PARENT INVOLVEMENT IN MIGRANT HEAD START: PARENTALBELIEFS AND
TEACHER PRACTICES

By

Julia Elizabeth Smith

A DISSERTATION

Submitted to
Michigan State University
in partial fulfilment of the requirements
for the degree of

Human Development and Family Studies -Doctor ofd2bphy
2013



ABSTRACT

PARENT INVOLVEMENT IN MIGRANT HEAD START: PARENTALBELIEFS AND
TEACHER PRACTICES

By
Julia Elizabeth Smith

The current study focused on parent involvememigfant farmworker families of
Mexican origin with children enrolled in Migrant He Start. Under investigation were parent
and teacher beliefs and practices pertaining toli@ment in the child’s early schooling context.
An ethnography approach and modified grounded thapproach was chosen which involved
in-depth interviews, observations, and focus grdopsnember checking. Participants included
14 parents and 7 teachers at three sites in NosteweMichigan. Findings from the study
include the constructed roles of parents in they@alucation of their children. Extended family
ties as additional message barers and use plagerkfas contrary to family educational goals
were non-traditional ways in which parents cong&ddheir role. Additionally, both Spanish
speaking parents and English speaking teachegg#tdiwith language and written forms of
communication. Language and culture also influertema parents developednfinanzawith
educators and experienced favorable views of Migrerad Start staff. Some parents discussed
cultural differences in child rearing practicesttbmphasize an understandinge$pecto
between adults and children from the lens of Latinkbure. This study provided insight into a
population in which little research has previousten conducted particularly around parent
involvement. It furthers the understanding of deeegroups of Latinos within U.S. educational
systems and specifically expands the knowledgbehtigrant farmworker families of Mexican

descent.



Copyright by
JULIA ELIZABETH SMITH
2013



DEDICATION

Behold, the wages of the laborers who mowed your
fields, which you kept back by fraud, are cryingd ou
against you, and cries of the harvesters have
reached the ears of the Lord. — James 5.4

| would like to dedicate this work to God and thebbrers. To the Almighty who gave
me strength to fulfill it, a belief in myself, amaspiration to continue and succeed. And to the
migrant farmworkers of Michigan who graciously game their time on this study, and whose
children have inspired my higher education.

| would like to also dedicate this dissertatiomty family. This work is in memory of my
beloved brother, Donald Harris Smith (Hoss) whaldiee summer of 2013, his wife Amanda,
and their children Jan Michael, Zackery, and Argatdt is in honor of my Parents who instilled
the importance of education in my life. | also wamtledicate this work to my daughters
Adrianna and Azania who have been my strength msmiration during this process

| would like to dedicate this to my guidance comegt my chair Dr. Deborah Johnson
who has influenced my life in many ways. | wanthiiank her greatly for bringing me into the
program, guiding my work, always being straight &meyh with me, and expecting high quality
work. | also want to thank my committee members,Nites McNall, Dr Holly Brophy-Herb,
Dr. Rene Perez Rosebaum, and Dr. Hope Gerde. Maudibbeen wonderful throughout t



TABLE OF CONTENTS

LIST OF TABLES ... e e e e e e ean X

LIST OF FIGURES ..o e e e e e e e e e e e e e e ee e e X

(O o 1 e I USSR 1
INTRODUGCTION ..ottt eeem e e e e e e e e e e et seeeeaeaseeaeaaeaaaeeaseessnssnnnes 1
Problem STAatEMENT ........coii i eeeeee e e e e e et —————— e e e aaaeaaes 2
Background and CONTEXE............uuuuuuuns e eeeteiieaas s s e e e e e e aeeeeeeeeeseessbennnnsesssnnna s e eaaaeaaaeas 4
The MIigrant FarmMWOTKET ..........cccoiiiivies e e e e eeeeeeeeeaaseaasns s ss s s aeaeeeaaaaaaaeaaaseaeeeeeeeesnnnes 4
Children of Migrant FarMWOIKEIS..........coi i 6
Education Programs for Migrant Children ... 8
Migrant Head Start PrOgram ............oooi e eeeeeeeeiieiitieaas s s e e e e e e e e e e eeeeeseeeaeeeeeeesssennnnns 8
The PUrpose Of the STUAY ........uvuiiiiiii e 10
RESEAICH QUESTIONS .....iiiiiiii e i e+t e e e e e e e et e e e e e eeeennsa e e e e e eeetaaeeeeaeennes 10
SUIMIMIAIY ettt ettt e et e e nmm e et e e et e e e e et e e e e s e e e e ta e e e et e e ee e sa e e e ebaeeeebneeeennneeeens 11
CHAPTER 2 .ot eeemme e ettt e e s see e e e s e e e e aeaaaeaeeeeeeesaessesaaanan 12
LITERATURE REVIEW ...ttt e e e ettt s s s e e e e e e e aa e e e e eaeeessnnnnnesesnsssnnnnnnn s 12
Home and School Based Parent INVOIVEMENt ... 12
Benefits of Parent INVOIVEMENT.............uuuuiiiiii e 14
Education and Parent INVOIVEMENT .........coouuiiiiiiiiic e e 16
Diversity IN HEAA STAIT..........iiiiiii e e e e e e e e e nen e eea s e e eeaeas 19
Head Start and Parent INVOIVEMENL ..o e eeeiiiiie e s e e eeaa e e 21
Theoretical Perspectives and Parent INVOIVEMENL.................uiviiiiiiiiieeeeeeeeeeeeeeeeee e, 24
Hoover-Dempsey and Sandler Model of Parent InvoBmm................ccooviiiiiieiiiiiiiis oo 25
Vygotsky’'s Cultural Historical APProach ......ee...coeiiiiiiiieeeiiicieeeee e 26
Role Construction: Social and Cultural Understagdor Latinos ..............cooevvevvviiinnnnnnnnn. 28
] L= 0] 11 1 1o 1o o SR 28
Latinos and Social Construction Of ROIES ...coeaeeeeeiiiiiiiiieecie 29
Role Construction and Cultural BEliefS.......cccuviviriiiiiiiiiiiiiiiee e eeeevveeeeee e 31
Invitations of Educators and Communication withihatFamilies..............cccccoeeeiiiiiiineee. 32
Teacher Invitations, Trust and Warmth...... ... 33
Latino Families and INVITAtIONS .........ooui et 34
Communication with Latino Famili€S.........coccceeeriiiiiiiiiiie e 35
Life Context of Migrant Farmworker FamilieS..........ccoooviiiiiiiiiiii 37
Barriers Associated With Life CONEXL ... eeeeeeeeiiiiiiiiiiiie e e ee e e e e e eeeeeeeeeeeeeeeeaaennes 38
Life Context as Voice and OPPOITUNILY........cceumeuunuiiiieeeeeeeeeeeeeeeeeiteiiii s 39
(@0 o Td 1113 (0] o P 39
CHAPTER 3 oot eeeemt e st e e ettt e e s eeeaeasseaeaaaaaaaeeeeeeeeaessesananas 41
Y]l [ 11 X L 41
EthnographiC APPrOaCh ... e e e e e 41



EtNNOQrapny ... e 41

Data Analysis Approach and MethodS...........ccceiiiiiiiiiiiiir e 43
Modified Grounded TREOIY .........ccouiiiiiet ettt e e e e e e e e e e s e eeeneeeeebananas 43
(@ o [T o Jr= g [0 I AN AV LYo J PRSP 43

LI L= =Xt ] 0o e [ r=1 o] 0 1= O RRRPPPPP 44
INVestigator AUTNENTICITY ..........coiiiii it eeeeas 44
Personal ChalleNgEs. ........uuuiu e e e e e e e e e e eaenaeees 45

S 10 [0 )V Y (T SRS 45
NOIthWeSTEIN IMICNIGAN ......oiiiii i ettt e e e e e e e e e e aeeeeeaaaeeeeeanneees 45
Migrant Head Start CENTEIS ...........oiviviceemmmmeee e e e e e e e e e ettt eeeaetara e e e seeee e s s e e e e e e aeaaaeeeees 46
Year Of DIOUGNL.......ccoooiiee e e e e et e e e et et as 47

Obtaining Access to the COMMUNILY ...........ommmmmeeeennniiireeeeeeeeerreeeeeeeereenn e 48
Volunteering at the CENTEIS ....... oot ettt e e e e e 49
ReCruitment Of TEACKHEIS. .........uiiiiiiiiit ettt e e e e e 50
Recruitment of Parents and Initiating Contact VIHEMIlIES ..............ccccceeiiiiiiiiiiiiiiiiieeee 50
Building Trust with Families and Giving Back to tBemmunity............ccccceeeiiieiiieeeeeenn. 15

o T Tod o = o1 3OS 52

Descriptions of the Participant FAmMIlES ......ccccooeieiiiiiiec e 53
Origin of the Families in the StUAY ... eeeiiiii 53
Migrant Labor Profile ... ceeee et een e e a e e e e e e e e e e e e e e e aanaaaan 55
Education and English Language ADIlity ... 56
Family and Child Profile ..........oooviiii e 57

