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Abstract 

Bilingual Education: A History of Family and Community Involvement 

in Schools 

Christopher Lee Herrera, M.A. 

The University of Texas at Austin, 2016 

Supervisor:  Rebecca M. Callahan 

Abstract: The demographics in today’s schools are undergoing large transformations and 

it is imperative for schools to keep up with this change. In the face of accountability, 

schools with high minority or ELL populations are not faring as well as others thus they 

are subject to school reforms that intend to transform the school into one that produces 

comparable results to higher performing schools. In this review of the literature, I 

highlight key elements that schools can adopt, specifically those with high minority or 

ELL populations, to better meet the needs of at-risk students. I elaborate on bilingual 

education and the relationship it has on academic achievement for ELL and monolingual 

students. I also elaborate briefly on the importance of community schools as a school 

improvement strategy and more formally on the important role that the development of 

strong community-school relationships have on at-risk students. In the third section of the 

review, I focus heavily on parental involvement and engagement and the role that this has 

on academic achievement and overall school reform. The findings highlighted in the 

literature review are promising further intensifying the necessity to consider these 

strategies as a means for promising school reform. Implications for practice are included 

at the conclusion of this literature review. 
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INTRODUCTION 

Demographics of public schools are undergoing significant transformations and it 

is imperative that schools keep up with these changes. The field of education is one that 

emerged many years ago with the intention of preparing future generations to execute 

reading, writing, and arithmetic. It is evident in most professional development 

workshops as well as some teacher preparation programs that educational practices were 

designed for one type of student. As the years progress U.S. Census data demonstrates 

that this particular student is slowly disappearing from many public school classrooms 

but the educational practices designed for these students are not. The field of education is 

plagued with outdated practices and it is also full of veteran teachers that seldom attempt 

to modify their instructional approaches or to implement modern teaching practices. 

Through the years there has also been a shift in the educational purpose, which has 

become one that is more explicitly focused on accountability and data, which in turn 

produces grave challenges for teachers in the field today. This is not to say that there is 

not anything that can be done to ensure the success of all students, but specifically for 

minorities that are on their way to becoming the majority. Due to the challenges faced my 

minorities today it is important to remember that the needs of these students vary slightly 

from those that are currently the majority and as a result their educational needs should 

be tailored to their specific needs. In the upcoming literature review I strive to analyze 

various strategies and programs that can be adopted by schools serving large minority 

populations. Because of the 15.2 million increase in the Latino population between 2000 

and 2010 (U.S. Census, 2010) I found it necessary to focus more heavily on the needs of 
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the Latino population as this is the group that will comprise many of the schools in the 

upcoming years, however I included some studies that could be adapted to meet the needs 

of more than just the Latino student population. Prior to beginning my investigation I 

spent time reflecting on my areas of interest which were dual language enrichment 

programs, community schools or community-school relations, and parental involvement 

and engagement and I used these to guide my overarching questions: How can schools 

meet the needs of the minority student populations that will soon become the majority? 

and What are some key components that need to be in place to reform a school with a 

high ELL population?   
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METHODS 

 In order to answer the questions posed I searched a range of databases for articles 

that aligned to my purpose. ERIC was the primary database that I utilized but when I 

found a limited number of results I resorted to using other databases such as the 

university’s scoUT, JSTOR, and Google Scholar to expand my search. Due to my 

interests it was necessary to run various searches using various different search terms. 

Some examples of terms that I used to conduct my research were as follow: bilingual 

education, dual language, two-way immersion, school-community based organizations, 

partnership school, community and school, community engagement and schools, school-

community relations, parental involvement, family engagement, and parent engagement. 

Each of the terms proved to be very broad therefore it was necessary to conduct more 

than one search in more than one database and it was also necessary to modify the 

combinations of search terms that I used.  

The range for the articles that I used was from 1995-2016 with the exception of a 

few seminal articles, I found it necessary to expand the range after finding a limited 

number of results when I had a ten year span. I also only focused on peer-reviewed 

articles that were empirical in nature, however due to a limited number of empirical 

articles I did include some articles that were pedagogical in nature as long as they 

addressed one of the questions that I posed and as long as they supported one of my areas 

of interest that I identified previously. I also relied on the reference lists of the articles 

that I included to identify potentially more research articles that warranted investigation, I 

relied heavily on the titles to determine relevancy and after that I searched for the article 
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and read the abstract as well as a bit about the methods and findings to decide whether or 

not it contributed to my overall purpose if the article did not prove relevant I dismissed it 

and continued researching. The articles that I have included in the report are not 

exhaustive but these are the articles I felt contributed the most to my purpose.  
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BILINGUAL EDUCATION: A HISTORICAL OVERVIEW 

Research linking bilingualism and academic achievement 

Historically, the education of minority children in their native languages has faced 

grave challenges and in some instances it has even lead to a discontinuation of services to 

linguistic minority students (Macias, 2014). Past research has found that when children 

are effectively educated in their primary language they will develop a strong foundation 

that will facilitate the addition of a second language via the transfer of knowledge and 

skills learned in the primary language to the secondary language (Cummins, 1979; 

Collier, 1995). These findings stress the importance of providing some form of bilingual 

education for minority children, unfortunately many minority children are not granted the 

opportunity because of anti-immigrant sentiments that developed in the late 1990s 

(Rumberger & Gándara, 2004).  As a result of this anti-immigrant agenda laws were 

passed in California via Proposition 227, in Arizona via Proposition 203, and in 

Massachusetts via question 2 that led to the abandonment of formal bilingual education. 

These statutes promoted the concentrated teaching of English to English Language 

Learners (ELLs) via sheltered instruction allowing limited support in their primary 

language for a varied amount of time but not to exceed one year without a waiver or 

approved extension. The length of time was expected to depend on the rate of the second 

language acquisition but was not based on any empirical foundation; the ultimate goal of 

the English-only movement was to transition into a general education classroom. Some 

argue that these statutes came to fruition because people were tricked into believing that 
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this practice was one that was designed to help ELLs be successful (Del Valle, 2003), 

when in reality it does the opposite, fortunately however, things in several other places 

are not the same. 

DLE programs take many shapes and forms and may be implemented 

inconsistently, however many produce similar results according to research (Thomas & 

Collier, 2003; Marian, Shook, & Schroeder, 2013; Bialystok, 1998; Bialystok & 

Majumder, 1999). DLE programs will continue to be prevalent in our society as long as 

the research continues to prove their effectiveness; however critics argue that without 

careful implementation, DLE will become a luxury that bilingual ELLs can no longer 

access. If this were to occur, it would eliminate any possibility of an enriched education 

for those who need it most and for whom it was initially designed to support. I will 

address one of the most common and traditional DLE models-- two-way dual language, 

or dual immersion programs. Known by many different names, all DLE programs share 

the common goal of creating a student body that is fully bilingual, bi-literate, and 

culturally competent by the time they finish school.  

 After learning of the positive impact dual language education has on children of 

both minority and majority backgrounds, a movement away from traditional transitional 

bilingual education began. Thomas & Collier (2003) and Marian, Shook, & Schroeder 

(2013) identified the many benefits that stemmed from educating both Spanish speakers 

and English speakers in two languages via quantitative studies. The findings of both 

similar studies were in alignment with one another further communicating the benefits 

attached to an effective two-way immersion program, which in this case was an increase 
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in cognitive functioning. Bialystok (1999) and Bialystok & Majumder (1998) also 

conducted research on the benefits of bilingual education. Their research designed 

centered on the administration of various psychometric assessments in which data was 

gathered and analyzed. The findings of these studies consistently demonstrated that 

children that were fully bilingual exhibited higher levels of cognitive functioning while 

improving problem solving skills when compared to their monolingual peers further 

substantiating evidence that positioned the development of bilingualism as a promising 

practice to help improve academic achievement (Bialystok, 1999; Bialystok & Majumder 

(1998). Upon catching wind of this new, and free, approach to educating minorities and 

majorities interest piqued and dual language slowly became the norm in many areas. 

