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This qualitative study explored the perceptions and practices of elementary school 

administrators regarding parental involvement in three urban elementary schools.  

Particular attention was given to understanding the connection between the beliefs that 

school leaders shared about parental involvement and its role in school improvement (i.e., 

their espoused theories) and to how they supported parental involvement in their school 

community (i.e., their theories in use). Using Argyris and Schön‘s (1978) theories of 

action framework, face-to face interview data and school and district documents were 

collected and analyzed to explore how well administrators‘ practices relative to parental 

involvement  (theory-in-use) aligned with their beliefs and perceptions (espoused theory).  

As such, data analysis focused on understanding both what administrators believe and 

what they do to use parental involvement to support school improvement efforts. 
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Chapter One 

Parental involvement has long been considered a key factor in improving 

outcomes in K-12 education (Berger, 1995).  Extensive research around this concept has 

affirmed this argument in different ways by validating the impact of parental involvement 

on school improvement efforts.  However, research also demonstrates that certain forms 

of parental involvement impact divergent student populations differently.   For example, 

McNeal (1999) reported that parental involvement activities, such as participating in 

parent-teacher associations (PTA), monitoring children‘s educational progress, and 

providing educational support strategies had more beneficial effects among affluent 

Caucasian American students than among African American, Hispanic, and Asian 

American students; they also had more beneficial effects than students from families of 

low socioeconomic status or students from single-parent households.  While such 

findings still validate the importance of parental involvement, they also raise questions 

regarding the impact gap.  

Background 

Exploring this issue in depth, Desimone (1999) reported statistically significant 

differences in the relationships between 12 types of parental involvement and student 

achievement in mathematics and reading among students from different racial, ethnic, 

and economic groups. Similarly, Young (1997) found dramatic variations in how parents 

and families from Latino and Caucasian families defined involvement and how they were 

involved in their children‘s education.  Not surprisingly, the definitions and practices of 
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Caucasian families aligned more closely to school definitions and opportunities for 

involvement.  In a meta-analysis of the effects of parent involvement on minority 

students‘ academic achievement, Jeynes (2003) presented evidence that parent 

involvement (e.g., communicating with the school, checking homework, encouraging 

outside reading, and participating in school activities) benefited African Americans and 

Hispanic or Latinos more than it did Asian Americans.  Jeynes (2003) explained that 

parent involvement may have the greatest impact in the absence of other cultural factors 

that promote academic achievement, such as the strong emphasis on education found in 

many Asian American cultures.  Likewise, other scholars (Christenson & Hurley, 1997; 

Decasatro-Ambrosetti & Cho, 2005; Epstein, 1991, 2001; Hoover-Dempsey & Sandler, 

1995; and Khanna, 2008) concluded that parental involvement in their children‘s 

education has a variety of important effects.  According to these scholars, parental 

participation increased student success, improved academic performance, contributed to 

higher tests scores, promoted positive attitudes toward school, increased  levels of 

homework completion, reduced placements in special education, minimized suspension 

and dropout rates, and enhanced academic perseverance.  

The aforementioned studies, among others, revealed a myriad of positive effects 

of parent involvement on student academic achievement.  These findings may mirror the 

experiences of many teachers and administrators, making it unlikely that administrators 

and teachers would argue in opposition to such findings.  Nevertheless, the concept has 

been challenged.  For example, Desforges and Abouchaar (2003) argued that ―current 
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interventions [parental involvement], even as promising, have yet to deliver convincingly 

the achievement bonus that might be expected‖ (p. 8).  The researchers further 

maintained that early research in the field showed a variety of inconsistent and 

conflicting findings.  They referred to the study of Sui-Chu and Willms (1996) in which 

the researchers described what parents said they did to support their children‘s education.   

Sui-Chu and Willms (1996) analyzed the extent to which such activities 

influenced educational achievement and the degree to which parental involvement was 

associated with different family backgrounds in terms of ethnicity and social class.  The 

researchers drew their data from the United States National Educational Longitudinal 

Study (NELS) based on a sample of approximately 24,600 8th grade students (aged 

approximately 14 years) in a stratified sample drawn from 1500 schools (Sui-Chu & 

Willms, 1996).  Substantial data was collected from student and parent questionnaires 

completed in 1988.  Student achievement was measured using standardized tests results 

in mathematics and reading.  The researchers scored and analyzed this data for strong 

patterns.  Two main factors were found to describe most parental involvement activities. 

The first factor involved two types of home involvement and was associated with 

discussing school activities (home discussion) and the other with monitoring a child‘s 

out-of-school activities (home supervision). The second factor involved two types of 

school involvement, one describing contacts between parents and school personnel 

(school communication) and the other involving volunteering for school activities and 

attending school functions (school participation).  The researchers examined the variation 
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of the four types of involvement activity across more than 1000 schools in the sample.  

Approximately 90% of the variation in involvement was within schools rather than 

between schools, and the distribution was relatively uniform across schools (Sui-Chu & 

Willms, 1996).   

Sui-Chu and Willms (1996) further analyzed the data to investigate the 

relationship between the forms of parental involvement and social class.  Confirming 

previous research, Sui-Chu and Willms concluded that there was a strong relationship 

between social class and parental involvement, suggesting that higher social class 

resulted in more parental involvement.   Achievement in both math and reading was also 

significantly related to family social class.   

Desforges and Abouchaar (2003) argued that when the data pertaining to the four 

parental involvement factors were analyzed together, it was difficult to identify schools 

with particularly high or low levels of parental involvement and the researchers indicated 

that ―relatively few schools had a strong influence on the learning climate in the home or 

on levels of parental involvement generally‖ (p. 21). Desforges and Abouchaar (2003) 

used statistical techniques to factor out this effect and then examined the residual impact 

of parental involvement factors concluding that ―parental involvement made a significant 

unique contribution to explaining the variation in children‘s academic achievement over 

and above the effects associated with family background‖ (Sui-Chu & Willms, 1996, 

p.138).  To that effect, Desforges and Abouchaar maintained that the strongest parental 

involvement factor was home discussion, emphasizing that regardless of social class, the 
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more parents and children conversed in the home, the higher the pupils achieved in 

school.  The researchers further argued that much of the difference in student 

achievement occurred outside of the school‘s influence.  These researchers noted that 

family social class, for example, accounts for about one third of such variance, and that 

parental involvement in the form of home discussion has, nonetheless, a major impact on 

achievement. Desforges and Abouchaar (2003) concluded ―the schools in this sample had 

very little impact on home discussion as a form of parental involvement‖ (p. 21). 

The degree and nature of the impact of parental involvement on student 

achievement was also challenged in Fan and Chen‘s (2001) meta-analysis studies 

concerning the connection between parental involvement and student academic 

achievement suggesting a moderate to meaningful relationship.  In their study, the 

scholars stated the relationship seems to be more general than specific, indicating 

parental involvement has a broad effect on students‘ success rather than a direct impact 

on any particular subject area.  Their research found parents‘ expectations and goals for 

their children tended to be the strongest factor influencing student performance in school.  

Bastiani (2000) raised a similar challenge by posing the question of identifying a clear 

connection between parent contributions and student progress, which in his view is yet to 

be demonstrated by reliable research. 

Challenging the positive effects of parent involvement on student academic 

achievement, Cooper, Lindsay, and Nye (2000) suggested parenting styles play a part in 

the effectiveness of parent involvement in their children‘s homework.  In their survey of 
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over 700 parents of elementary, middle, and high school students, two-thirds of parents 

reported that helping their children with homework was ineffective or inappropriate.  

Specifically, in some cases parents helped their children with homework in order to have 

them finish it faster, and in other cases ―parents made homework completion more 

difficult for the student‖ (p. 37).  These findings reinforced the importance of school-

home discussions that encourage interactions and support student learning. 

Problem Statement 

Challenges such as those previously discussed make it difficult to identify a 

common strategy, practice, and language that adequately define effective parental 

involvement and how school administrators can foster it through programs and practices 

(Carreon, Drake, & Calabrese, 2005).  Attending to the challenges surrounding the issue 

of parental involvement in student academic success, educational reform policy has 

addressed the role of parental involvement in academic settings both generally, as stated 

in the National Education Goals Panel (1999), as well as through specific subject areas as 

acknowledged in the National Research Council (1996).  In fact, the requirements of No 

Child Left Behind Act (NCLB, 2002) emphasize parental involvement.  Title I, Part A of 

NCLB provides for substantive parental involvement at every level of the educational 

program from the development and implementation of state and local education plans to 

carrying out the school improvement provisions of Local Education Agencies (LEAs) 

and individual schools.  Section 1118 of NCLB (2002) contains the primary Title I, Part 

A requirements for State Education Agencies (SEAs), LEAs, and schools concerning 
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parent involvement in their children‘s education. This section identifies critical points in 

the process of improving teaching and learning where parents and community members 

can intervene and assist in school improvement.  Section 1118 is extensive in scope and 

has many requirements for LEAs and schools including provisions intended to implement 

good practice in engaging families to promote the education of their children.  Such 

requirements are rooted in the underlying assumption that students perform better when 

parents are actively involved in the education process, both at home and at school.  

In spite of these articulated policies, the ambiguous language of such guidelines 

―contributes to the absence of common ground when it comes to understanding parents 

and their involvement in urban schooling‖ (Carreon, Drake, & Calabrese, 2005, p. 467).  

As a result, parental involvement practices are left susceptible to school administrators‘ 

perceptions and interpretations.  In addressing such vulnerability, studies from several 

researchers like Epstein (2001) and Souto-Manning and Swick (2006) explored the field 

of interactive parental involvement, stating that successful partnerships between 

educators and parents were shown to establish lifelong learning avenues inside and 

outside school walls thus the promotion of increased student success.  In that regard, 

other studies also asserted that teachers engaged with parents on a more personal level 

(i.e., early morning coffee meetings, informal get-togethers, translated notes to send 

home, flexible meeting times) improved parental involvement in diverse settings 

(Denessen, Bakkar, & Gierveld, 2005).  Educators emphasized that this type of 

collaboration between homes and schools bolstered student success (Epstein, 2001).  
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However, questions still remain as to whether parents, teachers, and administrators hold 

common perceptions, definitions, and aptitudes for parental involvement that allow for 

collaborative practices to endure.  These interactions include collaboration between 

teachers and communities, dialogues between teachers and parents, and shared decision-

making opportunities between teachers and parents.  These connections have added 

meaning to learning as it becomes personalized for teachers, students, and parents (Souto-

Manning & Swick, 2006).   

Although the majority of research on parental involvement is strongly related to 

improving student academic achievement, few of these studies addressed parental 

involvement within the scope of school improvement efforts from the administrator‘s 

point of view.  It is important to have a strong understanding of how the school 

administrator, the person primarily responsible for school improvement, can support the 

types of parental involvement that have been associated with increased student success.  

School administrators work within intense accountability standards, such as those 

outlined in the four primary principles of NCLB Act: 

 Accountability for results 

 Local control and flexibility 

 Expanded parental choice 

 Effective and successful programs that reflect scientifically-based research 
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These principles constitute the core of the approved federal standards that define the 

academic expectations measured by the Adequate Yearly Progress (AYP) requirements 

(NCLB, 2002).  

A significant number of studies were conducted over many years on the concept 

of parental involvement; however, minimal research has been conducted regarding how 

school administrators perceive parental involvement and how their perceptions translated 

into practices within school improvement efforts. Graham-Clay (2005) argued 

perceptions inhibit active parental involvement and may affect improving parental 

involvement. Differences in perceptions and expectations related to urban parent 

involvement in schools appear to exist, so examining these perceptions may help explain 

the origins of these perceptions related to parental involvement from the perspective of 

urban elementary school administrators.  Examining roots of perception is the first step in 

finding a common understanding of what parent involvement means to diverse members 

of the educational administration community (Grabove, 1997).  Research studies have not 

thoroughly investigated the roots of these perceptions and resulting behaviors in an in-

depth, contextual manner.  This gap in the research may have resulted in fragmented 

parental involvement programs especially in urban settings (Denessen, Bakker, & 

Gierveld, 2007). 

Purpose of the Study 

In an effort to strengthen knowledge about parental involvement and the practice 

of school administrators in urban elementary schools, this qualitative study explored the 
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perceptions and practices of elementary school administrators regarding parental 

involvement.  Particular attention was given to those practices believed to influence 

school improvement efforts in three elementary schools with similar characteristics in an 

urban school district.  Using qualitative methods, such as face-to face interviews and 

document analysis, the researcher explored how well administrators‘ practices relative to 

parental involvement  (theory-in-use) align with beliefs and perceptions (espoused 

theory) pertaining to parental involvement.  Furthermore, this study explored perceptions 

of the effectiveness of both parental involvement and the efforts to foster parental 

involvement in school improvement efforts. Further detail concerning the features of this 

study is provided in the following sections. 

Research Questions 

This study was guided by the following two research questions: 

1. What are school administrators’ perceptions of parental involvement? 

2. What is the nature of the relationship between administrators’ perceptions 

of parental involvement and the way that parental involvement is carried out 

in their schools? 

These questions determined the methods used in the study as well as data 

collected.  It was the hope of the researcher that the subsequent findings drawn 

from the study would reinforce research on the perceptions and practices of 

educational administrators concerning parental involvement. 
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Methodology 

As described in further detail in Chapter Three, this study made use of face-to-

face interviews and document analysis to explore how well administrators‘ practices 

relating to  parental involvement (theory-in-use) fit with their beliefs and perceptions 

about parental involvement (espoused theory or theory of action) (Argyris & Schön, 

1978).  Furthermore, this study explored perceptions concerning how impactful parental 

involvement and efforts have been in school improvement efforts.  Data analysis focused 

on understanding both the relationship between administrators‘ theories-in-use and 

theories of action as well as the relationship between what leaders believe, what leaders 

do, and perceptions of the impact of parental involvement on school improvement efforts. 

 This multiple case study was conducted within the parameters of 

interpretivist descriptive qualitative research as it intended to study human 

behavior in context.  The researcher chose this method as the most suitable 

approach to provide opportunities for data analysis through a variety of venues 

with the intent to take a snapshot of perceptions of school administrators.  

According to Patton (2002), qualitative methods are…”ways of finding out what 

people do, know, think, and feel by observing, interviewing, and analyzing 

documents” (p. 145).  In agreement with Patton’s statement, the researcher used 

open-ended interview questions when the study was conducted at the participant’s 

assigned campus.  This approach facilitated a naturalistic environment in which 

administrators responded in an interactive way.  In turn, the collected data yielded a 
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higher level of reliability when conducting qualitative research (Guba, 1978).  The 

researcher of this study used Initial Coding (also known as Open Coding) in the first 

cycle to analyze the collected data. This  included reviews of School Improvement 

Plans, analysis of current documentation of parental involvement activities within 

school improvement efforts, individual interviews, and informal observation.  This 

data was compared and contrasted to discover consistencies and inconsistencies.  

Such triangulation of data enhanced the reliability of this study as expected within 

the guidelines of interpretivist qualitative methodology.  The second cycle of data 

was analyzed using Axial Coding to reduce the number of initial codes and 

strategically reorganized the collected data.  

Data analysis was both deductive and inductive.  In the former case, the 

researcher endeavored to let the data speak for itself.  In the latter case, the 

researcher aimed to specifically address the research questions.  Additionally, the 

theoretical work of Argyris and Schön (1978) was used to inductively analyze the 

relationship between administrators’ theories of action regarding parental 

involvement with their theories in use.  

Significance of the Study 

  This study is significant in that it contributes to the knowledge base on the 

perceptions and practices of school level leaders concerning the involvement of parents 

and families in urban schools.  Specifically, it provides insights concerning: (a) school 

administrators‘ perception regarding parental involvement; (b) the degree to which 
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current parent involvement practices align with these perceptions within school 

improvement efforts; and (c) awareness of aligning administrators‘ perceptions to their 

existing practices in any particular program.  This study is also significant as a 

contribution to the existing literature on parental involvement practices, encouraging 

reflective practices of school improvement efforts among school administrators.  The 

expected outcomes were revealed through the exploration of two guiding questions 

driving the context of this study.     

Definition of Terms 

 The following general terms are embedded in the context of this study. 

Definitions are intended to facilitate accuracy, clarity, and understanding of the 

concepts, theories, and methods discussed in this research. 

No Child Left Behind (NCLB). This United States Act of Congress was 

originally proposed by the administration of President George W. Bush on May 23, 

2001 and enacted into law on January 8, 2002.  It was federal legislation that 

enforced the theories of standards-based education reform; this legislation was 

based on the belief of setting high standards and establishing measurable goals 

improve individual outcomes in education.  NCLB requires states to use a single 

accountability system for public schools to determine whether all students, as well 

as individual subgroups of students, are making progress toward meeting state 

academic content standards.  NCLB’s ultimate goal is to have all students reaching 

proficient levels by 2014 as measured by performance on state assessments.  
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Adequate yearly progress (AYP). AYP is the measure by which schools, 

districts, and states are held accountable for student performance under Title I of the No 

Child Left Behind Act of 2002 (NCLB, 2002).  It is used to determine if schools are 

successfully educating their students using the results of tests given yearly in grades 3 

through 8 and at least twice for high school students.  The results are then compared to 

prior years, and, based on state-determined AYP standards, used to determine if the 

school has made adequate progress towards the proficiency goal (Center of Education 

Policy, 2004).   

Active parental involvement. For the purpose of this study, the definition of 

active parental involvement was extended to include school, family, and community 

partnerships. This definition helped outline the study by offering a broader scope which 

included the shared interest, responsibilities, investments, and overlapping influences of 

the three institutions for the education and development of children (Epstein, 1990).  The 

term ―parental involvement‖ shared a similar definition:  the active participation of 

parents, legal guardians, family, and community in regular, two-way, meaningful 

communication involving students' academic learning and other school activities in 

school and at home.  As some studies refer to parental involvement as ―parent 

involvement‖ and/or ―parent engagement,‖ these terms were used interchangeably in this 

study.  
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School improvement efforts.  Provisions of meaningful and engaging learning 

environments requiring educators to continually reflect on the quality of school 

systems and focus their efforts to make them better. 

Theory of action. The theory of action originated out of earlier research into 

relationships between individuals and organizations, comprising an understanding 

of theory and practice of learning and have a significant impact in educational 

organizations.  It is an analytical framework to uncover how individuals develop 

theories to guide their practices and how individuals adapt these theories to deal 

with more complex professional situations to increase professional effectiveness 

(Argyris, 1993; Argyris & Schön, 1974-1992). 

Espoused theory. Theories carefully stated when we call to speak of our 

actions. In other words, it is the philosophical disposition of individuals on a given 

topic. 

Theory-in-use. Theories that are implicit in what we do as practitioners and 

reflected in actual practices.  The theories actually employed by individuals to achieve 

certain outcomes; it is what individuals actually do.   

Perspective. A way of seeing and, thus, interpreting.  It suggests one‘s analytical 

frame never completely mirrors reality; rather, one‘s assumptions, values, and theoretical 

learning mediate the single version of reality that is accessible through a given 

perspective. Moreover, the term ―perspective‖ also indicates no one purview can ever 

fully capture the complexity of research phenomena. 
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Delimitations 

The scope of this study was limited to three elementary schools in a large 

urban school district. Schools that were not classified as low SES were excluded.  

School administrators with less than two years at the same campus were also 

excluded. 

Limitations 

Since the study focused on three low socioeconomic status elementary 

schools in an urban school district, the findings cannot be generalized to all schools 

in different settings.  This is typical of qualitative research, where the purpose is to 

understand deeply rather than broadly. Studies of this nature are inherently case-

dependent and heavily influenced by the context of the participants (Patton, 2002).  

Therefore, this study is a snapshot of multiple case units with limited stakeholder 

data.  Participants volunteered for the interviews, and consequently, their 

perceptions may or may not be congruent with perceptions of other stakeholders.  

Retrospection of each participant during the interview may weaken the data.  There 

could be other information brought forth that  participants were not able to recall or 

they withheld at the time of the interview.  Quality of record keeping for the 

documentation used for this study may vary from campus to campus, which could 

also constitute another limitation. However, triangulations of data sources were 

treated rigorously to ensure high level of reliability. 
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A potential bias may exist because the researcher has worked closely with 

many school administrators and parents in the past.  However, an intentional and 

conscious effort to neutralize bias was at the center of the data collection and 

analysis process through meditation, reflection, and personal notes, before, during, 

and after collecting and analyzing data.  This approach helped the researcher to 

maintain neutrality and non-judgmental interaction in order to report the findings 

in a balanced way (Lincoln & Guba, 1985). Possibility of data overload and time 

demands may also constitute limitations for this study. 

Assumptions 

The researcher of this study entered the field with the assumption that all 

schools have a parental involvement program in place, and each campus had a 

record keeping structure for the parental involvement activities embedded in their 

school improvement efforts.  

Researcher Positionality 

The researcher approached this study with an interpretative descriptive 

theoretical mindset.  During the preparation for and execution of this study, the 

researcher maintained a delicate awareness of setting the stage for a natural 

responsive environment for the participants, and awareness that potential biases 

must be intentionally neutralized.  The researcher performed constant critical 

reviews of actions, analysis, interpretations, and preliminary conclusions during the 

data gathering process.   
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Furthermore, an interpretative descriptive method and theory of action 

framework (Argyris & Schön, 1978) served best for in-depth exploration of the 

mindset of school administrators in relationship to parental involvement within 

school improvement efforts. 

Summary 

The first chapter provided an introduction to understanding the importance 

of studying administrators’ perceptions of parental involvement using the critical, 

theoretical framework of theories of action. The problem to be investigated, the 

purpose, questions, methodology, significance, delimitations, limitations, and 

assumptions had been reviewed.  The second chapter of this study provides relevant 

literature and focuses on parental involvement as it relates to school administrators’ 

perceptions and practices within school improvement efforts, and theoretical 

framework.  The third chapter presents the research design, study population, data 

collection procedures and instrumentation, defining the method of analysis the 

researcher used.  These three chapters provide the overarching framework for this 

research. 

 The fourth chapter presents an analysis and discussion of the data and 

begins with consideration of the research questions, participants, and methodology.  

Direct quotations from participants are presented to warrant the emerging patterns.  

This is consistent with Erickson’s (1986) recommendation in the use of vignettes to 

communicate the views of those interviewed.  The fourth chapter is divided in three 
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sections: The first section provides an introduction; the second presents the 

research participants and context; and the third section reports four emergent 

themes gathered from the data. 

The fifth chapter begins with an introduction, discusses the research findings 

as determined through the lens of theory of action, and then follows with the 

researcher’s conclusions and the implications for administrators’ practices of 

parental involvement within school improvement efforts. 
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Chapter Two  

Literature Review  

This chapter provides a review of the literature relevant to this study‘s purpose, 

which was to investigate the nature of parental involvement in urban schools, with 

particular attention given to the perceptions and practices of school administrators 

concerning parental involvement.  Focus was placed on those practices believed to 

influence school improvement efforts in three elementary schools of similar 

characteristics in an urban school district.  

This chapter begins by examining literature pertinent to the concept of parental 

involvement from different perspectives.  The chapter then presents literature on different 

types of parental involvement and examines the impact and purpose of parental 

involvement.  It continues with an analysis of parental involvement in low socioeconomic 

status (SES) elementary schools, administrators‘ practices related to parental involvement 

in urban schools, and theory-in-use that support analysis of how administrators‘ 

perceptions influence parental involvement practices.  This is followed by a summary on 

parental involvement and a conclusion.  

Selection Criteria for Literature Review  

Because of the plethora of literature published on parental involvement, it will be 

a difficult task to cover the entire spectrum of studies conducted on parent involvement in 

schools and administrators‘ efforts on school improvement within the scope of this 
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review.  The following general criteria were used for the selection or inclusion of 

resources: 

1. Relevance: This research concentrated on the effect of administrators‘ 

perceptions and practices of parental involvement within school improvement efforts. 

Therefore intentional attempts were made to include current sources related to the topic, 

in order to generate a reliable insight from an open perspective.  

2. Focus of research on impact:  Sources that reported research on administrators‘ 

perceptions and practices of parental involvement within school improvement efforts 

were reviewed in this study.  In addition, sources that speak to the notion of parental 

involvement practices resulting in increased parent engagement and overall student 

achievements in elementary schools were also included. 

3. Scholars in the field:  All efforts were made to include work by recognized 

scholars in the field of education and parental involvement in an attempt to identify and 

include their contributions.  

Parental Involvement 

Even though prevalent support for parental involvement is incorporated in 

current educational policies and practices, parental involvement is not always 

clearly defined. The term “parental involvement” encompasses multiple behaviors; 

nevertheless, it most often refers to parent and family members’ disposition to use 

and invest resources in their children’s education. These investments can take place 

inside or outside of the school, but must focus on bolstering the academic 
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achievement of children.  For some, this phrase invokes scenes of parents 

volunteering at school.  For others, it conveys the idea of parents participating in the 

Parent Teacher Association (PTA) or other school decision-making structures.  

Perhaps others envision parental involvement as parents and children working 

together at home in academic activities.  

Parental involvement is a program for some and a way of life for others, and 

the perception of parental involvement has been largely influenced by the 

individual’s cultural makeup.   For example, Epstein (2001) referred to parental 

involvement as the amount of participation a parent has when it comes to schooling 

and her child's life.  Federal and state law defines parental involvement as “the 

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

involving student academic learning” (No Child Left Behind Act, 2002).  Overall, the 

definitions convey the same message with slight differences in context.  

The vast positive existing literature has prompted some to argue that the 

area of parental involvement has been over-studied, implying that there is no need 

for further research because all meaningful information has been disclosed (Young, 

1997).  If such is the case, then why do researchers continue adding to the subject? 

Why have scholars and policy-makers not yet agreed upon one definition of parental 

involvement?  Furthermore, why do foundations continue to sponsor additional 

research on this subject?  Like Young, the researcher of this study contends that the 

underlying rationale is rooted in an implicit dissatisfaction with much of the existing 
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literature.  Perhaps parental involvement has been repetitively explored through 

the same frame and analyzed through the same lens, thus, producing nearly 

identical results.  This is not to say that such results are less valuable, since one of 

the inherent purposes of research, whether quantitative or qualitative, is to confirm 

or validate existing findings on a given field (Patton, 2002).   

Grolnick et al. (1994;1997) conceptualized three dimensions of parental 

involvement based on how parent-child interactions affect students' schooling and 

motivation.  (1) Behavioral involvement refers to parents' public actions 

representing their interest in their child's education, such as attending an open 

house or volunteering at the school. (2) Personal involvement includes parent-child 

interactions that communicate positive attitudes about school and the importance of 

education to the child.  (3) Cognitive and intellectual involvement refers to 

behaviors that promote skill development and knowledge for young learners, such 

as reading books and going to museums.  Parental involvement, according to this 

theory, affected student achievement because these interactions affect students' 

motivation, their sense of competence, and the belief they have control over their 

success in school.  

Based on research in 20 schools in the Midwestern part of the U.S., Young 

and Carpenter (2008) provided a different view of how parental involvement looked 

in (and outside of) schools. Their five models included the traditional model, the 

funds model, the relationship model, the school support model, and the 
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transformative community model.  The first, traditional, model was quite formal, 

focusing on structures, roles and plans. Such models, they claimed, allow but does 

not foster involvement.  The funds model capitalized on the strengths of parent and 

community members and worked to access such funds (Moll & Gonzalez, 1994) for 

the benefit of students.  The third, relationships, model focuses on understanding 

how parents and school staff can collaboratively support students both in and 

outside of the school.  The school support model, however, placed the school in the 

position of providing services for children and their families. Finally, the 

transformative community model “stresses the contextual nature of schools, the 

unique history of the members, the significance of relationships, and the importance 

of community members” (Young & Carpenter, p. 283). Unlike more traditional 

models this fifth model had three distinct differences.  First, the atmosphere was 

purposefully inclusive and respectful.  Second, learning was viewed as continuous, 

reciprocal, and transformative; and third, the roles of members were significantly 

altered with regard to who is a teacher, a learner, and a leader.  

Different Types of Parental Involvement  

Studies continued to emphasize the importance of well-designed programs to 

establish collaboration between home and school and help all families support their 

children's academic and social competence (Christenson & Conoley, 1992; Epstein, 

1995).  In connection with  this principle, scholars interested in generating higher 

levels of parent engagement in school activities instituted significant types of 
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parental involvement programs to support school improvement efforts in 

educational organizations (Ballen & Moles, 1994; Henderson & Berla, 1994; 

Henderson & Mapp, 2002).   

