had been sent to a psychologist.

Doña Ana attributed Nadia’s learning problems to hereditary factors, and

she worried that her daughter might be like her.

Interviewer “Y ¿por qué usted piensa que ella tiene un problema de

aprendizaje?”

Doña Ana: “Ay pos no sé. A lo mejor va a ser muy burrita para leer como

yo, señorita, yo soy burra para leer.”
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(Interviewer: And why do you think that she has a learning problem?”

Doña Ana: “Well I don’t know. Maybe she’ll be slow in reading, like me,

Miss; I am slow in reading.”) [Doña Ana]

Doña Carla described Omar as being slow like his father and his

aunt. She explained that when she helped Omar with his reading, she was

reminded of her ex-husband, who constantly struggled with reading and

writing. Doña Carla also mentioned that her sister had had reading

problems, and had dropped out of elementary school because of her

teacher’s intolerance.

Lo que pasa es que ellos tienen dificultades en aprender porque yo

pienso que eso es como una herencia. Pos es que yo tengo una

hermana que tiene dificultades de aprendizaje. Ella nunca aprendió

y teníamos una maestra que le agarraba por las greñas y le

pegaba bien feo y ella nunca aprendió. Ella pasó a tercero pero

nunca aprendió a leer ni sabía poner su nombre y muchas veces

pienso que ellos [los niños] tienen un problema de herencia porque

yo pienso que llevan la misma sangre y pienso que una persona

como tienen la misma sangre pueden sacar esos problemas por

herencia. Yo pienso eso.

(What happens is that they have difficulties in learning because I

think that that is like an inherited trait…it happens that I have a
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sister that has difficulties learning. She never learned and we had a

teacher who would grab her by the hair and hit her very hard and

she never learned.  She went on to third grade but never learned to

read or to write her name. I often think that they [the children] have

an inherited problem. I think that, since they have the same blood, I

think a person with the same blood can inherit those problems.

That’s what I think.) [Doña Carla]

Behavioral Issues

Some mothers believed that their children had trouble reading

because they did not pay attention, and thus made careless errors.  They

felt that the children did not pay attention to teachers’ instructions and that

this contributed to their reading problems.

Y tal vez si pusiera más atención podría leer mejor…yo creo que lo

que pasa a Ramón es que no pone atención en lo que hace.”

(Maybe if he paid more attention he could read better.  I think that

what happens to Ramón is that he does not pay attention to what

he is doing.) [Doña Paulina]

Doña Ana attributed Nadia’s reading problem to an inability to focus

and distractability. She felt that if Nadia would focus more on the letters

and their pronunciations, she would be able to overcome her reading and

writing problems.
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Como que yo siento que Nadia sí sabe leer y escribir nomás que

Nadia como que está muy distraída como que…yo estoy leyendo

aquí y ella está hablando pero no está mirando las letras.

(Like I feel that Nadia knows how to read and write but it is as if she

is distracted, like I read to her and she is talking but she is not

looking at the letters”) [Doña Ana]

Physiological Factors

Doña Ana also stated that her daughter's oral problems might be

related to problems with her mouth.

A lo mejor es un problema en su boca…porque a lo mejor la niña

tiene la lengua hecha un nudo.

(Maybe there is a problem with her mouth… very likely the girl is

tongue-tied.) [Doña Ana]

Uncertain Causes

Several mothers knew that their children had problems, but were

not quite sure what these problems were.  For example, Doña Paulina

indicated that she did not know if her child was really "sick" or simply

going through a stage.

Yo no sé si esto es una enfermedad o esta pasando por una etapa.

(I don’t know it this is an illness or he is going through a stage.)

[Doña Paulina]
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Mothers Perceived Their Children’s Oral, Reading and Writing Problems

as a Difficulty Rather than a Disability

The mothers seemed surprised when I asked about their children’s

learning disabilities. They all recognized that their children had oral

language, reading or writing problems, but described these as “difficulties”

rather than “disabilities”. For these mothers, the concept of "disability"

(translated as “discapacidad” in Spanish) was associated with more

severe, visible and permanent problems (e.g., mental retardation, physical

disability, or mental illness).

Doña Joaquina did not think that Joaquin was disabled or “sick”

(enfermo) .She explained that Joaquin was normal at birth, was intelligent,

and did not need custodial care. Thus, in her opinion, he did not have a

disability.

Para mí que digas, está enfermo de la mente o enfermo de esto,

de nada, de nada hemos estado enfermos, de nada. Por eso, él ha

sido siempre sano. El nació con su peso normal, nació sus nueve

meses, normal lo que es. Pero que digas, nació antes de tiempo,

nació retrasado o esto lo otro, no, no nada, nada. Para ellas [las

maestros] está enfermo, él tiene su mente muy inteligente. El único

problema que tiene es su voz. Para mí el no está enfermo.
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(For me, that you say that he is mentally ill or sick, not at all, we

have never been sick with anything. That’s why, he’s always been

healthy, his weight at birth was normal, he was born at nine

months, that's normal, But to say, he was born prematurely, he was

born retarded or this or that, no, no, nothing, nothing. For them [the

teachers] he’s sick. He is very intelligent. The only problem he has

is his voice. For me, he is not sick.) [Doña Joaquina]

Doña Gina explained that Oscar had had difficulty reading since he was in

first grade. This did not surprise her because Oscar’s older sister also had had

difficulty learning how to read. What did surprise her was that the school had

classified him as having a disability. To Doña Gina, the learning disability label

connoted that Oscar was sick or crazy.  Oscar’s special education teacher had

explained to her that a learning problem represented a disability when her older

daughter was identified. But in Doña Gina’s opinion, Oscar had a learning

problem, not a disability.

Yo pensé que estaba bien mal y dije, ‘¿Estará enfermo?  ¿Tendrá

algo, un defecto?’ Nada más tiene problemas de aprendizaje, no

está mal de la cabeza, no será que está loquito que no aprende

bien?”

I thought that he was very ill and I said: “Is he sick? Could he have

something, a defect?”. The only thing he has is learning problems,
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he is not sick in the head.  Could it be that he is and he does not

learn well? [Doña Gina]

These mothers perceived their children’s language and literacy

problems to be mild and temporary in nature. They felt that they would

overcome these difficulties given time and appropriate instruction in a

special classroom or school setting.

The Mothers Thought Their Children Were In Special Classes,

Not In Special Education

The mothers described the classrooms in which their children were

being served as remedial in nature; they had agreed to place their children

in these "special classes" hoping that this would help them overcome

learning problems. They distinguished between "special classes" and

"special education" which they believed was for students with severe

disabilities. Doña Marta agreed to place her son, Joseito, in a special

class because she thought that he would receive appropriate and

individualized instruction from the teacher. The teacher had explained to

her that, through individualized instruction, she would be able to teach

Joseito at a slower pace and in a more concrete manner.

Yo digo, él está en en especial, como que necesita más atención

de la maestra. O sea, eso es lo que me dió a entender a mí la

maestra por especial. Que no está normal como los demás.  O sea,
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es un niño normal, pero la clase, la clase no se la dan como se la

dan a todos.  A él se la dan como más como más para que

entienda.

(I mean, he is in special, it’s like he needs more attention from the

teacher. This is what the teacher told me about special. That he is

not normal like the others. However, he is a normal child, but the

class, they don’t teach him the class like they do to others.  They

give it to him more, like more, so he can understand.) [Doña Marta].

Although Doña Marta agreed to place her child in a special

classroom so he could learn more, she did not agree with the school’s

label of learning disability because she did not think Joseito was sick.

Doña Marta expressed a similar sentiment about special education, which

she believed was a placement for children with permanent and visible

disabilities.

Sí me dijeron que tiene un problema de aprendizaje pero no

sé…porque, él enfermo no está. Yo tenía entendido, y esas clases

[educación especial] son para niños que están enfermos.  O sea,

yo a así entendía, ahora no sé si estaría yo mal.  Yo dije, ‘”Pos eso

es para niños que, que están enfermos, que, que están

discapacitados, que no están bien.” Pero dije, “El niño estará mal,

pero si el niño está bien.”  Yo dije,  “Pos, está en sus cinco sentidos
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el niño, que es lo principal, ¿verdad? esta normal, no no nació con

problemas.” Y se me sigue haciendo raro, dije, “Sí él está bien de

la inteligencia y todo.  Entonces, ¿Cuál es el problema?”

(Yes, they did tell me that he has a learning problem but I don’t

know…because he is not sick.  I understood that those classes

[special education] are for children who are sick. Thats to say,

that’s what I understood, but now I don’t know if I might have been

wrong. I said, “But that is for children who are sick, who are

disabled, that are not right.”  But I said, “The child might be sick, but

the child is alright”. I said, “He has his five senses, which is the

most important thing, right? He is normal. No, no he was not born

with problems.” And it still seems very strange to me. I said, “If his

intelligence is fine and everything, then what is the problem?”)

[Doña Marta]

Doña Joaquina, like most of the other mothers, expressed

confusion about the meaning of the labels assigned by the school. Her

understanding was that being labeled as having a learning disability and

being placed in special education meant that the school had concluded

that her child was sick (enfermo). Like Dona Marta, Doña Joaquina

explained that she agreed to place Joaquín in a special class so he could

learn more, not because she thought that her child had a disability.
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A mí no me habían dicho en la escuela que a él lo están

identificando como enfermo sino que me dijeron que necesitaba de

clases especiales pues yo pensé que para que aprendiera mucho

mejor.

(They did not tell me at the school that he was being identified as

“sick”. But they told me that he needed special classes, so I thought

he could learn learn much better.) [Doña Joaquina]

Doña Paulina had a similar concern about the learning disability label.