Thomas & Collier’s, Marian, Shook, & Schroeder’s, Bialystok, and Bialystok & 

Majumder’s research findings supported their claims and as a result Dual Language 

Enrichment programs became the zeitgeist. DLE proved effective at promoting a closure 

in the achievement gap between minorities and majorities and it proved that non-ELL 

students educated in this manner were set to surpass the achievement of students 

educated in a monolingual setting. Due to the fact that dual language education was 

intended for more than just a minority demographic it has led to its increasing popularity 

(Thomas & Collier, 2003; Marian, Shook, &Schroeder, 2013; Bialystok, 1999; Bialystok 

& Majumder, 1998). This popularity has also led to an increase in the amount of research 

devoted to this type of educational practice and as a result it is clear that DLE programs 

will not become outdated anytime soon. 
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 Umansky and Reardon (2014) sought to research how reclassification rates 

differed among students that participated in different instructional models, specifically 

with regard to bilingual and monolingual models. The researchers used a discrete time 

survival analysis and followed nine cohorts of students for a period of twelve years to 

determine how English immersion, transitional bilingual, maintenance bilingual, and dual 

immersion programs of education impacted reclassification. Each of which faced 

different fates during the study, specifically in regard to the enrollment patterns that 

emerged which indicated that over time enrollment in dual immersion and English 

immersion programs has increased as was indicated in Thomas and Collier (2003) and 

Marian, Shook, & Schroeder (2013), while enrollment in transitional bilingual programs 

has remained constant, and enrollment in maintenance bilingual programs has decreased 

significantly (Umansky & Reardon, 2014). The findings of this study indicated that more 

students are reclassified in the early elementary years if they are going through English 

immersion programs and upon entering middle school, the students’ rates of 

reclassification in the maintenance bilingual and dual immersion programs surpasses that 

of the English immersion reclassification results (Umansky & Reardon, 2014). Further 

findings indicate that it takes a number of years to reach proficiency in English therefore 

Umansky and Reardon’s findings challenge the reality of the impacts that intense English 

Language Development programs, as proposed in Arizona’s 2000 English for the 

Children Proposition and California’s 1998 Proposition 227, have on ELLs. 

 Dual immersion/ DLE programs have also demonstrated positive results over the 

years for monolingual English speakers. Quintanar-Sarrellana (2004), argues that since 
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the beginning, monolingual English speakers have been praised for learning a second 

language, while native bilinguals are not recognized for doing so. In the past, the 

instruction of a second language came in the form of high school classes that could be 

expanded on in college; rarely did it entail the teaching of a second language at the 

elementary school level. Once schools transitioned out of the necessity to create dual 

language classes as a means to serve ELLs they began to look more closely at how to 

make these programs effective. Like Thomas & Collier (2003), Marian, Shook, & 

Schroeder (2013), Bialystok (1999), and Bialystok & Majumder (1998), Quintanar-

Sarrellana (2004) found that students in DLE programs were achieving at higher levels 

than students in monolingual or traditional transitional bilingual classes and as a result 

these programs gained traction and grew in popularity. In addition, Quintanar-Sarrellana 

(2004) found that administrative support was one of the strongest associations with 

program success. . When the administration was supportive of innovative initiatives, 

much like dual immersion education at that time, teachers bought into the program and 

they were more invested in making it work for them and their students. Quintanar-

Sarrellana found that inclusive support for dual immersion was instrumental in leading to 

the success of the program and improvements in student achievement. 
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Legislative history of bilingual education 

 Bilingual education is a linguistic and pedagogical approach to meeting the needs 

of students that come from language minority1 homes. Bilingualism was held to high 

regard in Texas under the Spanish, and later, Mexican flags- even as early as the 1700s- 

because an ability to speak a language in addition to Spanish helped the Spanish 

missionaries spread Christianity (Blanton, 2004). During the 1700s Spanish missionaries 

set out to convert Native Americans in the area to Spanish Christianity (Blanton, 2004) 

and learned various indigenous dialects in order to effectively complete their mission thus 

indicating the importance of bilingualism (Blanton, 2004). True bilingual education, for 

the purpose of linguistic diversity, however, came about later.  

During his tenure, Stephen F. Austin expressed a desire to implement an 

educational system that would help assimilate Anglos into the Mexican way of life via 

bilingual education. Austin held a desire to establish a school called The Institute of 

Modern Languages in which Anglo children would be “Mexicanized” by learning 

Spanish while maintaining their primary language and adding French, all of which were 

progressive movements for the time (Blanton, 2004). Much like today, no explicit law 

indicated what languages were considered official within the schools and which were not 

allowed. However, “American” settlers to Texas under Mexico signed an oath to learn 

Spanish and convert to Catholicism upon immigration. Lack of an official language may 

have been the result of the government’s unwillingness to impose language policies and, 

                                                 
1 Languages spoken in homes that do not match that of the dominant population. For example, in 
Mexico one minority language is English, as it is not the dominant language of the country, while 
in the US, Spanish is a minority language.  
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because schools were community led at the time, they possessed the ability to teach and 

interact in whatever language they desired or they were accustomed to (Blanton, 2004). 

Once state’s were given more control over the curriculum and languages of instruction 

this language right was revoked, English became the only means of instruction within the 

school and this led to the development of private schools in which school leaders had the 

liberty to teach in whichever language they desired (Macias, 2014).  

Although no one language was deemed official for educational purposes in the 

mid1800s, this would begin to change when Jacob C. De Gress, Texas’s first 

superintendent of public instruction, indicated that no more than two hours each day 

should be devoted to the teaching of Spanish, French, or German (Blanton, 2004). The 

fact that De Gress still provided a space for bilingualism within the schools highlights the 

importance of providing such linguistic support services to language minority children to 

facilitate their success and this reality still rings true today for the majority of the states. 

 Early implementation of bilingual education came in the form of transitional or 

late exit models that were designed to support students as they abandoned their home 

language to learn the language of the majority. The reason behind this preference may 

have been the result of a lack of material or human resources available to support ELLs at 

the local level (Del Valle, 2003). This early model however rarely led to high academic 

achievement for ELLs, which supporters of transitional or assimilation models of 

education capitalized on. Opponents of early bilingual education programs used this lack 

of success for ELLs to argue that there was no need for them to receive bilingual 

education for an extended period of time. The historic approach to educating ELLs, 
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especially those not enrolled in a true bilingual education program, consisted of a sink or 

swim model, with no specific linguistic or academic supports (Hakuta, 2011). Under the 

Lau Decision 1974, the Supreme Court found that this interpretation of ‘equal’ 

educational opportunity was not equitable. In such programs ELL students were placed in 

a monolingual English classroom, at times some supported by a teacher’s assistant who 

resorted to providing the ELL student with words or cues in their native language so that 

they were not completely lost. This lack of programmatic access suggests that ELL 

student success was not a priority and that the provision of bilingual education was not 

something that was held to high regard at that time because it was designed to help 

minorities (Del Valle, 2003). 

 Like Del Valle, Montecel and Cortez (2002) write about the effectiveness of 

various bilingual education programs. They remind readers that the idea of bilingual 

education came out of the 1968 Bilingual Education Act, which sought to provide high 

quality education for limited English proficient students, an idea that has a long history in 

the United States. In their research, Montecel and Cortez sought to analyze different 

bilingual education programs to determine what components made them as effective as 

they were and they sought to understand how it was possible to maintain a home 

language while teaching the English language. Their conclusions suggest that any 

bilingual education program used has the ability to produce linguistic attainment and 

increased academic achievement if all of the correct resources are made available and 

maintained (2002). As with any major initiative, a lack of follow-up and maintenance can 

lead to detrimental effects. This could adversely affect student achievement and peoples’ 



 13

perceptions of bilingual education, which is something that must be avoided at all cost. 

Avoidance is imperative because of the impact it could have on the legislature’s 

willingness to support bilingual education thus leading to a catastrophic demise of a 

program designed to help ELLs succeed in their new countries. 