For the purpose of this study, an overview of the following type of parent 

involvement, framed through a comprehensive program of partnership (Epstein et 

al., 2002) was discussed.   This program consisted of six types of involvement 

guiding schools in establishing “full and productive programs of school-family-

community partnerships” (Epstein et al., 2002, p. 18) adopted from the research of 

Epstein (1990, 1991, 1995).  According to Epstein, each type of involvement 

included many different practices of partnership. Each type has particular 

challenges (discussed in  subsequent sections) and should be overcome in order to 

involve all families; furthermore, each type requires re-definitions of some basic 

principles of involvement.  The researcher further explained that each type led to 

different results for students, families, and teachers. Epstein’s model included the 

following six types of parental involvement: 

Parental Involvement Type 1: Parenting 

These activities are conducted to help parents enhance existing parenting 

skills, increase understanding of child and adolescent development, and establish 

home conditions designed to support learning at each school level (Epstein, 1995).  

These activities are intended to enable families to provide relevant information to 

elementary, middle, and high schools so that educators understand the 
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backgrounds, cultures, and goals of the students they teach.  Schools may conduct 

workshops for parents, provide concise information on issues related to parenting, 

and organize opportunities for parents to exchange ideas with other parents, 

educators, and community experts on topics of child and adolescent development 

(Epstein et al., 2002).  These topics may include health, nutrition, guidance, 

discipline, peer pressure, preventing drug abuse, and planning for the future.   

Type 1 activities also provide families with information on how to prepare 

for student transitions from the pre-school to elementary, elementary to middle 

school, and middle school to high school.  Additional topics for successful parenting 

might concern family roles and responsibilities in student attendance, college 

planning, and other topics that are important for student success in school (Epstein, 

1990, 1991).   

Epstein (1991) suggests this type of parental involvement activities may 

include the schools offering parents General Educational Development (GED) 

programs, family support sessions, computer literacy classes, and other learning 

and social opportunities for parents and students.  

To ensure that families provide valuable information to the schools, teachers 

may ask parents periodically to share insights about their children's strengths, 

talents, interests, needs, and goals. In order to get past the inability of parents to 

attend workshops, schools can convey the information from workshops to parents 

through videos, tape recordings, summaries, newsletters, cable broadcasts, phone 



  

27 

 

calls, and other print and non-print communications (Epstein et al., 2002).  Schools 

are expected to design procedures that would enable all families to easily share 

information about their children with teachers, counselors, and others (Epstein, 

1990).  The expected outcome is for parents to increase their confidence levels in 

parenting, for students to become more aware of their parents’ continuing guidance, 

and for teachers to better understand their students' families. For example, if 

practices are focused on helping families send their children to school on time every 

day, then student attendance will improve and tardiness will decrease.  

If families are part of their children's transitions to elementary, middle, and 

high school, then more students will successfully adjust to their new schools, and 

more parents will remain involved across grade levels (Epstein, 1995; Epstein et al., 

2002; Salinas & Jansorn, 2001). 

Parental Involvement Type 2: Communicating  

These activities are designed to increase school-to-home and home-to-school 

communications about school programs and student progress utilizing notices, 

memos, conferences, report cards, newsletters, telephone calls, e-mail, 

computerized messages, the internet, open houses, and other traditional or 

innovative communications (Epstein et al., 2002).   

Type 2 activities include parent-teacher conferences; parent-teacher-student 

conferences; or student-led conferences with parents and teachers. Student 

involvement in conferences helps students  take personal responsibility for learning.  
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Activities may be designed to improve school and student newsletters by including 

student work, a feature column for parents' questions, calendars of important 

events, and parent response forms (Epstein 1990, 1991; Graham-Clay, 2005).  Many 

schools now use e-mail, voice mail, and websites to encourage two-way 

communication between families and teachers, counselors, and administrators 

(Epstein, Salinas, & Jackson, 1995; Epstein, et. al., 2002; Graham-Clay, 2005).    

One of the challenges in implementing type 2 activities lies in ensuring that 

information is communicated such that it is understandable to all families, including 

parents with minimal education or parents who do not read English well.  All 

families should have equal access to information and have the opportunity to 

respond to it (Epstein et. al., 2002; Espinosa, 1995; Sheldon, 2009).  In order to 

overcome this challenge, the researchers suggest that it is necessary to develop 

effective two-way channels of communication so that families can easily contact and 

respond to educators, and make sure that students understand their roles as 

“couriers” and ‘interpreters” in facilitating school and family connections.  

The expected results of implementing type 2 activities include an increase in 

school-to-home and home-to-school interactions, encouraging  families to 

understand school programs and follow their children's progress, guiding students 

to maintain or improve their grades, and attending parent-teacher conferences.  If 

computerized phone lines are used to communicate information about homework, 

more families will know more about their children's daily assignments.  If 
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newsletters include respond-and-reply forms, more families will send ideas, 

questions, and comments to teachers and administrators about school programs 

and activities (Epstein, 1995; Epstein et al., 2002; Salinas & Jansorn, 2001; Sanders, 

1998).   

Parental Involvement Type 3: Volunteering  

According to the program, activities in this category are designed to improve 

recruitment, training, and scheduling in order to involve parents and others as 

volunteers and as audiences at the school or in other locations to support students 

and school programs (Decker, Decker, Boo, Gregg, & Erickson, 2000; Epstein, 1990, 

1991).  Typical of many Type 3 activities, schools may collect information on family 

members' talents, occupations, interests, and availability to serve as volunteers.  

These important human resources may help enrich students' content classes; 

improve career explorations; act as language translators; monitor attendance; 

notifying  parents of absent students; serve as "parent patrols" and morning 

greeters to increase school safety;  and organize and improve activities such as 

clothing and uniform exchanges, school stores, and fairs (Epstein, 1990, 1991, 2001; 

Salinas & Jansorn, 2001).  

Schools may also organize volunteers to serve as home-room parents, 

neighborhood representatives, and sports and club contacts. They may establish 

telephone trees to help parents communicate with each other about school 

programs and events.  Schools could establish a unit of volunteers to form a 
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welcoming committee for students and families who enroll during the school year.  

Schools also may create opportunities for mentors, coaches, tutors, and leaders of 

after-school programs. This would  ensure students have experiences to build and 

expand their skills and talents and keep them safe during and after school (Epstein 

et al., 1997; Salinas & Jansorn, 2001; Sheldon, 2009).  

Some Type 3 activities may be conducted in a parent room or family center at 

the school where parents obtain information, conduct volunteer work, and meet 

with other parents. Successful Type 3 activities recruit volunteers widely so that 

parents and other family members feel welcome because the hours are flexible for 

parents and other volunteers who work during the school day.  These activities also 

provide needed training and enable volunteers to contribute productively to the 

school, classroom, and after-school programs.  The assumption is that volunteers 

will be better integrated into school programs if there is a coordinator who is 

responsible for matching volunteer availability and skills with the needs of teachers, 

administrators, and students (Epstein, 2001; Lloyd & Gary, 1996; Salinas & Jansorn, 

2001).  The authors suggest that in seeking to implement Type 3 activities, the 

school needs to change the definition of "volunteer" to mean anyone who supports 

school goals or student learning at any time and in any place.  This broader 

definition allows for the inclusion of parents and family members who voluntarily 

come to school as audiences for students' sports events, assemblies, and musical or 

drama presentations, and for other events that support student work. It also 
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includes volunteers who work for the school at home, through their business, or in 

the community.  This definition is supported in Perroncel’s (1993) research where 

parental involvement is similarly defined “as a partnership among home, school, and 

community members to support a child’s education process” (p. 17).  

A related challenge exists in helping students understand how volunteers 

benefit their school and to encourage students to interact with volunteers who are 

available to assist them with their work and activities.  According to the studies of 

Epstein (1990, 1991, 2001), Salinas and Jansorn (2001), and Sanders (1998, 2001), 

if tasks are well designed and if schedules and locations for volunteers are varied, it 

is expected that more parents, family members, and others in the community will 

assist schools and support students. Consequently, more families will feel 

comfortable with the school and staff, students will interact with various adults, and 

more teachers will be aware of and use the time, talents, and resources of parents 

and others in the community to improve school programs and activities.  If 

volunteers serve as attendance monitors, more families will assist students to 

improve attendance.  If volunteers conduct a "hall patrol" or are active in other 

locations, school safety will increase and student behavior problems will decrease.  

If volunteers are well-trained as tutors in particular subjects, student  will improve 

their skills in those subjects; and if volunteers discuss careers, students will be more 

aware of their options for the future (Grolnick, & Slowiazek, 1994; Sanders, 2001).  
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Parental Involvement Type 4: Learning at Home  

These activities involve families with their children in academic learning 

activities at home. Activities are coordinated with students' classwork and 

contribute to student success in elementary, middle, and high school.  These include 

interactive homework, goal-setting for academic subjects, and other curricular-

linked activities and decisions about courses and programs (Epstein, 1991, 1995; 

Epstein & Lee, 1995; Sheldon, 2009).  

Within Type 4 activities, schools may provide information to students and 

parents about the skills needed to pass each class, course, or grade level, and about 

each teacher's homework policies.  Schools may also implement activities that can 

help families encourage, praise, guide, and monitor children’s’ learning by using 

interactive homework strategies, student-teacher-family contracts for long-term 

projects, summer home-learning packets, student-led at-home conferences with 

parents on portfolios or work in other subjects, goal-setting activities for improving 

or maintaining good report card grades in all subjects, and other approaches that 

keep students and families talking about schoolwork at home  (Catsambis, 1998; 

Christenson & Conoley, 1992; Dornbusch & Ritter, 1988; Eccles & Harold, 1996; 

Epstein, 1991; Epstein & Lee, 1995).  Per these authors’ suggestions, family fun and 

learning nights are often used as a starting point in helping parents and students 

focus on curricular-related topics and family interactions as these meetings require 

parents to come to the school building.   
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A systematic approach to increasing academic conversations at home is 

found in the Teachers Involve Parents in Schoolwork (TIPS) interactive homework 

program for the elementary and middle grades (Epstein, Salinas, & Van, 2001). 

Epstein, Salinas, and Van contend that one challenge in establishing Type 4 activities 

is to develop a regular schedule of interactive homework that requires students to 

take responsibility for discussing important things they are learning, interviewing 

family members, recording reactions, and sharing their work and ideas at home. 

Another Type 4 hurdle is consistently planning events that involve families with 

students on short-term and long-term goal-setting for attendance, achievement, 

behavior, talent development, and future plans.   

If Type 4 activities are well designed and successfully put into action, student 

homework completion, report card grades, and test scores in specific subjects will 

improve and more families will know what their children are learning in class and 

how to monitor, support, and discuss homework.  More students should complete 

required course credits, select advanced courses, and take college entrance tests. 

Students and teachers will also be more aware of families' interest in students' work 

(Epstein, 1990, 1991; Epstein, Salinas, & Van, 2001). 

Parental Involvement Type 5: Decision-Making  

These types of activities include families developing schools' mission 

statements and in designing, reviewing, and improving school policies that affect 

children and families.  Family members become active participants on school 
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improvement teams, committees, PTA/PTO or other parent organizations, Title I 

and other councils and advocacy groups (Epstein, 1990, 1991; Epstein, Salinas, & 

Van, 2001).  

Among Type 5 activities, schools may organize and maintain an active parent 

association and include family representatives on all committees for school 

improvement (e.g., curriculum, safety, supplies and equipment, partnerships, fund-

raising, postsecondary college planning, career development).  In particular, along 

with teachers, administrators, students, and others from the community, parents 

must be members of the "Action Team for Partnerships," which plans and conducts 

family and community involvement activities linked to school improvement goals. 

Schools may offer parents and teachers training in leadership, decision-making, 

policy advocacy, and collaboration (Epstein, 1990; Epstein, Salinas, & Van, 2001).  

According to Epstein (1990), Type 5 activities help to identify and provide 

information desired by families about school policies, course offerings, student 

placements and groups, special services, tests and assessments, annual test results 

for students, and annual evaluations of school programs.  

 Successful Type 5 activities become challenging for schools to ensure that 

leadership roles are filled by parent representatives from all of the major race and 

ethnic groups, socioeconomic groups, and neighborhoods represents in the school 

system (Epstein, Salinas, & Van, 2001).  Schools also face the challenge to help 

parent leaders serve as effective representatives by creating and maintaining a two-
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way communication that provides information from and to all parents about school 

issues and decisions.  The literature of Epstein, Salinas, and Van also reveals the high 

school level is crucial to include student representatives along with parents in 

decision-making groups and in leadership positions.  According to the scholars, an 

ongoing challenge is in helping parents, teachers, and students who serve on an 

Action Team for Partnerships or other committees learn to trust, respect, and listen 

to each other as they collaborate to reach common goals for school improvement.  

More families will have input into decisions affecting the quality of their children's 

education if Type 5 activities are strategically embedded in elementary, middle, and 

high schools. Students will heighten their awareness that families and students have 

a say in school policies, and teachers will increase their understanding of family 

perspectives on policies and programs for improving the school (Dornbusch & 

Ritter, 1988; Epstein, 1991, 1995).  

Parental Involvement Type 6: Collaborating with the Community 

These activities  coordinate the work and resources of community 

businesses, cultural, civic, and religious organizations, senior citizen groups, 

colleges and universities, governmental agencies, and other associations in order to 

strengthen school programs, family practices, and student learning and 

development (Epstein, 1990, 1991, 2001; Sheldon, 2009).  These scholars suggest 

certain actions enable students, staff, and families to contribute their services to the 

community.  In engaging in Type 6 activities, elementary, middle, and high schools  
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inform students and families about the availability of community programs and 

resources such as after-school recreation, tutorial programs, health services, 

cultural events, service opportunities, and summer programs. Equivalently, schools 

need to assist students and families to gain access to community resources and 

programs (Epstein, 1991, 2001; Sheldon, 2009).  Some schools partner with local 

businesses to organize discounts cards as incentives for students to improve 

attendance and report card grades.   

Epstein and Sheldon suggest that collaborations with community businesses, 

groups, and agencies also strengthen the other five types of involvement. In 

addition, by conducting parent education workshops for families at community or 

business locations, Type 1 activities are enhanced, while communicating about 

school events on the local radio or television stations and at churches, clinics, and 

supermarkets build on Type 2 strategies as well (Epstein, 2001; Sheldon, 2009).   

Soliciting volunteers from businesses and the community strengthen Type 3 

activities.  In an effort to enrich Type 4 activities, the community might offer 

learning opportunities with artists, scientists, writers, mathematicians and others 

whose careers link to the school curriculum. Augmenting Type 4 activities to include 

stakeholders on Type 5 decision-making councils and committees would be 

beneficial. (Epstein, 1990, 1991, 1995; Lewis, 1997; Perroncel, 1993; Sheldon & 

Epstein, 2005).  
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Sheldon and Epstein (2005), Lewis (1997), and Perroncel (1993) note 

successful implementation of Type 6 activities face the challenge of solving 

problems associated with community-school collaborations, such as determining 

who is responsible for funding, leading, and supervising cooperative activities.  

These scholars suggest that the initial enthusiasm and decisions for school-

community partnerships must be followed by actions that sustain productive 

collaborations over the long term.  

It is imperative to recognize and link students' valuable learning experiences 

in the community to the school instructional path, incorporating lessons that build 

on students' non-academic skills and talents, their “outside school” functioning 

world, and in high school, their part-time jobs (Salinas & Jansorn, 2001).  The 

literature reviewed also suggests that a major challenge is to inform and involve 

families in community-related activities that students perform.  Students must 

understand how community partners help their school and how the community  

engages students,  as volunteers and in service-learning in their own schools, in 

other schools, and in the community.  Well-implemented Type 6 activities will 

increase the knowledge that families, students, and schools have about the 

resources and programs in their community that could help them reach important 

goals.  

The research of Epstein (1990, 1991, 1995), Sheldon and Epstein (2005), 

Lewis (1997), and Perroncel (1993) further contends that well-designed community 
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connections will increase student access to and participation in community 

programs.  Furthermore, coordinated community services could help many students 

and their families prevent health, social, and educational problems or solve 

problems before they become too serious.  Type 6 activities also “should support 

and enrich school curricular and extracurricular programs” (Cummins, Chow, & 

Schecter, 2006, p. 305).  The expectations of these types of involvement are 

synchronous with the studies of Epstein (1991, 2001) and Khanna (2008) which 

revealed heightened parental involvement in schools leads to greater student 

success, improves academic performance, contributes to higher tests scores, 

promotes positive attitudes toward school, results in higher levels of homework 

completion, reduces placements in special education, minimizes suspension and 

dropout rates, and enhances academic perseverance.  

Epstein’s (1991) comprehensive partnership program provided that these 

six types of involvement create complete joint ventures in elementary, middle, and 

high schools; however  the challenges for implementing each type of involvement 

must be overcome in order for programs to be effective (Epstein, 1991, 2001, 2005).  

It was further explained that the quality of the design and content of the 

involvement activities directly affect the expected results.  It was also acknowledged 

that not every practice that involves families will result in higher student 

achievement test scores.  Rather, practices for each type of involvement can be 

tailored to help students, families, and teachers reach specific goals and results 
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(Couchenour & Chrisman, 1999; Epstein, 1991, 1995; Epstein et al., 2002; Sheldon & 

Epstein, 2005).  

A commonality in the studies of these scholars is an emphasis on the 

contention that good schools have qualified and resourceful  teachers and 

administrators, high expectations for all students to succeed, rigorous curriculum, 

engaging instruction, responsive and useful tests and assessments, strong guidance 

for every student, and effective school, family, and community partnerships.  These 

scholars further emphasized that in good schools, these elements should work in 

tandem to promote student learning and to create a school climate that is 

welcoming, safe, caring, stimulating, and joyful for all students, educators, and 

families.  

The researcher of this study selected the types of parental involvement 

outlined in this program because it contains all the types of involvement embedded 

in most of the parental involvement frameworks that scholars in this field have 

offered.  For example, Snow et al. (1991) refered to stimulation of literacy and 

material environment at home as another type of parent involvement which is 

embedded in Epstein’s Type 4 activities; Kurdek, Fine, and Sinclair (1995) 

emphasized high expectations and moderate levels of parental support and 

supervision at home as an additional type of parental involvement which has a 

positive impact on student achievement.  Epstein (2001) refered to this type of 

parent involvement in Type 3 activities as well. Participation in joint learning 
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activities at home was another type of parent involvement underscored in the 

research of Tizard et al., (1982) which were also included in Epstein’s Type 4 

activities.   

Following the same paradigm, Stevenson (1983) called for schools to 

concentrate on parents’ and teachers’ “effort over ability” (p. 8) to overcome 

barriers of parent involvement for children with special needs. The same approach 

was emphasized in Epstein’s Type 1 and 4 activities.  Lamborn et al. (1991) claimed 

autonomy promoting parenting practices as another form of parent involvement, 

which overlaps Epstein’s Type 1 activities as well.  The commonalities of Epstein’s 6 

Types of parent involvement were also reflected in the studies of Nordahl (as cited 

in Jensen, Joseng, & Lera, 2007) and comprised of the following types of 

involvement: 

(1) Representative cooperation: enabling parents to participate in parents 

organizations (i.e., Parent-Teacher Association (PTA) or Parent-Teacher 

Organization (PTO).  

(2) Direct cooperation parents’ presence in teacher-parent meetings to 

understand specific agreements to support their children’s learning. 

(3) Indirect cooperation: daily activities that parents do at home to improve 

their children’s academic achievement.  
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In addition, Nordahl’s studies suggested three levels of activities necessary to 

foster home-school cooperation.  These are also reflected in Epstein’s (2001) types 

of parental involvement as follows: 

 Exchange of information: Two way communication. 

 Dialogue: Parent-teacher communication to discuss important matters 

concerning their children’s academic performance. 

 Contribution and influence: Mutual agreement between parents and teacher 

to make important decisions concerning their children. (Nordahl, 2006, as 

cited in Jensen, Joseng, & Lera, 2007).  

Examination of the literature built around these frameworks suggested that 

parental involvement at home is one of the most common types of parental involvement 

emphasized in schools. Such involvement is expected in the form of discussions about 

school, helping with homework, and reading with children (Grolnick & Slowiaczek, 

1994).  Parental involvement at school constitutes another type of involvement 

traditionally manifested in the form of parents volunteering in the classroom, attending 

workshops, or attending school plays and sporting events (Epstein, 2001).  Though 

parental involvement practices seem to vary mostly by definition and interpretation, the 

literature typically upholds the premise that a positive relationship between teacher and 

parents will be beneficial to both the parent and the teacher, who will be more aware of 

the child‘s needs and daily activities (Thomson et al., 2004). 
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Impact of Parental Involvement 

Several studies examined various parental involvement programs and the 

impact on student academic achievement. For example, the research of Epstein et al. 

(2002); Wentzel (1998); and Grolnick, Benjet, Kurowski, and Apostoleris (1997) on 

the effects of parental involvement showed a consistent, positive relationship 

between parent engagement in their children's education and student outcomes.  

Their studies showed that parental involvement is also associated with outcomes 

such as lower dropout and truancy rates and maintained that there is no question as 

to whether or not parental involvement can improve student outcomes (Sheldon & 

Epstein, 2005).   

 Contemporary research on parental involvement in the United States has 

drawn significantly on the work of Epstein (1986, 1990, 1991, 1992, 1995, 2001, 

2005).  According to Carter (2002), Epstein’s typology of parental involvement “… is 

not based on the empirical evidence of what parents actually do in the name of 

supporting their children.  Rather, it is based on reflection about the general sort of 

things parents could or might do” (p. 1).  Adding to the literature on the parental 

involvement effect, Hoover-Dempsey and Sandler (1995, 1997) identified three 

critical factors as determinants of parent involvement:  

1. Parents' role constructs (their beliefs about their need to be involved 

in their child's education), 
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2. Parents' sense of self-efficacy (they have the knowledge and skills to 

be involved), and 

3. School invitations. 

Lopez (2001) identified similar factors in his study of migrant parents, implying 

that the way in which these factors are addressed in parental involvement activities in 

school determines its effect on students‘ academic achievement.  One of Lopez‘ case 

studies included observations and in-depth interviews with four migrant families in the 

Texas Rio Grande Valley whose children had been identified by school personnel as 

highly successful in school by both academic and non-academic standards.  He found that 

these families perceived themselves as highly involved in their children‘s educational 

lives although they did not participate in their schooling in traditional ways.  

  Parents participating in the case study recognized traditional forms of 

involvement (attending PTA meetings, having parent-teacher contact, volunteering for 

school activities) as positive; they did not necessarily view these as vital forms of 

involvement that would affect their children‘s academic development.  

In another study, Lopez (2001) described how a Hispanic immigrant family‘s 

perception of parental involvement differs from the traditional Caucasian American 

views of parental involvement.  The Padillas‘ parents exposed their children to their 

manual labor jobs, simultaneously teaching them ―real life‖ lessons and demonstrating 

the value of an education in order to be qualified for better jobs.  Lopez (2001) 

recommended that schools make a greater effort to ―effectively partner with parents on 
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the parents‘ own terms to identify the unique ways that marginalized parents are already 

involved in their children‘s education, and search for creative ways to capitalize on these 

and other subjugated forms of involvement‖ ( p. 18).  He further explained that by 

adopting this strategy, schools will ―recognize and validate the culture of the home‖ of 

their students (p. 18). Lopez posits that different types of parent involvement have the 

potential to impact student achievement, especially in marginalized families.  He 

recommended that schools identify new ways to involve these parents in their children‘s 

education. 

Parental Involvement and Diverse Populations 

The primary discourse around parent involvement in education is built on the 

assertion that children‘s education is the primary responsibility of their parents, within a 

balanced relationship between home and school (de Carvalho, 2000; Nakagawa, 2000; 

Schlossman, 1978, 1983).  However, as society evolves, social and family structures are 

constantly changing such that it has become increasingly difficult to reach families, 

especially those of multicultural backgrounds.  Therefore, schools must develop 

innovative practices for increasing parental involvement.  

Researchers have a moral responsibility to capture a more comprehensive 

depiction of this concept, one that reveals more of the dynamic characteristics of diverse 

population engagement in home-school relationships.  Some scholars (Espinoza, 1995; 

Lopez, 2001) have looked into the importance of integrating cultural norms in parent 

involvement practices. In his study, Espinoza stated that even though schools‘ efforts to 
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involve parents in their children's education have increased during the past few years, 

simply increasing parents‘ school involvement does not necessarily lead to positive 

outcomes, especially for Hispanic families. Educators need to develop an understanding 

of how the Hispanic culture influences child rearing and socialization practices, 

communication styles, and attitudes toward formal education in order to effectively reach 

Hispanic parents (Espinoza, 1995).  Further discussion of his study noted that even 

though Hispanic subgroups differ in terms of communication styles and socialization 

practices, as a whole, members of this culture have strong family ties, family loyalty, and 

a collective orientation supporting community life.  Hispanics indicate a preference for 

warm, personalized styles of interaction, a relaxed sense of time, and an informal 

atmosphere for communication which may present a ―culture clash‖ with the style of 

many American teachers (Espinoza, 1995; Lopez, 2001; Valdez, 1996).  

Recommended strategies for involving Hispanic parents include: (a) ―personal 

touch,‖ with face-to-face communication rather than written communication; (b) 

nonjudgmental communication that supports parents for their strengths rather than 

judging their ―perceived failings‖; (c) perseverance in maintaining involvement; (d) 

bilingual support for both written and oral communication; (e) strong leadership and 

administrative support, including flexible policies, a welcoming environment, and a 

collegial atmosphere; (f) staff development focused on the Hispanic culture to foster 

understanding; and (g) community outreach, including family literacy programs, 
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vocational training, English as a second language programs, health services, and other 

community-based social services (Espinoza, 2005; Tinkler, 2002; Valdez, 1996).  

A concern for adequately approaching the complexity of parent involvement 

within a diverse population can also be seen in the work of Young, Rodriguez, and Lee 

(2008) and Young and Carpenter (2008) arguing that trust is an essential component of 

successful school communities. The scholars explored the role of trust and distrust in the 

involvement of Latino parents in the educational process.  They analyzed several 

examples of how an absence of, or a breakdown in, mutual trust had negative 

consequences for home-school relations, as well as for the people who were involved in 

those relationships. Young‘s, Rodriguez‘, and Lee‘s (2008) findings revealed ―the 

existence or absence of trust between the home and the school affects the development 

and sustenance of meaningful parental involvement; and traditional notions of parental 

involvement are inadequate for some school communities‖ (p. 175). 

García et al. (1996) among other researchers, speaks to the issue of ―non-

mainstream‖ parental involvement in regard to parenting and literacy practices (which 

becomes a challenge particularly for parents of other cultural norms) expressing that 

―educators and researchers need to approach such practices in their socioeconomic, 

cultural, and historical contexts‖ (p. 189) rather than associating them with limitations of 

parents from different backgrounds.  Fingeret (1989) built on the same notion indicating 

that like education itself, parenting and literature practice can become a ―process of cross-

cultural communication, negotiation, and mutual learning‖ (p. 14).  Similarly, Powell et 
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al. (2004) advocate for respecting cultural differences in family literacy evaluations, 

proposing ―staff and evaluators consider whether ‗desired parent outcomes are consistent 

with the cultural norms of the participants‘‖ (p. 560). For example, if parents do not 

engage children in discussion during reading because they believe children should be 

―quiet and attentive‖ when adults read, then staff could decide to teach active 

participation anyway, while also acknowledging their cultural values, or teach alternative 

strategies to foster literacy development.  Adjustments and modification of goals and 

pedagogical practices should be in place during instruction, ―especially if a specific 

outcome measure (e.g., parental self-efficacy in book reading) is not culturally relevant 

and does not appear to support the end goal (e.g., increased frequency of book reading)‖ 

(Powell et al., 2004, p. 560).   

The impact of parent involvement in children‘s academic achievement has been 

established in a myriad of research that has certainly uncovered a strong, yet indirect link 

between school efforts to involve parents and student performance (Cotton & Wikelund, 

1989; Desimone, 1999; Henderson, 1987; and Young, 1996).  This assertion was 

illustrated in Shaver‘s and Walls‘ (1998) study of Title I students where the scholars 

established that outcomes in mathematics and reading achievement for students of all 

socioeconomic levels were significantly affected by parent and or family involvement.  

Shaver‘s and Wall‘s study described an elementary classroom teacher's exploration of the 

effect of increased parent-teacher communication as a motivating factor to increase 

student success in reading.  Parents and children participating in the study took turns 
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reading to each other for a minimum of five minutes per night, three times per week, for a 

total of eight weeks.  Participating students did more of their homework and received 

satisfactory quiz and test scores.  Parent comments on surveys were also positive. 