First, she did not understand what a learning disability was, even though she said

the teacher had explained it to her. Secondly, she believed that Ramón’s

placement was inappropriate because Ramón’s classmates had visible problems or

other characteristics and behaviors associated with disabilities, while Ramón’s

only problem was that he stuttered. Doña Paulina consistently expressed that

Ramón did not belong in special education because Ramón spoke and read

slowly, but was not crazy (loquito) or dumb (tonto) like the other children in the

classroom.

No, yo no sé qué es, qué sea problema de aprendizaje…yo pienso

que no será que los niños que Ramón está relacionado están

enfermos de la cabeza porque yo sé que Ramón no está enfermo

de la cabeza porque el único problema que él ha tenido es de

tartamudear.
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(No, I don’t know what it is, what a learning disability is.  I think,

couldn’t it be that the children that Ramón is associated with are

sick in their heads? Because I know that Ramón is not sick in his

head because the only problem that he has had is stuttering. [Doña

Paulina]

Mother’s Perceptions about the Admission

Review and Dismissal Process

Mothers expressed substantial discomfort and confusion with the

special education process as it related to their children. Difficulties

associated with the language (English) of the meetings and associated

documentation, difficulties with interpretation and translation, and a lack of

understanding of the terminology were all sources of concern.
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The Mothers had Difficulties Understanding the Special Education

Process Because the Initial ARD Meetings were often

Conducted In English and Related Documents

Were also Written In English

Mothers were Not Provided Adequate Interpretation

Most mothers stated that the first ARD meeting was conducted in

English and that the school used interpreters to help them understand the

proceedings. The individual serving as the interpreter varied, and

included, for example, the special education teacher and siblings of the

child who was the subject of the meeting. Doña Ana’s oldest daughter,

Elisa, was the interpreter at Nadia’s ARD meetings. Doña Ana indicated

that she preferred having the teacher serve as the interpreter because

Elisa did not interpret all that was shared about Nadia’s problem or school

progress.

Pero yo preferiría una de las cosas que mejor la maestra me

explicara en las juntas porque a veces la niña no me explica las

cosas bien cómo son y yo no entiendo qué es lo que pasa.

 (I would prefer that the teacher interpret the meetings because

sometimes my daughter does not explain things well, like they are,

and I don’t understand what is happening.) [Doña Ana]
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Other mothers explained that even though they had a staff member

as an interpreter, that person did not interpret the whole discussion. Doña

Marta stated that she felt uncomfortable going to Joseito’s ARD meeting

because everyone spoke English and the special education teacher

translated only a few words.

Pues en la junta me la pasaba esperando por la explicación que

me van a dar porque ellos hablan en inglés y luego me dicen, “¡

Disculpe señora!”  Y luego ya, “Pues ¿preguntas?”  Pues ¿de qué

le voy a preguntar? ¡Pues no supe ni de lo que hablaron!  Ahí

pusieron intérprete en español, pero no me interpretaron todo. …

No porque, ¡qué iba a preguntar! Si yo no sabía de todo lo que

hablaron, ¿qué preguntas iba a tener?  Yo no, ahí no más para que

vaya y firme y ya.  No se me explicaba bien explicado, que yo me

quedara satisfecha de una junta. Pues todas eran igual y me sentía

fuera de lugar.

(In the meeting I spent my time waiting for the explanation they

were going to give me because they soke English and then they

said, “Excuse us, ma’am!” and later, “Questions?”. Well, what  was

I going to ask about? I did not know about everything they had

talked about. They had an interpreter who did not translate

everything. How could I ask questions if I did not know what they
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were talking about? What questions would I have?  All of them [the

meetings] were the same. I went there only to sign and that was it.

They did not explain what they explained well, so that I could be

satisfied with the meetings. All of them were the same and I felt out

of place.) [Doña Marta]

Mothers were Not Provided Adequate Translations of Special Education

Documents

The mothers explained that many of the documents related to the ARD

process were in English, and that they were not able to understand them. Doña

Paulina said she knew that a meeting was coming up from the color of the ARD

meeting notice (pink).

Mandaron unos papeles pero todos en inglés y yo sabía que era la junta

[ARD] por el color rosa de los papeles.

(They sent me some papers, but all in English. I knew they were

for the [ARD] meeting because the papers were pink) [Doña

Blanca]

Doña Bianca indicated that during ARD meetings, teachers gave her

documents written in English and asked her to sign them. Doña Bianca explained

that even though members of the committee provided a short explanation of the

purpose of the papers, she felt they did not fully describe the content of the

documents.
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O sea, yo sé que tienen razón de darme todas esas hojas a firmar,

pero ellos no van a estar leyendo toda la hoja completamente. Pero

sí, a veces sí le explican más o menos a uno qué es lo que quiere

decir. Pero como le digo, si a uno se las dieran en español está

muchísimo mejor, y uno entendería mejor

(I know that they have a reason for giving me all those papers to

sign, but they are not going to be reading the whole page,

completely. But, yes, sometimes they do explain to you, more or

less, what it  means. But as I told you, if they were to provide them

[the forms] in Spanish, it would be much better, and one would

understand better.) [Doña Bianca]

Mothers Continued to be Uncomfortable with the ARD Process

After Initial ARDs

Only three of the eight mothers interviewed continued to attend

ARD meetings after the initial meeting. The five mothers who no longer

attended the ARD meetings gave a variety of reasons for missing these

meetings. Some said they needed to work during the time when the ARD

meetings were held,  others said they forgot that the meetings has been

scheduled.

Those who continued to attend emphasized that they did so

because they wanted to know how their children were progressing in
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school. However, they felt uncomfortable at the ARD meetings for several

reasons. Doña Gina indicated that the documents at the ARD meetings

continued to be written in English, and the teachers translated the

documents for her so that she would sign them. However, she doubted

that they translated everything because another family member had had a

bad experience.  Doña Gina neice had received special education

services and Doña Gina sister always attended the ARD meetings.

According to Doña Gina, her sister noticed that the ARD committee

members were not translating all the documents. Doña Gina’s sister told

her to beware of the school’s translations in ARD meetings. Doña Gina

explained that she did not know if the interpreter completely and accuretly

translated the documents she would sign.

Interviewer: “¿Y usted sabe cuáles son las metas?”

Doña Gina: ”Ellas me las explicaron en español.”

Interviewer:  “Se las explicaron en español?”

Doña Gina:  “Pero yo no sé si dice lo mismo o no.”

Interviewer:  “Cómo que digan lo mismo, por qué dice eso?”

Doña Gina:  “Porque a mi hermana le hicieron eso.”

Interviewer “¿Qué le hicieron a su hermana?

Doña Gina Pos y que le traducían todo pero al final cuando ella

llevó a otra persona que sabia inglés a la otra junta ellos se dieron
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cuenta que los papeles de la junta no se los estaban traduciendo

como eran”

(Interviewer: “And, do you know what the goals are?”

Doña Gina:  “They explained them to me in Spanish.”

Interviewer:  “They explained them to you in Spanish?”

Doña Gina:  “But I don’t know if it says the same thing or not.”

Interviewer:  “That they said the same thing, why do you say that?”

Doña Gina “Because they did that to my sister.

Interviewer What did they do to your sister?

Doña Gina That supposedly they translate everything to her but

in another [ARD] meeting she went with a person who spoke

English and they realized that they were not translating the

paperwork like they were supposed to” [Doña Gina]

Mothers Described the ARD Meetings as Confusing

Doña Paulina said that she had difficulty following the ARD

committee’s discussion about Ramón’s speech difficulty.

Le digo, me sentí como mensa [en la junta] porque no sabía de qué

estaba pasando y luego dije, ‘¿Pues qué está pasando con mi hijo?

¿Qué es esto del problema del habla y todo eso?’ ”
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(I felt dumb [in the meeting] because I did not know what was going

on, and later I said, “What is going on with my son? What is all this

about a speech problem and all of that?”) [Doña Paulina]

Doña Marta seemed to feel that the only purpose of the ARD

meetings was to obtain her signature, and she felt that the school was not

interested in her participation in the meeting. Doña Marta stated that the

school suggested that the ARD documents could be send home for her to

sign, if she could not attend the meeting.

Sí, no, a ellos de la escuela le daba igual si yo iba o no a las juntas.

Es que no importaba yo ahí en la junta. Ellos me querían mandar

los papeles para que yo los firmase, claro estaba de que, de que

no importaba si iba yo o no, que no fuera a la junta.

(Yes, no, to them at school, it was the same if I went or did not go

to the meetings. I was not important there, at the meeting. They

wanted to send me the papers so I could sign them. It was clear

that, that it did not matter if I went or not, that I didn’t go to the

meeting). [Doña Marta]

Home literacy practices

The mothers described the following home literacy activities: (a)

mothers listened to their children read in Spanish, (b) attempted to help

them with their reading problems; (c) mothers talked with their children
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about what they read; (d) mothers helped younger children with

homework; (e) siblings helped other siblings with homework; (f) siblings

read to, and listened to their siblings read, in English; and (g) siblings

discussed the materials they had read with each other. Two factors

affected which family members were responsible for home literacy--the

language of the reading materials and their difficulty level. Participating

mothers averaged a third grade education.

Mothers Listened to their Children Read and Discussed

what their Children Read

These mothers discussed a variety of literacy materials and topics

with their children. For instance, Doña Marta and Doña Ana engaged their

children in frequent conversations about pictures and books, especially

the Bible:

Yo les platico de la Biblia y de la palabra de Dios.”

(I talk to them about the Bible and the word of God.) [Doña Marta]

Yo les enseño a mis hijos de la Biblia, yo les platico mucho de Dios

a mis hijos.

(I teach my children about the Bible and talk a lot to my children

about God.) [Doña Ana]

Doña Eugenia and Ricardo enjoyed discussing books about

animals. She explained that sometimes when Ricardo did not want to
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read, she would give him a book and say, “This is such a beautiful book

and it is about this animal.” This made him want to read the book by

himself. He was even more motivated when she said to him, “Read this

book and later we can discuss what happened to the animal.”