A more significant avenue addressed by Alanís and Rodriguez (2008), as well as 

Lindholm-Leary and Block (2010), was the role of segregation and integration in the 

success of TWI students. Segregation in this context refers to the prevalence of ethnic 

minorities in a given area or school and integration in this context refers to schools that 

are more diverse and have greater percentages of ethnically diverse students. Alanís and 

Rodriguez focused on the notion that when students are in TWI programs they are no 

longer separated from peers who may be receiving a different type of instruction than 

them. They also recognized that when integration occurs in TWI programs, educational 

access is comparable; one group doesn’t seem to receive a better education than another, 

and both seem to perform better academically. Lindholm-Leary and Block took a 

different approach and sought to identify the effects that segregation had on student 

achievement. They looked at the role that segregation resulting from school and 

community demographics had on achievement for Latino students in TWI programs. The 

make-up of the classrooms in this case were predominantly Latino, the only differences 

in both groups was that some of the Latino children had a firm grasp on the English 

language, while others were emergent bilinguals. The findings aligned to those of 

previous researchers and they concluded that students in TWI programs demonstrated an 

improvement in academic achievement regardless of demographic make-up. Drawing 
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from this research on TWI programs, I argue that DLE is a promising approach to 

educating children and that when these programs are implemented with fidelity and 

proper support, an improvement in academic achievement is possible. 

Dual Language Enrichment (DLE) Programs are becoming more popular and the 

clientele are not just ELLs anymore (Center for Applied Linguistics, 2016); whether or 

not this is a good thing is open to interpretation. Valdés (1997) produced an article of 

caution for the proponents of two-way immersion and she warned that the 

implementation of these models could benefit the majority population the most because 

of the amount of power they have historically held. She highlighted the notion that for the 

Anglophone families the participation in such programs was seen as a privilege that 

would eventually enhance the career prospects of their children, whereas the 

Hispanophone families saw participation in these programs as a necessity to secure a 

better future for their children. She further elaborated on the perceptions held by others 

regarding these dual immersion programs. She indicated that the Anglo participation was 

celebrated and it was praised because they were learning another language at an early age 

but no recognition was given to the Hispanic children that were participating in the dual 

immersion programs for doing the exact same thing (Valdés, 1997; Quintanar-Sarrellana, 

2004). Nearly 20 years ago Valdes warned that if we fail to acknowledge and celebrate 

the accomplishments of minority children dual immersion programs will be appropriated 

by the majority and minorities will only be seen as a resource for these participants, and 

this is the struggle of DLE programs today. To elaborate a bit further she also warns that 

if dual immersion programs are solely designed with the majority in mind the quality of 



 15

the native language that minorities are taught will also suffer because the majority 

population will begin to struggle, essentially if dual immersion is hijacked by the 

majority population any chance for the minority population to improve academically will 

be severely limited. 

Current state of DLE programs: Tension 

In order to further elaborate on the effectiveness of dual immersion, or two-way 

immersion (TWI), programs, specifically on academic achievement, work conducted by 

Alanís and Rodriguez (2008) and Lindholm-Leary and Block (2010) are referenced. Both 

research articles continue to acknowledge that effectively implemented TWI programs 

can lead to improved academic achievement but only when conducted with full fidelity. 

Along with fidelity is the importance of campus-wide support. When TWI programs are 

introduced it needs to be done in a manner that allows for collaboration between leaders 

and teachers to ensure a sense of investment in the initiative and to ensure that all 

stakeholders within a school are on the same page. Research suggests (Alanís & 

Rodríguez, 2008; Lindholm-Leary & Block, 2010) that a collective style of leadership 

and decision-making will ensure fidelity to a program and results will improve over time. 

It is also important to note that if there is administrative support of such programs the 

principals may be less likely to give in to the pressures of accountability thus allowing 

the TWI programs to thrive. 

Over the years, bilingual education has transitioned from a subtractive approach 

to instruction to a more additive approach; however this is not to say that there are not 
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some outdated programs created with deficit mindsets in circulation though that will 

ultimately serve as the greatest threat to bilingual education. As a result of this reality it is 

important to continue to promote the benefits of strong two-way immersion or dual 

language education for the children in today’s schools to parents, school leaders, and 

legislators. It is also important to remember for which demographic these programs were 

designed to ensure that this groups is still benefitting from them (Valdés, 1997). At the 

same time though, it is also important to capitalize on the opportunity that is presenting 

itself as a result of the changing demographics within the additive programs. The Anglo 

population that is slowly encroaching on the field of bilingual education has historically 

proven to have a lot of power and as a result it may be worth considering what manners if 

any that this population can use its power to continue to promote two-way immersion 

programs (Valdés, 1997). 

Early education focused on building Basic English grammar skills, with little 

regard to the native language, and as a result children were forced to forget their home 

languages and their cultures and there was a limited amount of gain in academic 

achievement for ELLs. Eventually the focus switched to something more innovative that 

was designed to enhance the instruction of the monolingual majority while educating 

ELLs. This program became known as dual language enrichment, dual immersion, or 

two-way immersion education all of which began to produce promising results for the 

students that were participating in them. The results found by various researchers indicate 

that both minorities and majorities that were members of TWI programs outperformed 

their peers enrolled in traditional monolingual or traditional transitional bilingual 
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education programs that were implemented to full fidelity (Bialystok & Majumder, 1998; 

Bialystok, 1999; Thomas & Collier, 2003; Marian, et al, 2013; Lindholm-Leary & 

Hernández, 2011). It is important to note however that benefits of TWI or dual language 

education take time to show, specifically about seven to eight years (Gómez, 2006), 

therefore one must remain patient before deciding to abandon a new program altogether. 

This intense reliability on state accountability standards to determine effectiveness of 

teachers, schools, and administrators unfortunately makes it difficult to remain patient 

when implementing new programs that have proven effective. As a result of this pressure 

it is easy for educators and administrators to abandon new initiatives and this can prove 

detrimental to the success of ELLs.   

Macías (2014) elaborates on the benefits of bilingualism in the country as it is 

today and he forecasts that these benefits will only continue to grow as the United States 

treks its way into becoming a country that is no longer dominated by an Anglo, English-

speaking majority. As a result of these inevitable changes it remains critical to do as 

much as possible to ensure that dual immersion programs, or any form of bilingual 

education at that, remains a constant in the field of education. School leaders, teachers, 

researchers, and legislators must be informed about the benefits of bilingual education 

and they must be prepared to fight a battle with those that do not recognize the benefit of 

such a practice for the today’s children and those of the future (Macías, 2014). In lieu of 

the election results this, now more than ever, is something that must be preserved.   
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Family attitudes about DLE and TWI programs 

Past research on TWI programs focused heavily on the schooling of children from 

diverse backgrounds and it sought to identify how these programs shaped overall 

academic achievement. Slightly more current research begins to take into account 

familial attitudes about TWI programs and the benefits that these programs have on 

students outside of the school. Dorner (2010), López and Tápanes (2011), and Block 

(2012) began to engage in dialogue with the families of children in TWI programs and 

they examined how these families, that were of Latino or Mexican origin with various 

backgrounds and experiences, felt about the education that their children were receiving 

via a qualitative research approach. Attitudes from family members were 

overwhelmingly positive and the information that they shared centered on social, 

relational, and generational benefits for their children. 

Dorner (2010) and Block (2012) found that the most common reason Latino 

parents shared for placing their children in TWI programs was the potential for complete 

bilingualism. Parents indicated that the ability to communicate in more than one language 

could transfer into various sectors of their children’s lives and lead to an overall 

improvement in the livelihood of a child and their family. Family relationships are an 

important part of Latino culture and when a child is part of a TWI program, s/he no 

longer runs the risk of forgetting the family’s language. Parents mentioned this as 

important, because they do not want their children to lose the ability to converse with 

grandparents or other close family members. Developing the primary language facilitates 

the maintenance of important relationships that may be otherwise severed due to an 
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inability to communicate in the mother tongue. Portes and Hao (1998) conducted an 

analysis of the levels of proficiency in the home-languages of Latino and Asian families 

in the second-generation. Their findings indicate that the maintenance of the heritage 

language is unlikely in the second-generation immigrant population because of the 

societal influences that surround these children, especially for those that lack the support 

within the community and the home to maintain these heritage languages. As a result of 

these findings it is important to acknowledge the desires that parents share to maintain 

their heritage languages (Dorner, 2010; Block, 2012) by the continued promotion of two-

way immersion programs as a resource that can help reverse the trends identified by 

Portes and Hao (1998). 