TEACNET PArtICIDANTS ..eeeiiiiiiiiiiei et e e e e e e e e e e e et e e e e ettt e nnaaeebesbae e e e e e e e e eeaaaaas 59
The Migrant Head Start TEAChErs...........veeeeeer e 59
Relationship with Parents, Language Use, and Yi@aVBHS ...............oo oo, 59
Education Backgrounds Of TEACNEIS ...« eeeeeeeeieiiiieeeiies e eree e e e e e e e 60

Data ColleCtioN ProCEAUIES .......ccoi et ee e e e e e as 61
Par@Nnt INTEIVIEWS ......ueiiiiiiiiiie ittt e e ettt e e e e e e s s s e s e s eeb bbb beeeees 61
Language Interviews and TranSCHPLIONS. ........ouiiiiiiiiiiiiiiiiiaae e e e e e e e eeeeeeeeeeieeeeeeeeeeeeens 61
TEACHET INTEIVIEWS ...t e e e e e e e 62

TruStWOIthINESS Of DALA ....ccei e e e e e e 62
Extended Time in the Program and Talking to Membéxsut Findings ............cccoevvvvvnees 63
Participant ODSEIVALION ...........uuuuiiiiiiiie e e e e e e 63
1YL g o L= @ 1Yo 24 Vo SR 63
Parent FOCUS GrOUPS. ....uuu it eeeemmmme ettt e e e e et et e e e e e eett e e e e e e esbmmma e e aeeensnnn e aaaeees 64
TEACNET FOCUS GIOUPS ...ciiiiiieeeiitteeiitimmmmmmme e e e e eeeeeeeaeesaaaass s s e e e aeeaeeeaaaaaaeeaaeseeesnssssnnnnns 64
Validity and Credibility ..........ooo e 65

CHAPTER 4 ..ottt ettt e e e e e e e e e e e e e e e s e e bbb r e e ee e e e e e e e e e s e s e e a s anbbbbeneees 67
FINDINGS ...ttt e e e ettt ettt e e e aaaaeeeeaeessaaanssseeeeeeeeaaaaaaaeaaeaessennannns 67

Yoo [ [ i o] o [P PPPPPRPPPPPPPP 67

Part 1: Results of Parent INTEIVIBWS ..o 67
Major Themes from Parent INTEIVIEWS .........cuummmeernreiieeeeeeereeerereeeiiennnnsseseessnneeeeeas 67
Theme One: ROIE CONSIIUCTION .........uuiiitieeeeee it e e eeaaaee b s 69

Role Construction: Social INfIUENCES.........cuueriiiiiiiiiiie e 69
EXtended Family ... 69



Teachers or the Immediate Family ... 71
Role Construction: VOIUNTEEIING ..........u..mmmmmneeeeeeeeeeeeisiatiiesseeeeeeeeeeeeseeeeeeeneeeeeennnnes 71
Parents’ Personal Growth through Volunteering................oiiiiiiiiieeeeee, 72
Volunteering to Spend Time with Children ... 73
Helping the PrOgramM........... e eeee e 73
Role Construction: Personal beliefs about education..............ccccccciiiiiiiinniiiiinnee. 74
Positive Environment for LEArning ...........ceeeeeeoonnoeeeeeeeeeeeeeeeeeiiiiiii s 75
BilINQUAIISIM ...t e e e e e e e e e e e e et e e e e et rn e raa s 75
Schools and Upward MODIItY.........ccoouii e 76
More Support for Education inthe US ... 77
Balancing Education Opportunities and Safety..............ueeiiiiiiiinniiiiieieceeeeiiieees 78
Role Construction: Responsibilities............ccooiiiiiiiiiiiicie e eeeeeeeee e 78
Nurturing and Preparing Children.......... ..o 79
Being Responsible with School Related ACtiVItieS.............evvvviiiiiiiiiiieieeeeeeeeeee, 79
Being a Role Model and First TEACNET ...........ceeiiiiiiiiiiie e 80
Theme TWO: INVITALIONS ......uuuieiiiiiiiiiii i e e e e e s s e eeeees 80
Welcoming t0 FAMIIES .......uuiiiii i ee e e eeeeaeees 81
Trust and Feeling at HOME ...........cooo oo 82
Encouraging Parents to Become INVOIVE ... eeeiiiiiiiiiiiiiiiiiciiieeee e 83
Feelings of Not being iINCIUdE ..........o e 83
Theme TRreERESPECTO........coo i e e e 84
Respect between Educators and Parents ... ceeeeeeee.ecoeeiiieieeeeeeeeiieeeeiiiininennens 85
Respect between Teachers and Children......eiiiiis 86
Theme Four: COMMUNICATION...........uuuuttts e e e e e s s e e et e e e e e e sseneebreeneees 86
Communication: LangUAQE USE..........uuuiiiiiiieeieeeeeeeeeeeeeeeetis e een e e e 87
Favorable Views of Spanish Language USEe........ccccovveeiiiiiiiiiiieeceeiee e 87
Negative VIiews Of ENGIISN......cooouiiiiiiiii e 87
(O LY o) B 1 (=T o1 (=] =] USRS 88
Communication: Interpersonal CommuniCatION .ccoocoooiiiiiiiiiiiiiii e 89
Theme Five: Life CONTEXL .....uviiiiiiiiii ettt e e e e e e e e 90
Life Context: Importance of Language and Culturalitfige ..............cooovvivviiiiiinnnnnns 90.
Migrant Head Start Supporting Language and CUltULe..............evieiiiiieiieeeeeeennn. 9l
Life Context: Barriers of Parents’ Own SChOOliNg.............uvuviiiiiiiiiiiieeeeeeeeeee, 91
Difficulties Finishing School in the United States..........ccccccovvvviiiiiiiiieeieeeeeeeee, 92
Perceptions of EAUCAtION IN MEXICO .......uuuemmmmmiiiiiiiiiiaia e e e e e e e e eeeeeeeeveeeesenaeeeees 93
Life Context: Parents’ Work as Motivation to Keehil@ren in School...............ccccc...... 94
Life Context: Barriers to Parent Participation &f@unteering.............ccoovvvvvevvvivnnnnnns 95
WOTIK SCREAUIES........ccooi e 96
PIEONANCY ... ettt e e e et e e et e e e e e e e e e e e eeas 96
Parental Lack Of INTEreSt .......coooiiiiii e 96
Summary Of Parent SECHION ........ooiiiiiiii e e e e e e e e e e e e eeeaaaeees 97
Part 2 TeaCher RESUILS ..o e e e e e e e 98
Major Themes from Teacher INTEIVIEWS ... o eeeiiieieiiiiiiiiiiaanaee e e e eeeeeeeeeeeeeeeeeees 98
Theme One: COMMUNICALION .......uiiiiiiiiiiiceeeeee e e e e e e e e 101
Interpersonal ComMMUNICALION........coooi ittt ee e eeeenanees 101
TEAM EFTOIT .ot e e e et e e e e e e e e e as 103