In line with the studies previously discussed, Desimone (1999) contended that the 

effectiveness of particular parent-involvement practices does differ according to race and 

ethnicity and family income.  His study examined the effects of students‘ race or 

ethnicity and socioeconomic status on parental involvement.  Using data from the 

National Educational Longitudinal Study of 1988, he determined the correlation between 

12 types of parent involvement and mathematics and reading scores of eighth grade 

students.  Results of his study indicated that there were ―statistically significant and 

substantively meaningful differences in the relationship between student achievement and 

parent involvement according to the student‘s race-ethnicity and family income‖ (p. 13).  

Desimone‘s findings also indicated that there were ―potentially important differences in 

the relationship of parent involvement to student achievement according to the type of 

involvement, whether it was reported by the student or parent, and how achievement was 

measured‖ (p. 23).  This study concluded that the effectiveness of particular parent-

involvement practices differs according to race/ethnicity and family income, and these 

differences must be considered by educators and policy makers if parent involvement is 

to be utilized as a resource to help schools respond more effectively to the nation‘s 

growing income and educational inequalities. 
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The above studies are offered as general examples of the documented impact of 

parental involvement on school improvement efforts, regardless of population.  However, 

several studies advise that the context of parental involvement strategies and school 

population deserves more attention when designing plans to increase parental 

involvement.  For instance, Young and Scribner (1996) proposed six strategies for 

increasing the involvement of parents in predominantly Mexican-American secondary 

schools: (a) fostering communication and information exchange,  (b) teaming teachers, 

(c) maintaining a parent-friendly school environment, establishing parent centers, 

providing parent coordinators, fostering communicators, (d) engaging students, (e) 

inviting parents, providing more opportunities for parental involvement, and (f) building 

Mexican-American culture, values, and experiences. These recommended strategies align 

with the findings of the previous studies and can certainly be applied in low 

socioeconomic elementary schools.  However, implementation requires a strong 

commitment from school administrators. 

Purpose of Parental Involvement 

The purpose of parent involvement has been conceptualized under the view that 

parental involvement has positive influence on student academic achievement.  This 

notion is so instinctively alluring to society in general, and particularly to educators, that 

many have considered parental involvement a critical part of the solution for many of the 

current problems in education (Fan & Chen, 2001).  Scholars such as Fan and Chen 

(2001) have noted, however, that the vast proportion of the literature in this area is 
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qualitative and non-empirical, arguing that ―…among the empirical studies that have 

investigated the issue quantitatively, there appear to be considerable inconsistencies‖ (p. 

1).  Fan‘s and Chen‘s meta-analysis study conducted to synthesize the quantitative 

literature on the relationship between parental involvement and student academic 

achievement revealed a small to moderate and meaningful relationship between parental 

involvement and academic achievement.  

A different outcome was revealed in William‘s meta-analysis (2005) which 

supported the belief that parental involvement had a significant impact across various 

populations, and indicated that the scores for children whose parents were highly 

involved in their education were substantially higher than those of their counterparts 

whose parents were less involved. 

 Whether through qualitative or empirical research, there was a common 

denominator in the outcomes of parent involvement studies.  Parental effort was 

consistently associated with higher levels of achievement, and the magnitude of the effect 

of parental effort was substantially significant in student achievement (Houtenville & 

Smith, 2008; Padgett, 2006). Associated with such research-based findings, school 

administrators sought to engage parents in school activities with the purpose of increasing 

children‘s grades and standardized test scores, improving student behavior at home and 

school, and bettering their social skills and adaptation to school (Epstein, 1991; Johnson, 

1993; National Education Goals Panel, 1995; U.S. Department of Education. 1994).  The 

process and modalities with which educational administrators attempted to achieve such 
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purpose represented a constant challenge in urban and suburban areas as the constantly 

changing demographic population called for innovative strategies to involve parents of 

different cultural background in their children‘s education (Gaitan, 2004; Nazinga-

Johnson, Baker, & Aupperlee, 2009; Zirkel, 2008). 

Parental Involvement in Low Socioeconomic Status Elementary Schools 

Low socioeconomic status (SES) schools are typically located in underprivileged 

communities populated by families of low income.  A family's socioeconomic status is 

associated with family income, parental education level, parental occupation, and social 

status in the community, such as contacts within the community, group associations, and 

the community's perception of the family (Demarest, Reisner, Anderson, Humphrey, 

Farquhar, & Stein, 1993). Most urban low SES schools are characterized by having high 

poverty concentrations because the majority of the population lives at or below poverty 

level.  The U. S. Department of Education (2002) determined poverty concentration by 

the percentage of students eligible for free or reduced-price lunch.  The research of 

Jensen (2009) and Payne (2005) among others clearly stated the effects of poverty are 

prominent roadblocks in low socioeconomic status schools which cannot be overlooked 

by school administrators who must be skillfully prepared to overcome challenges that 

come with the characteristics of these particular schools, including low levels of parental 

involvement. 

According to Ramey and Ramey (1994), there is a relationship between family 

socioeconomic status and children's readiness for school. Ramey and Ramey sustained 
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that major challenges exist for parents of all socioeconomic groups related to providing 

optimal care for their children and supporting their education.  Parents with low 

socioeconomic status struggle to provide basic necessities (e.g., housing, clothing, food, 

and health care); and educational entertainment (i. e., toys, games, and books) is viewed 

as luxury items that parents cannot afford. As well, parents may not have the time, 

energy, or knowledge to find alternative options to facilitate children‘s development and 

pre-schooling preparation (Jensen, 2009; Payne, 2005; Ramey and Ramey, 1994).  

A vast number of public elementary schools in urban settings are recipients of the 

majority of children from families of low socioeconomic status as such positioning them 

in a different spectrum than mainstream schools. Researchers like Evans (2004), Carey 

(2002), Bennett et al. (2004), and Barton (2003) spoke to critical issues associated with 

low SES schools that impacted student academic achievement.  The scholars contended 

that schools with a large proportion of low income children were more likely to have 

lower per pupil expenditures, lower teacher quality, less rigorous curriculum, lower 

expectations for academic performance, fewer demands to enroll in rigorous course work, 

and lower parent involvement in terms of volunteering in the school, attending school 

functions, and being attentive to homework completion. Respectively, these factors were 

associated with student academic achievement gaps, which in turn were associated with 

the dropout phenomenon (Kober, 2001).  

The conditions of poverty are evident in classrooms of low SES schools today, 

and school administrators committed to high academic achievement understand the need 
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to be mindful of these conditions in order to remove barriers that obstruct learning. 

Jensen (2009) referred to poverty as ―…a chronic and debilitating condition that 

[resulted] from multiple adverse synergistic risk factors and affects the mind, body, and 

soul‖ (p. 6).  He identified risk factors affecting children raised in poverty, such as 

emotional and social challenges; acute and chronic stressors; cognitive lags; and health 

and safety issues.  Similarly, Payne (2005) described poverty as ―the extent to which an 

individual does without resources,‖ (p.7) explaining that these resources are financial, 

emotional, mental, spiritual, physical, support systems, relationships, and knowledge of 

hidden rules.  Low socioeconomic status not only affects children‘s personal needs and 

dropout rates, but it also had an effect on parental involvement in children‘s education 

(Jensen, 2009; Jeynes, 2007; Payne, 2005). It is not uncommon to see little parental 

involvement in the education of children from low socioeconomic status families, which 

lead to an increase in behavioral problems (Domina, 2005).  

Low SES schools are also characterized by migration of the best-qualified 

teachers and low educational achievement (Gimbert, Bol, & Wallace, 2007; Muijs, 

Harris, Chapman, Stoll, & Russ, 2009). The quality of teacher training and years of 

experience are directly correlated with student academic achievement; nevertheless, 

children in low-income schools are less likely to have well-qualified teachers (Ingersoll, 

1999).  This statement aligns with the assertions of Muijs, Harris, Chapman, Stoll, and 

Russ, (2009) Gimbert, Bol, and Wallace, (2007) and others, who suggested that 
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administrative decisions (hiring practices in this case) are also factors influencing student 

academic achievement.  

Research supported the idea that parents from urban, low SES schools do want 

their children to succeed in school (Delgado-Gaitan, 1990; Mapp, 2003).  However, 

administrators‘ and teachers‘ negative attitudes toward low-income families lead to 

substandard treatment of parents when they do attempt to become involved.  As a result, 

parents do not feel valued and encouraged to get involved in their children‘s education 

(Hill & Taylor, 2004; Williams et al., 2005).  Similarly, Aikens and Barbarin (2008) 

suggested that school conditions contribute more to SES differences in learning rates and 

parent participation than family characteristics, suggesting that administrators of low SES 

schools have some power to improve school conditions (i. e., school climate, school 

culture, collaborative practices) to make them more conducive to parent engagement 

regardless of socioeconomic status.   

It has been established, that risk factors associated with poverty hinder parental 

involvement in low SES schools, which are detrimental to the physical, socio-emotional, 

and cognitive aspects of children.  Yet, many schools have demonstrated capability to 

overcome such barriers to provide high quality education (U. S. Department of 

Education, 2002).   

Parental Involvement in Mainstream Schools 

Based on the literature previously discussed, mainstream elementary schools 

appeared to receive more parental support from student homes than low SES schools, 
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since they have a more favorable student population for that purpose.  It is suggested that 

many students in mainstream elementary schools come from families with a higher socio-

economic background and thus provide their children with more educational support 

when compared to low SES elementary schools.  These parents tend to be more involved 

in their children‘s schooling and other activities, including taking time to talk to their 

children more and differently than parents of low SES elementary schools.  These parents 

tend to ask more questions to their children, explain the causes of events, and provide 

reasons for rules (Eggen & Kauchak, 2007).  However, it is important to note that   

mainstream schools also have challenges with parental involvement.  According to Eggen 

and Kauchak, schools, themselves, create barriers for parents living in poor communities 

to be involved in their children‘s education.  Atkin, Bastiani, and Goode (1988) supported 

this argument when they maintained that success or failure in improving and changing 

existing conditions within individual schools is mostly the result of a constructive 

teacher, parent, and pupil interaction.  The further insights of Chavkin and Williams 

(1989) revealed the existence of a desire for parents to be involved in the schooling of 

children, but many parents experience inaccessibility and intimidation in the educational 

system.  Consequently, parents are unable to establish necessary connections to 

participate in school activities (Davies, 1988; Delgado-Gaitan, 1991; Monareng, 1995; 

Viljoen, 1994).  These scholars acknowledged consistent findings stating that successful 

partnerships between schools and communities require empowerment of school staff and 

parents. Further, administrators need to devote attention to breaking down the barriers 
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related to involving parents of diverse cultural and linguistic background, who are often 

blamed for their children‘s academic failures by teachers and administrators (Delgado-

Gaitan, 1991; Valenzuela, 2005). 

Administrators and Parental Involvement 

For the purpose of this study, the researcher referred to “administrators” as 

school leaders who worked to improve the success and attainment of students in 

their schools. This term is used interchangeably with “school leaders,” 

“practitioners,” and/or “school principals.”  

It is generally perceived that good schools have strong, qualified leaders, 

certified and talented teachers, high expectations for student success, rigorous 

curricula, engaging instruction, responsive and useful assessments, strong guidance 

for every student, and effective school, family, and community partnerships.  Epstein 

(1987) stated that good schools combine these elements to promote student 

learning and to create a school climate that is welcoming, safe, caring, stimulating, 

and joyful for all students, educators, and families in order to attain higher levels of 

school improvement.   

School improvement had become a dominant feature in educational reform 

according to Chrispeels (1996).  The pressure upon schools to improve performance 

has resulted in a wide-range of improvement programs and initiatives, which could 

provide both inspiration and advice to everyone involved in school improvement.  

As administrators faced the challenges of these demands for improvement, schools 
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needed to reevaluate parental involvement activities within school improvement 

efforts and step out of the traditional “box” of parental involvement (Epstein, 2005; 

Lopez, 2001).  In attempts to do so, some administrators adopted the practice of 

inviting parents to school on the very first day of the school year to involve parents 

who typically are not involved in the schools, but bring their children to school on 

the first day.  This wass an opportunity to make parents feel welcome at school and 

share with them the notion that they do not have to be experts in the field of 

education in order to participate in their child’s education (Delisio, 2010).   

Research discourse from the National Center for Statistics (NCES) also 

provided evidence of administrators’ efforts to increase parent involvement 

utilizing a variety of strategies.  According to a study conducted by the National 

Center for Statistics (U. S. Department of Education, 1998) and the National Institute 

of the Education of At-Risk Students (NIEARS), administrative efforts were made in 

schools to encourage and accommodate parent participation in school programs. 

The study revealed that “over 80 % of all schools communicated regularly with 

parents on a variety of topics ranging from the goals and objectives of the school’s 

instructional program to relating good news about students’ progress” (p. 28).  

Further analysis of the study revealed that several schools are also making efforts to 

overcome the language barrier that existed for many families with limited English 

proficiency.  According to the study, 85% of schools with parents of limited English 



  

58 

 

skills facilitated meetings or conferences using interpreters. Administrators’ efforts 

are also evident as schools take an:  

aactive role in addressing some of the needs of children and families that go 

beyond the school walls, such as encouraging learning at home and providing 

information on parenting and child development issues, through newsletters, 

workshops, and parent resource centers, reaching out to families by 

sponsoring activities intended to encourage parent participation. (U.S. 

Department of Education. National Center for Statistics, 1998. p. 29).  

Based on the general findings of this study, public elementary schools did not 

include parents in school decision-making to a great extent.  One-quarter to one-

third of all schools moderately included parents in most decision-making.  

The study also highlighted concerns that might have impeded parent 

involvement in schools during data collection such as:  

(a) lack of time on the part of parents; (b) lack of time on the part of school 

staff; (c) lack of staff training in working with parents; (d) lack of parent 

education to help with schoolwork; (e) cultural, socioeconomic, and language 

differences between parents and staff; (f) parent and staff attitudes; and (g) 

safety in the area after school hours. (U.S. Department of Education. National 

Center for Statistics, 1998. p. 29)  

 The five models of parental involvement described by Young and Carpenter 

(2008), included the traditional model, the funds model, the relationship model, the 
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school support model, and the transformative community model.  Of these models, 

the transformative community model provided the strongest impact with regard to 

student engagement and learning within diverse communities.  The principals in 

their studies reported that the development of a transformative model was 

dependent upon a set of “four beliefs and practices” (p. 284).  These include: “a 

sense of responsibility, empowering leadership, commitment to building 

relationships, and commitment to students” (p. 284).  The principals reported 

working with their school staff and communities to support broad based 

involvement and commitment to the values and work involved in developing such 

communities. 

The spate of studies discussed in this section reflect both the lack of research 

and policy attention given to the role of principals in supporting parental 

involvement as well as a general sample of the roles that school principals played 

with regard to parental involvement.  In particular, the research indicated that 

school administrators need to think “outside the box” (i.e., outside of traditional 

notions of parental involvement) if they are serious about reaching out to parents of 

low socioeconomic status and minority families.  

Views on Involvement: Different types of Studies 

Different studies related to school personnel and parental involvement 

showed differences in parental involvement practices, parental beliefs, and the 

home-school relationship across socioeconomic, ethnic, and racial groups (U. S. 
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Department of Education, 1994).  The existence of different beliefs among parents 

and school staff can lead to misperceptions and the development of negative home-

school relationships.  How parent involvement programs can be sensitive and 

equitable to families from all backgrounds remained an issue in need of discussion 

(Lopez, 2001). 

Current studies in the field of education have determined that parental 

beliefs and perceptions are strong predictors of parental involvement (Allen, 2009). 

According to Allen, parents' educational aspirations and level of comfort with the 

school and staff were shown to predict levels of involvement.  In addition, the 

parents' beliefs about their parenting responsibilities, their ability to affect their 

children's education, and their perceptions of their children's interests in school 

subjects were shown to forecast their involvement at home and at school (Harvard 

Family Research Project, 2005).  

The notion that schools play a significant role in getting parents and family 

members involved in students' education has been emphasized in studies published 

in the 1993 book Families and Schools in a Pluralistic Society, where Dauber and 

Epstein found that the practices of schools and teachers were the strongest 

predictors of parental involvement.  According to Dauber and Epstein (1993), 

specific practices were shown to predict parental involvement include: assigning 

homework designed to increase student-parent interactions, holding workshops for 

families, and communicating to parents about their children's education.  
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The intriguing cause-effect relationship between schools and parental 

involvement continues to evolve.   Studies conducted over at last three decades 

suggest a correlation between effective schools and parental involvement.  An area 

of research on parental involvement, which emerged in the late 1990s and early 

2000s, documented a systematic examination of the role of the community in school 

improvement efforts.  In an article published in 2001, Sanders reported that schools 

have a wide range of community resources available to them, but used only a small 

percentage in their efforts to educate students.  Similarly, the research of Chrispeels 

(1996) over the past six years focused on the issues of organizational change and 

school improvement to demonstrate that a parent education program can have a 

significant effect on parent involvement at both the elementary and secondary 

levels by increasing parents' knowledge of how to be involved (Chrispeels, 1996).  

Understanding parental involvement as a developmental phenomenon 

continues to be an important issue; research is still needed to determine the most 

appropriate forms of parental involvement at each school level.  Some scholars 

argued that while parental involvement has a valuable influence on students 

throughout their schooling, effective elementary school parent-involvement 

activities may not be appropriate with high school students (Catsambis & 

Beveridge’s, 2001).  The findings of these authors also showed that neighborhood 

conditions could dilute the effect of parental involvement and argued that this has 

an indirect influence on student achievement.  This particular argument suggested 
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that school administrators need to customize parent involvement activities such 

that they support students and families as they transition from one level of 

schooling to another.  

The full role of community and its impact on schools and families is still 

unclear; however, the literature around parental involvement continues to 

emphasize parental involvement as an important factor in children’s learning.  

Government agencies continue to call for schools to increase parental involvement 

in social, emotional, and academic support for children, suggesting that this process 

would develop beneficial learning environments for children both at home and at 

school (The National Research Council, 1996).  In the same note, Carrasquillo and 

London (1993) and Delgado-Gaitan, and Trueba (1991) found that cultural and 

socioeconomic factors strongly influence immigrant families' role construct or 

perceptions about parental involvement.   

Furthermore, studies of Chrispeels and Rivero (2001) and Valdés (1996) 

suggested that immigrant parents need opportunities to learn about the school 

system, their rights, and the role they play in their child's education.  Their study 

presented factors influencing Latino parental involvement in elementary and 

secondary schools before and after they participated in a parent education program.  

The issue of family, neighborhood, and school influences has been further addressed 

in a 2001 article in which Catsambis and Beveridge concluded that neighborhood 

conditions could dilute the effect of parental involvement and argued that this has 
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an indirect influence on student achievement.  In spite of numerous studies 

addressing social and cultural differences issues impacting students’ academic 

achievement, the full role of community, and its impact on schools and families is 

still unclear. 

Theories of Action 

For many years, theorists of organizational learning have participated in 

critical analyses of professionals' work practices attempting to unveil how 

individuals developed theories to guide their practices, and how individuals adapted 

these theories to deal with more complex situations at work.  For instance, Argyris 

and Schön (1974, 1992) investigated professionals’ applications of “theory-in-use” 

in their jobs and characterized conditions (dilemmas) under which these theory-in-

use could be challenged.  In 1983, Schön built upon the notion of this challenge and 

considered “reflection-in-action” as a strategy to increase productivity within 

organizations.  By Schön’s definition, reflection-in-action was a process through 

which individuals actively engage in inquiry and "reflective conversation" to 

address a complex situation or “dilemmas.”  

The concept of a theory of action could be viewed as growing out of earlier 

research into the relationship between individuals and organizations (Argyris 1980).  

Argyris‘ and Schön‘s (1974) approach to analyze individuals‘ behavior in the line of duty 

started with the conception that people have mental maps with regard to how to act in 



  

64 

 

given situations or dilemmas. Mental maps referred to the way people planned, 

implemented, and reviewed their actions.  

Theory of action comprised an understanding of theory and practice of learning 

(Argyris & Schön, 1974) and began with the study of how humans designed their actions 

in difficult situations (Schön, 1983).  A theory of action shared general properties that all 

theories share, such as generality, centrality and simplicity (Argyris & Schön, 1974).  The 

distinction made between the two contrasting theories of action was between those 

theories that are implicit in what we do as practitioners (theory-in-use), and those on 

which we call upon when we speak of our actions to others (espoused theory).  They 

govern actual behavior and tend to be implied structures.  More specifically, theory-in-

use refers to the theory that actually governs an individual‘s actions.  Espoused theory 

refers to the answer that individuals usually give when asked how he or she would 

behave under certain circumstances (Argyris & Schön, 1974).  

Because of the intrinsic relationship between ―words‖ and ―actions,‖ these 

theories provide a structured frame to establish potential discrepancies in the theories and 

actions.  Such discrepancies carry a negative effect in leadership, program 

implementation, decision-making processes, community relations, and student services in 

educational organizations (Schön, 1983). 

It is important and helpful to distinguish between espoused theory and theory-in-

use when exploring questions around professional and organizational practices, since 

effective learning in organizations should be based on the discovery or surfacing of 
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dilemmas.  Such dilemmas can only be addressed effectively through an ―intentional 

awareness‖ of incongruence between routinely defined espoused theory and the actual 

theory-in-use.  Making this distinction allowed administrators in organizations to 

question the extent to which their behavior fits their espoused theory and whether inner 

feelings become expressed in actions.  In other words, was there congruence between the 

two?  Because of that concern, Argyris and Schön‘s theoretical frame has been applied in 

many organizational settings to enable people to make contact with their assumptions 

about each other (governing values, or perhaps the strategies which they assume drive the 

other person's behavior) and to exchange this information in such a way that it can be 

understood, challenged, and possibly corrected (Argyris, 1982). 

Numerous case studies of Argyris (1980, 1999) made the case that ―effectiveness‖ 

resulted from developing congruence between theory-in-use and espoused theory.  For 

example, in explaining our actions to a colleague or someone in position of authority, we 

may call upon some convenient piece of theory and recite it in a very convincing way.  

The theory-in-use might be quite different.  Applying this analysis to program 

implementation and student services provided at a particular school, the principal 

automatically alluded to a convenient piece of education law and memorized definitions 

or procedures of a mandated program (i.e., bilingual programs and special education 

services) when someone inquired in that regard.  In reality, however, the principal‘s 

theory-in-use led to a partially-implemented bilingual program restraining bilingual 

teachers from using instructional materials in a language other than English, and 
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requiring English only as the language of instruction, regardless of the type of program 

that has been ―legally adopted.‖   

Revealing the leader‘s theory-in-use and exploring the nature, purpose, and 

outcome of the services provided would make a difference in fostering effective learning 

in the organization (Argyris, 1999).  Indeed, if the administrators‘ theory-in-use is 

revealed, the reflective process is activated to determine whether single-loop or double-

loop learning is the active operational framework of the organization (Argyris & Schön, 

1996). According to Argyris and Schön, when a detected and corrected error permitted 

the organization to move on with existing policies and objectives without reflection 

processes for input, then that error-and-correction process is defined as single-loop 

learning.  Adhering to routines and preset plans become part of individuals‘ behavior 

since it is less risky for the individual and the organization and allows greater control.  

On the contrary, double-loop learning is more creative and reflection is essential.  

Double-loop learning occurs when error is detected and corrected in ways that involve 

the modification of an organization‘s underlying norms, policies, and objectives. 

Frequently, administrators in education encounter situations in their organization 

that call for effective action directed to improve student academic achievement.  In 

response, more restrictive structures of ―accountability‖ are created, impacting 

individuals‘ behavior.  For years it has been known that ―good teachers and 

administrators are caught in complicated bureaucratic webs, and many schools are top-

heavy with administration, which result in teachers performing menial tasks and busy 
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work‖ (Argyris, 1993, p. 27).  In such circumstances, individuals tended to develop 

mental maps as a coping mechanism to deal with the demands affecting the way they 

planned, implemented, and reviewed their actions.  These mental maps guided a person‘s 

actions rather than the theories they explicitly espoused.  In other words, there was a split 

between ―theory‖ and ―action‖ (Argyris & Schön, 1974). 

The demanding changes in education toward learner-centered leadership offered a 

variety of sources describing the roles of administrators, teachers, students, and parents in 

pursuing academic excellence, all of which entail reflective practices (Senge, 1990).  

These practices created behavioral adjustments and calibration of strategies or corrective 

actions to improve academic achievement.  School improvement represents a challenging 

organizational goal for educational administrators. In their efforts to reach that goal, 

administrators are expected to actively involve parents (NCLB Act, 2002), which 

represent a challenge itself in many urban schools.  

Existing literature related to parental involvement indicates that perceptions and 

definitions around this concept vary from individual to individual, resulting in different 

levels of parent participation in children‘s education inside or outside the school.  These 

inconsistencies have captured the interest of the researcher of this study, who has chosen 

to explore the concept of parental involvement from the school administrator‘s point of 

view.  The researcher of this study believes that in order to explore administrators‘ 

perceptions of parental involvement within school improvement efforts, the conceptual 

frame of ―theories of action‖ is an effective tool, since it intends to analyze individual‘s 



  

68 

 

behavior in the line of duty with the sole purpose of improving existing practices in 

organizational environments (Argyris, 1993).  This process is expected to influence 

leadership and the individual‘s behavior. 

To fully understand the aspects of theory-in-use, administrators need to address 

three elements: 

1. Governing variables: Those dimensions that they are trying to keep within 

acceptable limits. Any action is likely to have impact upon a number of such 

variables.  Thus, any situation can trigger a trade-off among governing 

variables. 

2. Action strategies: The moves and plans they use to keep their governing 

values within the acceptable range. 

3. Consequences: What happens as a result of their actions? These can be both 

intended and unintended. In addition, the consequences can be for the self, 

and/or for others (Schön, 1983).  

Schön (1983) argued that individuals in learning systems must learn to transform 

themselves without intolerable disruption.  This argument called for an analytical frame 

of reflection and change that involved the detection and correction of error (Argyris & 

Schön, 1978).  According to their studies, when something goes wrong, an initial 

behavior for many people was to look for another strategy to address and work within the 

governing variables.  In other words, given or chosen goals, values, plans, and rules are 

operationalized rather than questioned.  By Argyris‘ and Schön‘s definition, this 
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exemplified a structure of single-loop learning.  An alternative response is to question 

governing variables and to subject them to critical scrutiny.  Such a process may then 

lead to an alteration in the governing variables and, thus, a shift in the way in which 

strategies and consequences are framed (double-loop learning structure).  

The underlying theory, supported by years of empirical research, is that the 

reasoning processes employed by individuals in organizations inhibited the exchange of 

relevant information in ways that made double-loop learning difficult (Argyris, 1982).  It 

created a dilemma, as these were the very organizational conditions in which double-loop 

learning should exist.  These ontological assertions applied to educational organizations 

where the absence of double-loop learning in addition to discrepancies between espoused 

theory and theory-in-use, generated disparity in student academic achievement.  

Argyris and Schön (1996) described features of theory-in-use that inhibited 

double-loop learning through the following schema described in table 1 (single-loop 

theory) and describe features of double-loop theory in table 2. 
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Table 1: Single-loop Theory 

Practitioner Operating in Single Loop Learning 

Governing characteristics  

 

Their Primary Strategies The consequences 

 Achieving the 

purpose as the 

practitioner 

defines it in 

order to win 

(not lose the 

desired goal). 

 Suppressing 

negative 

feelings and 

emphasizing 

their own 

rationality.  

 

1. Controlling 

environment. 

2. Determining task 

unilaterally. 

3. Protecting themselves 

and others unilaterally 

and advocating 

courses of action that 

discourage inquiry 

(e.g., "let‘s not talk 

about the past, that's 

over"). 

4. Treating their views as 

obviously correct. 

5. Making covert 

attributions and 

evaluations. 

6. Face-saving moves 

such as leaving 

potentially 

embarrassing facts 

unstated.  

a) Defensive   

relationships. 

b) Limited 

freedom of 

choice. 

c) Reduced 

production of 

valid 

information. 

d) Little public 

testing of 

ideas.  

Adapted from Argyris and Schön (1996). 

In particular schools, these inhibitors of double-loop learning translate to low 

morale of personnel, absence of collaboration, hostile environment, and resistance to 

change (Argyris, 1990). 
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Table 2: Double-loop Theory 

Practitioner Operating in Double Loop Learning 

Governing 

characteristics  

Their Primary Strategies: 

Sharing Control 

The consequences 

 Sharing valid 

information 

with all 

stakeholders. 

 Facilitating free 

and informed 

choices. 