 Dorner (2010) and Block (2012) found that another short-term benefit to 

participation in TWI programs cited by parents, mothers specifically, is that when their 

child is receiving instruction in Spanish they find it easier to participate in their child’s 

education because they have an easier time helping them with homework that they may 

otherwise be incapable of helping with if it were only in English. Of the parents that 

expressed support for TWI programs, the overwhelming majority cited that TWI 

programs would play an instrumental role in helping their children be successful in the 

long-term. They shared that an ability to communicate bilingually would lead to 

increased prospects for their children, as they get older. The prospects in this case 

centered on an ability to earn more money and land better jobs, both of which would lead 

to a brighter future (Dorner, 2010; Block, 2012). Based on personal experience, many 

Latino parents openly admit to immigrating to this country so that their children could 
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have a better life and as a result of this sentiment shared by many it is evident that 

support for TWI programs will continue to prevail. As a result of the positive attitudes 

that parents share about TWI programs it is easy for their children to feel the same. Many 

children in TWI programs tend to develop a sense of pride in knowing that they are 

becoming thoroughly bilingual and this allows for a deeper level of engagement and 

investment in their instruction, which eventually plays a critical role in helping increase 

their academic achievement (Dorner, 2010; Block, 2012). 
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COMMUNITY-SCHOOL PARTNERSHIPS 

 Community schools are a school improvement strategy that relies heavily on 

strong community and school partnerships. It is not a new idea but one that has recently 

made its way back into the limelight. The community school strategy is also an area in 

which there is a limited amount of research in circulation. As a result, the focus of this 

portion of the review has shifted from the strategy to the importance and the benefits of 

the development of strong school-community relationships. Children from minority 

backgrounds, specifically Latinos, come to school with a lot of baggage and as a result 

they are already at a disadvantage (Schhneider, Martinez, & Ownes, 2006) thus stressing 

the importance of community schools or schools with strong community partnerships. 

The minority population are the targeted beneficiaries of these strategies therefore it is 

important to ensure that these children are granted access to the resources that will 

ultimately put them on the trajectory to fulfilling their potential and making significant 

academic gains.   

Impact of community schools 

 Community schools can take shape in a variety of ways and each is influenced by 

external factors. Like dual language enrichment programs, several models exist and most 

are the results of grassroots efforts aimed at transforming struggling schools into 

successful ones. The popularity of the community school strategy led to the development 

of community schools in various locations with similar demographic make-up. Dryfoos 

(2000) evaluated existing community school models and found that regardless of how 
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different each model was, they produced similar results for the children that were 

enrolled within them. Dryfoos’s evaluation of the various community school models 

found that the students that were enrolled in these schools demonstrated an improvement 

in academic achievement. Her analyses also found that the families of students that were 

enrolled in the community schools also benefited from improvements in overall well-

being; the families gained greater access to social and health services; there were 

decreases in absences and suspensions; and some of the evaluated models even lead to a 

decrease in student mobility. As a result of Dryfoos’s findings one can conclude that this 

strategy is an effective practice that can facilitate school reform in the event that it is 

necessary for the sake of meeting state or national accountability standards.  

 As members of the Coalition for Community Schools, Blank, Melaville, and Shah 

(2003) have devoted a substantial amount of time to researching the effects that 

community schools have on student achievement and school experiences. The findings 

that they include in their report are consistent with those shared by Dryfoos (2000), 

however, Blank, et al. also looked at the impacts that the community school strategy was 

having on school personnel as well as on members of the community. They found that 

school personnel demonstrated a greater sense of satisfaction while benefitting from a 

positive school climate, and they found that members of the community developed a 

greater sense of security in the community while developing a greater sense of pride 

toward their community. These findings add to the argument that the community school 

strategy is one that is oriented at benefitting all stakeholders within a school community 

collectively. 
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 Community schools as a strategy leads to the transformation of a school overtime 

when implemented to full fidelity. Students, families, school personnel, and community 

members all reap the benefits that result from the development and maintenance of strong 

community school partnerships (Dryfoos, 2000; Blank, Melaville, & Shah, 2003). As a 

result of these findings I found it necessary to elaborate further on what a strong 

community-school partnership looks like as well as on the effects that these partnerships 

have on student achievement taking into account the overarching impact that partnerships 

have on school and familial success. Schools, families, and communities all serve as key 

stakeholders that make up key spheres of influence for student achievement (Epstein, 

1992). The impact each partner has is unique but all are equally critical in transforming 

the educational experiences of minority students. The National Network of Partnership 

Schools identifies community as a partnership between school personnel and all of the 

individuals or organizations that share a common interest in education and in the 

subsequent section when discussing community this is what is being referenced.     

Social-emotional benefits of community-school partnerships 

 Places of worship are large pillars in most communities and as a result these 

organizations are often the first ones identified by individuals seeking to establish 

community partnerships. Within these organizations there is typically a wealth of 

information and resources available to its parishioners thus stressing the importance of 

the establishment of a strong partnership. Sanders (1998) sought out to investigate the 

effects that strong school-family-community partnerships had on the academic 
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achievement of African American adolescents. She employed both quantitative and 

qualitative research practices to determine the intensity of the impact that strong 

partnerships had on the aforementioned population. She relied on student self-reports to 

gather information about the feelings that African American adolescents had toward 

school, their family, teachers, and their churches. She then conducted semi-structured 

interviews with a select group of individuals that were representative of the school 

population to clarify and further validate findings from the quantitative approach. Sanders 

found that church involvement increased academic self-concept and academic 

achievement significantly. She also found that churches have positive influences on the 

adolescent’s behavior and attitudes and as a result students were better equipped with 

positive attitudes and behaviors that are associated to achieving school success. She also 

indicated that because church and family members hold high expectations for these 

students they are pushed to reach them. Sanders concluded from these findings that when 

spheres of influence work in concert with one another students improve attitudes about 

themselves and the attitudes about the importance of schooling are amplified ultimately 

leading to an overall improvement in academic achievement for this group. Due to the 

similarities of experiences and needs of many minority groups in urban areas, and due to 

the prevalence of places of worship in minority communities it is possible that a 

replication of this study would lead to similar results thus stressing the importance of 

establishing strong partnerships with the community by beginning with local churches or 

places of worship. 
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 Improvement in school behavior and decrease in the number of disciplinary 

actions via family-community engagement was an area warranting investigation because 

both play a role in impacting student achievement either positively or negatively. Sheldon 

& Epstein (2002) conducted research to determine what impact, if any, that family-

community engagement had on behavior and disciplinary actions of students in various 

settings. The research that they conducted was quantitative and it used a small sample 

thus decreasing the generalizability of the findings, not to mean that they are to be 

discounted though. The researchers used pre and post surveys at the beginning and end of 

the school year for National Network of Partnership schools (NNPS). The schools 

included in the study were participating in a Focus on Results study, a study specific to 

schools that were working toward dealing with behavior and discipline using family-

school-community partnerships, in conjunction with Johns Hopkins University. During 

Sheldon and Epstein’s longitudinal analysis, survey respondents indicated that there had 

either been an improvement or no change in student behavior during the year in which 

these partnerships were to be established. However, they indicated that community 

involvement activities led to decreases in the amount of disciplinary actions taken during 

the same school year. Ultimately, Sheldon and Epstein found that schools that work 

toward improving or strengthening partnerships with families and communities will see 

an improvement in student behavior which in turn will positively impact student 

achievement. 