Vi



LANQUAGE ...t et ettt e et e e e e e e e e e e e e e e e eaaas 104

= 1T U E=To Lo = = g = S 105
HOME LANQUAGE USE ...ttt a e e e 105
Facilitating Language BarriersS ..........ooeeeuuueiiiiie et eeeee e 106
NONVEIDAI CUBS ...t 106
LI L] =0 o TR PPPPPPPPRTPPP 107
Written COMMUNICALION .........ooiiiiiiiiiiiiimmmmme s ettt e e e e e e e e e e e e e e e 108
Conflicting Findings and Written CommuNiCatioN ................ccvvvviiiiiiiineeeeeeeeeenn, 108
Theme Two: Teacher INVILAtIONS. ........... e e e eeeaaeeees 110
AV (oo a1l e I = U= ] £ 110
Incentives and ENCOUragEemMENT .............. oo eeeeeeeeeieeiiiiiiiiiiaaaa e e e e e e s aaeeaeeaaaaaaens 111
Theme Three: FIEXIDIlity .........cooo e 112
GOING 10 the FIEIAS ...t e s 112
Evening and Weekend HOME VIiSItS ......ccocoiceeeeeeiiiii e 113
Multiple Means of COMMUNICALION ............uueemmmreiieiee e 113
Theme Four: Parent PartiCipation...........ccceeeeuuuiiiioiiee e 114
More Parent INVOIVEMENT ........ooeiiiiiiiie e 115
Barriers to Parent INVOIVEMENT ... 116
WOIK SChEAUIE ... s 116
B2 1 1S o0 5 = 1o ) o SRS 117
IN HOMeE ACLIVILY PracCliCES ....oovviiiiiiiiiiiiee et 117
Summary of TeaCher SECHON ......ccooi i 119
Parents and Teachers: Intersection of Experiendd@rspectives............cccccevvvvvvnnnnnmnm 120
1)Y= 10 TP PPPPPPPPPPPRPR 120
Communication Practices between Teachers and Batent..............cccoeoeivviiiiiiiiiviinns 122
Parent INVOIVEMENT PracCliCES .......coouiiiiiie ettt 124
SUMIMBIY ..ttt ettt e oot eameame e e e e e ettt ta e e e aeeeeaa e e eeeeessanaaaaaaeeeeessan s aeaeensnnnaaaanees 125
CHAPTER 5 .ottt ettt e e e e e e e e e e bbbt et eeeeae s e s s e s e bbb bbb be s e e e e e e s 127
DISCUSSION AND CONCLUSION ...ccoiiiiiiiiiei sttt e e e e e e e e e e e e e e e e s snneeeeees 127
SUMMArY Of FINAINGS ... e e e e e e e e e e e e e e e e e e e e rsesanan s 127
Do U 7] o] o PP 134
Role Construction and Extended Family......ccccoeeeeeiiiiiiii e 134
Nontraditional Role Construction and Migrant Lalar..................eeiiiiiinninneeeeineeeenn. 137
Language as a Tool for CommUNICALION ........cccceveeeiiiiiiiieeeicrrr e e e e e ee e 138
Written FOrms of COMMUNICALION..............ocummmeeiiiee et 141
Language as Cultural [dENTILY ............uuuemmmrerriiiier e e e e e e e e e e 142
INVITATIONS @NA TTUSE.....uiiiiiiii e et e e e e e e e e et e e e e e e e e e e e e aeeenn s 144
Respect and Perceptions of EAUCALION ......cccoveeeiiieiiiiiiiie e 146
[T T = Lo PP 148
Limitations of Parent SAmPIe ...........oooviiiiieeiiceie e 148
Limitations of Spanish Speaking Teacher Sample.............cccoooiiiiiiiiiiiiiie 149
General LIMITATIONS ........uuuiiiieiiiiiiiie et e e e e e e e e e et eeeeeeeeeeas 149
(@] o Tod 1010 o ST RSUPPPPPP 150
Key Finding 1: Role Of OCCUPALION.............ommmeeeeereeeeeeeiiiiiiiiinasseeeeeeeeeseereeaeeeeaeeeeens 150
Key Finding 2: Role of Extended Family.......o . oo eeeeeee e 151

viii



Key Finding 3: CommuNication PracCtiCeS......cccoo i iiiiiiiiiiiiiiiiiiiien e eeee e
Key Finding 4: Language CUIUIE ...........oooeeeeiiiiiiicie e 154
(@ gF=T o1 (=T g U1 0 10 0 =V VPSS SRRRRPP 156
APPENDICES ... ..ot e e e e e e 158
Appendix A: Protocol for FOCUS GrOUPS. .. ....coin it et et e e emmmae et e ae e 159
Appendix B: Parent Interview QUESHIONS.........uvtiiiie e e v eemmete e e eeienanas 160
Appendix C: Teacher Interview QUESTIONS........ooui ittt e v et e eae e enaes 163
Appendix D: Interview ProtoCol..........coiii e e e e 165
REFERENGCES ..ottt ettt et e et e e e e e e bbb bbb e b e e e e e e e e e eaeeas 166



Table 1:

Table 2:

Table 3:

Table 4:

Table 5:

Table 6:

Table 7:

Table 8:

LIST OF TABLES

Centers and Volunteers 2012.............c..ccovievvninnns
Regions of Birth and Language............c.coovveiii i iiveiieec e,
Migrant Labor Profile............coovi i e
Education and English Language............cccoevvcie i i e,
Family and Child Profile ............coo oo e,

Teaching Position and Age........oooiiiiiiii e e e e e vmnn

Relationship with Parents, Language, aedry¥in MHS

Education Background of Teachers..............coo it it s ceveevnnns

47

54

55

56

57

59

60

60



LIST OF FIGURES

Figure 1: Major Themes of Parent Study...........ccooiiiiiiii i e v e e

Figure 2: Major Themes of Teacher Study............ccooviiiiiii it e e

Xi



CHAPTER 1
INTRODUCTION

As a child migrant laborer at 12 years of age, €C€$mvez supported the family when
his father became disabled. Although he experiehegsh working conditions as a migrant
child, his family’s beliefs about the importancehaird work, respect, and education gave him
the motivation to stay in school and learn to read write (California Department of Education,
2012). Chavez attended 37 different schools (UFYT22. Despite these challenge
circumstances and perhaps because of them, Ceaaebecame a leader and activist for
migrant farm workers rights in California in the6IBs, (Levy & Chavez, 1975). Chavez’s life
story underscores the experiences of many childneinyouth being raised in migrant
farmworker families. It is estimated that there aver 400,000 children of migrant farmworkers
in the United States who travel with their familaesd thus consistently change schools
(Tomaine, 2010). Despite the strides that Chavezenfiar migrant farm workers, they remain
one of the most educationally impoverished, vulbleraand underserved groups in the US
today. His life also underscores the challengesddny migrant parents who want better
educational opportunities for their children bug drsenfranchised from involvement and
decision making in that regard.

Very little research has been generated that dartgs to our understanding of how

migrant farmworker parents of Mexican origiparticipate in the education of their children,

particularly during the preschool years. As an atiooal setting that encourages families to

Migrant farm worker families of Mexican origin, lse full description of the population
pertaining to this study. The author will interclgaably use the above description with migrant
farm worker families or migrant farm worker parents



participate in and support their children’s edumaail experiences, Migrant Head Start is an

important context to explore these questions. hiqadar, Migrant Head Start prograrznserve
this unique population of migrant farmworker chéddy and it may be there that these key
guestions about migrant families and educationbsamost easily addressed.

In this study | intended to examine how parentiwftildren in Migrant Head Start
programs in Michigan make decisions to become weain their children’s education, and how
those decisions are shaped by social interactigthst@achers and by parents’ cultural views
(Daniels, 2008; Hoover-Dempsey et al., 2005; Vygypt4978). In this study | considered the
cultural background and personal experiences ofanigparents and how they influence the
ways they become involved in school-related prasti€urthermore, | looked at how a sample of
Migrant Head Start preschool teachers’ practicescammmunication styles with families
encourage migrant parents to become involved iin théddren’s early education.

In the first chapter | will give an overview of tpeoblem and summarize the background
of migrant families, migrant children, and the Migt Head Start program in Michigan. I will

also describe the purpose of the study and int®thue research questions.

Problem Statement

The benefits of parent involvement in the educatibohildren have been cited in many
studies, including work with minority families (gldo-Gatain, 1991; Oyserman, Brickman &
Rhodes, 2007; Parker, Piotrkowski, Baker, KessBldar, Clark & Peay, 2001; Seeffeldt;
Denton, Galper & Younoszai, 1998). Some researshuhderscored the early years of a child’'s

schooling as a critical time for parents to takeaative role in their children’s education (Castro,

2 . . : : . :
Migrant Head Start Program is a branch of Head Siaich services children of Migrant farm
workers.



Bryant, Peisner-Feinberg & Skinner, 2004). Theyesducation years of migrant farmworker
children may be an opportune time for parentsaolekills to support their children’s education
so that more migrant children succeed in schotiénong term.

Migrant children are at great risk for failure tongplete school, or to transition out of the
cycle of poverty into which they were born (Branza$, Rosenthal & Wright, 2003; Child
Labor Law, 2008). A couple of studies have givesight into the motivational factors of
migrant parents that contribute to long term acadennccess of migrant children completing
high school (Lopez, 2001; Trevino, 2008). Althoubkse findings are important, little is known
about what motivates and contributes to parentlugment in the early education of migrant
children. Additionally, little is known about thele of early education teachers in providing
opportunities for Mexican migrant parents to becangaged in their children’s education.

The Hoover-Dempsey and Sandler Model of Parentieweent (1995, 1997) is one
theoretical lens that has been used to study amotivational beliefs. The model introduces a
theory of psychological factors that contributgoprents’ school involvement decisions (Hoover-
Dempsey & Sandler, 1995). Relevant to this studiiesnotion that pertinent social groups
motivate parents to construct roles of parent wmswlent in education, and that teachers’
practices of invitations influence decisions todree involved (Hoover-Dempsey & Sandler,
1997). Another lens through which to view parenbirement of migrant farmworker parents is
Vygotsky’s Cultural Historical Theory. Vygotsky (18) suggests that cultural values and
experiences are socially transmitted. Thus, pareatsural beliefs and experiences would
influence their role in their children’s educatidiurthermore, the work of Vygotsky (1978)
recognized the importance of two-way communicatiotgrrelatedness, and human

development. These theories provide insight intpartant constructs that can be extended to



better understand parents’ cultural beliefs, exgpexes, and the social influences and practices of
teachers as related to parent involvement.