 Fostering 

internal 

commitment 

through 

reflective 

questioning 

(free of 

retaliation and 

judgmental 

reasoning). 

1. Seeking 

stakeholders‘ 

participation in 

design and 

implementation of 

action. 

2. Attribution and 

evaluation of 

individuals - 

illustrated with 

relatively directly 

observable data. 

3. Surfacing 

conflicting view 

through open 

inquiry without fear 

to retaliation. 

4. Encouraging public 

testing of 

evaluations 

(individuals‘ 

opinion).  

a) Minimally 

defensive 

relationships. 

b) High freedom of 

choice. 

c) High levels of 

commitment to 

action. 

d) Positive morale 

of personnel. 

e) A culture of 

collaboration. 

f) Sense of 

ownership. 

g) Increased 

likelihood to 

embrace change 

(Argyris & 

Schön, 1974). 

Adapted from Argyris and Schön (1996). 

Based on the research of Argyris and Schön (1974, 1978, 1996), theories of action 

had a significant impact in educational organizations.  Professional effectiveness was 

constantly associated with the features of human actions, especially as they occurred in 

social systems such as educational institutions (Argyris & Schön, 1974).  Thus, it is 

pertinent to analyze the aspects of incongruence between theory-in-use and espoused 

theory, which according to these scholars, resulted in ineffective learning in 

organizations.  This notion is reflected in Schön‘s (1983) studies, which established a 
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correlation between practitioners‘ defensive routines and surprising outcomes in 

educational organizations as a result of unmatched theory and action.  

Adding to the same paradigm, Gardner (1995) indicated great leaders embody the 

message they advocate.  They teach, not just through words, but also, most importantly, 

through actions.  Argyris‘ and Schön‘s (1974, 1978, 1983, 1996) theories of action were 

aligned with the same concept as they aimed to reveal the necessity for actionable 

knowledge to be infused in practitioners in order to achieve organizational goals.  

Conceptualizing and investigating such paradigms represented a challenge for researchers 

due to the intrinsic points of view that different individuals convey in their philosophical 

approach to different subjects.  It is, therefore, of great importance to analyze the 

structural frame that is used to channel the learning process intrinsically related to 

academic achievement.  With that in mind, the theoretical perspectives of Argyris and 

Schön on ―theories of action‖ were used as a framework of inquiry to analyze 

administrators‘ perceptions and practices related to parental involvement.  

The application of this framework is expected to create conditions for reflection 

conducive to supporting improvement efforts in educational organizations associated to 

this study. Although it cannot conclusively be said that a need for schools‘ academic 

improvement is merely attributed to pure single-loop learning operational framework, the 

extensive research of Argyris and Schön (1974, 1978, 1996) concluded that most 

educational organizations are indeed constrained by an operational framework 

characterized by dissonance between administrators‘ espoused theory and theory-in-use.  
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Such dissonance generated an absence of double-loop learning (Argyris & Schön, 1974), 

the ultimate operational framework for effective organizational learning and 

improvement, and affected valuable input and active participation of key individuals 

within the organization. 

Argyris‘ and Schön‘s (1974) findings also revealed that fostering effective 

organizational learning, administrators needed to recognize their theory of action 

discrepancies, as well as the defensive routines that they skillfully developed to protect 

themselves and their staff from potential embarrassment or threat.  Administrators must 

be able to sense activation of their defensive routines in the form of fear to reveal signs of 

weakness, lack of knowledge, incongruence of theory and action, and/or incapability in 

job performance (Argyris, 1999).  At the same time, they must be skillful to defuse such 

defensive routines and facilitate a double-loop learning operational framework in which 

inquiries from all sources, including parents, were entertained and skillfully used to 

improve engagement of all stakeholders.  

Summary  

This study focused on parent participation in their children’s education and 

school improvement efforts as perceived by school administrators and analyzed 

through the lens of theory-in-use framework (Argyris & Schön, 1974-1993).  These 

perspectives have not been extensively explored through this particular frame as a 

factor influencing parent involvement. This contributes to a systematic approach of 

analysis underscoring the significant effect of administrators’ perceptions of parent 
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involvement within school improvement efforts at elementary schools by reflecting 

on existing practices.  These findings are especially important for educational 

administrators in school districts needing to strengthen their parent involvement 

programs in their efforts to improve student academic achievement. 

Conclusion 

 The overarching purpose of this dissertation was explore the perceptions 

and practices of elementary school administrators regarding parental involvement 

in three urban elementary schools.  Specifically, this attempt (a) undertook an 

investigation of perceptions and practices of school principals concerning parental 

involvement in low socioeconomic urban schools; (b) gained understanding how 

parental involvement for these principals appeared when reframed and explored 

through theories of action; (c) provided an analysis and interpretation of the results 

of the three studies that illuminated the continuity or discontinuity of the 

theoretical frame applied to this study, using the theoretical framework of Argyris 

and Schön (theories of action); and (d) provided a more holistic understanding of 

the parental involvement perceptions and practices influencing school improvement 

efforts. 

The literature related to different research methods and frames applied to 

parental involvement studies suggested a new approach to investigate this heavily-

researched topic was necessary.  Subsequently, I examined the work of different 

researchers who studied parental involvement from different perspectives, mostly 
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from parents’ and school staff’s point of view. While numerous studies on parental 

involvement were conducted, significant limitations still existed.  There was a lack 

of systematic research on principals’ perceptions and practices of parent 

involvement influencing school improvement efforts.  Examining perception is a 

fundamental step in finding a common understanding regarding what parent 

involvement means to different members of the educational administration 

community.  The discussion of this literature review emphasized increased parent 

involvement in urban environments requires a great deal of collaboration and 

communication between the home and school structures. 
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Chapter Three: Research Design and Methods 

This chapter provides an overview of the research methods and design used for 

this qualitative study focused on understanding elementary school administrators‘ 

perceptions and practices regarding parental involvement within their children‘s 

education and school improvement efforts.  

The chapter begins with an overview of qualitative research methodology and 

subsequently provides a rationale for the selection of this particular method to address the 

research questions that provided a foundation for this study.  Within this section, the 

researcher reviews the strengths and limitations of applying this methodology, followed 

by delineation of the specific design used and identification of potential outcomes 

associated with this study.  In addition, a description of sample, procedures, and data 

analysis are provided to address the following two research questions in this study:  

1. What are school administrators‘ perceptions of parental involvement? 

2. What is the nature of the relationship between administrators‘ perception of parental 

involvement and the way that parental involvement is carried out in their schools? 

Research Design: Historical Perspective and Rationale 

Until the 1970s, the term ―qualitative research‖ was used only to refer to a discipline 

of Anthropology or Sociology. During the 1970s and 1980s, qualitative research began to be 

used in other disciplines, becoming a significant type of research in the fields of education 

studies, social work studies, women‘s studies, disability studies, information studies, 

management studies, nursing service studies, political science, psychology, communication 
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studies, as well as many other fields. In the late 1980s and 1990s, after a spate of criticisms 

from the quantitative side, new methods of qualitative research evolved to address perceived 

problems with reliability and imprecise modes of data analysis.  In the last thirty years, the 

acceptance of qualitative research by journal publishers and editors was growing (Guba & 

Lincoln, 2005).  This indicated an understanding of the different type of knowledge that 

emerged from phenomenological inquiry, where quantitative studies cannot address in the 

same fathomable way because of its different inquiring paradigm (Patton, 1990).  According 

to Patton, the naturalistic nature of qualitative research calls for flexibility; therefore, the 

researcher entered the inquiring field with a specific, yet flexible, plan. 

For the naturalistic inquirer, the design can be given in advance only 

incompletely; to specify it in detail would place constraints on either antecedent 

conditions or outputs or both, thereby altering the nature of the inquiry form 

naturalistic to conventional modes.  In the naturalistic inquiry situation, the design 

emerges as the investigation proceeds; moreover, it is in constant flux as new 

information is gained and new insights are formed. (Guba, 1978, p. 24) 

Lincoln and Guba (1985) contended that in preparing to conduct a qualitative study, the 

researcher must (a) assume a position that correlates with the characteristics of the 

naturalistic paradigm; (b) possess the necessary skills to generate the appropriate instrument 

to collect and interpret data; and (c) develop a research design based on naturalistic inquiry 

strategies.   
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According to Willis (2007), the design is a part of the study that refers ―…to the 

researcher‘s plan of how to proceed.  A qualitative researcher is more like the loosely 

scheduled traveler than the (traveler who makes) detailed plans, with all the stops (including 

restaurants and routes set in advance‖ (p. 196).  Qualitative researchers assume that reality is 

built by interactions with their social environment (Merriam, 1998).  As Willis (2007) 

explained, 

Qualitative research typically does not operate within strict technical guidelines.  

The technical criteria are simply not as important as they are in post-positivist 

research.  In their place are general guidelines or family resemblances.  Thus, 

when interpretative qualitative researchers use the term research method, they do 

not necessarily mean the detailed prescription of the quantitative researchers. (p. 

196) 

A strong attribute of qualitative research is its richness in descriptions and explanations of 

processes in naturalistic environments (Miles & Huberman, 1994).  These researchers 

perceive research design as ―words especially organized into incidents or stories, have a 

concrete, vivid, meaningful flavor that often proves far more convincing to the reader, 

another researcher, a policymaker, a practitioner than pages of summarized numbers‖ (p. 1).  

Such stories unfold through the uniqueness of qualitative research design, utilizing different 

approaches including case studies. This particular approach is ―an empirical inquiry that 

investigates a contemporary phenomenon within its real-life context, especially when the 

boundaries between phenomenon and context are not clearly evident‖ (Yin, 2003, p. 13).  It 
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directly involves the researcher in the process of data collection and analysis (Creswell, 

1998; Klein & Myers, 1999; Morse, 1994) while interacting with the individuals being 

studied in a natural atmosphere.  

With that in mind, using interpretivist theory as a methodological foundation, the 

researcher of this study conducted case studies in three urban elementary schools.  This 

multiple case study was conducted within the parameters of interpretivist, descriptive 

qualitative research, as it was intended to study human behavior in context.  The researcher 

of this study chose this method as the most suitable approach to provide opportunities for 

data analysis through a variety of venues with the intent to take a snapshot of perceptions of 

school administrators.  

The main goal of interpretivist design is to explore individuals‘ personal experiences, 

perceptions, and actions in their natural environment, so the researcher interprets and 

understands particular constructs from a qualitative point of view (Marsh & Stoker, 2002).  

In this particular study, the researcher aimed to provide an understandable and genuine 

description of the analyzed phenomenon (Mingers, 2001), acknowledging that ―no 

construction is or can be incontrovertibly right, and researchers must rely on persuasiveness 

and utility rather than proof in arguing their position‖ (Guba & Lincoln, 1994, p. 108). 

Qualitative Methodology 

Several researchers refer to qualitative methodology as a systematic approach to 

examine phenomena in depth and detail without predetermined categories or hypotheses.  

The emphasis is on understanding the phenomena as it exists, and it is often connoted with 
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naturalistic inquiry, inductive, social, and anthropological worldview (Denzin & Lincoln, 

2005; Guba & Lincoln, 1994; Merriam, 1998).  These researchers concurred that qualitative 

methods are used to study human behavior and behavior changes, since complex behavior is 

not well captured by quantitative techniques.  

Qualitative methods help researchers study the variations of complex human behavior 

in context.  By connecting quantitative data to behavior using qualitative methods, the 

researcher can enrich the results with an individual‘s words and actions. Using system 

process variables as data, the researcher can use qualitative methods to find patterns.  These 

results can be hypothesis-generating or they may be used to test hypotheses (Denzin & 

Lincoln, 2005; Guba, and Lincoln, 1994). 

In qualitative research, the conceptual framework arises from the data rather than 

from preconceived hypotheses.  Qualitative analysis techniques are, therefore, both inductive 

and interactive (Creswell, 2007; Denzin & Lincoln, 2005; Guba & Lincoln, 2005; Merriam, 

1998). These characteristics were suitable for the intent of this study, as it explored 

individual‘s words and actions (administrators‘ perceptions and practices of parental 

involvement) inductively and interactively as the researcher entered into the study with no 

preconceived hypothesis. 

Because a qualitative approach had the advantage of allowing for more diversified 

responses as well as the capacity to adapt to new developments of issues during the research 

process itself, they add to the suitability of this study, as it approached the participants from 

the perspective of an open-ended, semi-structured interview frame of inquiry.  The researcher 
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selected this particular frame of inquiry because it allows for the respondent to answer 

questions, which encouraged long personal responses with specific categories, parameters, or 

prompts.  This characteristic was vital to yield reliability in the process of data collection 

(Merriam, 1998; Willis, 2007). 

In Wolf‘s and Tymitz‘ (1977) interpretation, qualitative research ―attempts to present 

‘slice-of- life’ episodes documented through natural language representing as closely as 

possible how people feel, what they know, how they know it, and what their concerns, 

beliefs, perceptions, and understandings are‖ (p. 16).  In agreement with Wolf and Tymitz, 

the researcher of this study determined understanding the nature of administrators‘ 

perception of parental involvement within school improvement efforts, a qualitative approach 

was necessary. See table three for a brief overview of methodology. 
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Table 3:  Overview of Methodology 

 Rationale Implementation Method Sample 

Interview 

 

 

 

 

 

 

 

 

 

 

 

Documentation 

Analysis 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Observations 

Provides rigor in 

data collection 

and 

interpretation,  

in-depth data and 

personal insight 

into definitions 

and attitudes. 

 

 

 

 

Provides relevant 

information 

related to school 

improvement 

efforts.  

 

 

 

 

 

 

 

 

 

 

 

 

 

To understand 

intricacy of 

situational 

circumstances 

concerning 

parental 

involvement 

Interview questions 

focused on Parent 

Involvement 

definitions, 

perceptions of 

parent involvement, 

and types of parent 

involvement 

activities used in the 

last two school 

years. 

 

SIP goals and 

activities focusing 

on parental 

involvement; and 

school‘s 

documentation of 

parent involvement 

activities were 

coded to outline 

convergent and 

divergent points, 

and were linked 

with types of parent 

involvement and 

principals‘ view 

expressed in the 

interview.  

 

Observation of how 

main office 

approach parents. I 

was looking for how 

parents were 

welcome in the 

school environment. 

Transcriptions 

were coded to 

outline 

viewpoints, and 

were linked to 

the research 

questions and 

framework of 

Theories of 

Action. 

 

Documents of 

parent 

involvement 

activities were 

coded and 

aligned to SIPs; 

then aligned to 

interview 

responses. 

 

 

 

 

 

 

 

Observations 

notes were coded 

and linked with 

principals‘ views 

expressed in the 

interview, and 

theories of 

action. 

3 elementary 

school 

principals, and 

6 teachers 

of low SES 

urban schools.  

 

 

 

 

 

Total of 3 

SIPs (1 per 

school) and a 

variety of 

parent 

involvement 

activities 

documents 

from each 

campus. 

 

 

 

 

 

 

Total of 3 

different 

school main 

office 

personnel 

observations  

(1 per school).  

Adapted from Patton (2002) 
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Interpretivist Qualitative Research 

The researcher of this qualitative study used basic interpretative and descriptive 

qualitative methodology because it is structured to meet the researcher‘s interest in 

understanding how participants make meaning of a situation or phenomena.  This meaning is 

mediated through the researcher as instrument.  The strategy is inductive, and the researcher 

seeks to discover and understand a phenomenon, a process, the perspectives and worldviews 

of the people involved, or a combination of these (Merriam, 1998).  Accordingly, the 

researcher embraced the thorough guidelines and tools of interpretive qualitative research, 

maintaining respect for the careful methodological standards of the theory while at the same 

time, allowing adjustment to those standards as opportunities unfolded to enhance the depth 

and quality of the data gathered.  This modified position encouraged awareness and 

purposeful consideration of possible researcher‘s bias, the non-objectiveness of interviewees, 

and the influence of the researcher on the data gathering process while honoring the guiding 

principles of interpretivism, one of the three active paradigms that guide research in the 

social sciences today: post-positivism, interpretivism, and critical theory (Willis, 2007). 

Interpretivist views have different origins in different disciplines.  According to 

Willis (2007), the interpretivist paradigm developed as a reaction to positivism and 

empiricism, opposing the idea that researchers could use the same research methods and 

paradigms of the social sciences as are used in the natural sciences.  In general, interpretivist 

perspectives share the beliefs about the nature of knowing and reality, assuming that reality 

as we know it is constructed inter-subjectively through the meanings and understanding 
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developed socially and experientially (relativism ontology), and we cannot separate ourselves 

from what we know.  Therefore, juxtaposing the investigator and the object of investigation 

in a link establishing who we are and how we understand the world is central to how we 

understand ourselves, others, and the world (transactional or subjectivist epistemology). 

Willis (1995) and Merriam (1995) built on the notion that the interpretivist paradigm posits 

that researcher‘s values are inherent in all phases of the research process, and truth is 

negotiated through dialogue; findings emerge through dialogue in which conflicting 

interpretations are negotiated among members of a community.  

Pragmatic and moral concerns are important considerations when evaluating 

interpretive science, and fostering a dialogue between researchers and respondents was 

critical (Patton, 2002).  Patton further asserted that utilizing this dialogical process generated 

a more informed and sophisticated understanding of the social world.  Several researchers 

maintained that all interpretations are based in a particular moment; they are located in a 

particular context or situation and time.  They are open to re-interpretation and negotiation 

through conversation. Interpretivist positions are founded on the theoretical belief that reality 

is socially constructed and fluid, thus, what we know is always negotiated within cultures, 

social settings, and relationship with other people. From this perspective, validity or truth 

cannot be grounded in an objective reality. What is taken to be valid or true is negotiated, and 

can have multiple valid claims to knowledge, (Angen 2000; Berger & Luckman, 1967; 

Blummer, 1969; Patton, 2002).   
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A set of criteria for evaluating research from an interpretivist perspective is provided 

in the writings of Angen (2000) and utilized in this study, beginning with an awareness of 

careful consideration and articulation of the research questions, and ultimately carrying out 

inquiry in a respectful manner.  Additional criteria for evaluating research from an 

interpretivist perspective involved attentiveness and articulation of the choices and 

interpretations the researcher made during the inquiry process, and are evidenced of taking 

responsibility for those choices, and a written description that develops persuasive arguments 

in the evaluation of how widely results are disseminated.  As previously established, the 

flexible design of this research allowed for adjustment, and such admittance provided a 

collaborative prospect rather than lessens the validity or value of the data.  As Willis (2007) 

emphasized, an honest admission of the researcher‘s interpretive frame of reference or 

potential bias was expected since ―qualitative research rejects the very idea that the 

researcher can be objective and neutral in research‖ (p. 210).  Such truthful approach 

provides important information for readers‘ consideration who ought to determine the 

transferability and or applicability of this study to their individual concerns and 

circumstances. 

Selection of Participants 

In accordance with the purpose of the study, the researcher used a purposeful 

sampling method (Patton, 2002) to select three elementary school principals were in the same 

position at the same school for at least 2 consecutive years, and each principal selected two 

teachers with the same criteria from the same campuses. Purposeful sampling strategies 
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facilitated a constructive framework to determine whom to interview.  Because of the nature 

of this study, critical case sample strategy was used.  According to Patton (1990), critical 

case sampling included individuals of critical significance to the phenomenon of interest. It is 

essential to carefully define the sample in view of the fact that researchers cannot study every 

individual.  In that regard, Miles and Huberman (1994) clarified: ―qualitative researchers 

usually work with small samples of people nested in their context and studied in-depth unlike 

quantitative researchers who aim for larger numbers of context-stripped cases and seek 

statistical significance‖ (p. 27).  

Data Collection 

According to Patton (2002), qualitative methods are ―ways of finding out what 

people do, know, think, and feel by observing, interviewing, and analyzing documents‖ 

(p. 145).  Accordingly, this study used face-to-face interviews and document analysis to 

explore how well administrators‘ practices concerning parental involvement (theory-in-

use) fit with their beliefs and perceptions concerning parental involvement (espoused 

theory) (Argyris & Schön, 1978).  Furthermore, this study explored perceptions 

concerning how impactful parental involvement and efforts to foster parental 

involvement have been in school improvement efforts. Prior to the data collection 

process, appropriate approval was obtained including Institutional Review Board (IRB) 

process and school district research approval protocol. 
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Interviews 

The principals and teachers were contacted via email and phone call to invite 

them to participate in the study.  An initial contact meeting was requested and a formal 

letter of introduction, a copy of the dissertation abstract, a copy of the interview 

protocols, and any other pertinent information was provided.  

Specifically, nine, semi-structured, tape-recorded interviews (between 60-90 minutes 

each) were conducted with nine participants, at their respective campuses. To allow the 

findings to emerge from the data and to ensure as much neutrality as possible, two different 

sets of open-ended interview questions were developed: one for school principals and another 

for teachers with the same basic information. In the course of the interviewing process, 

conversation-style probing questions were used to further explore topics spontaneously 

(Patton, 1990). In an effort to achieve a more accurate representation of respondents‘ 

perspective, informal member checking was utilized throughout the interview process as 

well. The researcher asked for examples, paraphrased understanding of the interviewee‘s 

responses and asked for clarification when needed. This process allowed the researcher the 

benefit of neutralizing responses that the participant thought the researcher wanted to hear. 

According to Patton (1990), this approach enables the researcher to verify important 

information from participant‘s responses. Patton (1990) further explains that regardless of the 

quality of the interview, ―it all comes to naught if the interviewer fails to capture the actual 

words of the person being interviewed‖ (p. 347). Thus, following the flexible analytic 

guidelines of interpretivist theory (Merriam, 2003; Patton, 1990, 2002; Willis, 2007), the 
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researcher recorded all interviews, listened to them several times, and transcribed them 

immediately after each interview after taking into consideration emotions and reactions from 

the participants while certain topics were discussed. 

To address each of the research questions, the following data were collected (see table 

4): 

Table 4: Addressing Research Questions 

Research Question Data Collected 

(a) What are school 

administrators‘ perceptions of 

parental involvement?  

 Answers from predetermined face-to-face 

interviews with semi-structured open questions. 

 Elaborated feedback from open-ended questions. 

(see Appendix) 

(b) What is the nature of 

the relationship between 

administrator‘s perception of 

parental involvement and the 

way that parental involvement 

is carried out in their schools? 

 Answers provided during face-to-face interview 

questions. 

 Copy of SIP (School Improvement Plan). 

 Copy of parental involvement documentation (i. 

e., invitations sent to parents for special events, 

flyers, brochures, sign in sheets, and any other 

information available. 

 School‘s website. 

 

Documents 

Following one of several options of data triangulation in data analysis, the 

researcher examined the district School policy and Campus Improvement Plan (CIP) 

from each participating school as important documents to investigate the policy 

mechanism used to implement parental involvement activities in each campus.  The 

researcher also examined documentation related to decision making structures guiding 

school improvement efforts, sign-in sheets, district, campus, and teacher websites, and 

other written documents providing evidence of parent involvement activities. These 
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documents revealed information on school expectations for parental involvement, campus 

improvement goals, and strategies used to utilize parental involvement within school 

improvement efforts. 

Observations 

 According to Patton (1990), observations are vivid images that allow the 

researcher to enter into a situation and describe it in details; though, it is used to collect 

descriptive data of the setting and activities that occur within.  Observations in the 

schools participating in this study facilitated the researcher‘s ability to collect data in a 

natural setting from an inductive point of view within the context in which parental 

involvement activities take place. For the purpose of this study, observations focused 

essentially on interaction between front office personnel and parents visiting each 

campus, as well as any parental involvement activities taking place in the process of the 

observations. Events, theoretical notes, and the researcher‘s impressions were recorded in 

a field journal and reviewed for clarity after each observation. 

Data Analysis 

Following the flexible analytic guidelines of interpretivist theory (Merriam, 2003; 

Patton, 2002; Willis, 2007), the researcher transcribed the audiotapes immediately after 

each interview. After the second interview was completed and transcribed, the researcher 

followed the data processing steps outlined by Charmaz (2006), Saldana (2009), and 

Strauss and Corbin (1998), using open-coding (initial coding) to begin analyzing the 

collected data including field notes derived from observations; and identified units of 
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information to develop working categories. Initial coding is a first pass through the data to 

identify ―meaning chunks.‖  This process allowed for adjustments to the interview guide 

and process (for use in subsequent interviews) if it was determined that particular questions 

or the method of inquiry did not elicit sufficiently rich data (Glaser, 1979; Glasser & 

Strauss, 1967). As the researcher worked through each of the interview transcripts, these 

categories were modified. Guba, and Lincoln, (1994) referred to this stage as ―saturation of 

categories.‖ In initial coding, the ultimate goal is to achieve saturation ―when no new 

information seems to emerge during coding, that is, when no new properties, dimensions, 

conditions, actions, interactions, or consequences are seen in the data‖ (Corbin & Strauss, 

1998, p.136). Saldana (2009) alluded to an analogy of Charmaz (2006) referring to codes as 

the ―bones‖ that form the ―skeleton‖ of the researcher‘s analysis.  Her analogy leads the 

researchers to think of the core category as the ―spine of that skeleton, which supports the 

body, aligns it, and connects to everything else‖ (p. 64).  The same comparison is expanded 

when Strauss (1987) notes that continuous and detailed coding cycle eventually put 

―analytic meat on the analytic bones‖ (p. 245).  

Following the data processing steps, the researcher proceeded to Axial Coding. 

According to Strauss and Corbin (1998), this coding method ―strategically reassembled 

data that were split or fractured during the Initial Coding process‖ (p. 124).  Charmaz 

(2006) further explained that this method ―relates categories to subcategories and specifies 

the properties and dimensions of a category‖ (p. 60). During this process a comparative 

pattern analysis was used to elucidate recurring patterns in the data. The researcher‘s 
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colleague who is familiar with the research topic and theory of action analyzed and 

categorized several excerpts from three interview transcripts. The colleague‘s analyses 

were compared to the researcher‘s analyses of the same excerpts to determine the 

reasonableness of the data. The researcher reviewed each transcript after the initial coding 

to ensure inclusion of all vital categories and make modifications as needed. Major 

categories emerging from Axial Coding were connected to the research questions. As 

Saldana (2009) stated, axial coding integrates and synthesizes the categories derived from 

coding to create a connection to major elements of the study (p. 163). 

The researcher followed by coding and selected key quotations from the interview 

transcripts that represented dominant categories to include in this study. Interpretation of 

data, and drawing conclusions and implications from the findings of the analysis was the 

last step of the process.  

Data analyses were both explicit and implicit.  In the former case, the researcher 

endeavored to ―let the data speak for itself.‖  In the latter case, the researcher aimed to 

address implied meaning of the data to answer the research questions.  Additionally, the 

theoretical work of Argyris and Schön (1978) was used to inductively analyze the 

relationship between administrators‘ espouse theory regarding parental involvement with 

their theories in use.  Thus, data analysis focused on understanding both what 

administrators believe, what they do, and the impact of their perceptions of parental 

involvement on school improvement efforts.   
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Reliability and Validity 

The issue of trustworthiness of qualitative research is explicitly addressed in the 

writings of Lincoln and Guba (1985) providing naturalistic criteria of equal standards as the 

traditional criteria of internal and external validity, reliability, and objectivity. These 

naturalistic criteria encompass credibility, transferability, dependability, and 

conformability. Credibility is critically important to the analysis of interview data since 

truthfulness is assumed in the interviewees‘ answers though truthfulness cannot be assured.  

Patton (1990) explained that generally about half of what interviewees report is probably 

incorrect to some extent. Thus, interview data needs to be substantiated with other 

methodological approaches.  This leads the researcher to the importance of triangulating 

data to obtain higher level of credibility; which in this study was achieved through 

interviews, documentation analysis, and informal observations. Following Patton‘s (2002) 

suggestion, as an additional methodological modification, the researcher used an enhanced 

form of member checking taking this dialogue-based data generation process one step 

further by checking for understanding and clarification with the participants (member-

checking strategy) at multiples stages during the interviewing process (Carspecken, 1996). 

Standard member checking is the process of seeking a one-time ―review by inquiring 

participants‖ (Patton, 2002, p. 56) as a supplemental verification of the validity of the 

findings.  This process involved asking participants to confirm statements and rephrased 

answers to be sure the interpretations of the researchers were accurate.  
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The researcher also took great care to treat each participant as a colleague in the 

pursuit of improving public education, not simply as a participant in a study.  When one 

treats research subjects as participants, they tend to act like participants rather than 

authentic professionals (Bogdan & Biklen, 2007). 