 Hands (2008) analyzed circles of influence and the impact that they have on 

character formation and citizenship development in secondary school students. She 



 26

conducted a qualitative study in which she sought to analyze the partnerships that had 

been established by the secondary school that is the subject of her research. The data she 

received came from semi-structured interviews, focus groups, observations, and artifacts 

collected from the school as well as from the community organizations. Hands’s findings 

consistently stressed the importance of the establishment of strong and healthy 

relationships with members of the community; in this case it was for the sake of 

improving moral character as well as for healthy citizenship development. The secondary 

school students of the school that she researched benefitted from partnerships with the 

community greatly because they had access to meaningful learning opportunities outside 

of the school. Members of the community organizations that were partners of the 

secondary school analyzed were also very receptive of the opportunities granted to these 

students, which allowed them to volunteer or work within the community. The partners 

saw this as an opportunity to give back to the students while helping them foster a sense 

of belonging. They also saw it as a way for the students to get involved in constructive 

activities that would keep them out of trouble while teaching them valuable skills. The 

partners interviewed recognized that these partnerships played an instrumental role in 

helping these students feel like they mattered and they saw themselves as positive role 

models for these students which translates to an increase in academic achievement 

(Sanders, 1998). Hands also stated that the community partners were very grateful for the 

school’s principal because they recognize that without their support these partnerships 

would not be possible and the benefits that strong partnerships hold would be limited 

(Voorhis & Sheldon, 2004). 
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Impact on attendance 

 Epstein and Sheldon (2002) looked at the effect that family and community 

engagement had on student attendance through an exploratory longitudinal study. They 

used this approach to collect data on rates absenteeism as well as on rates of chronic 

absenteeism. The researchers distributed three surveys designed to gather information 

about the number of absences and rates of chronic absenteeism at the beginning, middle, 

and end of the school year. Upon agreeing to participate in this exploratory study 

respondents were asked to provide attendance data in order to establish attendance 

variables for three consecutive years, 1994-1995, 1995-1996, and 1996-1997. After this 

the participants were asked to focus on two years 1995-1996 and 1996-1997 to track 

changes in attendance between the two school years. The respondents were also asked to 

provide data on chronic absenteeism from 1996-1997. Once data was gathered, Epstein 

and Sheldon ran correlational analyses to verify their data and to interpret their results. 

During their study it was found that attendance rates were increasing steadily over time. 

They also found that during the 1996-1997 school year, as the participating schools 

worked toward developing family-community partnerships there was a significant 

decrease in chronic absenteeism. Another finding was that after school programs with 

community partners led to a decrease in the number of absences as well as to a decrease 

in chronic absenteeism further enhancing the likelihood of an improvement in academic 

achievement. 
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Benefits of community-school partnerships on academic achievement 

 Sheldon (2003) conducted a study that was designed to highlight the affects that 

school and community partnerships had on student achievement as measured by state 

mandated assessments. Sheldon used a quantitative cross-sectional approach to measure 

the effectiveness of school partnerships on student achievement on the Maryland School 

Performance Assessment Program (MSPAP). Sheldon’s research was originally created 

to determine what effect school-family-community partnership programs had on student 

achievement when at various phases of inception. He reviewed data that came from 

NNPS that analyzed the quality of a school’s partnership program via a survey called 

“upDATE” in which school leaders were asked to report on the quality and progress of 

the partnership program they were developing. The researcher also compared the MSPAP 

results of the schools that returned the “upDATE” surveys to those that did not, leading to 

no major differences in achievement with the exception of 5th grade math results which 

were slightly higher for schools that returned “upDATE” surveys. After taking into 

account various school factors it was found that schools that were actively working 

toward reaching out to the families and the community enjoyed significant percentages of 

students scoring satisfactory or above on the grade 3 MSPAP in reading, writing, math, 

science, and social studies. For grade 5, schools that were actively working toward 

meeting the challenges of excellent partnerships enjoyed higher percentages of students 

reaching satisfactory or above in the science and social studies MSPAP. Sheldon’s 

ultimate findings indicated that the only thing that impacted student achievement was 

whether or not a school was making a conscious effort to meet the needs of the families 
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while reaching out to the community. He found no significant relationship between the 

phases of inception of the school-family-community partnership programs on student 

achievement therefore he indicated that the various stages were insignificant but not 

unimportant as long as the school was moving in the right direction. 

 Research conducted by Kirby and DiPaola (2011) focused on the relationships 

that exist between academic optimism, community engagement, and academic 

achievement in urban schools in the United States. Academic optimism as defined by 

McGuigan and Hoy (2006), is the shared belief on a campus that all students can succeed 

academically regardless of external circumstances because faculty can rely on parents 

and students to support them along the way. Kirby and DiPaola employed a quantitative 

approach in their study and they hypothesized that academic optimism as well as 

community engagement would lead to increases in academic achievement for students in 

an urban elementary school. They also hypothesized that the three factors of academic 

optimism, collective efficacy, trust in clients, and academic press, would positively 

impact levels of community engagement within an elementary school and that the three 

factors along with community engagement would predict academic achievement of 

students in an urban elementary school. The researchers gathered data through usable 

surveys that were completed by teachers and other instructional faculty. For the sake of 

the research they focused on the following variables: teacher collective efficacy, faculty 

trust in clients, academic press, and community engagement. The findings for the first 

two hypotheses indicated a positive relationship between academic optimism and 

community engagement on student achievement in reading and math. The findings for 
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the third hypothesis also illustrated positive results between the three factors of academic 

optimism on community engagement at the urban elementary school, and the findings for 

Kirby and DiPaola’s final hypothesis identified a positive correlation between the three 

factors of academic optimism and community engagement on student achievement but 

the only one that was significant of the three factors was trust in clients. The ultimate 

message behind these findings is that academic optimism and community engagement 

produce promising results for students in urban elementary schools therefore stressing the 

importance of both within today’s urban elementary schools. 

Role of school leadership in the development of partnerships 

 School leaders play a vital role in the successes of schools, they are the 

instructional leaders of a campus among many other things and it is up to them to initiate 

or improve campus initiatives aimed at transforming schools in the event that it is 

necessary (Jackson & Davis, 2000; Kirby, Berends, & Naftel, 2001). Voorhis and 

Sheldon (2004) conducted a study aimed at determining the role that principals play in 

the establishment of school, family, and community partnerships. The researchers used 

longitudinal data from the schools that returned “UPDATE” surveys to NNPS. Like 

Sheldon (2003); Epstein and Sheldon (2002); and Sheldon and Epstein (2002) these 

researchers used different variables to determine partnership program quality, two of 

which measured factors specific to the principal, principal support and principal turnover. 

Voorhis and Sheldon used SPSS to analyze the relationships between variables that were 

of significant interest to them and they ran other specific descriptive analyses to interpret 
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their data. Their initial findings indicated that schools in which principals provided some 

or high levels of support toward partnerships shared a lower level of principal turnover. 

They also indicated that principals that provided more support for their school 

partnerships had better partnership program quality and they had more support for the 

establishment of stronger family-community partnerships. Their disaggregated findings 

indicated that principals play a critical role in school reform specifically with regard to 

family and community involvement programs. The findings also point out that principal 

turnover isn’t detrimental to family and community partnerships as long as districts and 

school personnel are proactive at engaging a new principal the school-family-community 

partnership program development.    

Mutualistic relationships  

 Leonard (2011) conducted a historical case study on an urban high school and he 

used Bronfenbrenner’s Ecological Theory to facilitate comprehension. Bronfenbrenner’s 

theory is one that focuses on the individual child, which in this case is represented by the 

school. His theory states that an individual child, or school in this case, is surrounded by 

various layers of relationships each of which have varying degrees of influence on a 

child’s, or school’s, development. The layers that surround the child are the microsystem, 

mesosystem, exosytem, and the macrosystem. The microsystem is representative of the 

close, face-to-face relationships held by children and this level is typically comprised of 

close friends, family members, or positive role models. The mesosystem is made up of 

lateral relationships that exist between some of the child’s microsystem participants; 
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some examples are typically a parent’s relationship with the child’s teacher. The next 

layer is the exosytem and within this layer there are individuals with whom the child has 

relationships with but that are indirectly involved in the child’s development, some 

examples are pediatricians or the parent’s employers. The final layer is the macrosystem, 

which is representative of societal conditions that may impact a child’s development 

indirectly (Bronfenbrenner, 1979). When Leonard puts the theory into context, the 

association of a child’s development to the role that community partnerships play in 

school reform is evident. Schools, like children, have different layers of relationships 

with community partners and members within each layer have varying levels of influence 

on school reform. The findings addressed in this study indicate that when community 

partners make a conscious effort to get into the microsystem of a school they are more 

likely to have a positive impact on school reform. They also indicate that when partners 

work collaboratively in the macrosystem or exosystem they are better suited to positively 

impact school reform without ever truly having to make their way into the microsystem 

because they are working toward a common goal. 