Increased parent involvement is a critical compooéiead Start through The
Programs’ Performance Standards, which includedimglrelationships with families, enhancing
parenting skills, encouraging parents to voluntaed participating in the decision making
process (Schumacher, 2003). Some research ont jparelvement in Head Start program has
stemmed from practitioner’s concerns with the leasrthat families face which inhibit parent
involvement practices (Lamb-Parker, Piotrkowskik&a Kessler-Sklar & Peay, 2001; In
Migrant Head Start, where increased parent invobrmiis desired, there is not much research on
how parent involvement is practiced within the perg. Thus, this study’s focus is to discover
some of the psychological factors that contribatéhe involvement of migrant parents, and how
teachers’ practices and interactions with paresgssaiparents in becoming involved. The next

section will give background information on the naigt farmworker families and their children.

Background and Context

The Migrant Farmworker

Northwest Michigan is known for its abundant hatvédany seasonal crops and
orchards produce tomatoes, blueberries, cherniapeg and apples which thrive in the fertile
soil and gentle summers that the region has to.d3fecause these crops cannot be machine
harvested, they require extensive human laborrefady handpick and harvest. Currently,
Michigan shares first place in apple productiorhwifashington State and New York, and
overall the state is the fourth largest employemajrant farm labor (Apple Journal, 2012; Parra-
Cardona, Buloch, Imig, Villarruel & Gold, 2006). §tant farmworkers, typically arrive to the

area in April and May for planting and field workdastay on at farms through the end of the fall

4



months. When the seasons change and the hangestasthey move on to other states to find
similar work or cross international boarders artdireto their home communities in Mexico
(Reichert & Massey, 1979).

The scope of migrant labor is expansive. It isneated that 2.5 million people earn a
living doing temporary farm labor each year actbgsUnited States (Chavkin, 1996). They
work long hours in rugged conditions that requirenrand women who can work efficiently to
assure that the harvest is produced in a timelyn@arccording to The Michigan Civil Rights
Commission (2007), migrant workers often do notehagcess to bathrooms and water while
working in the fields, and in some cases their @ygis will charge workers for water while
they work. Wages earned by migrant farmworkers Heaen found to be far below the poverty
line, with an annual income reported at around @1®dollars (Child Labor Law, 2008). The
majority of migrant farmworkers are Spanish spegkmmigrants from Mexico who have come
across the border illegally, and US nationals okidan origin. In 2010, The United States
Department of Agriculture reported that 67 % of rarg farmworkers were born in Mexico, and
27 % were born in Puerto Rico or The United Staleg. remaining six percent were from
Central America. Additionally, the data reportedttB3 % of migrant farmworkers were citizens
of the United States of America, and of the noreeits, the majority were undocumented
workers (USDA, 2011). Even though many workersilkeggal, they represent a vital workforce
in rural farming communities such as in the stdt®lichigan. Although many migrant
farmworkers are single men, many of them travehiamilies and are accompanied by young

children (Chavkin, 1996).



Children of Migrant Farmworkers

Migrant children are known to many places suchueal communities in Michigan. The
exact numbers are unclear, but it has been estintiadé¢ approximately 409,000 migrant
children travel with their parents each year acthesontinental United States (Chavkin, 1996).
A migrant child is defined as a child whose paremtguardian work in migratory agricultural
work, including dairy or fisheries, and have movedwork in the preceding 36 months (United
States Commission of Civil Rights, 2007). Like mamidren from low-income families,
migrant children are being raised in poverty, whiels been associated with poor educational
outcomes (Branz-Spall et al, 2003). In additioe, ttiajority of migrant children are culturally
and linguistically diverse, with close to 85 % dqag Spanish as their home language (Migrant
and Seasonal Head Start Collaboration Office, 2008jino children and migrant farmworker
children are one of the most underserved groupgesepted in early care and education

programs in the United States.

There has been reliable documentation of migraiddren entering the workforce at a
very young age (Human Rights Watch, 2012; ChilddraB008). It is estimated that at least
one-third of migrant children go to work to contrib to their families’ earnings, and children as
young as seven years old have been found workittgeifields (Child Labor Law, 2008; Human
Rights Watch, 2012; Lopez, Scribner, & Mabhitivardbh, 2003). Although the federal
government has cautious guidelines pertaining ilol tbor under the Fair Labor Standards Act
(FLSA), the laws differ for children working in agulture (United States Department of Labor,
2012). FLSA assures that when children work, teye parental consent, work minimal hours,
and perform work in a safe environment that doe¢gauopardize their health, well-being, or

educational opportunities. In many states migranten are exempt from FLSA standards and



under law are allowed to work in less regulatedditoons (United States Department of Labor,
2012). The migrant child working in agriculture dameasily exploited and exposed to
hazardous working conditions, and their work mateptally affect attendance and school
routine. State Child Labor Laws Applicable to Agilicire Employment in Michigan does not
require children to show proof of their age to worlagriculture. The Fair Labor Standards Act
(FSLA) which restricts children under 16 from wargiin certain types of jobs, and working
over 10 hours a week is exempt in most types a€algure work in Michigan (United States
Department of Labor, 2012). For example, migrdnideen in can work up to 11 hours a day or
up to 62 hours a week (6 days a week) during schexxdtions, and can combine work and
school activities up to 48 hours a week (6 daysak)while school is in session. Children in
Michigan also do not need to show proof of age ¢okwn the fields (United States Department
of Labor, 2012). Apart from the loose child labawk which make access to work in the fields
an option for migrant children, the mobility of magnt families also complicates schooling and
can interfere with children’s attendance and penorce in schools.

The mobility of migrant children is a fairly freqgaieoccurrence. Although many migrant
families have permanent locations, which they leathe, mobility during the school year has
been found to have negative effects on childrecé&lamic outcomes and is associated with
behavioral problems (Branz-Spall et al., 2003; khart, 2002). Texas is a home base state for
many migrant families who work seasonally in Midmig It is not unusual for children to begin
the school year in the fall in one state and reta Texas by late fall, enrolling in another
school. Likewise, children may leave Texas befbeednd of the school year in the spring (April
and May) to relocate in another state where thaiemqts are working (Fagnoni, 1999). The

interruptions in schooling caused by mobility h#deen associated with instability and poor



educational outcomes for migrant children (BranaiBgt al, 2003; Diaz, 1991), and the dropout
rate of migrant high school children has been founide as high as 67 % (Child labor Law,
2008). The problems associated with children grgwip in migrant farmworker life styles
underscores the need to better grasp what canreetdassist children and families with their
education challenges. Currently, the Federal Gowent offers two education programs

specifically for migrant children, Migrant Educati®rogram and Migrant Head Start.

Education Programs for Migrant Children

In rural Michigan many migrant families have acsceseducation programs for their
children, such as Migrant Education and Migrantdi8gart, which are specifically designed to
provide education services to migrant children elthileir parent are working in agriculture
related activities. These programs have the patiiaticreate positive perspectives on education
through their family involvement initiatives and iprking directly with migrant families.
Migrant Head Start is one such program that cainfbeential to families in the early years of
their children’s education. Like regular Head Staithas traditionally focused on parent
involvement as a main component of its program waifbcus on “the whole child” and family
(Broughton, 1989; Findlay, 1995; Vinovskis, 2005gI&r & Muenchow, 1992). Migrant Head
Start may be a domain where parents can learnblalséills to engage in their children’s

education in the early years.

Migrant Head Start Program

The Michigan Migrant Head Start (MMHS) is a seaslgraperated Early Head Start
/Head Start program serving children from birthtagix years old. The program serves over
1,500 children who migrate annually with their fiss who work in the agriculture industry

(Program Information Report, 2003). The programhacations in the State of Michigan,
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primarily on the western side of the state nearelsliichigan, but with other centers located in
other regions of the Lower Peninsula. As migrantik@s arrive in the spring to find work,
MMHS operates accordingly to provide services fiday through November during the
planting, growing, and harvest times. Michigathis fourth largest employer of migrant labor in
the United States (Parra-Cardona, et al., 2006) (s need is great to provide quality care
programs to young children, such as the Michigagritit Head Start.