Mothers Tried to Help their Children Overcome Reading Difficulties

Most of the mothers said that they listened to their younger children

read aloud in Spanish. They helped their children with Spanish

pronunciation and vocabulary. Omar enjoyed reading to his mother and

asked for her assistance when he made errors.

Pues hay veces que él me lee en voz alta. Cuando mira que ya

estoy sentada y aburrida y no estoy haciendo nada, él se pone a

leer y me dice, “Mami, te voy a leer porque este libro” me dice, “es

muy bonito.”  Y se pone y lee y pos me dice, “Tú me dices dónde

no esté bien.”  Y yo le digo, “Andale m’ijo pues.” Y cuando hay una

palabra que no es, le digo, “Se dice así hijo,” y me dice, “Mamá, es

que me turbé.”

(There are times that he reads aloud to me. When he sees that I

am sitting and bored and doing nothing, he starts to read and tells

me, “Mom, I will read this book to you because this book", he says,

"is very pretty.” And he reads and he tells me, “You tell me where

it’s not right.” And I tell him, “Go ahead, son.” And when there is a
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word that is not the right one, I tell him, “This is how you say it,

son,” and he tells me, “Mom, it’s because I got confused.” [Doña

Carla]

Doña Carla explained that when Omar was younger, he had great

difficulty reading in Spanish and reversed letters. She tried to help him

with letter recognition.

Pos Omar pos yo lo ponía a leer porque pos él no conocía las

letras pues, oiga, como la “b” le decía “d”.  Este me ponía la

pancita para acá y la “d” pa’aca y no las confundas porque en vez

de “baby” vas a decir “dady” y eso no está bien por eso no lo

confundas.

(Well, Omar, I would have Omar read because he did not know the

letters, well, I say, like the, “b,” he would say  “d”.  He would put the

letter’s belly facing this way and the “d” the other way and I would

tell him not to confuse them because instead of saying “baby” you

would say “dady,” and that is not right, so don’t confuse them.)

[Doña Carla]

Doña Eugenia felt that it was very important for Ricardo to learn

how to speak and read Spanish correctly. She explained that Ricardo had

had many difficulties pronouncing words correctly when reading aloud.

Because of this, she spent an hour a day practicing reading skills with him.
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Yo quiero que lo hable el español bien, entonces por eso, cuando

yo le enseño a leer para que practique a leer, le digo que no, que

así no se pronuncia, que se pronuncia de otra forma.

(I want him to speak Spanish well, so that is why when I teach him

to read so he can practice reading, I tell him not to, that that is not

the way you pronounce it, that it’s pronounced a different way.)

[Doña Eugenia]

Siblings Helped Other Siblings

Siblings in these households had four main roles in home literacy

practices. They (a) helped other siblings with homework; (b) read to them;

(c) listened to their siblings read, and (d) discussed reading materials.

Students’ siblings were often called upon by their mothers to help when

the level of reading materials was too difficult for the mothers to handle, or

when reading materials or homework was in English.

Doña Ana explained that Elisa takes care of the other children’s

homework because she (Doña Ana) works to support her five children.

She said that when she is at home, the children expect her to take care of

them and provide things such as a hot meal, which is why Elisa assists the

younger siblings with schoolwork.  Doña Ana described Elisa as the

teacher of the younger siblings.

Doña Ana: “Al bebé ella [Elisa] lo enseña, es la maestra de él.”
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Interviewer: “Y cómo es eso?”

Doña Ana: “Es que él le dice, ‘Elisa ¡ayúdame en la tarea!’ ‘Ok.’ Se

sienta en el sillón a estudiar y a enseñarlo hacer la tarea. A todos

le enseña y los ayuda con la tarea.”

(Doña Ana: ”She teaches the baby, she is his teacher.”

Interviewer: “And how is that?”

Doña Ana: “It’s because he says to her, “Elisa help me with my

homework!’ and she sits with him on the couch to study and to

teach him how do his homework. She teaches them all and helps

them with homework.”) [Doña Ana]

She also explained that Elisa helps her brothers and sisters

because Doña Ana herself has difficulty in reading, and prefers that Elisa

read to the younger children in English. Elisa reads to them, corrects

them, and helps with homework.

Elisa los corrige a todos, ella los ayuda a hacer la tarea y lo que los

niños no saben ella los estudia.”

(Elisa corrects all of them, she helps them do homework and, what

the children do not know, she studies with them.)

Doña Ana stated that Elisa enjoys reading and discussing the Bible

with her brothers and sisters
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Elisa le gusta leer por sí sola o le gusta leer a los otros niños.

(Elisa likes to read by herself or she likes to read [the Bible] to the

other children.) [Doña Ana]

Like Elisa, Doña Joaquina’s older daughters were also in charge of

reading to their younger sibling. Doña Joaquina’s explained that she did

not have sufficient time to spend with her children, because she had just

had a baby who was ill and required a lot of attention. Therefore, the

responsibility for helping with schoolwork was shared by the older siblings.

The mothers Encountered Obstacles in Trying to Support their

Children’s Literacy Development

Mothers were able to help their younger children when the

materials they were working on were at the mothers' reading level. The

mothers indicated that as their children moved into the upper grades, they

were less able to help them because the reading levels were too difficult,

the lessons were too hard, and the materials were more likely to be in

English.

Cuando me trae tarea, ¿entiende? Que no le entiendo pues yo no

le puedo ayudar. Le digo yo que tiene que decirle a la maestra,

¿usted ve? Que le ayude ella o que le trate de explicar, ¿me

entiende? Porque yo trato en lo que yo puedo, ¿entiende? Como

yo no sé mucho, pues yo nunca he ido a una escuela. Yo sé hablar
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un poquito de inglés y entiendo y, y, y  tal vez le leo un poquito,

pero no es mucho, ¿entiende? No es la gran cantidad que yo le se

a, o sea, como para como ayudarles en tarea tal vez ya, ya él va a

unos grados más altos, ¿entiende? Ya las tareas son mas difíciles.

Y yo, pues la verdad en mi país, ni en mi país estuve como en

muchos grados en la escuela, ¿entiende? Estuve poco, entonces

no sé muy, muy, muy, muy, mucho.

(When he brings me homework, do you understand that I don’t

understand and I cannot help him. I tell him he has to tell the

teacher, do you see? She can help or try to explain, do you

understand? Because I try in what I can, do you understand?

Because I don’t know much, because I’ve never gone to school. I

can speak a little bit of English and I understand, and, and, and I

can read a little to him, but it’s not much, do you understand?. I

know it is really not enough to help with homework maybe, because

he’s in the upper grades, do you understand? And the homework is

more difficult. And I, well, the truth is that in my country, in my

country I didn’t even attend many grades at school, do you

understand? I went to school for a while and I don’t know very,

very, very, very, much.) [Doña Bianca]
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Doña Bianca said that sometimes José brought books from the

school that were in English and she could not help him because she did

not know English.

Le digo yo, “Pues si me traes un libro pues tráemelo en español

para yo poderles leer porque si los trae en inglés, la verdad lo tiene

que leer solo.”  Porque yo no le puedo ayudar, no le puedo ayudar.

Yo le leo y lo ayudo un poquito en lectura pos si es en español.”

(I tell him, if you bring a book, bring it in Spanish so I can read it to

you, because if you bring it in English, the truth is, that he has to

read it alone.”  Because I cannot help him, I cannot help him. I read

to him and help a little bit with his reading, if it is in Spanish.)  [Doña

Bianca]

Doña Joaquina explained that she is not able to assist her children

with reading because the materials sent from school are in English and

she neither speaks nor reads English.

“Pues muchas veces pues no más ellas (las hermanas) les lee

porque…porque hay libros que mandan en inglés, esos si yo no.

No le sé leerles, ¿verdad? Pero ellas sí leen.”

(Many times, only they (the sisters) read to them because, because

there are books that they send in English, those I cannot. I don’t
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know how to read to them, right? But they do read.)  [Doña

Joaquina].

The mothers reported that because they had little education, it was

difficult to help their older children as task demands exceeded their own

literacy levels.

Yo estudié hasta tercer grado ... yo no sé leer ni escribir bien.

(I studied until third grade..I don’t know how to read or write well.)

[Doña Ana]

Yo no sé mucho, pero más o menos trato de decirle, porque yo en

Guatemala no más aprendí a leer y escribir - fue todo lo que hice.

(I don’t know a lot, but I more or less try to tell him, because in

Guatemala I only learned how to read and to write, that’s all I did.)

[Doña Paulina]

Generally, the mothers felt that they were responsible for helping

children with basic skills such as letter names and sounds, basic reading

skills, and listening to them read.  In the case of older students, mothers

felt that they did not have the skills to help them because they themselves

had limited schooling.  Mothers seemed to rely on teachers and older

siblings to help their children with disabilities.

The mothers also mentioned that they became frustrated with their

children’s oral, reading and writing difficulties.  Doña Paulina stated that
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she took time everyday in the afternoon to help Ramón with his

homework. She said that Ramón refused to cooperate with her, or simply

had a lot of difficulty completing his homework. Doña Paulina said that she

did not have the patience or the educational background required to help

him with school work.

A veces me siento con él y le digo, “Ven, vamos a hacer la tarea.” El me

dice, “Que no quiero.”  “Ramón ven.” Y, “No quiero,” y “No quiero,” y

yo me enojo, entonces mejor se la dejo ahí porque si yo me enojo, yo para

serle sincera, no tengo paciencia para eso, no tengo paciencia.