 Gross, Haines, Hill, Francis, Blue-Banning, and Turnbull (2015) sought to learn 

more about what fosters strong relationships with community partners. The researchers 

used a qualitative research study in which focus groups were used to gather data for 

analysis. The focus groups were made up of the various community partners in the 

school’s community and the community partners were diverse and each provided unique 

services to the school. During the focus groups, community partners indicated that the 

school benefitted from partnerships, as did they in their own unique way. Social service 
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partners for example, benefitted the school because they helped keep kids stay out of 

trouble, they were able to provide cost effective treatment for families and children, and 

they were able to refer families to services that they needed. Businesses on the other 

hand, benefitted because they were able to advertise their companies and improve their 

products while at the same time providing schools with free resources that could be used 

to enhance the education of the students within them. Gross, et al. reported that the 

community partners elaborated on the key features that they associated to the 

development of strong partnerships between them and the school. Strong and supportive 

school leadership, the creation of an inviting space, the teacher’s commitment to student 

success, and collaboration and communication were all features cited by the focus group 

participants that play an instrumental role in the development of strong school and 

community partnerships because without these features the likelihood of the formation of 

a partnership is diminished.  

Connecting the community and parent spheres 

 There are six types of parental involvement that must be considered when creating 

programs that build relationships and they are as follow: parenting, communicating, 

volunteering, learning at home, decision-making, and collaborating with the community. 

If these types of involvement are used to guide partnership development the partnerships 

will have a greater likelihood of fulfilling their purpose (Epstein, 1992). Strong 

community school partnerships play a critical role in enhancing the educational 

experiences of students. These partnerships can take shape in a variety of ways but all 
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share the common goal of improving academic achievement for the most “at-risk” 

students. The community is a critical sphere of influence on student achievement and in 

the upcoming section we will take a closer look at another critical sphere of influence on 

student achievement.    
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PARENTAL INVOLVEMENT AND EDUCATION 

 Family engagement and parental involvement are often an afterthought when it 

comes to ensuring student success. Although teachers understand that parental 

involvement plays an important role in helping students become successful, once in the 

classroom, and because of the intense focus on accountability, it is one of the first 

strategies to get abandoned because of misperceptions about minority families’ ability to 

actively engage in school reform (Martinez-Cosio, 2010). Teachers face the seemingly 

daunting task of doing everything possible to help students succeed within the school for 

the sake of ensuring high performance on standardized assessments. As a result, many of 

them feel as though their primary focus is on delivering content and holding high 

expectations in their classrooms thus leaving little time to actively involve parents in 

manners that have been proven effective (Paredes Scribner, 1999; Young 1996; Mapp, 

2003). This is not a result of teachers’ unwillingness to involve families, but rather the 

result of systematic pressures in place that guide teacher’s instruction in the age of 

accountability (Paredes Scribner, 1999; Mapp, 2003). 

With the authorization of the Every Student Succeeds Act (ESSA) as a 

replacement for the No Child Left Behind Act (NCLB) the field of education underwent 

an upgrade of sorts. More agency was given to the states and the accountability ratings 

encompassed more than just state assessment scores. There was a greater emphasis 

placed on family engagement within this reauthorization and policy indicates that parents 

should play a greater role in school improvement, specifically in Title 1 schools 

(Henderson, 2015). It is also temporarily reassuring that the United States Department of 
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Education has recently appointed a family ambassador. This leader will be tasked with 

serving as the liaison between the department, families, and other key stakeholders to 

ensure that families and parents are engaged and represented meaningfully at every key 

point in a child’s education (United States Department of Education, 2016). As a result of 

this appointment and the greater emphasis on family engagement in ESSA it is evident 

that family engagement, for the moment, is moving into the limelight and it is clear that 

this new strategy will seek to improve academic achievement overall, and student success 

in and outside of the classroom. It is important to note though, that as a result of the 

recent election results it is unclear whether or not this greater emphasis on family 

engagement will remain a constant component of national education policy. With this in 

mind it will be important to research changes in education policy within the next four 

years in order to ensure that the needs of Title 1 schools, students, and families are 

addressed. 

Before proceeding into a closer review of the literature centered on parental 

involvement and engagement it is important to understand differences between the two. 

Ferlazzo (2011) defined the differences between involve, which according to the 

dictionary is the process of enveloping or enfolding, and engage, which means to come 

together and interlock according to the dictionary. In the school context one means to do 

something to include parents while the other means to do something with the parents. 

According to Ferlazzo (2011), the process of involvement within schools occurs by 

leading with the mouth which is in essence a surface level interaction, and the process of 

engagement within schools occurs by leading with the ears which is a deeper and more 
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meaningful interaction. He also indicated that parental involvement is one-way 

communication while parental engagement is two-way communication each of which can 

lead to irritation or agitation among parents, which have their own share of effects on 

parents and the greater school community. Both forms of parental inclusion have an 

impact on student achievement thus indicating the importance of analyzing the intensity 

of the effects via the review of the extant literature that currently exists around this issue. 

Parental attitudes about involvement and common misconceptions 

 Deficit orientations toward minorities plague education; both novice and 

veteran teachers develop unwarranted negative attitudes about the parents of minority 

children and some teachers question whether or not minority parents truly care about the 

education of their children. (Valencia & Black, 2002). Valencia and Black (2002) took a 

closer look at this myth with the intent of identifying the causes of the development of the 

myth surrounding Mexican Americans and school, they wanted to identify the 

mythmakers, they also sought to debunk the myth, and they presented a case study about 

Mexican parental involvement in Austin. Valencia and Black found that the myth that 

paints minorities as people who do not value education are the result of early research 

articles and reports that maintained a deficit mindset and blamed victims, not institutions, 

for their shortcomings (Valencia & Black, 2002; Valencia, 1997a; Menchaca, 1997). 

Valencia and Black (2002) also indicate that media expressions affect the way minority 

groups are perceived. Deficit mindsets are held and expressed and as a result the myth 

indicating that Mexican-Americans do not value education are dispersed. Upon analyzing 
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the causes of the myth they focused on manners in which the myth could be debunked. 

They found that when parents hold high expectations, when they have strong beliefs in 

the school, and when parents serve as links between the school and the home low-income 

students will achieve higher academically (Valencia & Black, 2002). An analysis of data 

from the National Educational Longitudinal Study of 1988 supported the findings further 

stressing the importance of parental involvement, especially for low-income students.    

 Parental involvement is an important aspect of ensuring student success 

(Valencia & Black, 2002). In order to accomplish this though it is important for parents 

to feel welcome within the school. Ramirez (2003) investigated how teachers limit 

minority children’s success by not listening closely to their parents. Through a qualitative 

method, Ramirez was able to collect data via group interviews. He recorded the 

interviews and coded his findings in real-time, which led to the emergence of three 

themes: communication, expectations, and accountability. He found that many Latino 

parents felt alienated from the school, which precluded active involvement in their 

children’s education. He indicated that teachers in the primarily Latino community that 

he investigated had developed sentiments similar to those that aligned to the myths 

identified by Valencia and Black. Not only did Ramirez find that teachers had deficit 

mindset, but they did not feel accountable to their students’ parents because they 

perceived them as uninterested in the education of their children. These teachers also 

allowed their deficit mindset to guide their instruction and attitude toward student 

achievement. They held low expectations for their students because they felt as though 

these children would never be able to achieve at high levels because of a seemingly 
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inactive or uninterested family. The development of deficit mindsets can be prevented if 

teachers make a point to learn more about the cultures that they serve. If teachers make a 

more conscious effort to learn about the parents’ needs, experiences, and desires both can 

play a transformative role in the academic achievement of minority children. If biases are 

not kept under control they can have detrimental effects on the most at-risk students 

therefore it is imperative that new teachers are trained in a manner that increases cultural 

awareness and appreciation. The parents interviewed by Ramirez held this same 

sentiment thus highlighting the importance of this seemingly complex transformation. 