Michigan Migrant Head Start is one of many Migrbdg#ad Start programs in the United
States. The scope of the program is one of natggalficance, with care being provided to
nearly 37,000 migrant children and nearly 2,50&seal children (seasonal children are children
whose parents work in seasonal labor which is geaund) annually in 40 states (National
Seasonal and Migrant Head Start Association, 20H®Never, Migrant Head Start serves only
19 % of eligible children on average (Beltran & @ehsser, 2008), which means that many
more children and families could potentially beveel by this program in the future if more
programs were created to serve children and cupreigrams expanded with funding. Migrant
Head Start offers extended hour care, which refldet long hours which parents typically work
in the fields. Programs usually run from six wetkgight or nine months, and children attend
from five to seven days a week, eight to twelvere@iday (Fuentes, Cantu & Stechuk, 1996). It
operates only for families who meet the eligibiligguirements of mobility, income level, and
work in agriculture (National Seasonal and Migrdead Start Association, 2010). The program
is developmentally focused, taking into considerathe child’s education, health, and family.
Migrant Head Start implements multi-cultural, dex@hentally appropriate practices for Spanish
speaking children and it provides bilingual staffem available (Yandin, 2005). Children are

encouraged to build upon their native languageenpibdual instruction in English is introduced



(National Seasonal and Migrant Head Start Assaria010). Migrant Head Start is part of the
larger context of Head Start programs, includingiBeal Head Start and Native American Head

Start.

The Purpose of the Study

Some researchers who have focused on migrant farkewparents with school age
children have acknowledged that in general, migtamilies have been overlooked in research
studies (Lopez, 2001; Lopez, et al., 2001; Sian@n8ith; 1996; Trevino, 2004). Particularly,
little is known of parents’ beliefs and teachensigiices which foster parent involvement in the
early education of children for migrant farmworkamilies. Because studies have pointed to the
importance of parents becoming involved in theyegehrs of children’s development and
education (Castro, et al., 2004; Epstein, 1996, udo®empsey, 2005; Lamb-Parker et al.,
1997) it is important to assess how parent involeintan attenuate the educational challenges
faced by migrant children and youth. This studlf endeavor to address the gaps prevalent in
current published research on the education ofanigarmworker children and to extend the
available research on this population. This stualythe potential to inform Migrant Head Start
and other education programs on best practicgsai@nt involvement for migrant school-aged
children. It will highlight parent involvement frothe cultural perspectives and experiences of
these parents, and how teachers’ communicatioth&purpose of engaging these families may

work towards bridging more effective parent invahent practices.

Research Questions
How are parent involvement practices among migpanents influenced by cultural

belief patterns at home and teachers’ roles at@d@ho
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The following more specific questions will guideststudy:

1) How do Mexican migrant parents construct rolesairtchildren’s education through

involvement with early childhood education progr&@ms

2) What practices of teachers are related to parpatsicipation in the process of their

children’s education as reported by teachers arehps?

3) What are the cultural beliefs and life experieneéh education systems which

influence parents’ perception of parent involvemariligrant Head Start?

Summary

In this chapter | have introduced the problem, haaknd information, purpose of the study,
research questions of the study, and | have disdub® importance of this work to advance
research in the field of education. In the nextptéal will provide a discussion of the literature
related to parent involvement, history of parenbimement in Head Start, parent involvement
and Latino and migrant families, will discuss thedretical frameworks important to this study

and the constructs of the study.
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CHAPTER 2
LITERATURE REVIEW

The purpose of this study is to hear the voicamigfant farmworker parents regarding
their beliefs’ on educational parent involvementelated to their child, the teacher, and the
school context. | will examine the aspects of a@ltinat influence their practices of parent
involvement. The study will also address practigesligrant Head Start teachers and their
perspectives on engaging migrant families in thiyesducation of their children. This chapter
will include a review of the literature related t(t) home and school parent involvement as
defined in research, (2) the benefits of parenbivement, (3) education and parent involvement
and its importance in Head Start, (4) theoriesavépt involvement and human development,

and (5) the constructs of parent involvement reléabethe study.

Home and School Based Parent Involvement

Parent involvement in children’s education has nfaayures. Typically, parent
involvement is defined in two ways, home-based maresolvement practices and school based
parent involvement. Parent involvement in the hasraefined as interactions taking place
between the child and the parent outside of theadhat support learning (Hoover-Dempsey,
Walker, & Sandler, 2005). These include help witmiework, overseeing children’s school
progress in the home, and other strategies foocmséelarning (Green, Walker, Hoover-Dempsey
& Sandler, 2007). Home-based parent involvemerddea be widely practiced. Up to 70
percent of parents reported some form of involvenrethe home, such as help with homework
that supports children’s schooling, regardlessiofieity, socioeconomic status, or education

level of parents, in a national survey (U.S. Daperit of Education, 2006).
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School-based parent involvement is frequently aefim school-centered terms, such as
volunteering in the classrooms, attending confegsrar school functions, and participating in
governing boards and parent decision making coragst{Waanders, Mendez & Downer, 2005).
According to The Department of Education (2006)stitonferences were attended by two-
thirds of parents of all ethnicities. However, atfms of parent involvement such as
volunteering were less common among minority pa;eitrican American (32 percent),
Hispanics (28 percent), compared to European pa(dB8percent), (U.S. Department of
Education, 2006). Recent models of parent involvearnave moved towards an approach of
incorporating both home-based and school-basedections that emphasize cooperation,
community, transitions from home and school, aratesth goals for children (Epstein, 1996;
McWayne, Campos & Owsianik, 2008).

Connections between home and school based parah@ment are areas of interest to
researchers involved in child development and ethita outcomes of children in preschool
and K-12 programs. Epstein’s model (1996) of hortessl connections identified six types of
parent involvement: parenting, communicating, viadening, decision making, collaborating
with community, and learning at home. For examgbenmunicating included talking to families
about school programs and student progress threfligttive home-school and school-home
connections. Decision making includes familiepagicipants in school decisions, governance,
and advocacy through school committees and othrenparganizations. While some research
focuses on the categories of involvement, otheve leaplored the patterns of influential factors
in the parent involvement process (Hoover-Demps&a&dler, 1997). Watkins (1997)
suggested that particular patterns of parent irerakent practices be identified from the home-

school connections with a focus on teacher comnatioias with families. Other studies suggest
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that practitioners may not be aware of the manyswasnilies support their children at home
(McWayne, Campos, Owsianik, 2007). For examplenimority families it has been found that
parents approach involvement in ways less notigetthd schools (Olmendo, 2004; Valdez,
1996). Olmendo’s (2004) ethnographic study arghatiLatina mothers in Chicago defined the
roles of involvement as providing a nurturing eomiment and teaching children to be respectful
towards educators. Likewise Lopez’s (2001) cagdysbf high achieving migrant worker
children found that parent’s hard work ethic codplth strong beliefs that emphasized the
significance of education led to their childreniEsess both in the primary grades and later in
life. Although parent involvement practices arérkl and studied within a broad context, it is
agreed upon in the literature that parent involveinheads to positive education outcomes for

children (Epstein, 1996; Brickman & Rhodes, 2007).

Benefits of Parent Involvement

It is important to understand the vital role thatgnt involvement has on children’s
academic achievement. The positive effect of paremaivement in their children’s education
have been cited in numerous empirical studies @ipst996; Brickman & Rhodes, 2007,
Hoover-Dempsey & Sandler, 2005; Lamb-Parker, Pmtdki, Baker, Kesseler-Sklar, Clark &
Peay, 2001; Reynolds, 1991; Seefeldt, et al., 1¥8rez-Orozco, Suarez-Orozco & Todorova,
2008). In particular, the role it can play in cinédd’s cognitive, language, and socio-cultural
growth in the early years of learning which dodhignce better school outcomes later in life
(Castro, et al., 2004). Parent involvement has lbe@nd to significantly influence reading,
math, and socio-emotional maturity of prekindergiaut risk minority children, in a longitudinal
study of 1539 children and families (Reynolds, 1)9%h evaluation of prekindergarten

programs in the Chicago Public School’s Child-Paf&enters found positive effects on low-
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income children’s achievement and behavior whein gagents were involved (Georgia State
University, Health Policy Center, 2003). Further,extensive review of empirical studies on the
benefits of parent involvement concluded that is wasitively linked to higher graduation rates,
lower dropout rate, student competence and marey teneficial contributions to children’s
education (Hoover-Dempsey, Walker, Sandler, Whe@eden, Wilkins & Closson, 2005).
Overall, it is one of the strongest predictorstaflent achievement.