Additionally, in the analysis of the interview transcripts, the researcher gave 

special attention to two concepts that are not frequently considered by researchers: 

―silence‖ and ―context‖ as presented most recently by Charmaz (2005-2006).  Guilligan 

first put voice-centered analysis forward in 1982.  This analytical technique placed 

purposeful focus on the literal tone of the participants as well as attention to analogous and 

figurative comments.  It is especially true for those in power, like principals, that what they 

do not express with words is often as important as what they do say with their tone of voice 

(Charmaz, 2005).  

The researcher of this study aimed to avoid a simple ―question and answer‖ 

approach, which would succeed in ―getting the headline, but miss the story‖ (Weiss, 1994, 

p.13).  The contextual moment in which the spoken or unspoken word occurs can greatly 

illuminate the otherwise superficial meaning of the words themselves.  The researcher 

recorded this action with diligently taken field notes. These notes were not ―words and 

phrases abstracted out of context,‖ but instead they were a textual record of the interaction 

between the spoken words and the human emotion with which they are delivered (Emerson, 

Fretz, & Shaw, 1995, p.140).  This special attention and examination of ―timing, tone, 

gestures, and postures‖ assist researchers to get past ―dramaturgical fictions‖ (Foley, 1990, 
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p.  77), and allow the researcher to make more accurate ―inference reconstructions‖ during 

the analysis stage as an additional element for reliability (Carspecken, 1996, p. 98). 

The researcher also gave consideration to achieving overall ―data adequacy‖ (Morse, 

1995, p. 147).  Though many researchers claim data saturation, this claim is often an 

exaggeration and ―supported‖ by gathering data that is unnecessary.  The sample size in 

qualitative studies is frequently small. Generalization is not the goal in most qualitative research; 

therefore, transferability is hoped- for in this study.  Data adequacy was achieved when the data 

gathered yielded only outliers but no new themes.  However, participant comments that appear to 

be outliers were not completely ignored. 

To enhance data analysis, the researcher employed the use of ―analytic memos‖ 

(Saldana, 2009, p. 32).  This process involved making frequent notes of any analytic or 

methodological thought or research concern as those thoughts occur, and then later reviewing 

those thoughts and incorporating them into the analysis process.  Additionally, the researcher 

maintained detailed field notes to capture any environmental, emotional, and general 

observational considerations that might have affected the conclusions.  These notes were used in 

the findings-confirmation process.  The use of multiple data sources and multiple analysis 

methods helped to illuminate any inconsistencies in the preliminary findings, as well as reinforce 

any conclusions (Patton, 2002). 

As the final step, the data expert reviewed the coding and findings to reduce potential 

bias and ensure that the data spoke to the findings. To ensure reliability and validity, the 

researcher coded and analyzed all data herself, ―by hand.‖ No software coding program was 
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used, considering Carspecken‘s (1996) caution that they can ―risk obscuring the effects of 

temporal context horizons and the existence of interactive rhythms and syntax‖ of the research 

moment (p. 149).  The process of coding and analysis is not unlike ―simultaneously creating and 

solving a puzzle while linking specific events and observations to more general analytic 

categories and issues‖ (Emerson, Fretz, & Shaw, 1995, p. 144).  The researcher believes that 

analyzing data of this nature requires a data-interactive-thinking human process, and therefore 

cannot be accomplished by using an automated program only.  

It has been previously discussed that this study was completed in two stages.  In the 

first stage, initial contact was made with the selected schools through a formal introduction 

email, and phone calls, to coordinate data collection process and interviewing schedule.  This 

was an important stage to establish rapport with the participants of the study and ensure a 

smooth interactive process.  This took place in December 2010 and January 2011. The 

second stage entailed conducting principals‘ interview, informal observations, documentation 

collection-analysis, and transcribing interviews from January to February 2011.  Synthesizing 

the findings from the study was the last step of the investigative process. 

 Conclusion 

This chapter outlined the design of the research for this study.  I started by discussing 

qualitative research and the rationale used in this study.  I continued with delineation of the 

research design and data analysis, and then addressed the issue of validity and reliability.  This 

study, in a sense, will serve in the place of bringing together, in one room, three low SES 

elementary school principals and six teachers allowing them to discuss and reach conclusions 
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regarding the subject matter explored.  The semi-structured nature of the interviews allowed for 

free expression of professional insights and perspectives.  As the facilitator of this ―discussion,‖ 

the researcher aimed to allow the data to flow without restraint until the cohesive perspective of 

the participants form themselves into independent transferable ideas and approaches to enhance 

parental involvement activities in low SES school setting, as perceived in their own interpretation 

of parental involvement within school improvement efforts.  
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Chapter Four: Findings 

Introduction 

This chapter presents the findings of the study and an analysis of the data 

collected from oral interviews, on-site observations, school documents, district and 

schools website.  The research procedure that provided substantial information and 

generated significant findings is also presented  

The purpose of the study was to investigate the nature of parental involvement in 

urban schools, with particular attention given to the perceptions and practices of school 

administrators concerning parental involvement.  Focus was placed on those practices 

believed to influence school improvement efforts in three elementary schools of similar 

characteristics in an urban school district. The following research questions guided the 

research process and determined the methods used in the study:  

1. What are school administrators’ perceptions of parental involvement? 

2. What is the nature of the relationship between administrators’ 

perceptions of parental involvement and the way that parental 

involvement is carried out in their schools? 

This chapter begins with a description of the school district from which the 

information was gathered, followed by an introduction of each of the three schools that 

participated in the study. This will acquaint the reader with the setting of the participants 

and familiarize the reader with the context of the study.   Next, a brief overview of the 

data collection and data analysis process is presented. Subsequently, each of the two 
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research questions is addressed, in turn.   Question one was answered through explicit 

and implicit findings, reflecting what principals expressed as their philosophical approach 

to parental involvement. Explicit findings are those that emerged purely from direct and 

frequent statements that principals expressed in the course of the interviews. On the other 

hand, implicit findings are the result of interpreted meaning of data within the context of 

principals‘ statements as it relates to their beliefs. These findings also represent 

observable patterns of data that unfolded from the interviews through axial coding. 

Question two was answered specifically through explicit findings, reflecting straight 

answers from all the participants‘ points of view and existing practices of parental 

involvement within school improvement efforts. The final section of this chapter presents 

a conclusion highlighting general insights generated from the collected data relevant to 

the study.   

The School District 

For the purpose of confidentiality and honoring the request of the organization, 

this study refers to the school district as XISD, and to its three participating sites as 

School M, School Q, and School R. Exploration of the school district documents and 

website provided a detailed picture of the missions, objectives, beliefs, history, and the 

academic performance of its students.  

XISD is a school district that covers 87.5 square miles (227 km) of land in the 

north side of one of the largest metropolitan areas in Texas. During the past thirty years 

the district area has been rapidly transformed from a quiet rural area farmed by 
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descendants of 19th century German immigrants into a bustling suburb of the nation's 

fourth largest city.  

District Mission 

The X Independent School District‘s documents painted a picture of a school 

community that was both proud of its heritage and that embraces the future. XISD is 

committed to developing students to become skillful, active, reflective, self-disciplined, 

and honorable members of their communities through engaging learning experiences in a 

safe and nurturing environment. 

Objectives 

XISD‘s documents conveyed the belief that quality student achievement includes 

and extends beyond achieving the highest ratings awarded by state and national 

accountability standards. Their strategic objectives aim to address both the academic 

success and social wellbeing of every XISD student. Accordingly, it is expected that each 

student will achieve academic excellence with comprehensive knowledge, skill, and 

understanding within his/her individual learning plan, and will demonstrate the character 

traits of a productive and honorable citizen in a global community. 

Beliefs 

XISD‘s value statements were available to the public through its website, 

asserting several beliefs such as:   

Knowledge empowers people, the limits of human potential are unknown and 

immeasurable, a safe and secure environment nurtures, all people are inherently 
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free to make choices, responsibility is necessary for the benefits of freedom to be 

realized, leadership is a shared role and responsibility, integrity and respect build 

trust, meaningful relationships are essential for overall well‐ being, families 

provide stability for communities, diversity and heritage enrich and strengthen, 

and faith gives meaning and purpose to human life. 

History and Statistical Information 

German immigrants settled the area in 1849. In July 1928, the present boundary 

lines of the school district were established with the consolidation of five common school 

districts, and the official name became (name omitted) District Number One. The district, 

88 square miles in size, became one of the largest districts in land area in the County. In 

1938, the school district was renamed the (name omitted) Independent School District 

after the name of the surrounding community. The growth of the area was very slow and 

steady; most of the residents were farmers, ranchers, and dairy farmers. In 1966, the stage 

was set for exciting changes in the district when thousands of acres of land, covered with 

beautiful oak and pine trees, were purchased for residential construction. Developers 

found several amenities; they found room to expand, a serene atmosphere of country 

living, and reasonable prices. Prior to this time there were no large city-like subdivisions 

located within the boundaries of the district; because of its size and shape, the district is 

served by three different post offices in one of the largest cities in Texas. In the 1970-71 

school year there were 2,744 students enrolled in XISD schools. The current enrollment 

is approximately 45,500 students. The district‘s ethnicity (teachers & Students) and 
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demographic trends are represented as follows: 

XISD:  2009-2010 Ethnicity (Students/Teachers), Demographic Trends, and Volunteers  

 Students: 

District Ethnicity 

Teachers: 

District Ethnicity  

White 40.0% 79.7% 

Hispanic 34.8% 9.8% 

African American 13.8% 8.7% 

Asian 7.9% 1.6% 

Native Hawaiian 0.5% -- 

American Indian 0.5% 0.1% 

Two or more 2.8% -- 

Male *-- 18.7% 

Female *-- 81.3% 

Data compiled from XISD Profile, Demographic Study, and AEIS 

* data not available 

 

The district currently has nine Title I campuses and it is comprised of twenty-six 

elementary schools, nine intermediate schools, and four high schools. The school district 

has attracted new families from all over the United States of America and many foreign 

countries. XISD‘s Communications and Planning documents reveal its commitment to 

embrace recent immigrants within its culture, creating strategic systems such as a 

community-wide Unite for Understanding Council consisting of representatives from the 

schools, community leaders, social service organizations, and parents. The African 
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Council ―members are committed to the public schools as the common denominator in 

providing equal opportunity. They offer guidance and the promise of support in the 

recognition of cultural diversity, equity, and mutual respect.‖  This council states that its 

purpose is ―to engage in cross community dialogue for the benefit of the students, 

promote environments that will help students feel safe, comfortable, accepted and 

connected; suggesting participatory ways students and their parents might grow in their 

cultural awareness and sensitivity while demonstrating respect for others.‖  The district 

has achieved an excellent reputation for academic, vocational, and extra-curricular 

activities.  A seven-member Board of Trustees governs the District. Each member is 

elected to an at-large position for three years in a nonpartisan election. 

The District provides a full range of educational services appropriate to grade 

levels Pre-Kindergarten (PK) through 12. These include regular and enriched academic 

education, special education, occupational education, and language training for those 

with limited English proficiency. The district offers a Spanish Bilingual program at most 

of the elementary schools. These basic programs are supplemented by a wide variety of 

offerings in the fine arts and athletics. XISD is fully accredited by the Texas Education 

Agency and the Southern Association of Colleges and Schools, and it is currently a 

Recognized District with 16 schools rated as ―Exemplary,‖ 18 rated as ―Recognized,‖ 

and 4 rated as ―Acceptable.‖  

African American population trends varied across the elementary school 

attendance zones, with many zones gaining African American students and others 
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experienced a down-trend in population.  Most attendance zones gained Hispanic 

students, while most lost what the demographic study refers to as ―Other‖ students.  In 

response to the changes in demographic trends, XISD‘s improvement plan shows that the 

district has taken significant measures to address students‘ academic needs regardless of 

ethnical or cultural background.  The district has made a priority to incorporate parental 

involvement practices leading to establish a direct connection with parents as key players 

in reaching the district‘s mission and commitment to academic excellence.  For example, 

the district developed ―Parent Centers,‖ which are family oriented spaces where the entire 

family can learn together. These centers are located on each of the nine Title I campuses. 

The Centers are intended to facilitate resources to keep parents informed, provide 

learning activities for them and their children provide internet access to parents who do 

not have this type of service at home. Internet access used for educational purposes helps 

parents track academic progress at any time according to their schedule. Parents can 

access district, school, and teachers‘ information in other languages (English, Spanish, 

Vietnamese, etc.), and they can email the teachers regarding concerns or any questions 

they may have. XISD offers a variety of classes in different languages for adults with the 

purpose of supporting their education and parenting skills. These skills help them to 

succeed as their children‘s first teachers. Classes offered include: English as a Second 

Language classes for Adults, basic computer Skills class for Spanish Speakers, parenting 

classes, and community resource conferences.  Also noted in the district‘s Strategic Plan 

for Improvement 2010‒2014, is strategy 5, dictating the following: ―We will establish 
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and use best practices for continuous improvement and resource management. Action 

plan 5.1 for this strategy is to measure student, employee, community, and local 

university/college satisfaction for use in continuous district improvement. As a result, 

satisfaction surveys were administered to students, parents, teachers, and staff that 

elicited feedback regarding satisfaction levels with district services. The surveys elicited 

feedback in many areas, including, student\teacher relations, security and maintenance, 

curriculum, quality education, compensation, and co‐ workers‘ relations, etc. Students 

and parents of students were selected to participate in the survey, in addition to full time 

staff and teachers presently employed by the district.  

XISD‘s documents and website indicated continued efforts to involve parents and 

the community in students‘ education through its latest parental involvement initiative.  

This initiative includes Title I schools‘ Parent Liaisons staff members whose function is 

to create and maintain strong links between families and the school community. They are 

available to provide information about the school, community programs and parenting 

resources, giving the families well‐ built tools to sustain their children‘s success.  Field 

observations, documents, and other resources explored throughout this study reflect that 

the district has established a culture that maintains an appreciation of the districts 

heritage.   This appreciation has become an educational resource incorporating the 

additive value of other cultures represented in its community and schools. The district‘s 

newsletter, sent to the districts community, provides evidence of multicultural events 

such as cultural festivals, and performing arts programs in schools and its community. In 
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addition to these efforts, schools‘ and districts‘ documents reveal that XISD adopted the 

―No Place for Hate‖ initiative in 62 campuses. Documentation related to this initiative 

indicates that it ―provides educators and students with the resources to ensure that anti-

bias and diversity education are an integral part of the school curriculum.‖  The ―No 

Place for Hate‖ initiative ―also helps to create and sustain inclusive school environments 

where all students feel valued and have the opportunity to succeed by promoting respect 

for individual difference while challenging bigotry and prejudice.‖ 

School M, Q, and R Descriptions 

School M   

  School M is a well maintained and welcoming school that is nestled among 

stately pines and a beautiful landscape of an attractive living environment. The district 

embraces a community surrounded by shopping and dining establishments, minutes from 

the intercontinental airport of the city. The School area has a population of 27,638.  The 

population is 21% African American, 27% Hispanic, 50% White, 13% Asian, and 12 % 

is ―other.‖ The average household income is $41,994; and 9% of the families are living 

below the poverty line (http://www.brainyzip.com). 

The Principal of School M had been leading the campus for four years.   She 

previously taught and served as an administrator in other elementary schools in the same 

XISD district. Under the Principals‘ leadership, School M has raised its level of academic 

achievement, as she noted during the interview: 
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We‘re a recognized school. It was acceptable when I got here and for the last 

years that I‘ve been here, it‘s been recognized. We are so close to exemplary and 

we want to get there.  But we‘re getting closer and closer and closer.  So, we just 

keep watching improvement. 

A review of the 2009-2010 Academic Excellence Indicator System (AEIS) report 

confirmed her statement and shows that School M Elementary is a Title 1 school. School 

M is commended in Science, with an enrollment of 674 students from different ethnicity. 

The ethnicity classification is primarily Hispanic (47 %), White (25 %), African 

American (19 %), Asian/Pacific Islander (10 %), and Native American is less than one 

percent. Teachers‘ ethnicity reflects 76 p% White, 9 % African American, and 15 % 

Hispanic or Latino. Special populations are served in the following programs: bilingual 

and ESL (26 %), gifted and talented (4 %), and, special education (6 %). Four percent of 

the teachers provide services to Bilingual and ESL students, 86% provide regular 

education services, and 6% provide Special Education services. Economically 

disadvantaged students constitute 52 % of its student population and 22 % are considered 

At-Risk. 

A review of school, district documents and websites revealed the school‘s 

mission, objectives, and statistical information.  With regard to mission, district 

documents note that School M Elementary ―has a wide culture of collaboration through 

which we effectively plan and implement differentiated instruction that engages all 

learners resulting in increasing student success and closing the achievement gap.‖  
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Accordingly, the campus mission and goals include two objectives: 1). Inspire teaching 

and learning through the design and implementation of a high quality and aligned 

curriculum for the success of diverse learners; 2). Ensure dynamic leadership and 

seamless instructional support systems that promote academic achievement. 

School Q  

According to the collected data, this campus was opened in August of 1973 with 

an enrollment of 399 students and 26 teachers. Today it serves approximately 800 

students with a staff of about 93. School Q is another welcoming and well-maintained 

elementary school from XISD serving 867 students in grades PK and K-5. The school 

extended area has a population of 47,739, and of that 54% is African American, 22% is 

Hispanic, 26% is White, 6% is Asian, and 11% is other races. The school immediate 

surrounding area is predominantly Hispanic or Latino. The average household income is 

$39,436; and 16% of the families are living below the poverty line. 

An analysis of the documents collected during the interview, the campus and 

district websites information indicate that School Q Elementary is a Title I school with a 

―Recognized‖ academic performance status. School Q Elementary was commended in 

Science in 2009-2010 school years in the State Accountability System (AEIS). Its student 

population represent 18% African American, 76% Hispanic or Latino, 4% White, and 2% 

Asian Pacific Islander. Five percent of the student population participates in Special 

Education Programs, 2% of participate in Gifted and Talented, and 57% in bilingual and 

ESL Programs. Teachers providing services for special populations include 6% bilingual, 



  

108 

 

83% regular, and 8% Special Education. Eighty one percent of students at School Q 

Elementary are eligible for free or reduced lunch. This campus has a considerably high 

level of mobility.  The school principal acknowledged during the interview that ―our 

mobility rate is about 15% so we have about 15% new families coming into the 

community every year.‖ This statement was confirmed in the AEIS report 2009-2010 

academic years. School Q Elementary has 81% of economically disadvantaged students, 

and 71% are At-Risk. 

The principal has served this school in this particular role for two years and in the 

role of assistant principal for two years as well. Prior to her administrative role, she 

taught second, third and fourth grade for 10 years. Under her leadership the school has 

adopted the same mission as the school district; and the following objectives: 1). students 

will achieve academically in all subject areas. 2). Parents will become actively involved 

in the school. 3). Provide a learning environment that develops students into good 

citizens of the future. During the interview, in an assertive tone of voice, the principal 

emphasized objective number two stating: 

―Parental involvement is an important piece of our school.  We have a campus 

improvement plan and part of it has to do with parental involvement, so one of 

our goals is to systematically provide parents with strategies to support their 

children academically.  Goal 2 is to systematically inform parents of the school 

and district‘s organizational policies and procedures and to systematically involve 

parents and community parents in our campus activities.  So we have three goals 
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for the parents at this school.‖ 

School R 

 This campus is in close proximity to School M Elementary; located in a 

community surrounded by shopping and dining establishments, minutes from the 

intercontinental airport of the city. The extended school area has a population of 27,638. 

The population classification is 21% is African American, 27% is Hispanic, 50% is 

White, 13% is Asian, and 12 % is other races. The average household income is $41,994; 

and 9% of the families are living below the poverty line (http://www.brainyzip.com). 

A review of the school, district websites and collected documents indicate that 

this is a ―Recognized‖ school commended in Science, Reading and Language Arts, and 

Math in the State Accountability System (AEIS). This well-maintained and welcoming 

campus has an enrollment of approximately 887 students whose ethnicity represents 45% 

Hispanic or Latino, 25% African American, 22% Asian Pacific Islander, and 8%White. 

Teachers providing services to students represent 2% African American, 24 % Hispanic 

or Latino, 71% White, and 3% Asian Pacific Islander. Its student population represents 

44% participating in Bilingual and ESL programs, 5% in Special Education, and 2% in 

Gifted and Talented. Teachers providing services for special populations include 5% 

Bilingual and ESL, 87% regular, and 6% Special Education. Fifty seven percent of its 

student population are eligible for free or reduced lunch. Sixty three percent of the 

student population at School R Elementary is economically disadvantaged, fifty five 

percent are considered at-risk, and the mobility rate is 13 percent. 



  

110 

 

The Principal of School R Elementary took this role in the last four years after 

being its assistant principal for the previous two and a half years. Her clearly articulated 

vision posted in the administrators‘ webpage is to provide curriculum and instructional 

programs that enhance each student‘s academic and personal potential. School R 

Elementary‘s principal envisions every student who walks through the campus‘ doors 

have an opportunity to access an excellent education. In her vision statement she states 

her goal, quoting Helen Keller‘s belief, ―It is far worse to have sight with no vision, than 

it is to be blind and have a great vision for the world.‖ The mission statement presented in 

gathered documents from this campus assert that School R Elementary will strive to build 

a community of learners that promotes active student learning and success, as teachers, 

staff, students, and parents celebrate our cultural diversity in a safe, secure environment. 

Accordingly, its objective indicates that this school utilizes a collaborative environment 

to ensure that teachers plan and deliver quality instruction through the use of materials, 

resources, meetings, professional development, classroom reduction, and to also ensure 

that teachers and students have a strong support system to aid in the instructional 

practices. Instructional data and school involvement is openly communicated and 

encouraged with students, parents, faculty, and community. 

The Research Sites 

All interviews with the principals and teachers took place in the three 

participating schools. The principals‘ interview took place in their respective offices. The 

interviews with the teachers took place in different locations. Some of the participants 
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were interviewed in a Math Lab, others in an office, and others in a teacher‘s workroom. 

Visits to the schools provided the researcher with an understanding of the natural 

educational environment in which the participants perform their daily duties; gaining a 

deeper understanding of the nature or meaning of their everyday experiences associated 

to this study (Merriam, 1998). ―For example, observing principals‘ caring and supportive 

reaction when parents and students needed their attention during the interview, allowed 

the researcher to understand the meaning of their words ―our parents are very important 

to us because we care for our children.‖ 

After each interview, the researcher spent additional time walking through and 

observing the interactive activities in the school. Cleanliness, order, and collaboration 

were observed at all times as students, teachers, and other staff members interacted with 

each other. Clearly established routines and expectations were evident as students came 

to school neatly dressed, with polite manners as they walked to different areas in the 

campus. There was a pleasant and welcoming atmosphere at each campus conducive to a 

collaborative and friendly environment. The front office personnel were always willing to 

assist everyone. Addressing students and parents‘ needs was their priority.  

There were few interruptions while interviewing some of the principals, usually 

by students or staff with student-related issues; however, it did not compromise the 

integrity of the collected data since the principals handled the interruptions with great 

kindness and care. In fact, such interruptions became opportunities to witness principals‘ 

commitment to students first. Perhaps, the researcher experienced a minor disconnection 
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from the interview in progress; however, it became easy to refocus as the participants 

returned to continue with the interview. 

Data Analysis Methods 

Data analysis for this study began as soon as the researcher entered the field. A 

mixture of ideas and preliminary themes emerged as visits, observations, interviews, and 

documentation gathering occurred. These ideas and emerging themes were recorded in a 

journal during the course of the fieldwork. As the fieldwork progressed, these thematic 

ideas were transforming into different insights; which served as initial codes in later 

stages of data analysis. Collected data for this study consisted of interview transcripts 

from three principals and six teachers, documents gathered from participating sites and 

district research department, observations of schools and front office interactive 

environment, and schools and district‘s websites. Formal data analysis started with a 

descriptive approach of interviews and observations. Following Patton‘s (1990) statement 

"the discipline and rigor of qualitative analysis depends on presenting solid descriptive 

data, what is often called 'thick description,' in such a way that others reading the results 

can understand" (p. 375).  

Two coding systems were used to analyze the data. The first system used was 

open coding; which is described in Chapter Three, and it was used to organize data 

initially into general categories that allowed the researcher to become more aware of the 

need for more structured strategies in order to make a direct connection to the research 

questions; which lead to utilizing a second strategy. Following Strauss‘ and Corbin‘s 
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(1990) approach to data analysis, the researcher used axial coding, and the constant 

comparative method, each of which are discussed in detail in Chapter Three. These 

processes generated the categories and themes reported in this chapter, addressing the 

two research questions that guided this study.  

Implicit and Explicit Findings 

As noted earlier, this chapter describes explicit and implicit points of view of 

elementary school principals and teachers engaged in activities that they have identified as 

parental involvement, to reach their goal of improving students‘ academic achievement. The 

researcher introduces the reader to the principals‘ perceptions of parental involvement; 

furthermore, how administrators and school staff perceive parental involvement and what that 

parental involvement looks like. The researcher aims to communicate to the reader the nature of 

parental involvement in school improvement efforts and its relationship to school administrators‘ 

perceptions of parental involvement. In this section the researcher discusses the implicit and 

explicit findings as they relate to perceptions of parental involvement and existing practices of 

parental involvement within school improvement efforts.  

Principal Perceptions of Parental Involvement: Research Question One  

The explicit and implicit findings emerging from the principals‘ interview questions 

related to their beliefs about parental involvement, answered the first research question of 

this study: ―What are school administrators‘ perceptions of parental involvement?‖ In an 

effort to provide a neutral and open approach to answer this question, the researcher 

asked each of the participants to freely state their personal beliefs and points of view 
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related to parental involvement in the most natural and genuine way, taking their time as 

needed to answer each question. 

While the principals expressed their beliefs about parental involvement 

spontaneously, briefly and confidently with statements such as ―very important,‖ 

―crucial‖, and ―critical,‖ at different stages of the interviews, the principals‘ responses 

were very cautious at first. Their personal views of parental involvement were carefully 

expressed, and their responses varied throughout the interviews. In essence, their beliefs 

could be summarized in four themes: 1) parental involvement is a team effort, 2) parental 

involvement affects students‘ learning, 3) parental involvement is very important, and 4) 

parents serve as essential supporters and providers. 

Parental Involvement is a Team Effort 

The title of this theme may not convey anything new to individuals in the field of 

education, nor to the ones that are familiar with parental involvement research. Not 

surprising, the principals that participated in this study consistently expressed their belief 

that parental involvement is important to achieve their school improvement goals. The 

reason why this concept was important became one of the major themes that emerged 

from the collected data. Discussion of this theme reveals how principals strategize and 

utilize parental involvement in activities designed to define, support, and implement their 

school improvement goals. 

The principals were very specific in what they have done to create a culture that 

clearly sends the message of how important parental involvement is at their schools. 
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Principal M indicated that she had established a culture where parental involvement is 

seen as a ―team effort‖, meaning those parents, teachers, administrators, and the 

community work together to achieve school improvement goals. So, what does ―team 

effort‖ look like? The following list describes this theme: 

1. Setting ―a good flow of open communication‖: 

2. ―Meet the Teacher Night‖, an event prior to the official Fall open-house, where 

parents come to meet the teacher of their children.  Children‘s school supplies can be 

brought to the classroom, so on the first day of school they know where their children 

supposed to go, the students know it as well and parents feel comfortable. Teachers 

verified this event during interviews; however, the level of parents‘ attendance could not 

be determined because sign-in sheets for this particular event were not provided. 

3. Parent-teacher conferences as opportunities where ―the parents can get their 

questions answered. This was confirmed through teachers‘ interviews. However, the level 

of parents‘ attendance could not be determined because sign-in sheets for this particular 

event were also not provided. Teachers‘ remarks during interviews indicated a relative 

low attendance compared to the expected number of parents. 

4. Two ―well attended‖ open-houses as the principal commented, (one in Spring and 

one in Fall); which was verified through teachers‘ interview and sign-in sheets.  

5. Notification of events & student‘s progress: ―Tuesday Folders.‖ All teachers are 

expected to send student‘s folder to their parents every Tuesday with students‘ academic 

progress information.   On-line students‘ progress is provided through ―Grade Speed‖ a 
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data management program that allows parents to log-in with a code and check their 

children‘s specific information  Invitations to special events using newsletters, flyers, 

marquise; school website, teachers‘ website, teachers‘ e-mail, etc. Evidences of this type 

of communication were verified through teachers‘ interviews, navigation of websites, 

field notes, and documentation provided.  

6. Open-door policy: Allowing parents flexibility to come school and address any 

concerns ―without making appointments‖, as a principal stated. This was verified through 

the teachers‘ interview, informal observation, and field notes.  