Mapp (2003) conducted a qualitative case study to gather information directly 

from parents. The purpose of the study was to have parents share why and how they 

contribute to their child’s education. She also sought to identify factors that lead to the 

development of successful partnerships between schools and families. Mapp gathered 

data from one-on-one parent interviews. She learned that ninety percent of families 

reported being involved, and as a result she noted that the focus school had high 

performance scores on the Massachusetts Achievement Tests. She directed her focus to 

learn why parents were involved and what kinds of things they did to contribute to their 

children’s education. Mapp’s findings indicated that parents became involved because 

they wanted their children to do well in school and be successful academically and she 

noted that parents understood that their involvement would help their children’s 

education development, specifically stating that their involvement had improved their 

children’s behavior and feelings about school. Other findings listed by Mapp are that 

parents were involved both at school and at home even though the schools do not 
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traditionally recognize home involvement. Mapp (2003) also analyzed different 

influences on parent participation. She found that social factors stemming from a parent’s 

own experiences in school, their own parents’ involvement in school, and their own 

beliefs about family involvement as defined by cultural values and norms heavily 

influenced parent participation levels. Specifically, she concluded that when a child’s 

parent had an unpleasant experience in school they were more likely to be involved. The 

same was true for levels of parental involvement from their own parents, the less or the 

more a parent’s parent was involved in the schools the more likely the child’s parent was 

to be involved in the school. The finding about the parents’ parent involvement indicates 

that we need to work hard to provide a good model for our parents to be involved so that 

they can do the same for their own kids. Something else addressed by Mapp was the fact 

that cultural norms influence the type of parental involvement some parents engage in 

because things in the United States are not always the same as they are elsewhere. 

Another finding was that school factors influence a parent’s willingness to be involved. If 

parents are seen as partners this likelihood increased. It is important to note however, that 

it is a lack of options that limits parent participation not a lack of interest, and as a result 

schools need to make conscious efforts to increase their awareness of potential obstacles 

to parent involvement and work to address them. Another thing worth noting is the fact 

that principal support and commitment to parental involvement is important in order to 

ensure the development of strong programs that will promote student success. When 

relationships are built and the proper systems are in place the parental involvement 
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becomes parental engagement, which is more effective than basic involvement (Ferlazzo, 

2011). 

Different forms of parental involvement 

 Parent involvement can manifest itself in more than one way however, many 

educators have one idea of what being involved truly means. If the involvement that 

teachers are seeing does not fit into the traditionally narrow view of involvement, they 

resort to indicating that a parent is not really involved or that the parents simply do not 

care about the education of their children (Valencia & Black, 2002). Altschul (2011) 

conducted a research study to determine which forms of parental involvement had the 

greatest impact on academic achievement for Mexican American youths. She used dated 

from the National Educational Longitudinal Survey to evaluate which factors contributed 

to an increase in student achievement for Mexican American children. She employed 

quantitative strategies to analyze the results gathered upon reviewing Mexican-American 

student achievement on standardized tests in reading, math, science, and history. Altschul 

(2011) focused on the following six variables in her analyses: parental involvement in 

school organizations, parental willingness to discuss school-related matters with their 

children at home, parental willingness or ability to assist their children with homework, 

parental and child engagement in enrichment activities together, parental ability to invest 

in educational resources in the home, and parental ability to invest in extracurricular 

instruction for their children. Her findings indicate that only five out of the six variables 

had significant impacts on student achievement. Specifically she found that more home-
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based forms of involvement warranted higher academic achievement than involvement 

within the actual school thus communicating that a parent’s willingness and ability to be 

involved within the home are worthy of being recognized. Altshul’s findings also 

highlight the importance of early intervention via parental involvement because of a 

limited effect on the differences between 8th grade academic achievement and 10th grade 

academic achievement on the standardized tests. This finding indicates that if parental 

involvement is not implemented or promoted from an early stage the window of 

opportunity will be missed and little will be done to help increase the academic 

achievement of Mexican American youths. Another important finding from Altshul’s 

work (2011) was that financial investment contributed to an increase in student academic 

achievement. This notion stresses the importance of equipping parents, specifically those 

that have less means to contribute financially, with the knowledge and skills that they 

will need to ensure that their students are granted the same opportunity as those students 

with parents that are better suited to invest in the education of their children by providing 

them access to extracurricular activities or educational resources that help them be 

successful in school. Ultimately an investment of time can be just as effective as an 

investment of money in helping promote the academic achievement of minority children. 

LeFevre and Shaw (2012) conducted a longitudinal research study using NELS 

data to determine whether formal, visible, participation or informal, invisible, 

participation had a greater effect on the academic achievement of Latino students. The 

researchers utilized high school completion rates to determine educational attainment and 

they analyzed and coded their data to measure the influence that different variables had 
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on the academic achievement of Latino students. LeFevre and Shaw (2012) found that 

formal and informal support produced significant results on Latino students’ high school 

completion. They also found that when a Latino student lived with both biological 

parents there rates of completion were higher as opposed to those that lived with a single 

mother or with a parent and their parent’s partner whom were half as likely to graduate 

high school on time. The researchers also noted that socioeconomic levels had a 

significant influence on high school completion rates, specifically those with higher 

socioeconomic statuses were seven times more likely to finish high school on time as 

opposed to those that had lower socioeconomic levels (LeFevre & Shaw, 2012). The 

ultimate findings of LeFevre and Shaw’s work (2012) indicates that both formal, visible, 

and informal, invisible, parental involvement produces similar results with regard to 

secondary school Latino student achievement. As a result of these findings it is 

imperative that schools and teachers recognize that although a parent may not be 

physically present inside of a school this does not mean that they are not involved in their 

child’s education or that they do not care about their child’s education (Valencia & 

Black, 2002) thus reiterating the notion that more than one form of parental involvement 

ought to be recognized and encouraged to ensure that minority students are successful 

(LeFevre & Shaw, 2012; Altschul, 2011).    

Parental involvement programs and their effectiveness  

Lopez, Scribner, Mahitivanchcha (2001) conducted a qualitative research study 

that was designed to identify effective parental involvement programs that were in place 
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in migrant communities that contributed to student success. The researchers gathered 

qualitative data through semi-structured interviews, observations, and artifacts. The 

findings highlighted by Lopez, et al (2001) indicated that when schools work to establish 

long and meaningful relationships with migrant families in this case, they will be better 

educated about the needs of the migrant families and they will be in a better position to 

help meet basic needs that could negatively impact the achievement of their students. 

Some of the practices that effective migrant schools employ to involve parents are home-

visits, pláticas [talks], open communication, the establishment of welcoming 

environments, investments in families, and the provision of access to resources. The 

establishment of strong relationships between schools and families is critical because 

without a relationship involvement is less likely to occur. Because of the many challenges 

faced by migrant families (Wright, 1995) it is imperative that schools do all that they can 

to involve parents in the education of their children so that their children are better 

prepared to be successful academically (López, Scribner, and Walling, 1998).  

Parental involvement is important to ensuring student success (LeFevre & Shaw, 

2012; Altschul, 2011) but it is just as important to promote leadership and activism 

within a school’s parent community. Jasis and Ordoñez-Jasis (2012) conducted a study 

on three different parental involvement programs that had been adopted by two schools 

and a community-based non-profit organization. Within these programs they sought to 

understand the development and evolution of the programs while accounting for the 

influences of context that impacted the parent involvement programs in different 

capacities. The researchers gathered data via an ethnographic qualitative research design 
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that relied on interviews and observations as the primary sources of information for each 

program that was evaluated. The common theme among the three programs evaluated 

was that these parents did for their children what they felt was not being done for them 

(Jasis & Ordoñez-Jasis, 2012). They felt as though the schools lacked the ability to meet 

the needs of the Latino children that were becoming the majority within the areas in 

which they lived and as a result they felt as though their children were destined to be 

unsuccessful without their intervention. The overarching theme in the article by Jasis and 

Ordoñez-Jasis is that when minority parents, that otherwise feel isolated or weak, work 

together they possess the ability to make transformational changes to the educational 

experiences of their children. When minority groups are organized and when they are 

adequately supported they can develop as much power as their more affluent 

counterparts. Traditionally there is a sense of inequity regarding the educational 

experiences of poor, at-risk children in comparison to more affluent children, but because 

of a strong desire to help their children get ahead and become successful the power 

possessed by organized immigrants can vastly outperform the power typically held by the 

majority, thus leading to mirrored academic achievement that may have at one point 

seemed unlikely (Jasis & Ordoñez-Jasis, 2012; Valencia & Black, 2002; LeFevre & 

Shaw, 2012; Altschul, 2011). 