Research has documented a number of barriers éntgarolvement for low-income and
minority families (Hill & Taylor, 2004). These inatfle, but are not limited to, low levels of
education of parents, economic stress, neighboshqadents’ negative experiences with
schools, depression, and language barriers (CoDeener & Lopez, 1999; McWayne et al.,
2008; Ramirez, 2004; Romo, 1984; Smith & Singh,200aanders et al., 2007). Although
findings suggest a number of obstacles for low-4me@nd minority parents becoming involved
in their children’s schooling, other studies regmenhefits for low-income and minority families
as well (Perez-Carreon, Drake & Barton, 2005; LoR€01; Nzinga-Johnson, Baker &
Aupperlee, 2009). Nzinga-Johnson, Baker and Auppg009) found that with minority
parents, as well as other majority parents, pastneruilding between educators and parents
was a key variable in parents’ engagement in tteidren’s school, in a stratified random
sample of 483 parents and 431 teachers. Resealditioo parents found that when parents are
informed about the education systems in which ttigidren are involved, they are able to make
knowledgeable choices and influence their childsetgvelopment (Carreon, et al., 2005;
Delgado-Gaitan, 1991; Suarez-Orozco, et al., 208&nowledging that language barriers and

social supports were often hindrances of parerdl@ment for low-income immigrant Latino
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families, Perez-Carreon et al., (2005) found tlzaepts were able to establish presence in their
children’s education by constructing relationshiph school teachers and administrators.

In addition to parents gaining decision makinglskaind becoming active participants in
their child’s education, parents who are involvedHead Start also experience psychological
benefits. The Head Start FACES study reportedltvaincome parents with high levels of
involvement in the Head Start program significamtigreased their locus of control, social
support, and significantly decreased their depoasscores (Zill et al., 2001). Head Start
families were also found to be more likely to papate in their children’s kindergarten one year
after having been in Head Start (Seefeldt, el@B8). These findings are consistent with other
research on Latino families whose engagement ledsense of empowerment through
involvement in the schooling process and learnlmguatheir children’s education (Carreon et
al., 2005; Chrispeels & Rivero, 2001; Delgado-Gaite091; Delgado-Gaitan, 2004).

Collectively these findings suggest that parenbimement in children’s education can
benefit low-income and minority children. As sutths an area worthy of further exploration
specifically with migrant farmworker families whoaess public schools and early childhood
programs in the United States. The next sectiohfegus on the history and background of
parent involvement in the United States. It wilaliss the development of parent involvement
as an important component of Head Start and thedviigHead Start Program (Lubeck &

deVries, 2010).

Education and Parent Involvement
In the public education system in America from adyeas the late nineteenth century,
concerned parents began to question the increaspayation between parental control and

public schools (Hiatt, 1994). These concerns megiva group of middle class mothers to form
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the National Congress of Mothers (NCM) in 1897, wahet with teachers on Saturdays, studied
school curriculum and became informed about chéddetbpment (Hiatt, 1994). The NCM
worked as volunteers on the national, state, acal level and their efforts eventually led to the
establishment of the Parent Teacher Associatiortt(H&94). The pioneering efforts of the
National Congress of Mothers and Parent Teachevdleson deepened parents’ influence in
children’s education and established mutual codperdetween parents and teachers (Schoff,
1916).

In the later part of the twentieth century, parested on the court systems to promote
change in the public schools. A number of landntades (including Brown v. Board of
Education of Topeka and Serrano v. Priest) heagigmafkents involved school reform and
marked changes in the public schools for equatifyublic education for minority children
(Brown, 1975). Along with these court rulings, rass and knowledge of the positive influence
of parent involvement in children’s education wasorporated and parent involvement
programs were implemented in the public schoolst{HED94, Vinovski, 2005). Federally
funded legislation led to the Elementary School éfct965 and Project Head Start which
required parental participation in governing boadd in school activities (Haitt, 1994).

Head Start has been one of the most enduring pregier early childhood development
for low-income families with an emphasis on thealvement of families (Seefeldt, et al., 1998).
In the 1960’s when Head Start was founded, it wlaenced by Urie Bronfenbrenner’s
ecological approach to child development whichudeld a strong dedication to families (Zigler
& Muenchow 1992). This approach was based ondéa that by helping the family, that child
was also helped (Findlay, 1995; Vinovskis; 200%jl&l & Muenchow, 1992). In these early

years, parents were encouraged to participateeigl#ssrooms, in governance, in the decision
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making process, and in workshops. Public reporte@fesults of early Head Start viewed the
growth and development taking place for familiesaymbol of change for poor communities
(Connard & Novick, 1996; Findlay, 1995). This eddyel of engagement represented
empowerment for Head Start families through the@ss of interrelatedness, which supports
growth and development from relationships (Conandovick, 1996).

Head Start today functions on that early foundasiod includes an active parent
participation component. Additionally, Head Staetflérmance Standards include programmatic
guidelines for teachers and staff to engage parei@®mphasizes relationship building,
involvement, decision making on curriculum and goaace, participation in the classroom, and
opportunities for parent skill enhancement (Schurea2003). Revised Performance Standards
have included individualized “Family Partnershigir@eements which are envisioned as
cooperative agreements that establish collaboraghationships between families and Head
Start center staff (Lukbeck & deVries, 2010).

Migrant Head Start is guided by the Head Startd?erdnce Standards’ position on
involving families (U.S. Department of Health andriian Services, 1999). Although, its
services to families are similar to regular HeaartSMigrant Head Start provides more flexible
services to families to meet the unique needseaptipulation by focusing on multicultural child
development and individualized services (Nationaeiht and Seasonal Head Start
Collaboration Office, 2009-2010). Migrant Head $taas established in 1969 so that infants,
toddlers, and preschool-aged children could begadya education activities while their
families work in the fields. Currently, Migrant H&&tart operates in 34 states serving over
37,000 children, with 450 Migrant Head Start Cesiteationwide (National Migrant and

Seasonal Head Start Collaboration Office, 2012 @moblem that has been acknowledged in
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regards to outcome goals set by Head Start idliba¢ remains a shortage of studies on child
and family outcomes within the Migrant Head Stadgsam population (Kloosterman,
Skiffington & Sanchez, 2003). Therefore, more rede# needed to better understand the
effectiveness of Migrant Head Start in servingatah and families including learning more

about parent involvement.

Diversity in Head Start

Diversity of families is not a new concept in Hestart. The historical setting in which
Head Start was founded, in the initial pilot praojetthe Mississippi Delta, gave opportunities to
African Americans children and families with prograthat provided early education to children
and supports to families (Findlay, 1995; Vinovs®B05). As Head Start expanded, so did the
outreach to more diverse families, including imraigs, refugee families, and dual language
learners (Broughton, 1989). The need to addrdssrally and linguistically diverse families
within the program grew as immigration began tongfgathe faces of the children of Head Start
and America. At the policy level, an early effartaddress the needs of diverse children and
families was thought out through the 1990 Multiatdd Principles for The Head Start Program
(U.S. Department of Health and Human Services, 1981is early attempt to outline core
principles of serving multicultural families prowd a framework to inform Head Start programs
and their practices for working with children amanilies from culturally and linguistically
diverse backgrounds (U.S. Department of HealthHunthan Services, 1991). Three key
principles that address culturally and linguisticaliverse families are the following:

e The cultural groups represented in the communémesfamilies of the Head Start

program are the primary source for culturally relevprogramming.
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e Culturally relevant and diverse programming recaiearning accurate information
about the culture of different groups and discayditereotypes.
e Culturally relevant and diverse programming exarmiaed challenges institutional and

personal biases.

The Multicultural Principles for Head Start setdglines that identify the importance of
culture and its ‘rootedness in people,” and craatenvironment of fairness and empathy
towards others. These principles lay the founddboithe Head Start Performance Standards
and The Head Start Outcomes Framework for the dpuent of strategies to support positive
child outcomes for diverse families. The standamdkide specifics that address continued
support of the home language, learning Englismaetsof family background, and maintenance
of the home language of children of Head Start (D&partment of Health and Human Services,

2009).

Of the many children who speak a second languagiead Start, the majority are of
Hispanic/Latino origin, and in the migrant progr&a?o of the children come from families
where Spanish is the first language spoken in tmeeh(NMSHSA, 2009). With the growing
presence of the Latino family in Head Start, pati@kers and researchers will have to continue
to explore ways to improve services to Hispaniciliasiin Head Start (Beltran, & Goldwasser,
2008). The Head Start Standards and Multiculturaddiples of Head Start provide a solid
framework through culturally relevant practices ¥arking with Latino families can be

explored, developed, and tested through a resegemda.

It is not surprising that the Latino family in &tk Start has been in the forefront of many

of the current discussions around improving prastio the Head Start program. Today, Latinos
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comprise one out of every four children served e@a#i Start (Beltran & Goldwasser, 2008).
Many of these children are native Spanish spedieasang English for the first time in their
contact with the Head Start program. Hiring cudtlyrand linguistically knowledgeable staff
and providing trainings for staff in working withverse families have been a priority for the
program. In an effort to hire bilingual staff withedentials, Head Start endorsed the University
of Cincinnati’'s degree in Early Childhood Educatiamich gave Hispanic teachers an option to
complete a bilingual Spanish/English Associate éegrhe implementation of the Head Start
English Language Learners Project (2006-2009) pexviraining to teachers and family service
staff working with culturally and linguistically derse families of Head Start including the
Migrant branch. Head Start also sponsored two Hiispgdead Start Conferences (2005-2006) to
explore best practices and research related toimgrkith Hispanic children and families. These
efforts have greatly benefited the Head Start comityin learning about best practices and
research related to Latino families and childreowver, culture and language are complex
topics. More work still needs to be done to leareducate and connect with Latino children and

families.