 (Sometimes I sit down with him and tell him, “Come, let’s do your

homework.”. And he tells me, “No, I don’t want to.”  “Ramón, come

here,” and “I don’t want to,” and “I don’t want to,” and I get angry, then

it’s better for me to leave it like that because if I get angry, to be honest

with you, I don’t have the patience for that, I have no patience.) [Doña

Paulina]

The following section includes a discussion of the types of reading

materials that were available in these homes and the sources of these

materials.
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Literacy Materials in these Homes Ranged from Children’s Books

to Encyclopedias

In these households, children’s books were readily available. In

Doña Paulina’s home, materials such as magazines, coloring books, and

worksheets were in an accessible place (e.g.the dinner table where the

children read and did their school work or in their bedroom).

Doña Bianca’s had an English encyclopedia set that was sometimes used

her oldest child to complete his homework. José liked to look at the

pictures in the encyclopedia, but preferred reading storybooks, which were

also available.

Ellos tienen un pocote de libros así, pues ahí tenemos de cuentitos

y cosas así y también tengo una enciclopedia, pero en inglés, que

aunque yo no la entiendo, el niño la usa.

(They have a bunch of books there were all, we have story books

and things like that and I also have an encyclopedia, but in English,

that even though I do not understand it, the boy uses it.) [Doña

Bianca]

Materials were Obtained from the School and the Community

Most reading materials available in these homes came from the

school library, and the classroom teacher. The church and public library

served as the primary community resource for literacy materials.
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An important source of reading materials in these households was

the school library.  Doña Carla explained that even though she did not

have the resources to purchase materials for her children, she was

pleased that her children checked out books from the school library to use

at home. Doña Paulina indicated many of the reading materials in her

home came from the school. This was true for several families.

Yo tengo libros, pos aquí atrás tengo libros que también a él le

dieron el año pasado y tenemos libros, libros los que me traen ellos

de la escuela. Es que ellos los escogen los que ellos les gustan.

Pero yo tengo muchos libritos, cuentos y muchos tengo que me

han regalado las maestras que ya me conocen, me han regalado.

(I have books, back here I have books that they gave him last year

and we have books, books that they bring me from school. It’s that

they choose the ones they like. But I have many small books,

stories, and I have many that the teachers who already know me

have given me. They have given them to me.) [Doña Paulina]

Mrs. Varela, Omar’s teacher, provided him with books use to

practice reading at home.

Las maestras los deja que traigan cosas allá de la escuela, unos

libros para que lean y me dicen, ‘Mami, voy a leer este libro.’  Me

dice Omar, 'que me lo dió Mrs. Varela.' "
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(The teachers let the children bring things from school, some books

to read and they tell me, "Mom, I am going to read this book,” Omar

says, “that Mrs. Varela gave to me”.) [Doña Carla]

The mothers purchased books from reading catalogues provided by

teachers. These catalogues were sent home every year so parents could

purchase new books at the cost of about a dollar per book.

Tenemos libros que yo les he comprado, que les he pedido de la

escuela cuando traen la lista de que la que uno puede comprar

libros.

(We have books that I have bought for them, I have ordered them

from school when they bring the list from which we can buy books.)

[Doña Paulina]

Doña Bianca obtained reading materials from stores like Walmart.

She indicated that the storybooks were affordable, and that they were

written in Spanish.

Yo se los compro cuando voy a la tienda. A veces así le gusta

uno que sea de Clifford y que todas esas cosas que le gusta y

yo se las compro.

(I buy them when I go to the store. Sometimes he likes one that

is about Clifford and all those things that he likes and I buy them

for him.) [Doña Bianca]
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Literacy Experiences Outside of the Home Primarily Involved the Public

Library and Church

The mothers also took their children to the library to check out books and

movies. Children seldom read books while they were there. They were more

likely to spend their library time working on computers, which they did not have

at home. Doña Gina mentioned that she took the opportunity to read Spanish

magazines while her children selected books.  Because she lacked transportation,

she was only able to take her children to the library once or twice per month.

A veces vamos a la biblioteca y yo me pongo a leer revistas en

español y ellos se ponen en la computadora para sacar los monos

y luego miran monos en las revistas."

 (Sometimes we go to the library and I read magazines in Spanish

and they use the computer to download cartoons and later they

look for cartoons in the magazines.) [Doña Gina]

Doña Paulina worked as a housekeeper and the woman for whom

she worked took Doña Paulina’s children to the library story hour. Doña

Paulina explained that she did not go to the library with her children

because the books were in English and she could not read them to her

children. She preferred having her employer read to them.

Le iba a decir, yo no voy a las bibliotecas con Ramón porque todo

está en inglés. Yo no voy … porque aunque yo quiera no puedo
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porque, pues, él me dice, “Yo quiero ese libro.” y “Mira ese libro.” y

yo no puedo porque yo no sé inglés, pero la señora con la que yo

trabajo, sí, los lleva porque yo no sé inglés ni tengo el tiempo de

llevarlos.  Allá en la biblioteca a los niños le leen libros unas

americanas.

(I was going to tell you, I don’t go to libraries with Ramon because

everything is in English. I don’t go…because even if I want to, I

can’t because, well, he tells me, “I want that book” and “look at this

book” and I can’t because I don’t know English. But the lady with

whom I work, yes, she takes them, because I don’t know English

and I don’t have the time to take them. At the library, the children

are read to by some American ladies) [Doña Paulina]

In some instances, the mothers took their children to church and

this provided literacy opportunities.  In catechism classes, for example, the

teachers read the Bible to students.  Doña Marta explained that children

read and memorized Bible passages to recite before the congregation.

They also read biblical passages and summarized the meaning in their

own words.

Ella es, eh, la madre Josefina allá en la iglesia les pone,

este, tarea de la Biblia… Y que que las los estudie, les encarga
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que que lo estudie, y saque un resumen. ¿Qué fue lo que

entendió? ¿Qué fue lo que pasó?

(She is, Sister Josefina, there at church, she assigns

homework about the Bible. They have to study and she tells them

to summarize.  What did they understand? What happened?) [Doña

Marta]

Doña Eugenia wanted to provide literacy experiences outside the

home, such as going to the library or going on field trips, but lack of

transportation limited these opportunities.

Antes llevaba a los niños más a la biblioteca pero ahora los

llevo una o dos veces al mes porque no tengo carro para llevarlos

allí."  (Before, I took the children to the library more, but I now take

them one or two times a month because I don’t have a car to take

them there. [Doña Eugenia]

Summary

This chapter reports these Latina mothers’ perceptions of their

children’s reading-related disabilities and describes the families’ literacy

practices. The mothers in this study did not perceive that their children had

disabilities, but acknowledged that they had oral language and literacy

difficulties. They were aware that their children’s oral language, and

reading development differed from that of siblings and peers. Interestingly,
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the mothers attributed their children’s difficulties to factors other than a

disability. These included school-related, hereditary, behavioral , and

physiological factors.

All the mothers agreed to the school’s recommendations that their children

be placed in special classes/schools. They thought the placements would help

their children overcome their difficulties through individualized and remedial

instruction. The learning disability label produced two reactions. First, there

was a cognitive dissonance between the mother’s definitions of disability

and that provided by the schools. To these mothers, the label “learning

disabilities” was synonymous with saying that their children were sick or

had serious physical or mental problems. While they understood that their

children had oral language, and literacy difficulties, these mothers did not

believe their children had disabilities. The mothers recognized that their

children received special services from the school, but they did not

understand the label assigned. Secondly, three of the teachers working

with the children of participating mothers were from Latino backgrounds.

Mothers perceived that they had a good relationship with the special

education teachers. However, when probed about the teacher’s roles and

responsibilities, they were unable to identify them.

The mothers’ participation in and understanding of the special

education process was hindered by a number of factors including
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language differences, a lack of understanding of educational jargon, and

limited understandings of their role in the proceedings. The documentation

provided was typically in English and therefore inaccessible to these

mothers.

The mothers reported that they had sufficient access to literacy

materials, including books, encyclopedias, and magazines, and that these

typically came from school, the public library, or churches. They described

a variety of family literacy practices, including reading in both Spanish and

in English, talking about stories read, and homework-related activities. The

mothers read to or listened to their younger children read in Spanish and

helped them with reading problems they noticed. Mothers seemed to rely

on teachers and older siblings to help their children who had disabilities.

Furthermore, the mothers also mentioned that they became frustrated by

their children’s oral language, reading and writing difficulties.
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CHAPTER V:  DISCUSSION

The purpose of this study was to describe Latina mothers’

perceptions of their children’s reading-related disabilities and their

involvement in their child’s Admission, Review, and Dismissal Committee

meetings. This committee makes special education eligibility

determinations, develops the student’s Individualized Education Plan, and

monitors progress as a result of special education and related services. I

was also interested in the families’ literacy practices and how Latina

mothers support their children’s reading development; of particular interest

to me was how they collaborated with schools to address their children’s

learning disabilities. I used a naturalistic approach to collect data to

answer my research questions, conducting a series of interviews with

eight participating mothers. I then used a grounded theory approach to

analyze the interview data and to identify themes which characterized the

mothers’ conversations with me about their children, special education,

and family literacy.

Chapter IV reported the themes which emerged from my analyses.

The following narrative is my summary description of the experiences

these mothers had with the special education process.  Manuela is the

collective voice of these mothers.
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Manuela is a 35-year-old housewife from Zacatecas, Mexico. She

is an undocumented immigrant who crossed the US/Mexico border with

her husband in 1993. Her husband is a construction worker. They have

three children: Jose is ten years of age; Juan is seven and María is two.

The family lives in a three-bedroom duplex. Manuela attended school in

Mexico through the third grade.

A few years ago, Juan’s teacher at the time called Manuela, told

her that Juan was having difficulties with reading and speech, and invited

her to a meeting at the school. Manuela was aware of Juan’s problems.

As a youngster, Juan made many pronunciation errors (e.g., saying “eche”

for “leche”), and Manuela initially thought this was funny. However, she

became concerned when he continued to make these errors after his fifth

birthday. Manuela noted that Jose, her older son, was speaking correctly

by age five. Manuela also noted that Juanito did not like to read and that

when he did, he confused letters. Instead of reading “baby”, he would read

“dady”.