Alameda-Lawson (2014) conducted a pilot research study to determine what 

effect the collective parent engagement (CPE) design had on parental empowerment, as 

well as on academic achievement. The researcher relied on a post hoc quasiexperimental 

design to examine effects on individual student achievement as opposed to school wide 
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effects of the collective parent engagement design. The data that she analyzed came from 

a parental involvement questionnaire and an empowerment inventory called the 

Empowerment Outcomes Assessment. Data from SAT-9 reading, math, and language 

assessments were also analyzed in order to establish a baseline for both the CPE groups 

as well as the comparison groups. It is important to note though that because of the small 

sample size and the research design for the pilot study one may challenge the validity of 

the findings therefore researchers should proceed with caution. Alameda-Lawson’s 

(2014) findings indicated that parents in the CPE group had higher empowerment scores 

than those parent in the control group thus demonstrating that these parents felt more 

empowered. Her findings also indicate that when previous academic achievement scores 

are controlled a high empowerment score translates into higher academic achievement on 

the reading SAT-9. There is, however, no link between high empowerment scores on 

academic achievement in math and language scores on the SAT-9. Other findings also 

indicate that when prior achievement scores are controlled, parent participation in CPE 

programs leads to increased academic achievement in reading but, when no longer 

controlled for, reading achievement scores are no longer significant. Another of 

Alameda-Lawson’s findings indicate that CPE program participation significantly and 

positively impacts language and math scores. Although this was a pilot study it is evident 

that when parental involvement programs transition into those that are more oriented at 

collective parent engagement there is an impact on students’ academic achievement thus 

stressing the importance of parental engagement as opposed to basic parental 

involvement (Ferlazzo, 2011; Alameda-Lawson, 2014). 
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Parental involvement on social-emotional learning and a misnomer 

El Nokali, Bachman, & Votruba-Drzal (2010) conducted a study with the purpose 

of the determining what associations, if any, exist between parental involvement and 

student academic achievement and socioemotional trajectories in elementary school. The 

research method used by El Nokali, et al. (2010) was an ongoing longitudinal multi-

method study of data gathered from National Institute of Child Health and Human 

Development Study of Early Child Care and Youth Development (NICHD SECCYD). 

They conducted a Parent-Teacher Involvement Questionnaire to gather data that was 

input into SSRS for analysis. They found that children’s reading, math, vocabulary, and 

social skills improved over time and problem behaviors declined when parents were more 

involved. The most significant finding for this research study though is that social skills 

improved during the study and there was a small reduction in problem behaviors as a 

result of increased parental involvement. It was a surprising misnomer though that parent 

involvement levels were insignificantly related to student academic achievement, which 

is contrary to past research studies (El Nokali, et al, 2010). The difference here according 

to the researchers can be related to biases that came about because of significant 

differences in involved parents and uninvolved ones. With regard to socioemotional 

impacts the results were promising because the children in the study had improved social 

skills over time and they had decreases in behavior issues. Although no direct connection 

between involvement and student achievement exists in this study one can associate 

positive socioemotional development to increased persistence and motivation that can 

translate into increased academic success (El Nokali, et al, 2010). 
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Parental and family involvement is important but family engagement is critical at 

ensuring the academic success of minority students (Ferlazzo, 2011; Alameda-Lawson, 

2014). Parental involvement and engagement can manifest itself in more than the 

traditional way and it is important for teachers to recognize that many families, 

specifically those of minority or low socioeconomic status backgrounds, lack the ability 

to participate in their children’s education in the standard physical and visible way 

because of factors that are beyond their control but this does not translate into a lack of 

interest or care. These parents simply maintain their involvement within their homes via 

conversations with their children about the need for them to get educated so that they do 

not have to face the same hardships that they face (Valencia & Black, 2002; LeFevre & 

Shaw, 2012; Altschul, 2011). Although research findings have produced some consistent 

results with regard to improvements in academic achievement as a result of increased 

parental involvement this area warrants further research so that schools and educators can 

do all that they can to help the most at-risk students become successful. 
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IMPLICATIONS AND CONCLUSIONS 

School demographics are constantly changing and we need to be ready to change 

with them. Many schools, particularly those in urban areas, are faced with ever-growing 

challenges of teaching while at the same time helping children cope with stressors that 

they may be facing. We have got to be more proactive about preparing for the future 

generations of students because if we are not we will be doing them a great disservice and 

we will be doing a disservice to the country that they will inherit. 

 Linguistic and cultural diversity are areas in which schools will likely see the 

most change therefore it is important that they consider adopting two-way dual language 

enrichment programs to help these children succeed. Two-way dual language enrichment 

programs are designed to help not only minority children but also monolingual speakers 

of English. It is important to remember though that these programs are not all the same 

and as a result it is up to teachers and school leaders to work collaboratively to come up 

with a program that is differentiated based on a school’s needs. In order to foster a school 

that is conducive to meeting the needs of minorities, specifically Spanish speakers, a 

strong two-way dual language program is necessary because it is through these types of 

programs that Spanish speakers develop a sense of pride in their cultures while adding a 

second language that will help them in their futures. It is also through these programs that 

the playing feel gets leveled, neither the minority Spanish speaker nor the majority 

English speaker has an advantage over the other because both are sharing the same 

experiences and both are learning each other’s language simultaneously. Through the 

development of a strong two-way dual-language program schools will also teach the 
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value of cultural awareness and appreciation thus facilitating the development of strong 

socioemotional skills which can lead to increases in student achievement and overall 

mental well-being. Strong two-way dual language programs have a lot of potential and in 

the event that school reform becomes a necessity, especially for those schools serving 

large minority student populations, it ought to be one of the initiatives introduced but 

only after collectively deciding the type of program desired. It should also be noted that 

two-way dual language programs will not likely produce immediate results but if granted 

the opportunity to mature and develop without succumbing to the pressures of 

accountability the results will be promising. 

 Community schools and community-school relations are also key components of 

a school that is designed to support all of its students and to put them on the path to 

success. Community schools are a school improvement strategy that is designed to make 

the school into a hub of the community. The school in partnership with a community-

based organization works to bring resources into the school so that they are better 

equipped to help the families that they serve to meet any needs that they may have with 

the hope of improving their overall familial well being both physically and mentally. The 

importance of an established relationship between the school and the community helps 

facilitate this process because they each share the common desire to help the students of 

the community be successful by helping them and their families meet any need that they 

may have that could adversely affect the students ability to do well in school. Due to the 

fact that many minority students have unique needs outside the realm of education these 

community partnerships are critical in helping them achieve their potential further 
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stressing the importance of this strategy especially when it comes to school reform. When 

there are strong partnerships between a school and a community the children of these 

minority families will be better positioned to succeed academically. 

 Parental involvement and engagement is another critical component that plays a 

key role in helping minority students succeed in school. When parents are involved in 

their children’s education they are uniquely positioned to get a clearer understanding of 

their child’s needs which in turn can help them address those needs in whatever manner 

they see fit. Traditionally I have seen parental involvement as a physical presence in the 

school but more recently I have come to the realization that involvement can present 

itself in more than just the traditional way. As a result of this realization I have found the 

importance of equipping parents with knowledge and skills necessary that can make their 

involvement in the home more meaningful as this is where the majority of the 

involvement occurs. With regard to school reform it is important that teachers and school 

leaders make a more conscious effort to recognize that involvement can occur either 

within the school or within the home and as a result they should be more understanding 

of these differences and respect them. They should also be more willing to provide 

parents with tools that can help enhance their involvement at home so that they can 

further positively impact the school success of their minority children.  

 Minority children will become more prevalent in our schools and as a result we 

need to make a conscious effort to do all that we can to help them succeed in our schools. 

The provision of two-way dual language programs, the establishment of strong 

community-school partnerships, and the encouragement of parental involvement will put 
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schools in a position that is destined to promote positive academic achievement among 

the minority population. All three of these strategies have proven to promote student 

success by researchers that I reviewed previously. As a result it is now more important 

than ever to work collaboratively to encourage schools facing challenges to adopt some, 

if not all, of these strategies in a manner conducive to their needs so that school reform 

efforts are effective in transforming schools and so that all children, especially minority 

children, are granted access to an equitable education.        
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