Head Start and Parent Involvement

On the same foundation that reached out to diyeBibject Head Start from the 1960’s
had a strong dedication to families. The levelmjagement of Head Start families has historic
roots from the foundations of Head Start in thesWisippi Delta, as a program for children of
sharecroppers, with a strong emphasis on paretitipation in implementation, staffing, and
decision making in the program (Findlay, 1995; \Wiskis, 2005). Parents were encouraged to
participate in the program through workshops, wagkin the program, as classroom resources

teachers, governance of the program and decislwmg Aow Head Start would function. The
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workshops, which taught parenting skills, were glsxes where parents could make new
friends and talk about their children. Public repaf the results of early Head Start revealed the
growth and development that was taking place fonilfas, as a symbol of change for deprived
communities (Findlay, 1995). This early level ofjagement represented empowerment for
Head Start families through the process of intateglness, which supports growth and
development from relationships (Connard & NovicB9&). Head Start empowered these first
families of the Mississippi Delta who had histotigdeen given very little say in the education

of their children.

Head Start today functions on that foundation fitsearly days and includes an active
parent participation component. Head Start Perfageé&tandards on parent involvement are the

following:

Building relationships with parents as early assgae from enroliment, and
creating ongoing opportunities for parent involvetdroughout the time
children are in the program.

e Helping families work toward their goals and lingifamilies to or providing
necessary services.

e Making programs open to parents at any time, innglyparents in the
development of program curriculum, and providinggpés opportunities to
volunteer or become staff.

e Providing parents with opportunities to enhanceér gharenting skills.

e Helping parents to become active partners in asugsealth care for their

children, making community services more responsiv@eir family needs, and

transitioning their children into school.
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¢ Involving parents in decision-making and governai8shumacher, 2003).

Migrant Head Start uses the same parent involvemendel as other programs. The
Michigan program includes a policy council at thetes level that meets in Texas during the
winter to involve parents in discussion about tregpam throughout the year. Even though it is
a seasonal program that is closed in the winterthspthe involvement in governance year
around is encouraged. The continuation of the paauncil during the season when the centers
are closed shows the dedication migrant familiesha this program.

The practices of parent engagement through paatioip in parent meetings year around
for a seasonal program demonstrates the commitinanthe Michigan program has in engaging
families. Head Start and Migrant Head Start adils® engage families in participation through
volunteering in the centers, holding parent mestilgme visiting, teacher-conferences, and the
parent policy council. However, research has foinatl Head Start families struggle with
participating in the program. The Head Start FAG&%rt indicated that 64% of families had
not participated in the policy council (2002). Di@astro and her colleges (2004) found in their
study of parent involvement in Head Start thatalthh 76% of the volunteers were parents, 59%
of those parent volunteers only came into thearemte or two times a year. The research team
proposed asking, “How can we make parent involvernappen?” instead of asking, “is parent
involvement beneficial?” A change such as thisim perspective of involvement could open the
door to better communication, confidence, and tyadilationships with families and center
staff. Other barriers impacting parent participaiio Head Start include long work hours of
parents, parent-staff communication, needing Ehglssa Second Language to speak with staff,
and young children in the home that need constmet Castro et. al., 2004; Lamb-Parker,

Piotrkowski, Baker Kessler-Skiar, Clark and Pe®0D. When families’ needs can be
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addressed and taken to heart by staff, perhapsatpamgagement can be nurtured to the point
that parents find a sense of place in the Head &tater.

In sum, parent involvement in early education paogs has historically been used as a
bridge between the home and school, through parefifsts to learn about their children’s
education and through policies which have sougktrengthened family-school partnerships.
Evidence supports the potential benefits of pauéitton of parents including involvement in
early education programs like Head Start and Migksead Start (Hill & Taylor, 2004). Such
programs may be most crucial for families who sgtagvith poverty, language barriers,
mobility, depression, and social isolation (Lambkeaet al., 2000; Lubeck & deVries, 2010;
Slaughter, Lindsey, Nakagawa & Kuehne, 1989), saschmigrant farmworker families (Smith &
Siantz, 1994, Kloosterman, Skiffington & Sanche202). Theoretical perspectives on children’s
development and parent involvement offer lensesceomine the ways families engage in the
early education of their children. The followingcen discusses two theories which offer

insight into parents’ perspectives for becomingimed in their children’s education.

Theoretical Perspectives and Parent Involvement

Theoretical perspectives provide the foundatiorrégearch on parent involvement in
education. This section of the literature revieW describe two major theories related to parent
involvement. The Hoover-Dempsey and Sandler MotiBlavent Involvement (1995, 1997)
which is a psychological theory applied to the gtatiparent involvement. The inquiry will also
use Vygotsky’s Cultural Historical Approach (197@)ich emphasizes the cultural

underpinnings which influence social interactionsoag people.
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Hoover-Dempsey and Sandler Model of Parent Involveant

The Hoover-Dempsey and Sandler Model (1997) isyaldogical theory applied to
parent involvement. In this perspective processesdacisions most important to parents
becoming involved in their children’s education #re focus. In addition, the theory is used to
describe elements or variables and the pattermgloénce at critical points in the parent
involvement process (Hoover-Dempsey & Sandler, LO®%bover-Dempsey et al., (2005)
suggests that parents are motivated by two maieflsistems: role construction for
involvement and a sense of efficacy around helgeg children. Role construction is defined
by parents’ positive beliefs about what they shalddo engage in their children’s education
(Hoover-Dempsey et al., 2005). Efficacy is defimsdoarents’ perceptions of the positive impact
of their actions on their children’s success inostl{Hoover-Dempsey, et al., 2005). Walker et
al. (2005) revised the model with two other condBuelated to parents’ motivation: invitations
to involvement from others and parents’ life comtelvitations focus on parents’ perceptions of
examples from schools, teachers, and children wiiativate parents to become involved.
Invitations from educators provide the startingmpeifor two-way communication for the
creation of partnerships and studies have suggdstgcdare significant in parents’ decisions to
become involved (Epstein, 1986; Hoover-Dempsey520Qife context as a construct includes
elements such as socioeconomic status, knowlelidjs, sme, and cultural orientation that
allow for or encourages parent involvement (Hodvempsey, et al., 2005; Walker et al., 2005).
The theory is relevant to the study in that it Beipframe an understanding of migrant parents’
beliefs about how they should construct roles eirtbhildren’s education, it further offers

insight into family life context that influence gents’ decisions to become involved. The theory
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additionally acknowledges potential “invitationg'opided by Migrant Head Start teachers to the

parents which may encourage parent involvementigravit Head Start.

Vygotsky’s Cultural Historical Approach

Vygotsky’'s Cultural Historical Approach (Vygotsky978) is rooted in the history of
human development, culture, and social interactwittsin the environment. The theory suggests
thathumandevelopment is fundamentally different from thabther species because humans
create and elaborate their own contexts with tants symbols within their environment that
reflect their culture (Moll, 1990; Vygotsky, 197&ccording to Vygotsky, culture is seen as a
historical process that continues to develop adioss and place in societies (Moll, 1990).
Options depend on race, social class, and circunossawithin a society as people are products
of the culture that they produce, and these vanatinfluence individual and group development
and identity. The theory is grounded in the belett human development is social by nature,
and development results from interrelatedness rteddependence within the social
environment (Vygotsky, 1978). Accordingly, sodrakeractions involve both people and
cultural artifacts that are language based andyrmmphasizes that higher mental functions are
the result of social interactions and are cultyrathnsmitted (Daniels, 2008). Vygotsky (1978)
stated that every function in the child’s cultulavelopment appears twice: first between people
(interpsychological), and then within of the chfidtrapsychological). This applies equally to
voluntary attention, to logical memory, and to fbemation of ideas. All higher mental functions
originate as actual relationships between indivisl(dygotksy, 1978). By emphasizing social
interactions, culture, and interrelatedness hisrthies useful in understanding how migrant

families perceive the home and school context aagpthe process of education from their own
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cultural perspective. This is translated to thédthiown development and perspectives on
learning and taking in information.