7. A parent-friendly environment: Fostered through friendly and supportive front-

office staff, teachers‘ assistants greeting parents in the mornings at the main entrance and 

where parents drop off their children. The teaching staff performing the same duty 

outside in the afternoon while work-room assistants, cafeteria staff, and custodians take 

care of the children and parents that come to have breakfast and or lunch with them. 

Teachers‘ interviews, informal observation, and field notes were sources of verification. 

8. Team work for planning and making decisions to reach school improvement 

goals. 

9. Leadership team: comprised of administrators, a reading specialist, TAKS 

specialist, and the at-risk teacher to decide parental involvement activities, and areas in 

which the school will concentrate on to improve students‘ academic achievement in 

TAKS tested subjects areas. Verified through teachers‘ interviews, field notes, and 

documentation provided 
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10. Parents Teacher Organization (PTO) that includes a teacher, and the principal 

planning fundraising activities. Verified through teachers‘ interviews, navigation of 

websites, and documentation provided  

11. Volunteer Program (parents helping at school). Verified Teachers‘ remarks during 

interviews indicated a low number of parents‘ participation. Verified through teachers‘ 

interviews, navigation of websites, and documentation provided. 

The discussion above and other teachers‘ expressions in the course of the 

interviews, in general revealed a shared belief in open communication as principals‘ 

beliefs. All participants commented that the leadership of their principals has had ―an 

impact in the improved communication with parents, and making parents feel welcome 

more than before‖ in some cases. The principals conveyed such belief by creating a 

parent-friendly environment and a culture of open communication among staff and from 

the staff to the parents and the community. Principal R put it this way: ―we want parents 

to feel comfortable…I want my doors open to the parents.‖ Principals‘ commitment to 

open communication with parents could not be better expressed then the way principal Q 

said it as well,  

If you can change your inner school climate, that affects your parent climate. I 

have an open-door policy, so my parents do not have to make an appointment to 

see me and I make sure that all my administrators have an open-door policy. I am 

here at 6 in the morning, so if parents need to be here, I am here. I have an AP 

that can stay late so the school is open to the parents almost 12 hours every day 
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plus every Saturday. Parents know they can reach me via email, telephone, or 

physically come in person; so I think that had also helped. I don‘t ever say ‗I‘m 

sorry I can‘t see you‘ the parents here we treat them first. 

These beliefs were evident as I observed front office staff at every campus, 

addressing parents with a very friendly, collaborative, and caring attitude. Even in times 

when some of them didn‘t speak the parent‘s language, they graciously used body 

language in such a way that parents were able to get across their message with laughter. 

The principals‘ overall perceived role of front office personnel and all non-teaching staff 

including custodians, as facilitators of a welcoming atmosphere was observed 

consistently One of the principals‘ noted, ―some of them go beyond the call of duty, like 

one of the workroom assistants who arranges a base of fresh flowers from her home 

garden, every single day and puts them in the guest table for the parents to have lunch 

with their kids.‖ This simple detail was noted during the interview of one of the teachers. 

Parental Involvement Affects Students’ Learning 

Principals‘ strong belief in open communication to keep parents informed is also 

obvious in the different forms of communication with parents that teachers described 

during the interviews, following clearly communicated expectations from their 

administrators.  Many different methods of communication were used to inform parents, 

to increase their participation in school activities, and to send messages about the 

importance of their involvement in their children‘s‘ education. For example, all principals 

explained that a bilingual (English-Spanish) parent liaison shared among two schools was 
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recently hired to facilitate more services to parents, including workshops and translation 

of documents and meetings via headphones. The schools also make available to parents 

on-line communication regarding their children‘s academic performance status through 

an electronic data management system known as ―Grade Speed‖ where parents can 

access their children‘\s‘ individual record using a given code. Other forms of 

communication included newsletters, a parent center where parents can access online 

information and notifications of current events, flyers, school‘ and teachers‘ website, and 

an automatic phone call system in which they type their message in English and the 

system translates it into the languages of choice, delivering the message by phone to all 

parents registered in their data system. One of the principals noted that current events 

advertised in the marquis are in English and Spanish. This particular detail was recorded 

as one of the field notes in the researcher‘s journal. Communication of parental 

involvement activities and other information pertaining to parents was verified through 

documentation that the three principals provided, and from the researchers‘ navigation 

through the district‘s, schools‘, and teachers‘ websites. Some information was provided 

in English and Spanish and some schools and teachers‘ website offered more information 

and activities than others. These strategic lines of communication were also evident in the 

teachers‘ practices previously discussed. 

Parental Involvement is Important 

Knowing why principals believe that parental involvement is important, as shown 

in the quotes above, it could be accurate to say that the principals tailored their parental 
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involvement activities suitable to meet the needs of their students and reach their school 

improvement goals. Therefore, their parental involvement practices became a reflection 

of how important and impactful principals perceived parental involvement to be; 

indicating that principals‘ perception of parental involvement was mostly associated to 

parents providing manual service, responding to teachers‘ and administrators‘ 

expectations and concerns as it related to homework and behavioral issues, and attending 

school events. Principals‘ most common practices to involve parents within school 

improvement efforts were: Keeping parents informed, providing translators as needed, 

sending positive notes, posting information for parents on their schools and teachers‘ 

website, making phone calls as necessary, responding to parents‘ requests, inviting them 

to school events, and having parents help with parties and materials preparation that 

teachers and school may need (manual labor). Likewise, teachers‘ practices of parental 

involvement as discussed in the next section were indicative of similar beliefs.   

 Like the principals, teachers described their personal beliefs about parental involvement 

in their own terms and in their own ways. Some of them constantly looking at a copy of 

their Campus Improvement Plan, and others talking more spontaneously. However, 

nearly everyone emphasized parental involvement as being very important for the 

academic success of his or her students; and to reach their school improvement goals. 

Indication of such beliefs is expressed in the following statements:  
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―We feel parental involvement it‘s very important… I know how important that is 

to the kids‘ success…to reach our goals….When parents are involved, the kids 

achieve much higher academically.‖  

―I think parent involvement is very important.  Sometimes it‘s difficult to get 

parents involved to the degree that they really need to be involved.  I think that 

parents need to be very involved…..‖  

―I believe that parental involvement is key to a student‘s success.‖  

―I think the more that you can get involved and the different activities in the 

school. Their children think ‗gee my mom and dad really care about what‘s going 

on with my education‘ and I think that would definitely improve the school 

atmosphere.  I mean, just in my own dealings the parents that are up here and that 

are doing things with their kids‘ education whether it‘s volunteering in a music 

appreciation program or an art appreciation program usually it‘s those kids that 

are successful in school.  There‘s a definite correlation between the parents who 

are involved in the school and their child‘s success and education.‖ 

Previously stated similarities between principals‘ and teachers‘ perceptions of 

what parental involvement is and why it is important, are found in their more elaborated 

answers below. For instance, a statement regarding ―established routines at the school, 

based on a common assumption among teachers that parents will not attend instruction-

related activities‖ became relevant in the sense that exclusion of parents in activities 
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different than the ones previously addressed seems to be a general practice of parental 

involvement as described in the next excerpts from teachers‘ interviews.     

The following statements are indicative of teachers‘ beliefs reflected in their 

practices of parental involvement: 

We feel [parental involvement] very important.  We don‘t use the fact that we‘re a 

Title 1 School, we don‘t have that belief that, well our parents just can‘t be 

involved, because what I found is even my parents who don‘t speak English are 

more than willing, if not more so, to get involved if we provide the opportunity.  

That means that if I need to get something translated, I‘ll get that translated.  If 

they (parents) want to help, our job as teachers is to provide opportunities in 

which they can help.  We do have lots of things, like for (X) grade towards the 

end of the year; we do a (X) grade appreciation. Last year, I had so many parents 

come that we had to move to the library and a lot of those parents did not speak 

English so I had my bilingual teacher come in there to do that on my team.  As 

(an upper grade) teacher we‘re moving toward independence, so I do not utilize 

them (parents) as much as perhaps the lower grade teachers…. In terms of parents 

helping instructionally within the classroom, [there was] not so much parent 

involvement because we‘re moving the students towards independence. As upper 

grade teachers we‘re moving toward independence because when students move 

to middle school, there is no parent involvement in the classrooms. I have a lot of 

more involvement like in level 1, which I consider to be just communication with 
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me as well as level 2, which whenever we have extra-curricular activities or like 

classroom parties, help with materials things like that. But in terms of helping 

instructionally within the classroom not so much because we‘re moving the 

students towards independence.‖  

The statement above may suggest that the need of parental involvement in the 

upper grades is very minimal because parent involvement in the classroom is 

counterproductive to create independent learners, and parents‘ participation in school 

improvement effort seems to be associated more with manual labor and communication 

with the teachers. Addressing the same question, the answer of the teacher below could 

imply that parental involvement in school improvement efforts is making sure that 

students do their homework and signing documents acknowledging teachers‘ 

expectations. This teacher stated: 

―My philosophy on parent involvement, I mean, I see the kids that do have the 

parent involvement. They go home, just when I went home from school and I had 

to sit and do my homework and my teacher said to read for 30 minutes I had to do 

that and my parent knew about it. And there was a lot more communication.  

There was a lot more responsibility on the kids.  I think that came from the 

parents holding them accountable.  You had the teacher holding them accountable 

and together they worked on the children.  And when you only have it from one 

side then you have nothing to go home to, to ensure that. I think it‘s (parent 

involvement) everything.  I know the teachers have their part.  I grew up, I mean, 
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everybody, I mean, I remember being in elementary school, thinking back to (X) 

grade because that‘s what I teach, but you never came without your homework.  If 

you did there were consequences not only in the classroom but there were 

consequences when you got home, but that never happened because your parent 

was always aware.  That‘s what we try and do with our students.  They write 

down their homework every single day and then their parent signs it so that‘s 

telling us that well your parents saw this, why didn‘t you do it?  But again, giving 

that to get signed is an effort in itself.  

Similarly, the response from the teacher below may suggest that parental 

involvement is more of responding to teachers‘ and campus‘ communication system; and 

supporting students with homework. It may also suggest that parents have a limited role 

of involvement in the upper grades, as other teachers expressed.  This teacher stated: 

―…at the beginning of the year a letter goes home to all of the parents letting them 

know that the teachers have a website and that the school has a website, you 

know, different teachers keep it up in different ways. I know I have some very 

concerned parents in my classroom… so I know that they‘re very in tune with 

what‘s going on… each of us has our own system of communicating with parents.  

We do Tuesday folders and so I make sure that every Tuesday all of the graded 

papers go home, there‘s a conduct report and I also keep a website that‘s up to 

date that has information for parents on it…you know, some teachers utilize 

parents in the classroom more than others. I think the primary grades tend to do it 
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a little more.  The intermediate grades get bogged down with testing.  With some 

of the other things that are happening, it‘s harder to use parents, I think.‖ 

The next statement is also indicative of similar implied beliefs: 

―As teachers of this campus we are expected to make initial contact at the beginning 

of the school year with the parents using postcards or phone calls.  Also throughout 

the year, we are required to send postcards to the parents saying positive messages.  

Sending it to the homes: a positive message.  Also we have two open houses during 

the school year and a meet the teacher at the beginning…I follow what the 

administrators ask us to do.‖  

Several teachers provided nearly the same previous answer at different stages of their 

interview, suggesting a consistent perception on teachers‘ responsibilities in regards to 

parental involvement. Consistent with the previous answers, another teacher stated: 

―We have good communication with our parents.  We keep them involved with 

what we are doing, on our website, we make phone calls; we try to be very 

proactive with everything. We also are involved with the classroom teachers, 

making the connection between the two.  So we are trying to work as a group, 

send home flyers or letters to the parents keeping them informed of what‘s going 

on, what‘s coming up, what events we may be doing.  We have wonderful, 

wonderful turnout of our parents for our events here.  We‘ve always had a lot of 

good support from our parents in what we‘re doing in the school as well.  As long 

as I‘ve been here we‘ve always had a good communication between the two, the 
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school, the community, the parents, trying to make a family.‖ ―We have a direct 

connection with our parents.  In February we have a Go Texan Day Radio Day.  

We have parent, the volunteers that will come help work the event, and I don‘t 

want to say stations.  But they work the entire thing with us.  They‘ll stay with us 

whether it‘s just their child‘s class or not, they will stay with us to help set up, 

participate with us. They dance with us. They play with us.  It‘s a good turn out, I 

think it‘s a good representation with what we have going between our parents, our 

students and us.‖ 

 Implicitly stated in the above answers could be a common teachers‘ belief that 

parental involvement is merely implementing different ways of communication to inform 

parents of students‘ progress, invite them to school events, involve parents in preparation 

of materials and celebrations and anything else that administrators expect or require as 

internal policies related to parental involvement. These findings revealed similar beliefs 

between teachers‘ and principals‘ about what parental involvement is; however, the next 

excerpts from teachers‘ interview may suggest a disconnection of teachers from 

collaborative parental involvement efforts. The following quotes exemplify this implicit 

finding: 

―I think it‘s (parent involvement) an important piece but I don‘t think it‘s a huge 

piece. They‘re trying to improve it and they work to improve it by doing the 

museum activities and the parenting classes and those type of things but I think 

that still a lot of focus is on the academic and TAKS, improving those areas… I 
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think  (X) doesn‘t do as much as X could as far as programs for the school, like 

things that don‘t cost money.  Like… programs cost money and we don‘t have 

money, I understand that we don‘t have money, but parent readers, I mean that‘s 

just getting people to sign up to read to a class.  I mean that doesn‘t cost 

money….‖  

When the teacher was asked what effort (he or she) has made to make that 

happen, the teachers responded: ―I haven‘t done anything‖… As teachers of this campus 

we are expected to make initial contact at the beginning of the school year with the 

parents using postcards or phone calls.  Also throughout the year, we are required to send 

postcards to the parents saying positive messages.  Sending it to the homes, a positive 

message.  Also we have two open houses during the school year and a meet the teacher at 

the beginning.‖ 

When the teacher was asked if (he or she) had individually, as a teacher, a 

particular role with the parents on this campus, the answer was ―No.‖ 

The next exert depicts several answers from a teacher as the researcher attempted 

to gather information about what exactly was the level of engagement that the teacher had 

with parental involvement. When the teacher was asked what was her or his role with 

parental involvement on this campus, the answer was,  

―As what do I involve myself with them (parents)?‖ …― With my students I try to, 

obviously, my involvement with their parents would be issues any kind of 

behavioral issues, negative or positive.  Normally, the best way I get in touch with 
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them is notes home.  I get issues with getting a hold of them through telephones 

but I try. The main involvement I have with parents really is about grades, 

behavior, like I said positive or negative behavior.  I like to reinforce the positive, 

too.  Sometimes when we have activities in the classroom we have some parents 

that actually do volunteer but other than that, I get emails sometimes but just 

pretty much about grades and behavior to be parent involvement… Through 

phone numbers of those that I have an available number which is a very small 

percent…If we have holiday parties, Christmas parties, social parties, those are 

really the only times in the X years I‘ve worked here. I‘ve had two parent 

volunteers that would come and kind of assist with the parties, parents obviously 

of one of my kids that come to help, kind of assist in the parties.  Other than that 

there is no sitting in the classroom or helping with work or monitoring or 

anything. It‘s strictly with social party events in the classroom… No activities 

outside the classrooms. I don‘t have parents come into my classroom. Are you 

asking if they have involvement with their kids at home?  Just in the classroom 

there‘s none. There are no parents...my guess would either be because I know that 

parents work at either two or three jobs.  They‘re living with grandparents and 

grandparents are incapable of coming up here.  Other situations I‘ve heard would 

be parents are unstable to a point they shouldn‘t be driving up to school.  Kids 

that have already dealt with certain, like CPS issues, so kids not living in a stable 
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household, so they don‘t have a parent that‘s going to be involved in my 

classroom.  

When the teacher was asked, ―Are there any attempts to contact or to bring those 

parents on board?" The participant replied, ―To come in my classroom and help?‖ The 

researcher rephrased the question: Any particular attempts you have made or any 

examples of what you have done? The teacher responded,  

―The only time I‘ve asked a parent to come into my classroom, really would be 

for either, they normally volunteer if it‘s a social event.  The only time I‘ve asked 

them to come into my classroom would be to monitor their child.  I‘ve never had 

a parent do it but I‘ve asked them to come watch their child‘s behavior or just for 

a conference with the student and the principal where it would be on my off 

period, so there was no involvement in a teaching environment.  It would just be 

for conferences.‖ 

Another teacher expressed: 

―I haven‘t had any instances in a while where parents will come in and serve as 

room parent or volunteer for other kinds of events or activities where they might 

have been able to do that if they were able to or wanted to…It has not happened 

in some time.  I have had it happen here at times.  It has not happened recently… 

I‘ve always followed what would be like the school‘s protocol for that.  Whenever 

we need volunteers for any reason, the note goes home, the letter goes home, 

giving them the opportunity and then they respond by sending it back indicating 
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whether they can or can‘t.  That‘s the way it‘s always been done.  I don‘t come up 

with things on my own.  I don‘t think we‘ve ever done that here.  Maybe some 

teachers do.  I‘ve never come up with activities on my own where I would be on 

my own, separate from the efforts from the school or the campus, to invite parents 

to come and help with any particular activity… There‘s no real need of parents 

involved in my classroom.  What is going on in the classroom is instruction.  I do 

instruction.  I have support from other teachers, specialists, other teachers in the 

building.  It‘s an organized effort.  In terms of instruction, I don‘t think there 

would be anything that I would need to be doing that I‘m not already doing 

myself or getting help to do…. Now, in lower grades, helping with parties, 

cutting, laminating… I just know that would be the right place, the right way for 

them to help…I don‘t participate in any after-school activities if they have any…it 

is not mandatory.‖ 

Based on the discussion above, principals‘ and teachers‘ seem to share the same 

beliefs as it relates to their perceptions of what parental involvement is, and why it is 

important. Though, principals‘ and teachers‘ perceptions of parental involvement as a 

team effort seem to differ among teachers.  

Overall, the data collected from the principals‘ interview addressing their 

perceptions of parental involvement in school, revealed an implicit finding that parental 

involvement in school involves parents‘ collaboration, primarily with manual labor, and 

their responses to academic and behavioral expectations from teachers and 
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administrators.  This perception is communicated in varied forms including workshops, 

and participating in fund-raising and ceremonial events. Interestingly, the collected data 

from the six teachers that participated in this study revealed very similar implicit beliefs 

that unfolded in the course of their interviews. 

Parents Serve as Essential Supporters and Providers 

As discussed in the initial section of research question one, principals perceived 

parental involvement primarily as a team effort, and being very important to achieve 

campus‘ improvement goals because parents are essential supporters and providers. As 

the principals stated,  

―If the teachers can get the parents over on their side, they almost have it won for 

support for their child.‖ 

―If there is no parent involvement schools can overcome that but it takes a lot of 

work to overcome that.‖   

―It‘s much easier when the parents and schools are working hand in hand‖; also, 

―If the student knows that learning is important to the parent in the home, that 

they‘re motivated to perform to their best.  If they know that if they don‘t do their 

part in their education that when they get home that the parents might have a 

consequence or discussion with them I think they‘re motivated to do it…and that 

makes a difference to achieve our goals‖ 
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Principal Perceptions of Parental Involvement: Research Question Two 

The findings in this section provide the answer to the second question of this study: 

―What is the nature of the relationship between the administrators‘ perceptions of parental 

involvement and the way that parental involvement is carried out in their schools?‖  

Discussion in the following section reveals how the principals‘ perceptions of parental 

involvement fit into their existing practices. Considering the nature of this question, a 

comparative approach is used to address the two themes that follow. The themes emerged 

from the data coding and categorization of the explicit beliefs that principals expressed in 

their answers to research question one. The four main themes are 1) parental involvement is a 

team effort, 2) parental involvement affects students‘ learning, 3) parental involvement is 

very important, and 4) parents serve as essential supporters and providers. These themes are 

reflective of strategies and activities directly related to the practices of parental involvement 

as described by the three principals and as revealed through other sources used in the process 

of triangulation. 

Parental Involvement is a Team Effort 

To a perplexing extent, some of the principals‘ responses to questions were rather 

vague.  For example, when asked about ―any kind of training for parents,‖ responses 

included: 

―…we have noticed that some of our newcomers aren‘t even familiar with how a 

school district is organized and policies sort of just the general working of the 

school, so our counselor and parent liaison set up some meetings in the Fall to 
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entice the newcomer families to come and just talk about what to do. Like what to 

do if you don‘t have the homework or what to do if your child is sick. Just general 

policies that help get the student to the school type things.‖  and 

―My parent liaison takes care of that. She is the head of that department. She has 

offered some sort of … something with computer and…and ESL I think with 

some of my parents‖   

―…they (two parent liaisons that have been in transition) were doing a nice job, so 

they have bookshelves out there with guidance books that parents can either check 

out if they want or come to the parent liaison and read so there is information for 

them. We send the counselor as also a communicator for parents and through her- 

and actually the publications come higher than her- but there are parent tips that 

come and she sends that home about once a week‖  

Similarly, responses to some questions were repetitive.  That is, they gave essentially the 

same answers to different questions.  

Despite the difference in the way that principals responded, in the course of the 

interviews they all emphasized their firm belief that parent involvement is very important 

to the success of their schools.  They also asserted the importance of establishing a 

parent-friendly environment and ensuring open channels of communication with teachers, 

parents, and the community.  

 Perhaps principals‘ caution, vagueness, and repetition in their answers suggest a 

limited knowledge among these school administrators about parental involvement in general 
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or about how parents‘ participation is utilized at their schools.  Vagueness might be expected 

if one has no clear understanding of the different roles that parents can play in school‘s 

improvement efforts, beyond traditional roles. This explanation seems likely given their 

perceptions of the importance of parental involvement in relation to students‘ academic 

achievement. For instance, when principals were asked to state their belief about the role that 

parents play in school, only one principal mentioned how parents were utilized in a different 

role other than manual labor, fundraising activities, receiving and responding to information 

sent home and to teachers‘ concerns (noted as academic involvement). When responding to 

questions regarding principals‘ beliefs about the role that parents play in school and within 

school improvement efforts, cautiously, principal M answered: 

I think that their (parents) role is one of support. When teachers and school send 

home things that concern the education of their child; that if they don‘t understand it 

they feel free to ask us questions, and when they do understand us they support us in 

both the academic and the behavioral aspects. 

The response above might suggest a limited role of parents in school, as supporters by 

responding to information received from school.  

In response to the same question, Principal Q stated:  

―Parents and teachers have to work hand-in-hand to have any student successful in a 

school.  It looks different for every family involved in interaction or how participation 

may look like. For some it‘s coming up here being in the classroom reading to the 

students.  For others it might be helping out in our parent center just cutting or 
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laminating, possibly due to a language self-esteem that they feel.  Sometimes it‘s 

taking things home at night and doing that, or on the weekends when they have more 

time into cutting something out.  But parents need to know what‘s going on in the 

school, the schools need to know what‘s going on at home, that‘s the only way we‘re 

going to have success.‖ 

The answer from principal Q seems to suggest a broader role of parents at school, yet 

leaning more towards the role of parents as helpers in manual labor. Principal R expressed 

her belief in the following terms: 

―That is a very, very important role.  I think we should keep parents 

knowledgeable to everything we do.  I think that as long as we have the parents‘ 

support at school, we‘re going to succeed in getting the things that we need for 

our children.  I want my doors open to the parents.  Of course, in these days and 

times we need to be very, very careful with security, which we are.  Anyone that 

walks in the front door, we give guest stickers.  We invite the parents to come in.  

We want them to feel comfortable.   We have certain times for them to come in 

for lunches and all those kinds of things.  They‘re welcome to come visit their 

children‘s classrooms.  Of course, we limit our time on that.  We make it known 

in our open houses anything that we have here at school that our parents are 

welcome and we want them to take a part. 

The response above may suggest the role of parents in school as being informed 

of school related activities, and what is going on in the classrooms, with the option to 
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visit the classrooms. However, the answer did not necessarily address the specific 

question.  

When principals were asked what their beliefs were about the effect of parental 

involvement on student learning and school improvement efforts, embedded in the context of 

their answers could be a belief that the effect of parental involvement in student learning and 

school improvement efforts, depends on the parents. For example, principal Q expressed her 

belief as follows: 

―I think without parental involvement schools have a hard time improving.  Parents 

are the critical factor in any child‘s life.  They spend more time with that child.  They 

raise that child.  So we need the parents to believe in the school and understand the 

importance of academics.  If there is no parent involvement schools can overcome 

that but it takes a lot of work to overcome that.  It‘s much easier when the parents and 

schools are working hand in hand.‖   

The answer of principal Q may entail that the effect of parental involvement in 

student learning and school improvement efforts depends on the parents, by trusting what 

teachers and administrators are doing and understanding the value of education.  Pausing and 

choosing her words carefully, principal R expressed her belief regarding same question as 

follows: 

 ―I think that if parents feel that education is important, they‘re going to make sure 

that our children feel that it‘s important. We work to let the parents know what we are 

doing here at school and how important we feel that our children are.  We want our 
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parents to know we care about them because we are their role models. We are their 

support system at times.  Sometimes a teacher has to be not only an educator, they 

have to be a mother, or a father.  They have to be almost heaven-like when children 

ask us to do things that are almost impossible.  But we want the parents to know 

we‘re there for their children when they can‘t be there.‖ 

Expressed in a different way, the answer of principal R may also suggest that the 

effect of parental involvement in student learning and school improvement efforts depends 

on the parents, by understanding what teachers and administrators are doing to support their 

children, and expressing to their children the importance of education. Noting a need for 

students‘ motivation, principal M responded: 

―I think that if the student knows that what‘s expected at school is important to the 

parent as well as to the school, that the student is motivated to give his best.  That‘s 

when the parent values what we‘re doing at school and values what is the student‘s 

best and relays that to the student, then I think the student is motivated, they have a 

good reason to do try their best. And that‘s all we‘re trying to get them all to do is to 

do their best, taking their learning, pay the best attention they can and produce the 

best work they can.‖ 

In a similar vein, the answer provided by principal M appears to suggest that the 

effect of parental involvement on student learning and school improvement efforts depends 

on the parents. That is, a parental effect is realized by motivating the students and letting 
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them know how important the expectations of teachers and administrators are to them as 

parents, to their children‘s education and to the school. 

The following statements represent the principals‘ belief regarding the role of 

teachers in parental involvement at school, suggesting that teachers‘ role is generally 

perceived as main sources of information and connection to parents. For instance, principal 

M stated: 

 ―Well, they‘re the first connection with the parent.  That‘s who, generally speaking 

when the parent has a question, they will start with the classroom teacher.  They will 

call the classroom teacher.  Sometimes they come directly to me, but ideally they will 

go to the classroom teacher because the teacher has the direct contact with the student 

and knows the details.  If they come to me with their question, I‘d just need to go to 

the teacher anyway because she‘s the one that has the contact with the student and 

knows all the details about the questions that need to be answered.‖ ―Generally 

speaking, most questions are answered at that level.  If they aren‘t, then I usually find 

out about it and get involved.  If for some reason the parent doesn‘t have her answer 

or his answer completely to his satisfaction, then they‘ll come to me.‖  ―Generally 

speaking our teachers do a nice job of communicating and handling things at their 

level.  Now, I‘ve seen this change, over my course of my career in education, that 

email has made a tremendous difference in how readily parents can communicate 

with teachers because the teachers give out their email addresses, their school email 

addresses to the teachers and the parents feel, many of them who have access, and 



  

139 

 

many of them do, free to email, whenever they have a question, so their questions are 

answered in a very timely manner.  Usually, I would say primarily, how the questions 

get answered at that level and the parents are satisfied they‘ve dealt with the teacher.  

Generally, that‘s what happens.‖  ―Every now and then somebody will either not 

understand or not agree with something at that level and then that‘s when they‘ll 

come and ask me about it.  I generally get the teacher involved at that point also to 

make sure we all understand all the aspects of the situation and then we try to come to 

a compromise and solution.‖ 

Similarly, principal Q views the role of the teachers in parental involvement as 

follows: 

―Teachers are our front line to the parents in the sense that there we have a ‗Meet the 

Teacher‘ before school happens, so the parents come in the week before school 

begins.  And they meet their homeroom teacher and right there they‘re asking for 

telephone numbers, cell phone numbers, emails, whatever, best of time, work, 

anything to get in contact with them.  And we have a behavior policy, if the child, if 

it‘s a minor offense, the teacher calls the parent, right then and there, with the child 

there so it‘s dealt with and the parent understands what‘s going on.  They do the 

postcards to send home the positive information and we do progress reports every 

four and half weeks and then the report cards every nine.  We also ask that the 

teacher‘s first phone call is always positive so it‘s not always a negative reason why 

we‘re calling.  So we‘re saying, so and so is doing a fantastic job in whatever it is.  
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We ask, not only our academic teachers, but our specialists, like music, art, PE, do 

that as well.‖ 

As principal R described the role of the teachers in parental involvement, throughout 

the interview she emphasized teachers‘ role as important as parents, and as important as hers. 