At the meeting at the school, Manuela was told that her signature

was needed so that the school psychologist could evaluate Juan. She

signed the consent forms as requested. She had no further contact with

anyone from the school until the teacher called to invite her to what was

called an Admission, Review, and Dismissal (ARD) meeting. Manuela had
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no recollection of having been involved in a pre-referral or a referral

meeting. Moreover, she was never contacted by the school psychologist

who conducted the Full and Individual Evaluation.

The day of the ARD meeting, Manuela arrived at the school feeling

overwhelmed by the long trip, which required taking two buses. María,

Manuela’s two-year-old daughter, had cried all the way. When she entered

the meeting room, Manuela encountered many unfamiliar faces. The

meeting started and people introduced themselves. Among others, those

in attendance at the meeting included Juan’s teacher, the principal, the

speech therapist, and the school psychologist.

María started to get fussy. It had been a long trip and she was tired.

Manuela tried to listen to the conversation, while at the same time trying to

calm her baby. The meeting was conducted in English and Mrs. Rivera,

the bilingual education teacher, translated some of the discussion.

Manuela listened intently. However, most of the time, she was not able to

follow the conversation. It awkward to have to communicate through an

interpreter, and the team members used so many unfamiliar educational

terms that the interpretation was not very helpful. Manuela remained

silent.

Mr. Smith, the psychologist, told Manuela that Juan had a learning

disability. The principal told her not to worry, though, because Juanito
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would be placed in a special education classroom where he would receive

individualized instruction to help him learn to read. Manuela was pleased

that her son was going to get special classes. The speech therapist told

her that she would continue to help Juan with his speech problems.

Manuela’s thoughts were interrupted by the principal, who asked

her if she agreed with the recommendation to place Juanito in a special

class. She did so readily. Mrs. Rivera explained that Juanito’s school did

not have a bilingual special education class, so he would have to be

transferred to a school where that service was available. Manuela thought

to herself that since her son was learning to read in Spanish, it would be

better for him to be in a school where he could get special classes in

Spanish. She signed the necessary forms, even though they were in

English and she could not read them. She said to the committee, “I want

you to do what you think is best for Juan”. As the committee members

started to leave, Manuela approached Mrs. Rivera and asked, “How is my

son doing?” The teacher replied: “Juanito has a learning problem, but he

will do well at the new school. He will have a teacher who will help him

learn to read.” Manuela asked Mrs. Rivera to express her gratitude to the

other team members for all the help they were providing her child.

Juan started second grade at the new school. The first week of

class, Manuela received a phone call from Juanito’s bilingual special
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education teacher, Mrs. Velez. Mrs. Velez explained that the purpose of

her call was to introduce herself and told Manuela that she should not

hesitate to call if she had any questions about Juan’s progress. Toward

the end of the school year, Manuela opened Juan’s backpack and found a

piece of pink paper with her name on it. Based on the color of the paper,

she understood that she was being invited to another meeting to talk

about Juan’s reading problems. She signed it and put it back in Juan’s

backpack. She knew she would not attend the meeting. First, Juan’s new

school was much further away from home than his old one had been, and

she knew it would be a difficult trip for her and for María. And, she knew

that she would not understand the proceedings. Besides that, the school

knew what her child needed; she did not. She tried to help him at home,

but was often frustrated because he didn’t seem to remember what he had

learned from one day to the next.

A few days later, Mrs. Velez called and asked Manuela if she had

received the ARD meeting invitation and if she was coming to the meeting.

Manuela apologized to Mrs. Velez, explaining María was sick, so she

could not attend. Mrs. Velez asked whether Manuela agreed that the

meeting could be held without her. Manuela gave her approval.

. A few days later, Mrs. Velez visited Manuela at home. They talked

about their families and about Juan’s progress. Mrs. Velez brought some
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documents for Manuela to sign. She explained to Manuela that Juan was

doing well in school, but that Manuela needed to give her permission for

him to continue in his special reading classes. Manuela appreciated that

Mrs. Velez had come to her home to talk about Juanito’s school’s

progress. She signed the IEP. Every year since then, Manuela has

skipped the ARD meeting and Mrs. Velez has come to visit.   She tells

Manuela that Juan is doing well and has her sign the document that allows

Juan to continue receiving special reading support.

When I visited Manuela, I asked her about her son’s learning

disability. She was taken aback and quickly explained that her child did

not have a disability; that he was not retarded or crazy. I asked her why he

was in special education and she explained that he was in special classes

to help him overcome his reading problems. She was confident that this

would happen soon, since his teacher reported to her every year that he

was doing well, although Manuela herself had not noticed much progress.

She acknowledged that Juan still had speech problems but the therapist

was helping him with those issues as well.

When I talked to Mrs. Velez, the special education teacher, she

explained that Manuela was “in denial”. She said that she had explained to

Manuela several times that her son had a learning disability.  She thought

that perhaps the problem was Manuela had limited education and simply
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did not understand the problem.  Besides, Manuela did not seem

concerned, or perhaps did not care, because she never attended the ARD

meetings.

The story above illustrates several of the issues identified in this

study relative to the interactions between parents of English Language

Learners with disabilities and school personnel. Manuela recalled a

meeting at which she was asked to give permission to have her child

evaluated.  She also recalled the school’s efforts to help her child

overcome speech difficulties but did not recount having been involved in,

or having been informed about, efforts made to help Juanito overcome his

reading difficulties prior to his placement in special education. She

indicated that she had had no involvement with the individual who

conducted the assessment until the day of the ARD meeting. This would

suggest that she had not been a partner in prereferral intervention

processes or at the referral meeting at which the decision to conduct an

evaluation for suspected learning disabilities was made. The school

moved forward with the referral and assessment without benefit of her

perceptions concerning Juan’s speech and language difficulties.

At the ARD meeting, the committee members explained in Spanish

that Juan had “problemas de aprendizaje” which translated literally means

“learning problems”. They indicated that they recommended that he be
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provided “clases especiales” or “special classes” to help him with his

reading difficulties.  Because she was well aware of his speech and

reading problems, the diagnosis did not surprise Manuela and she

appreciated the school’s offer to provide Juanito with the support he

needed to learn to read.  She willingly agreed to have him assigned to

these special classes and gave permission to have her him transferred to

another school so that he could receive specialized bilingual instruction.

She communicated that she trusted the school personnel to do what was

in the best interest of her son.

Cultural Differences in Perceptions of Disabilities

As indicated in previous research (García, Pérez & Ortiz, 2000;

Kalyanpur & Harry, 1999, Harry, 1992;Pérez, 1998) the findings presented

in Chapter 4 and reflected in Manuela’s story  suggest that culture

influences a family’s perceptions of disabilities. Because their children

were not mentally retarded or emotionally disturbed, and because they

functioned well in home, community, and school contexts, except in

academic domains, participants in this study rejected the school’s

classification of their children having learning disabilities. However, they

had tremendous insights into their child’s difficulties. The mothers’

descriptions of their children’s problems were, in many ways, similar to

those offered by educators.
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The interviews revealed two ways in which the mothers’ definition

of disability differed from that of schools. First, the parameters of

“normalcy” were broader for these mothers than they were for the

educational system. Their children’s academic problems were not as

severe as those of children with mental retardation or emotional

disturbances, and so, did not meet these mothers’ standards for a

disability classification. Instead, these mothers described the problems as

traits that ran in the family, and seemed to suggest that they were less

stigmatizing than mental retardation or emotional disturbance (Harry,

1992). Moreover, these mothers did not view their children’s problems as

a life-long phenomena (as mental retardation, for example, would be).

They were confident that the children’s language and literacy problems

would be resolved by the instruction they were receiving in what they

thought were special or remedial classes.

Other studies have reported that families who hold traditional Latino

cultural beliefs explain disabilities as related to spiritual phenomenon

(Adkins & Young, 1976; Chan, 1986; Locust, 1988) such as “mal de ojo”

(evil eye) or “empacho”, a physiological condition related to food digestion

(Green, 1982). Doña Joaquina was the only participating mother who

made such an attribution. She ascribed Joaquin’s school problems to a

scare (‘susto”) she had received while she was pregnant with him.
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Educators must be aware that there are cultural differences in

perceptions of disabilities and that these differences can contribute to

misunderstandings between parents and school personnel. These parents

defined disabilities as something visible (e.g., a physical disability), severe

(e.g., mental retardation), and permanent (a condition that cannot be

“cured”).  Because their children did not meet any of these criteria, it did

not occur to them that they might have special education needs; and they

did not realize that their children were in special education because they

considered special education to be a program for students with significant

cognitive and mental health issues.

The findings of this study suggest an urgent need for educators to

receive pre-service and in-service training in linguistically and culturally

responsive special education practices. Harry (2002) suggested that this

training focus on: (a) culturally and linguistically diverse (CLD) families, (b)

these families’ perceptions of disabilities, (c) the cultural underpinnings of

special education, and (d) the influence of these on educators’ interactions

with CLD populations. As Harry (1992) states, professionals are not being

asked to change their own beliefs and values, but to recognize that other

cultural groups have distinct beliefs that are equally valuable. Educators

cannot force their perceptions of disability and parent involvement onto

CLD families.



118

Participation in Admission, Review, and Dismissal Committee Meetings

These mothers had children who were currently being served in a

bilingual education program and receiving bilingual special education

services.  It is important to note that the concerns they raised about the

ARD process referred to the school the child had attended at the point of

initial admission to special education and prior to transfer to the BSE

campus where the child was being served. The issues raised in the

interviews may thus reflect the lack of appropriate services on the child’s

home campus, which was the primary reason for the transfer. The findings

of this study suggest that mothers’ first experiences with the special

education placement committee process can impact future participation.