At some point, similar to the roles of teachers that previous principals described, her 

statement suggests that teachers primarily take the role of keeping parents informed as 

expected. The principal stated:   

―They‘re side by side.  Our teachers are side by side with the parent.  Their role is 

just as important as the parents… I have a very settled community.  Which means, 

I‘d probably say 65% to 70% of my students go here from kindergarten to fifth 

grade.  So my parents are very settled and they kind of know our routine and they 

like our routine… The same thing with my teachers, I don‘t have a very big 

fluctuation in my teachers either.  So they (teachers) know that their (parents) role 

is as important as the teachers are here, and they embrace that.  They (teachers) 

have their websites up to date.  I tell them to call parents not only for anything 

that might be a concern in their classroom but also if there‘s something good.  

They need to call the parent even it‘s a child that maybe they‘ve had some 

concern with if the child turns around or does something that we encourage them 

for, my parents know, the teachers know, contact the parent and let them know 

the child has done something really great in their classroom.‖  ―The teachers play 

an important part in parent involvement because I do encourage them to do their 
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own contacting because the parent feels that that‘s important and the teachers too 

if they talk face-to-face.  I encourage parent conferences, like I said, not only 

because of concern in the classroom but also for encouragement… So my teachers 

know that their role is as important as my role is in getting parents involved in 

what‘s going on.  If the teachers can get the parents over on their side they almost 

have it won for support for their child. 

Parental Involvement is a Team Effort 

 During interviews with school principals, two policies concerned with parental 

involvement were noted: Title I, and the District‘s policy.  These policies outline the 

guiding principles for parental involvement of each campus to meet Title I requirements 

of parental involvement. Under the Elementary and Secondary Education Act (ESEA), 

Title I promotes the development of new partnership in the schools. Thus, placing 

particular emphasis on the home-school partnership. Title I mandates that local school 

districts receiving Title I funds have a written parental involvement policy that is 

incorporated in the district‘s plan. Specifically, it requires that: 

―The programs, activities, and procedures shall be planned and implemented with 

meaningful consultation with parents of participating children; and each district 

and school served under Title I, Part A shall jointly develop with, and distribute 

to, parents of participating children a written parental involvement policy, agreed 

on by such parents, that shall describe the means for carrying out the requirements 

of 20 U.S.C. 6318(c)–(f).  Parents shall be notified of the policy in an 
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understandable and uniform format and, to the extent practicable, provided in a 

language the parents can understand.  Such policy shall be made available to the 

local community and updated periodically to meet the changing needs of parents 

and the school, (NCLB, 2001).‖ 

Accordingly, exploration of the districts‘ website revealed that XISD‘s parental 

involvement policy has been revised to meet the requirements of Title I, and its 

communication sources (e.g., Newsletters sent to the community, online announcements 

and invitations, etc.) are evidences that the district jointly developed its policy with active 

participation of parents. Procedures had been established to ensure that parents have a 

voice in the district decision-making process, and the initiatives that demonstrate its 

parental involvement beliefs articulated in its policy stating that ―families are partners 

with school personnel in the education of their children‖; and ―supporting and active 

family involvement and empowerment are essential throughout the school district.‖ 

Strategies to accomplish its belief ―includes but it is not limited to home visits, Parent 

Resource centers, and classes that will help to improve parental skills.‖  Its parent 

involvement policy further explains that, ―parents may contribute‖ to its efforts to 

―develop and maintain an optimum learning environment for all students, through 

volunteer programs at school.‖ Furthermore, its policy requires that:  

―Each school must develop a school-parent compact to strengthen communication 

between the home and the school. This compact will outline how the family, the 

entire campus staff, and the student will share responsibility for improved student 
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achievement. The compacts will be available to parents and families in the student 

handbook, on the school website, and it will be discussed at parent-teacher 

conferences in the elementary schools.  

Documentation gathered from each campus and websites (e.g. Campuses 

Improvement Plan, District Strategic Plan, District‘s & Schools‘ Needs Assessment etc.), 

along with data that emerged from the interviews revealed that the districts‘ and the 

participating schools‘ Parental Involvement Policy are being implemented accordingly, 

through new and pre-existing initiatives as the ones mentioned before.  The collected data 

further reveal that the principals go even beyond policy requirements in their efforts to 

meet the needs of their students and communities.  Such as adaptation of parental 

involvement activities schedules to developing strategies ―for teachers to build 

relationships with our students‖, one of the principals said, and continues explaining:  

―Every morning students are greeted by teachers and administrators at the front 

office main door as they come in, and facial expressions of the children tells a lot, 

so we know when we need pull the students and just have a chat with them…  

sometimes we can identify students‘ behaviors that tells us something is different 

about the child on that particular day. In a very private way, we tell the teacher 

just to say ‗look, I noticed something is going on‘. They might not have time right 

there, but during the day we will make a point to talk to the child. Sometimes we 

may have to call the administration or the counselor if it is serious enough‖, and 

may lead us to support parents with a particular issue.‖   
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As the campuses‘ policy states, principals are committed to provide a quality 

education for their students by developing and maintaining relationships with families 

and communities. Documents from each campus, visits to campuses, interviews, and 

websites demonstrate their efforts to provide programs developed through the Parent 

Center, and opportunities for parents and the community to participate in their schools‘ 

activities. There seems to be a genuine care from each administrator for the children and 

the community they serve. Every school had a program to aid families with food, 

clothing, and even counseling at times. These caring and nurturing environments go 

beyond District‘s and Title I policy. While the previous findings were in tune with 

principals‘ beliefs, the finding discussed below may need further consideration.  

The principals‘ beliefs (their espoused theory) stated in their campus‘ policy and 

throughout the interviews about parental involvement as previously discussed, reflected 

very similar beliefs as stated in the district‘s policy nevertheless, their theory in use to 

some extend conveyed a level of inconsistencies as it relates to administrators‘ 

procedures to ensure that non-staff parents have a voice in the campus decision-making 

process, embedded in Title I policy of parental involvement. For example, one of the 

campus‘ policy states that parents are included in the Parent Involvement Campus 

Committee in charge of developing, reviewing, and revising the campus parental 

involvement policy and the Title I school Compact. However, there was no indication of 

this particular committee or parents‘ participation in these roles. An absence of this policy 

was apparent throughout the principal‘s and teachers‘ interview, in the campus 
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improvement plan, and documentation gathered from the campus or its website. The next 

campus‘s parent involvement policy states the same procedure for the development of its 

policy and Title I school compact. The Campus Improvement Plan also reveals the same 

procedure to be followed. However, the following quote indicate that non-staff parents 

did not have participation in the process;  

―At that time (Fall open house), we put up things like our Title I Parent Compact that 

‗parents agree to this, the students agree to this and teachers agree to this part‘ and we just 

set forth all our goals right at the beginning… It‘s an agreement.  A committee got 

together and wrote it, and the committee consisted of administrators, teachers and 

parents. As it turned out, the parents were parents who are on our staff and we got their 

input.  It just says, as a parent, I agree to and there‘s a list of things, as a student, the 

student agrees to a list of things, and then as a school or teacher they agree to things and 

everybody signs them….‖ 

As in the previous scenarios, the next campus‘ policy states that the Parent 

Involvement Campus Committee developed the Campus Compact and parents were part 

of the committee. However, none of the sources for triangulation provided evidence of a 

Parent Involvement Campus Committee at this campus. The quotes below and the 

Campus Improvement Plan document indicated that the Campus Compact was developed 

by the Campus Improvement Plan Committee; 

―Well, in my campus improvement plan, like I said, we have staff members, we 

have parent members, we have community members, and teacher members, 
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administrative members.  We sit down and we develop our school compact.  School 

compact is the responsibilities that administrators, parents, teachers, students have at 

school….  Since we are a Title I school, we involve the parents in all the compliances that 

we have to do.  We complete what‘s called the School Compact with parents and that 

School Compact… we talk about what our school needs to do for that year.‖ 

According to the District Parent Involvement Policy, ―the compacts will be 

available to parents and families in the student handbook, and on the school website; 

however, these campus‘ websites link the handbook icon to the Elementary School 

handbook available through the district‘s website, which does not include School 

Compact documents.  One out of three campus‘‘ website made available to parents the 

Campus Parental Involvement Policy and the Title I Campus Compact. 

Parental Involvement Affects Students’ Learning 

Previous findings in the above sections related to the principals‘ beliefs about the impact 

of parent involvement in students‘ learning revealed that principals believed that such impact 

depended on the parents‘ input regarding how much they valued education. The findings also 

demonstrated that parents who consistently emphasized to their children how important the 

teachers‘ and administrators‘ expectations were to them contributed to the impact on student 

success.  

Certainly, none of the principals denied how impactful parental involvement is in 

students‘ learning. With that in mind, in this section the researcher brought to discussion the 

activities that they implemented to empower parents with skills that will positively impact 
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their students‘ learning. Indeed, the parent involvement activities that principals previously 

described were intended to support their students‘ academic achievement. How much impact 

each of these activities had or will have in developing parents‘ transferable skills to impact 

their children‘s learning at home was an issue of concern for most teachers and was 

expressed in the course of the interview process. For instance, more than one teacher stated, 

―Community Days are basically just a fun, get-together at school…. It‘s nothing academic.‖ 

Referring to parental involvement activities after school a teacher commented. ―..the 

Saturday Academy… I mean… is…is just kind of people fun, get-together thing.‖ Similarly 

another teacher referred to the same activity ―I don‘t see much of these… kinds of parental 

involvement they do…how it fits with parental involvement helping parents to help the kids 

with school stuff…I just don‘t see it that way.‖  Other teachers‘ comments were related to 

parent involvement activities during the day, ―it is always the same group of parents…about 

6 to 10 mostly Hispanic moms that come here to those meetings…workshops…if you can 

call it that‖; ―…I mean…not even workshops or something different than TAKS 

practices…it will help to train parents…teach them how to ask questions to their kids…how 

to read with their kids…not everything has to be TAKS.‖ Another teacher commented ―I 

have seen some…a group of parents that take ... I think some computer classes?...I think.‖  

All teachers stated that ―the museum nights bring a lot of parents….I mean…compared with 

the other nights‖; ―when they take them (parents) with their kids to the museum in a bus, I 

think that‘s when more parent show up.‖ Teachers also made reference to the Library Nights 

as ―it‘s just parents that come in to check out books.‖ Referring to activities that could help 
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parents, some teachers expressed that in ―the Writers‘ Circus and TAKS activity nights, the 

children kind of lead each station.  

They kind of teach their parents what they were taught so the parent becomes the 

student in this case and the parent learn and they connect, and then we offer them materials 

that they can use to help their children move forward. The stations involve technology, some 

will be more hands-on, and this will be for content areas…That is good because parents 

connect to the real world.‖ Other teacher stated ―I don‘t think that we would…I mean… 

that‘s not a ‗parent training workshop or training‘… we don‘t think so…I may be wrong....‖  

Another comment regarding workshops was, ―…we need workshops for parents…I mean 

real workshops…parents don‘t know how to help.‖     

In that regard, other teacher added, ― the Writers‘ Circus or TAKS activity night is only 

once a year...I don‘t know…I just don‘t think that‘s enough..‖ Still referring to parental 

involvement activities and workshops for parents, another teacher commented, ― …but we 

are looking at providing workshops for parents, particularly bilingual parents, in which they 

can assist their children with their homework, to be more successful in school, teaching 

them…just providing guidelines, explaining what our expectations are to homework, and 

what their responsibilities are as parents… they (parents have a lot of trust in us…if we can 

explicitly tell them what they can do at home to help their child, they will do it, but if we 

don‘t take the time or the opportunity to do that, it‘s not going to happen…no workshops 

have been provided. We are still working on that and we all teachers have been giving our 

feedback because we feel would be beneficial…that‘s something we‘ve expressed to our 



  

149 

 

administration that we need to do because at first they were kind of ‗ well, I don‘t think that 

parents will come‘, and I said ‗ no, they will come because every time I meet with the 

parents, we‘re like ‗well, can you tell me and I will be pulling out, and ‗wait a minute, we 

need to do this for a lot of parents, not just one parent that is coming to see me. I got a lot of 

tools for them that don‘t require technology. So it‘s not like I am giving them a lot of 

websites to go, but I will show them how I do things that I feel they can replicate and learn 

how they can check up and how they can ensure that ‗yes, my child understood this‘ so that 

the child is getting a little bit more; and so, I think we need to do that, not just one by one.‖  

Interestingly, four out of the six teachers similarly expressed the sentiments above in 

different ways more than once, sometimes through their body language rather than words. 

The responses above indicate that some activities that principals have implemented may not 

lead to the level of impact that parental involvement is expected to have on students‘ 

learning; however, as one of the principals said, ―Parental involvement in any fashion has an 

effect on students‘ academic achievement when parents come to school showing their 

children that they care.‖  Taking into consideration the previous teachers‘ insight, it became 

relevant to explore principals‘ actions related to increasing knowledge of effective parental 

involvement practices at their schools. When principals were asked about what kind of 

parental involvement they have provided to their teachers and staff for parent involvement, 

all principals acknowledged that no formal training has been provided to the teachers 

originating  from the administrators, other than ―what is shared in Title I meetings‖; or 

teachers voluntary participation in any training provided by the District Parents‘ Liaison. One 
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of the principals stated, ―I think in academics we get only a certain amount of days, it‘s very 

few days for teacher training and academics tend to take the time…we do go over our 

campus improvement plan …where parent involvement has a section…we read it and we talk 

about it but is not formal training. I think I would have to be trained first to know how to 

train the teachers because I lack that.‖  Referring to what kind of training they have received 

as administrators, only one principal stated, "I have…I can‘t tell you the name of them right 

now. But when I became a Title I, we went through several, especially to talk about how to 

get parents involved if you don‘t have that already. I know that my parent liaison, who helps, 

has had many, many parent trainings, probably more so then me. But when you become an 

administrator, you get those trainings any way.‖  Another principal expressed ―other than just 

that we have instructional meetings, people may mention things; but there is no specific 

training on parental involvement as such. Not that there couldn‘t be if many, many principals 

had requested that. Because we‘re always being asked what we would like to have brought in 

more…but as far as specific training about how to do parental involvement I‘m not sure 

that‘s something, I think a lot of us took classes in that as we became administrators, and we 

know it‘s an important part, so we don‘t do that at instructional meetings.‖ One of the 

principals clearly stated, ―None. I have never received any training…there is no formal 

training that I have been to.  Two other administrators and myself have done book studies 

together on parent involvement.  Like involving the Latino parents, so we‘ve read some 

books together to help us improve, but I have not had any formal training…I belong to an 

organization and they recommend books monthly and that book had come up an since that‘s 
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one of our daily struggles to get more parents involved, I thought that would be a good idea.‖ 

The findings suggested that there is a level of correlation between principals‘ beliefs as it 

relates to the impact of parental involvement in their children‘s‘ education; however, these 

findings also suggested that principals‘ actions, as far as building capacity to foster the type 

of parental involvement that will positively impact students‘ learning, does not directly 

correlate to principals‘ expressed beliefs in that regard. 

Parental Involvement is Very Important 

With common enthusiasm, all principals shared what they have done to create paths leading 

to the increase of parental involvement at their schools. One principal for example, was very 

excited as she described some of her activities; 

―We have all kinds of things for fun, we have the rodeo day, field day and 

sometimes, like every year we have …we do kind of like an encouragement 

session and it‘s called ‗Show Me the Money.‘ We do it for our third, fourth and 

fifth to encourage them on the TAKS. The way this works is: third grade is 

purple, fourth grade is green and fifth grade is gold.  Every Friday, we go around 

and the teachers give to the administration accomplishments that their particular 

grade level has done.  For instance, it could be that their particular grade level 

scored the highest on the last campus benchmark or the last district benchmark.  

The three administrators, we go down there and we‘re dressed in whatever color 

that that particular week did the best.  For instance, if the fourth grade did the 

best, we‘re dressed all in green.  It‘s not only academic it could also be 
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conduct...We have what you call the doubloons, the little coins (Spanish coins), 

and they‘re in the color that that particular grade level is.  So we‘ll award 

doubloons at the end of all of this.  This is before TAKS test.  Whatever grade 

level has won the most coins, that‘s why we call it ‗Show Me the Money‘, 

whoever has won the most coins, they get a great big celebration.  Last year they 

got a party.  We showed a movie.  Parents were all involved in that too.  Parents 

would also come here on a Friday and they‘ll dress in the same color that 

whatever team won that week.  It‘s kind of a competition among the teams, third, 

fourth and fifth…Our parents love to come up here because they think because we 

make noise and it‘s usually at the very end on a Friday so it doesn‘t disturb our 

academic schedules.‖ 

Parents Serve as Essential Supporters and Providers 

As it has been established in the previous discussion, there were several almost 

identical activities among the three schools participating in this study that has been addressed 

above. In addition some of the next parental involvement activities share similarities in the 

names that principals associate to certain activities, and some times in the way the activity is 

carried out on different campus. For example, when referring to TAKS Activity Night, a 

principal explained, ―as a matter of fact, our spring open house is not called an open house, 

it‘s called TAKS Night. What we do is that each grade level opens up their homeroom and 

they get together and each room there‘s a TAKS activity that they sit the parents down with 

their students [children], if they come with them that night.  They show them what the 
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students are not only doing in class but how to help them at home.‖ Another principal 

referred to this type of activity as ―Family Night,‖ whether it‘s for Math Family Night, 

Science Family Night.‖  Another similar activity was what a principal refer to as ―Parent 

Nights‖; which is when ―the science museum comes in to do parent nights‖; and another 

principal made reference to ―a partnership with the children‘s museum that  comes in three 

times a year at night to do a family event”; explaining that ―it‘s children and parents together 

learning about science.‖  This principal further commented ―and we‘ve had over 200 

participants each night there I would say, based on our percentages, we have equal 

representation from parents.  We get the majority from our majority ethnic group but we have 

every ethnic group participating in our parent meetings.‖   

Principals continue to describe the different ways that parents are involved at their 

schools. The principal below made reference to other activities as follows: 

―We involve parents with ‗Curriculum Night‘, where we show parents how to 

get on the internet. All our parents can view whatever grade level their child is 

in. We show them how to do that for their grade book because they can access 

their child‘s grades at any time.‖ She further emphasized… ―We have all kinds 

of nights… so there are always all kinds of activities, whether they‘re reading, 

writing, math, and science…  We‘re not tested, in elementary in social studies, 

but we still do social studies too on that night…. ‗Science Lab‘, shows the 

parents what kind the experiments the children are doing.  It‘s a big night…  We 

have many, many activities throughout the year other than just our two open 
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houses…my community is a working community…we like to try to 

accommodate them so that we can get them involved in school activities and, 

like I said, we usually do these things after school hours.  That‘s not a problem 

with our parents because I usually have to have a School Police Officer here to 

direct traffic because we have so many parents that come up and we need to 

accommodate parking. So I always have an officer here to direct traffic so that 

they can get in without any problem.  We have a very good involvement when I 

can accommodate their working hours.‖  

“Informational Nights by grade levels…first grade had their own night, and 

second and so on, where the teachers presented to the parents expectations, 

curriculum, concerns, gave out emails and that was for an hour and half each 

night at the beginning of September‖… ―Library Night: this activity takes place 

every month where the parents come in… We bring speakers in to get them 

(parents) involved and… keep them (parents) involved to keep them in touch with 

the academics…We have Saturday Academies for our parents who need to work 

at night.  Just little things that we do like we put stickers on the students before an 

event just to remind their parents because all parents are busy with working.  We 

offer incentives to our students to get their parents to come to events so they 

might earn a free dress day, they might earn lunch with their teacher if their 

parents come to a very important event at night.  We have a parent center in our 

front hallway where parents have access to the computer so they can go to our 
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district, our campus or teacher websites.  It also holds any important district 

paperwork that our parents may need‖… ―Parental involvement here takes many 

forms. We have some parents who come in daily and work with their child‘s class 

whether it‘s reading a book or working with small groups, anything like that.  We 

have parents who maybe come in once a week and do the same thing.  We have 

parents who help shelve books in the library.  We have a parent center so they 

have their own room.  So Monday through Friday they can go out to that room.  

There‘s laminating for our primary grades that need to be cut out.  They can help 

there.  We have parents help out in the cafeteria.  We have parents help out at 

dismissal time.  We have parents that go to other children‘s homes and bring them 

to school to make sure that they‘re here on time.  We have parents that bring their 

students on Saturdays for school…and parents that attend meetings. We have 

some during lunch and some at night so we can hit both work schedules.  Our 

counselor and our parent liaison have teamed with a series of six workshops from 

how to raise the child as the general theme but how to work on homework, how to 

recognize bullying, how to do technology, so they‘ve covered six different issues 

with the parents.  And we have gotten a pretty good turn out more than we got last 

year.  I think we‘re averaging about 16 parents.  We‘ve found that a lot of mothers 

can come during lunch so we want to make sure we hit them as well as the family 

members at night.‖ 
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All the parental involvement activities as described by the principals‘ definitely 

indicate a strong connection between the administrators‘ actions and their beliefs that 

parental involvement is important to the achievement of their campus improvement goals. 

Interestingly, several teachers commented in some of these activities with an implied 

concern; which is discussed in the section below. Most of the activities that principals‘ 

shared above, were validated through the teachers‘ interviews, flyers, sign-in sheets 

(except from one campus), while very few activities were posted on the campuses‘ 

website. The level of parents‘ participation in each the activities could not be determine 

since sign-in sheets were very limited with the exception of open-house and museum 

activities. 

Conclusion 

Taking into consideration the purposeful selection of the participants in this study, 

the implicit findings related to question one generated some surprises One surprise being  

the almost identical type of parental involvement activities that teachers do individually, 

at the three campuses, as well as school-wide.  Another surprising finding was that every 

upper grade teacher expressed no need of parental involvement in his or her classrooms 

other than as needed for manual labor (i.e. parties, cutting, laminating, and preparing 

materials for the teachers). Paradoxically, all of them expressed their concern for the 

noticeable decrease of parental involvement as children move to upper grades.   

All the school-wide parent involvement activities that the teachers referred to were also 

highlighted at some point during the principals‘ interview; and many of those activities 
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were stated in the school improvement plans.  Copies of flyers related to these activities 

were also made available to the researcher of this study; however, the extent to which 

parents participated in the majority of these activities could not be determined since the 

sign-in sheets were not consistently matched to each event. In addition, one of the schools 

did not provide any sign-in sheets at all.  

While almost all of the espoused theories, especially from the principals, leaned more 

toward an innovative rather than the traditional approach to parental involvement within school 

improvement efforts, the descriptions of wh02.at was actually occurring in the schools in terms 

of parental involvement, especially the descriptions related to the teachers, leaned much more 

toward a traditional way of pursuing parental involvement.  Overall, the findings in this section 

suggested a strong correlation between principals‘ perceptions and the way that parental 

involvement is carried out in schools.  
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Chapter Five: Summary, Conclusions, and Implications 

Introduction 

This chapter includes a re-statement of the problem, purpose of the study, 

research questions, methodology, and a discussion of findings. The discussion is 

organized by the major themes emerging from interviews—the primary sources of data—

reported in Chapter Four. Two research questions guided this study, and the theoretical 

framework of Argyris and Schön‘s (1978) ―Theories of Action‖ was used to analyze the 

relationship between administrators‘ beliefs (espoused theory) with their existing 

practices (theories-in-use) regarding parental involvement.  This chapter concludes with 

implications for practice and further research related to this study.    

Re-Statement of the Problem 

As demonstrated in the first two chapters, the research on parental involvement is 

relatively deficient in two areas: 1) principals‘ perceptions of parental involvement and 

the procedures regarding parental involvement, and 2) the specific populations studied. 

While numerous studies on parental involvement have been conducted, the research was 

firmly rooted in studying primarily white middle-class parents and programs that serve 

this parent population. Few parental involvement studies used principals as the primary 

focus. The lack of information on school principals‘ perceptions of parental involvement 

appears particularly troublesome when one considers the increasing amount of literature 

emphasizing the impact that school administrators‘ beliefs have in the way schools 

operate. This gap constitutes an important absence in research conducted regarding 
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parental involvement. Consequently, the research, literature, and programs concerned 

with parental involvement reflect a traditionally conceptualized discourse. This discourse 

has created norms of behavior for parental involvement that primarily portrays parents 

and programs as the key factors currently influencing parental involvement in schools. 

Using this traditional conceptualization not only misrepresents the impact of school 

administrators as the individuals responsible for shaping the schools‘ culture to achieve 

its goals (Bolman & Deal, 2003), but it also undermines their influence in the outcomes 

of school improvement efforts by assuming expectations based on the ―ideal parent and 

program.‖ Thus, I argue that parental involvement should be comprehensively researched 

and viewed from the perspectives of different school personnel and from underutilized 

theoretical frames to better understand this important aspect of educational phenomena.  

The search for understanding the impact of parental involvement in school 

improvement efforts continues. Even though support for parental involvement is 

incorporated in current educational policies and practices, parental involvement is not 

always clearly defined. The term ―parental involvement‖ encompasses multiple meanings 

and behaviors.  For some it represents scenes of parents volunteering at school.  For 

others, it conveys the idea of parents participating in the Parent Teacher Association 

(PTA) or other school decision-making consortiums.  Perhaps others envision parental 

involvement as parents and children working together at home in academic activities. 

Nevertheless, it most often refers to parent and family members‘ disposition to use and 

invest resources in their children‘s education.  
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As stated in Chapter Two, parental involvement is a program for some and a way 

of life for others. For example, Epstein (2001) referred to parental involvement as the 

amount of participation a parent has when it comes to schooling and his or her child's life.  

Similarly, federal and state law defines parental involvement as ―the participation of 

parents in regular, two-way, and meaningful communication involving student academic 

learning‖ (NCLB, 2002). However, Young, Rodriguez and Lee (2008) cautioned that 

how parental involvement is perceived and defined ―is affected by a multitude of 

complex phenomena, which include, to name only a few, grade level, school practices, 

belief systems, culture, feelings, relationships, resources, and trust‖ (p.181-182).  Given 

the level of complexity involved with parental involvement, developing a better 

understanding of contemporary leaders‘ beliefs and practices should prove helpful for 

policy, preparation and practice.  

Re-Statement of Purpose of the Study 

The original purpose of this research was to qualitatively investigate perceptions 

and practices of school principals concerning parental involvement in urban, 

predominantly low socioeconomic schools.  Particular attention was given to 

understanding the connection between the beliefs that school leaders shared about 

parental involvement and its role in school improvement (i.e., their espoused theories) 

and to how they supported parental involvement in their school community (i.e., their 

theories in use) (Argyris & Schön, 1978). Finally, it was the intent of this study to 
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provide a more holistic understanding of the parental involvement perceptions and 

practices influencing school improvement efforts. 

Research Questions 

This research was guided by the following two research questions: 

1. What are school administrators‘ perceptions of parental involvement? 

2. What is the nature of the relationship between administrators‘ perceptions of 

parental involvement and the way that parental involvement is carried out in their 

schools? 

These questions determined the methods used in the study as well as the collected data.  

Before data collection, the hope of the researcher was add to the current literature and 

attest to the significance of research on the perceptions and practices of educational 

administrators concerning parental involvement.  

Methodology 

A qualitative case study method was used to collect and report data. The research 

took place at three urban, predominantly low socioeconomic elementary schools in 

Texas. The research took place during November and February of 2010. After identifying 

the target administrators and the target teachers, individual interviews were used as the 

main data-gathering tool (Patton, 1990). A total of nine interviews were conducted for 

this study; three school principals and six teachers in the same school district were 

interviewed. All interviews were recorded and transcribed and these data were analyzed 

through ―unitization" and ―categorization" (Lincoln & Guba, 1985; Miles & Huberman, 
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1994). Trustworthiness (validity) was insured through triangulation of methods. In 

addition to interviews, observations and documents were analyzed, and validity was 

tested by independent analysis of the researcher and a colleague; finally, the researcher 

and colleague compared analyses for agreement. 

Analysis of Findings 

 The participants of this study self-identified as principals and teachers, and their 

conscious effort to acknowledge their perspectives as suggested by the data should not be 

presumed to represent the perspectives of all school administrators and teachers in Texas 

or in the United States in general. These analyses are limited to the data derived from this 

particular study sample. Analyses are not intended to present a new theory. Instead, this 

study reflects the nature of case study methodology, which allows for a naturalistic, 

interpretivist approach to the phenomenon.  