These mothers appeared to have carried over the negative experiences

they had at the home school to the BSE campus and, as a result, many

stopped attending ARD meetings.

Consistent with other studies, these mothers were not actively

involved in the special education decision-making process (Smith,

Polloway, Patton, & Dowdy, 1995; Turnbull & Turnbull, 1997). This was

influenced by factors such as culture and language (Harry, 1992; García,

Pérez & Ortiz, 2000; Lynch & Stein, 1987), their perception of disability

(Behr & Murphy, 1993; Danseco, 1997; Harry 1992; García, Pérez & Ortiz,
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2000), and their understanding of the process itself ( Harry, 1999;

Romero, 1989; Zetlin, Padrón & Wilson, 1996).

Parents are expected to be advocates for their children (Harry,

1998). This presupposes that they have a high level of knowledge, not

only about special education, but also about the school culture, and that

they have the experience or confidence to become involved in school

processes. The school’s approach to parental participation appeared to be

based on a deficit model of CLD parents; they reflect a belief that these

parents are inherently inferior, and thus dependent on educators to make

appropriate decisions about the education of their children (Harry, 1992).

To achieve active participation, educators must recognize the rich

resources families can provide to schools. Collaborative approaches to

parental participation increase the likelihood that parents will become

equal partners in educational decision making as required by federal and

state law. Such approaches also provide insights into different

socialization practices. As Cummins (1989) observed, “When educators

involve minority parents as partners in their children’s education, parents

appear to develop a sense of efficacy that communicates itself to

children—with positive academic consequences” (p.114). The following

discussion suggests how such partnerships can be facilitated.
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Parent Advocacy

These mothers reported that they were not always notified of ARD

meetings in their native language and that they did not fully understand

the purpose of meetings. For example, Doña Marta explained that every

time an ARD meeting was to be held she received a phone call from the

teacher indicating that the meeting was scheduled, but the teacher also

indicated that her presence was not required. As a result, Doña Marta, like

the other mothers, did not feel she was welcome at these meetings.

Mothers felt that the schools’ primary interest was in getting the necessary

signatures on special education documents.

Parent support, advocacy, and training groups should be

established to specifically serve parents of ELLs with disabilities and to

ensure they understand their rights under federal and state special

education laws. Although services such as these are available (e.g.,

through  Texas Fiesta Educativa, a statewide conference that serves

Hispanic children with disabilities and their families), families may not be

aware of them. Schools need to link parents with these advocacy/support

systems.

Schools should also consider designating a parent liaison to serve

as an advocate for parents in the special education process. With

appropriate training and support, parents of children with disabilities can
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serve as advocates for other parents. Alternatively, many schools employ

parent liaisons; training these individuals in the special education process

could provide an important resource for traditionally disenfranchised

parents.

Communication Barriers

Limited understanding of special education processes, coupled with

differences in communication styles (e.g., high context preferences of

Latinos and low context preferences of educators) can result in

communication breakdowns. These communication difficulties are

problematic, given that the Individuals with Disabilities Education Act

(IDEA Amendments, 1997) requires parental involvement in all decisions

impacting their children’s education. Families are encouraged to express

their goals and expectations for their children’s development and their

concerns about information shared by educators in ARD meetings.

These mothers were being asked to participate in a process they

did not understand, in schools whose rules and procedures were unknown

or unfamiliar to them or which may have reminded them of negative

experiences.  Additionally, they were being asked to participate in

meetings, which were sometimes held in a language they neither

understood or spoke. Like parents in a study conducted by Zetlin, Padron

and Wilson (1996), these Latina mothers found that meetings in English,
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coupled with the education jargon embedded in the schools and laws

(Kalyanpur and Harry (1999)), negatively affected their participation in the

special education process. The mothers were silent during these

meetings. Their silence was then interpreted by some school personnel as

passivity, disinterest, or lack of sufficient knowledge for fruitful

participation.

Establishing a personal relationship (“personalismo” or personalism) with

educators may be a condition of involvement in school processes on the part of

Latino families. In the absence of trusting relationships, parents may indeed

appear disengaged or disinterested. This type of relationship may be

uncomfortable for educators who try to maintain “professional” relationships with

parents or who interact with them in a “business-like” manner.

Use of Interpreters

The mothers reported that schools did not provided qualified

interpreters at the ARD meetings. Sometimes the interpreters did not

translate the entire discussion and, when they did, the interpretation did

not make sense because it contained educational jargon. Lack of quality

interpreting caused the mothers to feel like outsiders to the proceedings

and, ultimately, to decision-making. As a result, most mothers did not

participate in subsequent meetings; those who did attended only out of a
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sense of obligation to their children, and without any expectation that their

participation would be meaningful.

Although ARD committee members thought they had

communicated effectively through the use of an interpreter, the message

these committee members thought they had delivered, and the mothers’

interpretation of this message, were very different. These mothers did not

understand that their children had disabilities and were being placed in

special education. The problem was likely in the choice of words in

translating from English to Spanish.  The Spanish word for disability is

“discapacidad”, yet this word was not used in describing Juan’s (or any

other child’s) problem.  Had the committee members said, “Su hijo tiene

una discapacidad de apredizaje”, that is “Your child has a learning

disability”, the mothers may have had a different reaction.  Moreover,

using the term “clases de educación especial”, special education classes,

would have been preferable to “special classes”.  Harry (1992) found that

the term “incapacitado en el aprendizaje” as a translation for learning

disability minimized parents’ confusion about their children’s problems.

Parents in Harry’s  study, felt that the term was less stigmatizing (than

mental retardation, for example) because they were told that their children

had normal intelligence but trouble learning to read, write, or speak

clearly. If the mothers in this study had understood that ARD members
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were talking about disabilities, not learning problems, they may have also

understood that “special education” does not equate with “special” or

remedial classes.

Parents have the right to give informed consent for decisions

affecting their children’s education. They have the right to receive

information about their rights and procedural safeguards, notifications and

paperwork in their native language. In addition, the language level has to

be appropriate to the parents who receive it (IDEA, 1997). Schools should

use qualified translators in preparing these documents and should have

documents reviewed by parents to ensure that the language and

readability level are appropriate.

Schools also need to provide qualified interpreters at meetings to

which parents of ELLs are invited. Interpreters must be proficient in the

target language and in English, must understand special education

processes (e.g., the purpose of special education, referral and

assessment procedures, etc.), and must also be trained in other areas,

including parental rights and legal safeguards such as confidentiality.

Educators as Experts

Parents of ELLs may perceive educators as authority figures who

should not be questioned (Harry & Kalyanpur, 1994; Valdez, 1996).

Questioning their recommendations would be considered disrespectful or
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rude by members of traditional Latino cultures. For instance, Doña Marta

told me that she felt confused in the meeting because she did not believe

Joseito was “sick,” as the school claimed. However, she did not raise

objections because, as she said, “They know what is the best for my

child”.  She went along with the placement decision, and offered little input

into discussions. It is likely that this suggested to the other members of the

ARD committee that she supported their decision.

Lynch and Stein (1987) found that Latino parents often spoke of the

school and its programs in a reverent manner and respected teachers’

expertise. They entrusted decision-making to the experts, which had the

effect of minimizing their own roles. This works counter to the goal of

establishing strong family-school partnerships in the special education

process.

Mrs. Varela, the special education teacher, visited three of the

mothers in their homes following ARD meetings. All of them appreciated

these visits. While she was supportive and stayed in close touch with

these parents, she may have unwittingly contributed to their failure to

participate in ARD’s at the transfer school. The parents came to

understand that, if they didn’t attend the ARD meeting, Mrs. Varela would

make a home visit. This suggested a preference for one-to-one contacts

and more personal relationships with education personnel.
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As indicated previously, these mothers articulated their children’s

language and literacy problems in ways that were consistent with the

concerns of educators. It is thus important that parents have an

opportunity to provide input throughout the special education process.

This could include having parents describe their children’s development

and their learning abilities/difficulties, including parents’ perceptions of the

cause of any problems. These mothers reported logistical barriers to

participation in ARD meetings, including lack of transportation the need for

care for other children, and career demands.

Family Literacy Practices

Results of this study revealed home literacy practices similar to

those of the mainstream population. These mothers understood the

importance of literacy and tried to support their children’s oral language,

reading, and writing development.  The home literacy practices they

described were consistent with many of the recommendations found in

literature on teaching children to read in Spanish (Delgado-Gaitán, 1990).

Most out-of-school literacy activities for older children were devoted to

completing homework (Gallimore, 2001).

Mothers’ involvement in literacy activities was influenced by their

educational backgrounds and their English language proficiency. These

mothers tried to help their children with homework, but were often unable
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to do so because assignments were in English or exceeded their reading

level. Moreover, they experienced frustration in helping their children with

homework because it sometimes took an excessive amount of time,

because their children did not seem to recall information from one day to

the next, and because their children seemed to forget skills that they had

previously demonstrated.  These mothers needed strategies for assisting

their children with reading and writing homework that were appropriate to

the child’s disability. This likely explains why some mothers felt that

teachers were primarily responsible for their children’s education, and why

they encouraged their children to seek the teacher’s assistance when they

needed help with assignments.

As has been documented in other studies (Cunningham,

Cunningham, & O’Connell, 1986; Garcia-Prieto, 1982), siblings took on

important literacy development roles in these homes. Older siblings often

helped younger children with schoolwork and were often the ones who

worked with their siblings with disabilities to improve their literacy skills.

This typically happened when assignments were in English or when the

Spanish reading levels were too difficult for the mothers. Schools should

recognize that siblings play a key role in the literacy practices of Latino

families. Therefore, family literacy training and supports need to include all

involved family members, not just parents.
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Mothers reported that literacy materials provided by the school and

public library were primarily in English and that this was a significant

barrier to supporting their children’s literacy development at home.

Because the majority of these mothers did not speak or read English

proficiently, they felt powerless to assist their children with literacy-related

assignments at home. This was particularly problematic for mothers of

older children. In addition to the lack of Spanish language materials,

transportation was sometimes a barrier to accessing community literacy

resources. This created a greater reliance on schools to provide books

and other materials to support literacy development.

Limitations

This study describes Latina mothers’ perceptions of their children’s

reading-related learning disabilities, the special education process and the

family literacy practices in their homes. Its results are intended to serve as

a basis for future studies about Latina mothers and their children with

reading-related learning disabilities. However, as with any study,

methodological and other limitations have impacted findings. These are

discussed here in an effort to increase the trustworthiness of the study by

providing more detail about the process, and to assist in the interpretation

of results.
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The sample selected for the study represents one of its significant

limitations. While eight mothers were interviewed, not all mothers who

were asked to participate in the research did so, giving rise to the

possibility that this self-selected sample does not represent the full range

of the population of Latina mothers of children with reading-related

disabilities. The number of schools that children attended during the time

period during which interviews were conducted was limited. Children

attended one of the three schools participating in the longitudinal study

which was described previously. All schools were located in the same

school district. This district has an established bilingual education

program, employs bilingual special education assessors and offers

bilingual special education resource services.  It is likely that the schools

and district involved, and the continuum of services that they offer,

influenced results.

The use of interviews as the method of data collection introduced

additional limitations.  While my goal was to increase the level of trust

between the participants interviewed and myself as a researcher, certain

issues remained. I grew increasingly comfortable with these mothers as

the interviews progressed and, with experience, became a better

interviewer.  Therefore, it is likely that the interviews conducted toward the
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end of the study were of a higher caliber than those conducted at the

beginning.

Throughout the study, I was concerned about the influence of my

own perceptions as a middle-class educated Latina with no children, and I

exercised caution in regard to my interpretation of the data because of my

own background.  While I took the precaution of collaborating with other

researchers and with members of groups outside my own as I conducted

the study and analyzed results, my position as an outsider must be noted

as a possible limitation. Every attempt was made to minimize these

limitations. As data were collected, I tried to be aware of stereotypical

thinking in recording thoughts and reactions in the reflexive journal.  I tried

to limit any tendencies to interpret mothers’ behaviors and to consider

alternative interpretations to my initial reactions. I tried to remain open-

minded, ask probing questions, and listen to the mothers’ responses

during follow-up interviews. I also checked my perceptions with peers and

experienced researchers.

One of the major limitations of this study was the lack of formal

observation data that involved these mothers and their children with

reading-related learning disabilities. Even though I was able to informally

observe the environment of the participants during interviews, and I tried

to provide rich information about the participants in the reflexive journal,
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which helped in the triangulation of the interview data, I did not personally

witness either the special education meetings or the home literacy

practices which mothers described.

This study represents a limited view of perceptions of children’s

reading-related learning disabilities and the special education process.

While I have documented the perceptions of mothers, I did not include the

perspectives of fathers, siblings, extended family members or of the

children themselves; nor did I attempt to document fully the views of the

educators who were involved with these students. These limitations

should be addressed through future research.

Future Research

While this study offers insight into Latino mothers’ perceptions of

disability and of the special education process, further research is needed.

Similarly, more information about the home literacy practices of Latino

families which include children with disabilities should be undertaken.

Additional information is needed concerning Latino families’ beliefs

and perceptions about their children’s disabilities, including learning

disabilities. These studies will assist special educators and other

education professionals in understanding cultural differences in the

definition and interpretation of disability. Educators must be able to

consider families' perspectives about disability in order to communicate
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effectively with them. Improved communication between schools and

Latino families might serve to increase these families participation in the

special education process.

While the majority of the research conducted with Latino families

has focused on their involvement in the special education process, more

information is still needed concerning Latino parents’ perceptions of that

process. Future research that encompasses perceptions and participation

during the entire special education cycle, from referral to the development

of IEPs, should be carried out. Specifically, perceptions of the referral

process, and families’ involvement in the evaluation process should be

explored, as family participation at these times is crucial to accessing

information needed to make initial eligibility decisions. Moreover, research

is needed concerning Latino parent perceptions of initial IEP development

and of ongoing reviews and evaluations. Results of such studies will help

us better understand how Latino families experience the whole special

education process; data from them could assist schools in identifying

changes needed to establish more effective partnerships with the Latino

population.

The lack of information available concerning home literacy

practices of Latino families who have children with disabilities necessitates

future study.  Research efforts should continue to examine: (a) home
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literacy practices of Latino families who have children with disabilities, with

an emphasis on the roles of various family members in literacy

development; and (b) families’ perceptions of the influence the child’s

disability exerts on home literacy practices and other aspects of family life.

There is also a need for research, and for the development of best

practices, for establishing effective home-school partnerships to promote

the development of effective literacy skills for English Language Learners,

including those with disabilities.
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APPENDIX A

Interview Guide
Background

1. How long have you lived in Austin? In this neighborhood? Where
else have you lived?

2. Can you tell me about your family? Who lives here?
3. What language(s) is (are) spoken in your home? By whom?

For bilingual members: When do they use Spanish? English?
4. What activities does your family enjoy doing together?

Ask: What types of games? Which TV shows? Etc. How are your
children involved?  How is ___________ involved?

5. Tell me about______.  What are his/her interests?  Tell me about
his/her development?  When did he/she learn to read?

Literacy Practices
6. Who in your family reads?  What do they read? In what language?

Does he/she like to read?  If so, what? Where do these readings
come from?  If not, why? What is hard?

7. Tell me about _____'s oral language. How do you think he/she is
coming along in oral language

8. Tell me about _____'s reading: How do you think he/she is coming
along in reading? If parent expresses a concern: Why do you think
he/she is having this difficulty/problem?  Possible prompts: What
does he/she read? In which language (s)?

9. What do you think would help _________ to read better?
10. Where does he/she get this kind of help? From whom?
11. Are there any other places outside the home and school where

_____ does any reading activities that help with reading? Tell me
about them.

Understanding of the Disability
12. What has the teacher told you about his/her progress in oral

language?
13. What has the teacher told you about his/her progress in reading?

Why do you think he/she is having this difficulty/problem? (if not
already addressed above)

14.I understand that _____ goes to Mr/Ms _________’s classroom for
part of the day. What does he/she do there? (If parent doesn’t
know: What is your understanding of the reason _____ goes to this
class?  If answer is vague: The school has identified ____ as
having a ____ (disability)-What do you think about that?  Do you
agree?  Why?  Why not?  How would you compare _____'s reading
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and oral language with other children of his/her age?  What have
you been told about how this (disability) affect's ____'s reading?
Oral language?  Probe (if they agree):  Have you noticed any
problems at home with _____'s reading?  With oral language?

Understanding of the Special Education Process
2. Have you ever been to any meetings at the school to discuss

______’s progress?  If no, has anyone in your family attended
the meetings?  If yes, who?  If another fmaily member, schedule
a time to meet with this person.  If no one has attended the
meetings, go to Q6.  If mother attends ARD: Can you tell me
about these meetings? What was the purpose of the meetings?
Tell me about what happens at these meetings. What do you do
at these meetings?  Does anyone go with you?  In what
language is the meeting conducted? Is there an interpreter?
Who attends these meetings?  What is their role?

3. How do you feel about these meetings?  Have you found them
to be helpful? In what ways?   Do you have any concerns about
the meetings? If so, what/why?  If no, have any of the teachers
come to your home or called you at home? Who?  Why did
he/she come to visit you?  If no,  Have you received any
information about the meetings from the school? What? From
whom? In which language? If no to any of these questions:
Have you ever been asked to sign any papers from the school?
What were these papers for?

b. Has the school or the teacher given you copies of any papers
related to ______’s progress? Are you aware that the school has
developed an educational plan for ________? Do you know what
the school’s goals are for his/her oral language?  Do you know
what the school’s goals are for his/her reading?  If yes: What do
these papers say about ____’s reading? Oral language?

c. Has the teacher made any suggestions for things you can do at
home to develop ______’s oral language? Reading skills?  If yes:
Can you tell me what they were?  How have they worked out?  Are
you still doing them?

d. Are there any other things you and other family members can do to
help _____ do better at school in the areas of oral language and
reading at school?

e. Do you feel that _________experience in Mr/Mrs class is helping
oral language? Reading? How?

f. Are there other things that the school should be doing to help?
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Trasfondo
1.Podría hablarme de su familia? Quiénes viven aquí?
2.Hace cuanto tiempo vive en Austin? En este vecindario? En que

otro lugar ha vivido?
3.Qué idioma(s) se hablan en su hogar? Por quienes? Cuando se usa

el español? Y el Inglés?
4.Podría hablarme acerca de las actividades que su familia disfruta

hacer juntos?  Juegos,  programas de TV?   Como están incluidos
sus hijos?  En esas actividades como esta incluido__________?

5.Por favor hableme de___________  Cuales son sus interseses?
Como fue su desarrollo? Cuando aprendio a leer?

Practicas Literarias
6.Quién lee en su casa?  Qué se lee en su casa? En que idioma?

A el/ella le gusta leer?___Si le gusta, Qué le gusta leer? Donde
consiguen estos materiales de lectura?___Si no le gusta, porque
piensa que no le gusta leer? Qué le dificulta?

7.Podría decirme acerca del lenguaje oral de ___ .Como usted piensa
que a su hijo/a le va en lenguaje oral?

8.Podría decirme acerca de la lectura de ___ .Como usted piensa que
a su hijo/a le va en lectura  Si la madre expresa preocupación

___Piensa usted que el/ella esta teniendo esta dificultad o problema?
Posibles preguntas:  Qué le gusta leer a el o a ella? En que
idioma(s)? Cuando aprendió a leer el/ella?