The theoretical framework used in this study to analyze the data is the theory of 

action framework from Argyris and Schön (1974). A theory of action is a theory that 

shares general properties that all theories share, such as generality, centrality and 

simplicity (Argyris & Schön, 1974).  A distinction is made between those theories that 

are implicit in what we do as practitioners (theory-in-use) and those which we call upon 

when we speak of our actions to others (espoused theory).   Importantly, theory-in-use 

refers to the theory that actually governs an individual‘s actions.  Espoused theory refers 

to the answer that individuals usually give when asked how he or she would behave 

under certain circumstances (Argyris & Schön, 1974). It is important and helpful to 
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distinguish between espoused theory and theory-in-use when exploring questions around 

professional and organizational practices, such as how principals support parental 

involvement.   

 

 

 

 

 

 

The analyses of the data collected in this study are presented according to the 

major themes that emerged from the interviews and data collection and discussed vis-à-

vis the theory of action framework. The following four sections correspond to each of the 

major identified themes: (a) parental involvement is a team effort, (b) parental 

involvement affects students‘ learning, (c) parental involvement is very important, and 

(d) parents serve as essential supporters and providers. 

Parental Involvement is a Team Effort 

 There is an abundance of literature on parental involvement addressing the notion 

of team effort where the parents and school work together to help students succeed. The 

sorts of behaviors that illustrate team effort include open channels of communication 

between school administrators and personnel; teachers and parents; and between the 

schools and all stakes holders in their communities. It also includes direct involvement of 
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school staff in parental involvement efforts in the classrooms and school-wide. When 

parental involvement is carried out as a team effort, an established collaboration between 

home and school and well-designed programs to help all families support their children's 

academic and social competence is assumed to be in place (Christenson & Conoley, 

1992; Epstein, 1995). Similarly, when educational entities are functioning under the team 

effort and collaborative principle, parental involvement practices are expected to generate 

higher levels of engagement in school activities to support campus improvement efforts 

(Ballen & Moles, 1994; Henderson & Berla, 1994; Henderson & Mapp, 2002). As 

demonstrated in Chapter Two, several scholars emphasized that good schools not only 

have qualified and talented teachers and administrators, high expectations for all students 

to succeed, rigorous curriculum, engaging instruction, responsive and useful tests and 

assessments, and strong guidance for every student; but, effective schools demonstrate 

strong collaborative efforts from everyone, especially from teachers and administrators to 

establish and sustain parent and community partnerships.  These scholars further 

emphasize that these elements should work in tandem to promote student learning and to 

create a school climate that is welcoming, safe, caring, stimulating, and joyful for all 

students, educators, and families. During the interviews with participants, they 

respectively commented that their parental involvement effort conforms from 

encouragement and expectations of their superiors. The perceived encouragement and 

clear expectations from the respective superiors, as well as their confidence in the 
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participants‘ commitment underscored this notion of a team effort to foster parental 

involvement at their schools.  

Evidently, each of the school principals had established a welcoming environment 

in collaboration with their personnel including custodians, teacher assistants, and 

cafeteria workers. They have also established open channels of communication primarily 

utilizing newsletters, phone calls, and other print and non-print forms of communication. 

These forms of communication included, but were not limited to, open houses; parent-

teacher conferences; schools‘ and teachers‘ websites; Parent Center; Tuesday Folders; 

announcements in schools‘ marquise; emails; and a database where parents can track 

grades. Automatic phone calls to invite parents or remind them of schools‘ special events 

as well as to notify them of district-wide measures related to emergencies, etc., were also 

part of the open communication efforts. Though none of the participants openly 

expressed anything different to the notion of team effort in parental involvement, it was 

demonstrated in Chapter Four that five out of the six interviewed teachers‘ behavior was 

not indicative of seeing parental involvement as a team effort. Further, the same teachers 

commented in several occasions during the interview that they ―have not seen much of a 

difference in parental involvement then what has been before.‖ more than one teacher 

stated that they ―had not done anything on their own‖ to change the outcomes of parent 

involvement at their schools.  

All members at these campuses do not hold the understanding of parental 

involvement as a team effort, nor held the perception that parental involvement had 
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resulted in higher levels of engagement by parents. In fact, there appears to be little 

agreement regarding what the principals‘ perceived parental involvement to be at their 

schools when the majority of teachers seem to be disconnected from any type of activity 

that does not require their direct involvement.  

Another aspect related to perceiving parental involvement as a team effort was the 

extent to which principals engage parents in decision-making processes in their schools. 

According to the activities listed in the policy on parental involvement, the optimal form 

of parent engagement is having parents involved in formal school-based activities such as 

programs developed through the Parent Center, State-based curriculum, and related 

assessments which includes the process to develop the policy and Parent-School 

Compact. However, as discussed in chapter four, actual participation of non-staff parents 

in the committees (other than PTO) at each campus including Campus Improvement Plan 

could not be verified through the process of triangulation.  According to the mission 

statement in the Campus Improvement Plan (CIP), optimal parental involvement would 

be involvement that increased the educational achievement of students. The school's 

administrators should also prioritize activities in which parents are both visible and 

quantifiable. For example, administrators have expressed an interest in increasing 

parental "attendance" at school events such as Parent Night (TAKS related), PTO 

meetings, and Breakfasts and Lunch With Your Love ones, Parent-teacher Conferences, 

etc.  
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Administrators reported that they were also interested in having parents and 

students participate in literacy, math, and science skills through programs such as Library 

and Science Museum Nights. However, the teachers had different ideas about the optimal 

form of parental involvement as well. Some felt it was important to have parents helping 

in the classroom mostly with celebrations arrangements, and/or materials that teachers 

need to have ready. Others felt it was important to have children and their parents 

working together at home with homework, and others felt that parents have no place in 

upper grade classrooms except as helpers with celebrations and materials when the 

teachers ask. Still others felt that optimal parental involvement was in decision making 

with the PTO and having parents act as outside evaluators of the school responding to 

surveys. Most of the participants felt that having parents attend their children's events and 

activities was enough.  

Upon a critical examination of the previously discussed data, not a single teacher 

mentioned the existence of a Parent Involvement Policy, and few of them referred to the 

Campus Compact as a requirement to be sent home and to be talked about during open 

house and parent-teacher conferences. Several teachers also commented that the only 

time they (school teachers) have participated in decisions regarding parental involvement 

was during the formulation of the Campus Improvement Plan at the beginning of the 

school year. Thus, the individuals who interact with children and their parents the most 

played a limited role in determining how to involve parents in their children‘s education. 

In the same regard, this examination revealed that parents had only limited involvement 
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in defining involvement as well.  For example, parents were not involved in decision 

making in any meaning way.  In fact, the extent of their participation involved things like 

participating on a PTO fundraising planning committee. Parents, in general, were not part 

of the parental involvement correlate, and it seems that parents have little voice in what 

goes on concerning parental involvement or what happens in the school at large. Young 

(1997) expands on planning activities and parental involvement: 

The lack of parental involvement in planning is problematic because school 

personnel are not able to see or experience parental involvement from the 

perspective of their school parents with the assumption that parents will not 

participate due to limited knowledge or language barriers. Thus, activities or 

expectations may be planned or developed without knowledge of certain needs or 

without understanding the informational needs or interests of the parent 

community. Consequently, many teachers and parents do not participate into 

activities such as shared decision-making. These factors create a dynamic that 

prevent parents from accessing and utilizing power. (p. 245) 

It is also important to point out that in many cases principals delegated much of the 

responsibility for involving parents to the school parent liaison, which is a paid position.  

Thus, if used effectively, a parent liaison could significantly support a school's goals 

concerning the involvement of parents.  

Applying the theory of action framework revealed some inconsistencies between 

leaders‘ espoused theories concerning parental involvement being a team effort and their 
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theories in use.  Although, parents were involved in a number of different ways, practices 

at these schools do not reflect the notion of a team effort as perceived by the principals.  

Therefore, by the standards of theories of action, there is dissonance between principals‘ 

perceptions of parental involvement (their espoused theory) and their theory-in-use. On 

the basis of these findings, and believing that the essence of team effort calls for 

individuals to move beyond their own comfort zone and step into collective efforts within 

the organization to achieve common goals, the researcher contends school personnel 

perceived parental involvement merely as an individual task limited to compliance for the 

most part. This lack of engagement is the result of unclear policies regarding parental 

involvement which indicates the unwritten expectation that teachers are present for after-

school activities. The researcher recommends instituting policy that is inclusive and 

cognizant of fluctuating schedules to accommodate parents and teachers alike.   

Parental Involvement Affects Students’ Learning 

 A commonality among all the principals selected for this study is the consistent 

persistence to ensure high academic achievement to all students regardless of 

socioeconomic status and cultural differences that characterized their schools‘ 

communities. The pressure principals have to improve performance has resulted in a 

wide-range of improvement programs and initiatives which may provide both inspiration 

and advice to everyone involved in school improvement efforts (Chrispeels, 1996). These 

principals proved to be no exception to these research findings, as they all had a variety 

of improvement programs and initiatives including parental involvement, all geared 
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towards reaching the ultimate goal in the educational system rating of ―exemplary.‖ 

Believing that parental involvement affects students‘ learning, nearly every principal 

expressed having flexible schedules to see parents at a time that is convenient, offering 

both verbal and written translations if needed. Some principals decided to reassign 

individuals in the front office to provide translations not only in written communication, 

but also when parents come to school for any reason. They also provided workshops and 

opportunities to have parents to eat breakfast and lunch with their children, and arranged 

transportation for parents to attend field trips with their children after school hours. 

Principals also created opportunities for parents to participate in curriculum-related 

events after school, such as Saturday Academy, TAKS, and library nights, and arranged 

presentations by motivational speakers in the evenings.  

These findings confirmed principals‘ beliefs that parental involvement affects 

students‘ learning; however, as discussed in Chapter Four, more than one teacher 

commented that the name of some activities carried a different meaning of what was 

actually happening in such activities. Some teachers referred to these activities as ―pretty 

much ‗get together things‘ for families to have fun.‖ Unlike the principals, several 

teachers commented, ―What principals call ‗parents‘ workshops are offered during the 

day and the same six to ten parents attend most of the time.‖ Several teachers also noted 

that most after school activities were motivational speakers, mandatory parent meetings, 

and TAKS related activities, a ―kind of show-and-tell.‖ Teachers expressed a need for 

parent workshops that create ―independent knowledge in parents on how to help 
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interactively with their children at home.‖ Teachers agree that parents need to provide 

time and a quiet place for students to do homework, but also emphasized that more in-

depth workshops with transferable and diverse information to aid children‘s‘ academic 

achievement were necessary. The teachers indicated that principals‘ perception of how 

parental involvement affects students‘ learning was highlighted in the efforts they made 

at each of the campuses. 

As the literature reviewed in Chapter Two demonstrated, several studies found 

that the school and teacher practices were the strongest predictors of parental 

involvement to affect students‘ learning.  According to Dauber and Epstein (1993), 

specific practices that have been shown to predict parental involvement of this nature 

include assigning homework designed to increase student-parent interactions and holding 

workshops for families to educate and empower the families on how to create interactive 

learning with their children at home, so their involvement would positively affect student 

learning. Similarly, the research of Chrispeels (1996) over the past six years has focused 

on the issues of organizational change and school improvement to demonstrate that a 

parent education program can have a significant effect on parent involvement at both the 

elementary and secondary levels by increasing parents' knowledge of how to be involved 

(Chrispeels, 1996). It seems that the interviewed teachers in this study conveyed the same 

message in different ways.  

Based on these data, strong findings of correlation related to principals‘ 

perceptions of the impact of parent involvement on student learning emerged.  
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Specifically, there is a correlation between principals‘ perception (their espoused theory) 

and the way parental involvement is carried out at their school (Argyris & Schön, 1974) 

theories-in-use as far as. Furthermore, there is a strong correlation between principals‘ 

beliefs that parental involvement affects student learning the variety of ways they seek to 

involve parents. However, other findings indicate that principals need to re-evaluate and 

change several types of parental involvement activities. It is recommended that principals 

shift from transferring superficial knowledge to those activities that effectively strategize 

in a comprehensive program of partnership (Epstein et al., 2002).  For example, 

principals‘ commitment to structure formal research-based parent involvement training to 

empower teachers and parents with more interactive strategies that support students‘ 

academic needs at home would be consistent with their belief that parent involvement has 

a positive effect on student‘s learning. 

Parental Involvement is Very Important 

 The literature on the importance of parental involvement in school improvement 

efforts has created a critical theoretical position that incorporates the contribution of 

social, cultural, and past experiences of parents in the educational process of students‘ 

achievement. For instance, some scholars (Espinoza, 1995; Lopez, 2001) have looked 

into the importance of integrating cultural norms in parent involvement practices. In his 

study, Espinoza states that even though schools‘ efforts to involve parents in their 

children's education have increased during the past few years, simply increasing parents‘ 

school involvement does not necessarily lead to positive outcomes, especially for 
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Hispanic families. Educators need to develop an understanding of how the Hispanic 

culture influences child rearing and socialization practices, communication styles, and 

attitudes toward formal education in order to effectively reach Hispanic parents 

(Espinoza, 1995). Lopez (2001) even recommended that schools make a greater effort to 

―effectively partner with parents on the parents‘ own terms to identify the unique ways 

that marginalized parents are already involved in their children‘s education, and search 

for creative ways to capitalize on these and other subjugated forms of involvement‖ ( p. 

18).  These scholars among many others capitalized in the importance of utilizing other 

alternatives of parental involvement utilizing pre-existing knowledge and experiences of 

parents with different backgrounds. Such findings validate the importance of involving 

parents outside of the school walls.  The studies of Epstein (1991, 2001) and Khanna 

(2008) along with these and other numerous studies resonate how important parental 

involvement is in schools, as they echoed heightening parent involvement develops 

student success, improves academic performance, contributes to higher tests scores, 

promotes positive attitudes toward school, results in higher levels of homework 

completion, reduces placements in special education, minimizes suspension and dropout 

rates, and enhances academic perseverance. These are only a few of studies that 

emphasize why and how important parental involvement is for the improvement of 

schools and the success of students‘ academic achievement. This notion is clearly 

observable in the various types of parental involvement that the principals participating in 



  

174 

 

this study utilized at their schools. The variety of activities has been discussed in detail in 

Chapter Four.   

Evidently, principals unanimously expressed and emphasized belief that parental 

involvement is very important for them to achieve their campus‘ improvement plan. That 

is not to claim, however, that the types of activities being used are necessarily yielding 

the expected results as indicated or as the teachers and principals expected. This assertion 

is founded in the data gathered from each campus. Multiple comments that more than one 

principal and nearly every teacher made during the interviews regarded the low 

participation of parents in the majority of the parent involvement activities.  

Thus, the researcher contends that the participants of this study need to advance 

their knowledge in other ways in which parents can be involved utilizing their personal 

life experiences through seeing parental involvement from different perspectives. For 

example, as discussed in Chapter Two, in a study conducted with Hispanic immigrant 

families whose children had been highly successful in school, the families perceived 

themselves as highly involved in their children‘s educational lives sharing with them their 

real-life experiences, although they did not participate in their schooling in traditional 

ways. Even though they recognized traditional forms of involvement (attending PTA 

meetings, having parent-teacher contact, volunteering for school activities) as positive, 

they did not necessarily view these as vital forms of involvement that would affect their 

children‘s academic development. Therefore perceptions of parental involvement should 
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be reconsidered. Perceptions of parental involvement for these families differ from the 

traditional views of parent involvement. 

With regard to the finding that parental involvement is very important, principals‘ 

practices did not consistently reflect their espoused beliefs.  In chapter four, I shared 

multiple quotes revealing the principals‘ espoused theories concerning the importance of 

parental involvement.  For example, one stated: ―I believe that parental involvement is 

key to a student‘s success‖.  However, if you consider the practices and programs that are 

in place within these three schools, particularly those under the direct purview of the 

principals, one is not given the impression that parental involvement is particularly 

important.  An example of this is the limited participation of parents in decision making.    

Parents Serve as Essential Supporters and Providers 

Understanding the nature of parental involvement in school improvement efforts 

continues to be an intriguing, challenging, and important facet in the paradigms of 

parental involvement. These aspects become more prominent in predominantly low 

socioeconomic schools such as the ones that participated in this research. Catsambi and 

Beveridge‘s (2001) studies showed that neighborhood conditions can dilute the effect of 

parental involvement and argued that this has an indirect influence on student 

achievement.  This particular argument suggests that school administrators need to 

customize parent involvement activities such that they support students and families 

according to their specific needs. The analyzed data from the three schools that 

participated in this study reflected that administrators offered support to their students‘ 
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families with food, clothing, and personal family matters affecting their students‘ 

performance through the school counselor.  

Principals perception of parents as partners, and how important and impactful 

they are in student learning as previously discussed, is intrinsically related to what 

principals believe the parents‘ role should be. As demonstrated in Chapter Four, the 

analysis of the data from the three campuses indicated that parents‘ partnerships were 

essentially framed in terms of helping as providers of manual services such as cutting, 

laminating, and preparing teachers‘ materials, arranging and serving students during 

classroom celebrations upon teachers‘ request, participating in school events and 

fundraising activities, signing and returning required documents, attending meetings, 

communicating with their children‘s teacher, helping students with homework, visiting 

the classrooms as observers, and supporting teachers‘ and administrators‘ behavioral and 

academic expectations. One of the principals noted that by participating in these types of 

activities, they were involved academically in school.  As one principal said, ― just from 

the visits that parents make, visiting with teachers, visiting with me, being a volunteer, 

that kind of things, they are very involved in what this school needs [by] believing in the 

school and understanding the importance of academics.‖  

Based on these findings, the researcher contends the previously mentioned 

activities provide a level of parent contribution to what the principals and teachers 

deemed necessary. In fact, unlike the previous three findings regarding parental 

involvement, the parents as supporters and providers was evident in both the leaders and 
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teachers espoused theories and theories in use regarding parental involvement.  

Opportunities for parents‘ involvement at these campuses are created from the principals‘ 

perspective, which is in accordance to the current literature on parental involvement and 

reflects the traditional middle class American way. As one of the principals noted, ―we 

involve parents in this campus the (X) school way.‖ In sum, perception of principals 

regarding parental involvement as essential supporters and providers in principals‘ terms 

is definitely correlated to the way parental involvement is carried out in their schools. 

Implications for Practice 

This study was undertaken to provide insights into the nature of parental 

involvement in urban schools with particular attention given to the perceptions and 

practices of school administrators concerning parental involvement. Particular attention 

was also given to those practices believed to influence school improvement efforts in 

three elementary schools of similar characteristics in an urban school district. Federal 

policies, specifically the No Child Left Behind Act (2001) mandates strong emphasis on 

parental involvement as part of accountability measures with the assumption that students 

perform better when parents are actively involved in the education process, both at home 

and at school. For several decades research has provided substantial evidence that 

parental involvement correlates with student achievement. Yet, numerous studies and 

practitioners contend that there is little parental involvement in public schools, and even 

less in low socioeconomic status campuses. Given these provisions, efforts to increase 
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parental involvement should be given critical attention and sustainable support. Such 

efforts should begin from the school administrators.  

Any effort to understand and describe the impact of administrators‘ perceptions in 

parental involvement implies recognition of both beliefs and behaviors. It implies 

enabling administrators to make contact with their assumptions about this important 

educational phenomena, and develop the skills to compare and contrast their espoused 

theories (what they express to believe) and their theory-in-use (what they are actually 

doing). The existing incongruence between administrators‘ perceptions of parental 

involvement and the way parental involvement was carried out at the participatory 

schools in this study indicated low participation of parents in school improvement efforts 

and very minimal impact of their participation in students‘ learning. These findings 

revealed a pre-established routine approach to parental involvement heavily, leaning 

towards levels one and two from Epstein‘s typology of parental involvement with few 

sporadic attempts to tap into levels three to six. Therefore, the researcher also contends 

that there is a lack of a systematic approach to parental involvement.  

In order effectively implement parental involvement practices at these campuses, 

principals must challenge themselves to fully understand the aspects of theory-in-use and 

address three critical elements. These three areas of consideration call for an analytical 

frame of reflection and change that involves the detection and correction of error (Argyris 

& Schön, 1978).  According to their studies, when something goes wrong, an initial 

behavior for many people is to look for another strategy that will address and work within 
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the governing variables.  In other words, given or chosen goals, values, plans and rules 

are operationalized rather than questioned.  By Argyris and Schön‘s definition, this 

exemplifies a structure of single-loop learning and is proven to be counterproductive.  

The following is an alternative response is to question governing variables and to subject 

them to critical scrutiny.   

 Governing variables in their practices: Those dimensions that they are trying 

to keep within acceptable limits. Any action is likely to have impact upon a 

number of such variables.  Thus, any situation can trigger a trade-off among 

their governing variables. 

 Their action strategies: The moves and plans they use to keep their governing 

values within the acceptable range. 

 Consequences: What happens as a result of their actions? These can be both 

intended and unintended. In addition, the consequences can be for the self, 

and/or for others (Schön, 1983).  

Such a process may then lead to an alteration in the governing variables (chosen goals, 

values, plans and rules) and, thus, a shift in the way in which strategies and consequences 

are framed (double-loop learning structure). For the principal, asking questions about the 

extent to which their behaviors fit their espoused theory and whether their inner feelings 

become expressed in their actions determine if there is congruency between the two 

(Argyris, 1982). The implementation of this double-loop learning structure encompasses 
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the entire organization requiring a shared-decision making process that includes the voice 

of the school personnel, non-staff parents, and community representatives. 

As a result of these systematic reflective practices, administrators will be able to 

monitor their practices consistently, detect errors, reevaluate their goals and objectives, 

and calibrate their strategies effectively to achieve their campus improvement goals. To 

be effective, parental involvement at these schools must be clearly defined and 

collaboratively planned, and a well-framed, structured parental involvement program 

needs to be established. 

The school district's requirement that schools create school-parent compacts and 

Campus Parental Involvement Policy provides an important opportunity for principals to 

re-define very specific goals and clear expectations of the school in regards to parental 

involvement policy. This opportunity should also include an outline of how parents and 

school personnel will work together in their efforts to increase student achievement and 

serve as a guide for collaboration and ongoing communication between the home and 

school. 

It is useful to have a written policy in very specific terms that can be referred to 

for guidance as a program develops, (Young, 1997).  However, the lack of clearly stated 

and communicated vision and goals for parental involvement, and the use of rhetoric and 

imprecise language in existing policies, conveyed a vague message which is more 

indicative of complying with Title I requirements than a real connection to the true needs 

of parental involvement. There should not be room for ambiguity when it comes to 
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creating policies in order to minimize or eliminate (whenever possible) 

misunderstandings among the people that are impacted by such policies. As Fullan 

(1991) explained, it is important that policy initiatives include the "three Rs of relevance, 

readiness, and resources‖ (p. 63). By relevance, Fullan means attending to the perception 

of need for the program, the clarity, and worth of the program. The meaning of readiness 

in this case is the capability of the school to initiate the program, to develop it, and/or to 

adopt it. Taking into consideration  

the "individual" and "organizational" factors. For individuals: Does it address a 

perceived need? Is it a reasonable change? Do they possess the requisite 

knowledge and skills? Do they have the time? For organizations: Is the change 

compatible with the culture of the school? Are facilities, equipment, materials, 

and supplies available? Are there crises or change efforts in progress? (Fullan, 

1991, p. 63-64) 

Addressing the implication for practices of parental involvement in relationship to 

low participation of parents in formal academic activities, the researcher suggests there 

may be an association between the number and type of activities that principals offered. 

Epstein (1994) suggests that school personnel try to instill components of parental 

involvement through many of their programs, resulting in dispersed activities that 

generate very little impact in school improvement efforts. Consequently, parents may feel 

overwhelmed with so many demands and the well-intended school efforts may generate 

different outcomes. This is a reason why the researcher of this study suggests that 
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principals must utilized the systematic reflective process of double-loop learning as 

outlined in the theories of action frame.  

The researcher of this study also suggests that formal parental involvement 

training must be provided in order to improve existing practices and involve parents more 

effectively at these campuses. This suggestion is rooted in the findings of the analyzed 

data revealing that neither principals nor teachers have received formal parental 

involvement training other than what was provided to them in the process of obtaining 

their educational credentials. Several of the participants indicated a strong need and 

interest in being formally trained specifically in that area, still noting that there was not 

enough time in their schedule to attend so many trainings. The researcher suggests 

structuring formal research-based parental involvement training within designated 

professional development days for teachers and principals. It is also suggested to 

structure formal research-based training for parents in the most convenient way 

addressing three specific areas: a) increase parents‘ self-esteem by validating and 

utilizing their past and present knowledge, skills, and real-life experiences;  b) empower 

parents with advocacy skills; and c) develop practical and transferable knowledge for 

parents to know how to work interactively with their children in educational related 

activities. 

Implications for practice include: 

A. The schools commitment to revise their existing policies to establish a clear and 

specific vision which delineates very specific goals and responsibilities based on 
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identified academic needs through an authentic shared-decision making process. 

B. The schools commitment to select a systematic well-framed parental involvement 

program to prioritize and focus their parental involvement activities upon agreed 

needs. 

C. The schools commitment to provide teachers with formal research-based training, and 

a commitment from principals to seek the same quality of parental involvement 

training as well in order to effectively implement their selected program to better 

serve and engage parents of low socioeconomic status. 

D. The schools commitment to provide training for parents to develop advocacy skills 

and high self-esteem.  

E. The schools commitment to seek feedback from families concerning the usefulness 

and effectiveness of parental involvement activities they attend, requesting their 

opinion about notification of the event, the information provided, the time of the 

event, and any suggestions they may have for upcoming events. Parents who did not 

attend need to be contacted as well and asked what prevented them from attending. 

Parents feedback should be gathered through personal contact because it provides an 

opportunity for school personnel to hear how parents feel since tone of voice carries a 

great deal of their feelings and emotions.   
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Implications for Research 

 Several implications for research can be generated from the findings of this study, 

beginning with the addition of the identified findings to the growing literature on parental 

involvement in low socioeconomic status schools. A number of findings identified in this 

research are congruent with other research on parental involvement in general and/or in 

low socioeconomic schools (e.g., Epstein, 1990; 1991; 1995; 2001, Young, 1997). One 

example is the finding that administrators need to ensure internal structures of shared 

decision-making in which parents‘ voices are heard. Parents‘ isolation from school 

decision-making processes may result in limited support for school improvement 

initiatives (Epstein, 1995; Young, 1997).  In addition, from this research, possibilities for 

several studies emerged. This study could be replicated using comparative research 

between school districts that are heavily characterized by low socioeconomic 

communities and a school district with more affluent communities. Additional studies 

could be conducted to explore perceptions of parental involvement from school 

administrators in elementary, middle, or high schools compared to parents‘ perceptions of 

involvement. 

Conclusion 

This study made use of face-to face interviews and document analysis to explore 

how well administrators‘ practices relative to parental involvement  (theory-in-use) align 

with beliefs and perceptions (espoused theory) pertaining to parental involvement.  

Furthermore, this study explored perceptions of the effectiveness of both parental 
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involvement and the efforts to foster parental involvement in school improvement efforts. 

Data analysis focused on understanding both what administrators believe, what they do 

(theories of action, Argyris & Schön, 1978), and the impact of their perceptions of 

parental involvement on school improvement efforts. 

This qualitative study was undertaken to provide insights into the perceptions and 

practices of school administrators concerning parental involvement in urban schools. 

Particular attention was given to those practices believed to influence school 

improvement efforts. For several decades research has provided substantial evidence that 

parental involvement correlates with student achievement. Yet, numerous studies and 

practitioners contend that there is little parental involvement in public schools and even 

less in low socioeconomic status campuses. Given these provisions, efforts to increase 

parental involvement should be given critical attention and sustainable support.  

The findings of this study suggest that principals and school personnel would 

benefit from customized research-based training. Acknowledging the general findings 

discussed in the previous section, the researcher concludes that school administrators 

should think critically once they make a cognizant effort to unveil any type of beliefs that 

may be interfering with more effective ways of infusing parental involvement into their 

academic achievement goals.  

This dissertation has demonstrated the value of dialogue-based research from 

which the critical findings of this study emerged. The researcher concludes that there is 

great value in the combination of qualitative research methods and a critical theoretical 
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frame to illuminate the never-ending exploration of human perceptions in the educational 

phenomena of parental involvement. 
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