9. Que podría ayudar a ____a que lea mejor?
10.Donde el/ella consigue este tipo de ayuda? De quien(es)?
11.Hay algún en otro lugar  fuera de la casa y de la escuela

donde_____haga cualquier tipo de actividades que lo (a) ayude
con lectura? Podría hablarme acerca de este sitio? Quién lo
ayuda?
Entendimiento de la discapacidad

12.Qué le ha dicho la maestra acerca del progreso de su hijo/a en el
área del lenguaje oral?

13.Qué le ha dicho la maestra acerca del progreso de su hijo/a en el
área de lectura?  Por que piensa usted que el/ella esta teniendo
dificultades o problemas?

14.Tengo entendido que _____asiste a la clase de la Sra./ Sr.___por
parte del día.  Que hace el/ella allí? Si la madre no sabe: Porque
piensa usted que su hijo/a esta en esta clase? Si la respuesta es
vaga: la escuela ha identificado a ___con un problema de
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aprendizaje, Qué usted piensa acerca de esto?  Esta usted de
acuerdo? Por que? Porque no?  Como usted compararía la lectura
de____con la de otro niños de su misma edad? Que le han dicho
acerca de como la discapacidad de_____afecta su lectura? Su
lenguaje oral?  Si esta de acuerdo, pregunta: Ha notado usted
algún problema de lectura en casa por parte de___? Con lenguaje
oral?

Entendimiento del Proceso de Educacion Especial
15.Alguna vez  ha ido usted a las juntas escolares donde se discuta el

progreso académico de_____?  Si la madre ha ido al ARD  Podría
hablarme de estas juntas?  Cual fue el propósito de estas juntas?
Cuénteme que paso en estas juntas.  Que hace usted en estas
juntas?  Alguien ha ido con usted? Quien?  En que idioma se han
llevado a cabo estas juntas?  Quien estuvo en estas juntas? Cual
fue el papel de cada uno de ellos?

16.Como usted se siente acerca de estas juntas? Usted cree que
estas juntas son útiles? De que manera?  Tiene alguna
preocupación acerca de estas juntas? Que le preocupa?  Si no ha
ido a las juntas de ARD,  Alguien de su familia a atendido estas
juntas? Quien?  Alguna maestra ha venido de visita a su casa o la
ha llamado a su casa?  Quien? Por que el/ella vino a su casa? Si
no ha ido a la cada:  Ha recibido usted alguna información acerca
de las juntas llevados a cabo en la escuela? Que ha recibido?
Quien la mando? En que idioma estaba escrita?  Si contesta no a
alguna de estas preguntas:  Alguna vez se le ha pedido que firme
algún papel de la escuela? Para que eran estos papeles?

17.La escuela o la maestra le han dado copias de algún papel
relacionado al progreso de ____?  Sabe usted que la escuela ha
desarrollado un plan educativo para_____?  Sabe usted cuales son
los objetivos de la escuela en cuanto a lenguaje oral?  Sabe usted
cuales son los objetivos de la escuela en cuanto a lectura?  Si
responde si, Que dicen estos papeles acerca de la lectura
de______?  Que dicen estos papeles acerca del lenguaje oral de
_____?8.

18.Ha hecho alguna recomendación la maestra(o) para cosas que
usted puede hacer en la casa para ayudar a____a desarrollar
destrezas de lectura? Lenguaje oral?  Si si: me podría decir que le
recomendaron?  Le han dado resultado? Qué resultado han dado?
Todavía las esta siguiendo?
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19.Hay otras cosas que usted o su familia pueden hacer para

ayudar_____a mejorar en el área de lectura?

20.Piensa usted que la experiencia en el salón de la Sra.___ esta

ayudando a ___en su lenguaje oral? Lectura? Como?

21.Hay alguna otra cosa(s) que la escuela debería de hacer para

ayudar?  Muchas gracias por ayudarme a entender el problema

de___. Hay alguna otra cosa que me pueda decir de la lectura  o

lenguaje oral de________.
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APPENDIX B: Consent Form

Consent From:
Mexican Families Home Literacy Practices and Perception of their

Children Reading Disability

Dear_____________:
You are invited to participate in a study being conducted by Ana

Canevaro who is a doctoral student at the University of Texas at Austin in
the Department of Special Education.  The study is part of her dissertation
research in bilingual special education.  Your participation in this study is
important since it may help improve educational services for Spanish
speaking Mexican families and their children with disabilities enrolled in
special education programs.  Ms. Canevaro hopes to understand: your
perception about: (a) literacy practices;  (b) your child’s reading disabilities
and (c) the special education system, using  this information in that we can
better design interventions provided by the bilingual special education
programs to Spanish speaking students and their families.  You were
selected as a possible participant because you have a child in elementary
school who has a reading disability, and has been enrolled in a Bilingual
Special Education program.  You were also selected because you speak
Spanish.

If you decide to participate, Ms. Canevaro will conduct the
interviews. The interviews will be done on three separate days and each
interview will last a period of 60 minutes.  These interviews will take place
in your home.

The information obtained from the interview sessions will be
transcribed and analyzed by Ms. Canevaro and other staff members, and
she will use the data for her dissertation.  There are no risks to you or your
child as a result of your participation in this study.  Any information
obtained in connection with this study and that can be identified with you
will remain confidential and will be disclosed only with your permission.
Once the information obtained from the audiotaped interviews is
documented, transcribed and analyzed, the audiotape will be erased.

Your decision whether or not to participate will not affect your future
relations with the school district or the University of Texas at Austin.  If you
decide to participate, you are free to discontinue participation at any time.
If we do not receive your consent form within two weeks, Ms. Canevaro
will be calling you to find out if you are interested in participating ion this
study.
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If you decide to participate in this study, please sign this consent
form and mail it back in the enclosed self-addressed, stamped envelop.
Your signature indicates that the information that you have read the
information provided and has decided to participate.  You may withdraw at
any time after signing this form, should you choose to discontinue
participation in this study.

If you have any questions, you may contact Ms. Canevaro or her
supervising professor Dr. Alba Ortiz.

Ana Canevaro
3361 Lake Austin Blvd. Apt. C
Austin, TX, 78703
(512) 478-6432

By signing this consent form I agree to participate in the study
being conducted by Ana Canevaro.  I also give my permission for the
interview to be audiotaped,.  You will receive and may keep a copy of this
consent form.

________________________ ____________
Signature of Participant Date

________________________ ____________
Signature of Investigator Date
THANKS!
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Formulario de Consentimiento:
Practicas Literarias y la Percepción de Familias Mexicanas que tienen un

niño(a) con problemas de Lectura

Estimada_______________

Usted ha sido invitada a participar en un estudio llevado a cabo por
Ana Canevaro, la cual es una estudiante de Doctorado en el
Departamento de Educación Especial de la Universidad de Texas en
Austin.  El estudio es parte de su tesis doctoral en el área de Educación
Especial Bilingüe.  Su participación es importante ya que la misma podría
ayudar a mejorar los servicios de educación especial bilingües para las
familias Mejicanas que hablan español y sus niños discapacitados.  La
Sra. Canevaro-Alvarez espera entender su percepción acerca: (a) las
practicas de lectura en su hogar; b) la discapacidad de su niño (a) en el
área de lectura y (c) sistema de educación especial.  De manera que
nosotros podamos diseñar mejores intervenciones proveídas por los
programas de educación especial bilingüe, para las familias que hablan
español.

Usted fue seleccionada como una posible participante porque
Usted tiene un niño (a) en escuela elemental quien tiene una
discapacidad en el área de lectura y este a su vez recibe servicios de un
programa de educación especial bilingüe.  Usted tambien fue
seleccionada porque habla español.

Si usted decide participar, La Sra. Canevaro-Alvarez la
entrevistará..  Las entrevistas se realizará durante tres días con una
duracion de 60 minutos por cada entrevista.  La entrevista se llevará a
cabo en su casa y será grabada en cinta auditiva.

La información obtenida en esta entrevista será transcrita y
analizada por la Sra. Canevaro y los datos serán utilizados para su tesis
doctoral.  No hay riesgos para Usted o su niño(a) como resultado de su
participación en este estudio.  Cualquier información que sea obtenida en
este estudio, y que la pueda identificar a usted, será mantenida
confidencial y será revelada solamente si usted lo autoriza.  Una vez que
la información obtenida de la entrevista sea documentada, transcrita y
analizada, la cinta auditiva donde se encuentra sus entrevistas será
borrada.

Su decisión de participar o de no participar en este estudio no
afectará sus relaciones futuras con el distrito escolar o la Universidad de
Texas en Austin.  Si Usted decide participar, sientase libre en cualquier
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momento de descontinuar su participación.  Si no recibimos su forma de
consentimiento dentro de las proximas dos semanas, la Sra. Canevaro-
Alvarez la llamará para preguntarle si usted esta intersada en participar
en este estudio.

Si decidiese participar en este estudio, por favor firme esta forma
de consentimiento y envíela por correo en el sobre adjunto con la
estampilla a la dirección del remitente.  Su firma nos indicará que ha leído
la información provista y que ha decido participar en este estudio.  Usted
podrá retirarse en el momento que lo desee después de firmar esta forma.

Si tuviese cualquier pregunta, podrá comunicarse conmigo o con
mi profesora que me está supervisando la Dra. Alba Ortiz..  Muchas
gracias! 
Ana Canevaro
3361 Lake Austin Blvd. Apt. C
Austin, TX, 78703
(512) 478-6432

Al firmar esta forma de consentimiento, usted me está
comunicando que está de acuerdo en participar en este estudio llevado a
cabo por Ana Canevaro.  También al firmar, usted nos da permiso para
que la entrevista sea grabada en cinta auditiva. Usted recibirá y podrá
quedarse con una copia de esta forma de consentimiento. Muchas
gracias!
________________________ ____________
Firma de la Participante Fecha

________________________ ____________
Firma de la Investigadora Fecha
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