The Cultural Historical Approach is grounded in ithea that learning is social by nature.
Vygotsky referred to language as a social tool whthcapacity to unfold potentials for learning
through interactions between people (Daniels, 2008 Cultural-Historical Approach helps us
to understand the context of human activity andwndhrough socialization and the rootedness
of culture as an aspect of communication, learri@gching, and nurturing relevant to diverse
groups. The theory emphasizes linguistic relahgsbetween people, thus suggesting that
opportunities for growth and development are ceegiteough communication (1978). Vygotsky
also believed that other people-teachers, parantspeers-mediate learning and enculturation
through cultural tools, in a two-way process, beegknowledge and language pre-exist and are
external to the individual (Lerman, 200Migrant farmworker families convey teachings to
their children in the home by employing their urequultural perspectives to those teachings.
Additionally, through their cultural beliefs, theyocess their interactions with teachers in the
Migrant Head Start center which may or may notliiate better communication depending on
the factors mediating those processes and culansés.

Hoover-Dempsey & Sandler (2005) and Vygotsky'soties synchronized provide a lens
for looking at parents’ motivational beliefs fornsgructing roles in their children’s education,
how educators’ invitations encourage parent involeat, and the cultural life context of
Migrant Head Start families. The first variableb® examined will be parental role construction.
In the passages to follow | will now examine theecoonstructs as they relate specifically to

research conducted with Latino children and familie
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Role Construction: Social and Cultural Understandirg for Latinos

Parents’ capacity to construct roles in their aleitds education is achieved when parents
have a strong understanding of the actions theyatanthat support their children’s success in
school. It is shaped by pertinent social groupsgaardonal beliefs which influence parents’ ideas
about child development, perspectives on respditgjtand their role relevant to the child’s
schooling (Hoover-Dempsey & Sandler, 2005). To datie construction as defined by the
Hoover-Dempsey & Sandler Model of Parent Involvet{@@95, 1997) has been minimally
used to study Latino groups (Chrispeels & Rive@)2 Walker, Ice, Hoover-Dempsey &
Sandler, 2011). The Cultural Historical ApproaghMygotsky may provide additional insight
into cultural influences on parents’ motivationalibfs for constructing roles in their children’s
education. Vygotsky's (1978) theory suggests thathtome environment shaped by family’s
social and cultural norms would influence decisitmbecome involved. Similar to Vygotsky’s
Cultural Historical Approach (1978) the construttae construction is shaped by the
expectations of pertinent social groups, relevans@nal beliefs, and created by parents’
experience, and may change over time (Hoover-Deynfseandler, 2005).

Role Construction

Use of role construction as a construct existsnoraber of studies (Drummond &
Stipek, 2004; Gonzalez & Chrispeels 2004; Lubedadtte8/ries, 2010; Sheldon, 2002). Sheldon
(2002) reported that parents construct roles thi@agial interactions and that both home and
school parent involvement was influenced by otherg, survey of 195 parents in urban and
suburban elementary schools. As well, Lubeck ardtids’ (2010) in a qualitative study of
Head Start parents indicated that parent involveémeas socially constructed through

interactions occurring during parental activitiedHead Start centers. Drummond and Stipek
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(2004) reported that parents’ motivation to be lagd were relatively high, but they lacked
confidence in defining their roles, in a sampl&84 low-income African American, Caucasian,
and Latino families. Similar findings in AndersomdaMinke (2007) showed that role
construction was positively related to involvembahaviors, but had no direct effect on
involvement practices. The literature implies thatents are motivated to construct roles in the
education of their children but better ways of ustEnding how parents can become involved
may be needed. Of importance in this literatuvéere will be to better understand how Latino
families construct roles and how the Cultural Histal Approach by Vygotsky (1978) can be
used to explore cultural perceptions of role cartdton of migrant farmworker families.

Latino parents’ roles in the education of theildtan have been addressed in a number
of empirical studies (Delgado-Gaitan, 1991; OlmeriiD4; Perez-Carreon, Drake, and Barton,
2005; Trevino, 2004; Valdez, 1996), including sasgdihat have used the Hoover-Dempsey and
Sandler Model (Chrispeels & Rivero, 2001; Gonz&eazhrispeels, 2004; Lopez, 2001; Walker
et al., 2011)The following discussion focuses on how Latino fieesi access social groups to
construct their roles in the children’s educatiod &ow these roles are influenced by their
cultural values.

Latinos and Social Construction of Roles

Several studies suggest that Latino parents likergiarents socially constructed roles in
the education of their children (Delgado-GaitarQ;Durand, 2011; Perez-Carreon et al., 2005
Chrispeels and Rivero, 2001). The work of Delgaduts (1991) which focused on Latino
parents and parent involvement found that paresgd gocial settings to construct roles in their
children’s education. By forming their own pareotunittee for the purpose of learning about

the school, parents became more knowledgeable #imsthool system. Moreover, they
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learned about their rights and responsibilitiepa®nts, in a four year ethnographic study of
Latino families in pre-kindergarten and elementlgools in California (Delgado-Gaitan,
1991). In the study, parents determined that it thes role to be informed about their children
and their children’s education and through thesestoetworks they were able to engage in
learning about their children’s education (Delg&simitan, 1991). Similarly, Durand (2011)
reported that social capital was the most promipeadictor of increasing parent involvement
for Latino families, in a longitudinal study of &0 Latino parents of kindergarten age children.
Perez-Carreon et al., (2005) found that Latino mpigref elementary children used support
networks to build sustaining relationships in thieaols for the purpose of making sense out of
the school setting and establishing a voice irr tti@idren’s education. Although the study
found that support networks helped them overconngcgzation barriers, in contrast it was
reported that Latino parents felt isolated andrinfeduring school meetings such as PTA and
other school functions. Some reasons for thesenteeincluded language barriers and their
minority and immigrant status. In the study by Gpdels and Rivero (2001) parents construct
roles by involvement through participation in agyarintervention program. The study used
ethnography to evaluate a group of 300 recent imanigLatino parents participating in parent
education classes in two elementary school contéss concluded that as parents gained
information from the groups in which they were itweml. The groups aided them in better
understanding what they needed to do to communizitteschools and their children regarding
education (Chrispeels & Rivero, 2001). These saidrevide evidence that Latino parents’ role
construction is influenced by social engagement wihers. Similar findings have been reported
in studies of non-Latino populations that undersdbe importance of social settings in role

construction (Lubeck & deVries, 2010; Sheldon, 2002e next section addresses how home
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and cultural values may play a critical role in hbatino families construct roles in their
children’s education.

Role Construction and Cultural Beliefs

With a focus on beliefs, some empirical researchfband that role construction may be
influenced by home and cultural values (Auerba®i®72 Lopez, 2001; Olmendo, 2004; Trevino,
2004; Valdez, 1996). Among Latino families, Vald&296) found that parents’ perceptions of
their role in education may differ from educatasgth thatLatino family values of unity and
collective understanding, often contrast with th&es of mainstream American society that are
focused on individual achievement more so. OImda@04) reported that Latina mothers also
held family and cultural values that differed froine values being taught in the public schools
their children attended. The study found ‘respexbe a pertinent value that Latinos taught their
children in the home, but the mothers expressedeazas that their children were not being
taught respect towards adults, self, and theitiecin the public schools (Olmendo, 2004).
Similar findings were reported in Bermundez and ddi@z (1996) which found Latino families
held teachers in high esteem, and Valdez (1996)ashfirmed that respect for adults was a
pertinent value held by Latino families. Trevir#®04) used semi structured individual
interviews with open ended questions to study t¢ie in education migrant farmworker parents
with high achieving academic children. Results fibtimat parents envisioned superior
achievement for their children, held remarkablyhhéxpectations for their children, took pride
in children’s accomplishments, and held strongyrelis beliefs (Trevino, 2004). Lopez’s (2001)
case study of parents of high achieving migramhfaorker children reported that parents
constructed roles through their values of hard wiiiid lessons and religious beliefs, which they

used to motivate their children in school. Thisugr@f studies provides evidence that Latino
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families’ role construction is shaped by home amitucal values including: strong family values,
instilling respect for others, work ethic and redigs beliefs which may contribute to how
families construct roles in the education of tlodildren (Bermundez and Marquez, 1996;
Lopez, 2001; Olmendo, 2004; Trevino, 2004; Valdé&46). The next section looks at how the
construct of “invitations of teachers” influenceshparents become involved in the education
of their children the challenges of two-way comnuation between educators and Latino

families.

Invitations of Educators and Communication with Latino Families

According to the Hoover-Dempsey and Sandler Mofi®arent Involvement (2005),
teachers’ practices of engaging families are dt@nmotivators in how parents respond and
make decisions to be active in their children’scadion. Invitations, as described in the model,
suggest that parents view the school as a placeswhey are welcomed and valued.
Specifically how parents perceive that they arecaeled by teachers and other staff and how
teachers view their own role as welcoming. Teac¢heestices and schools’ policies are
communicative and characterized by warmth and {iigbver-Dempsey, et al., 2005). In
Walker et al., (2005) invitations included thosenfr. schools, teachers, and children. While the
Hoover-Dempsey and Sandler Model of Parent Invobmin(1995, 1997, 2005) offers insight
into ways educators can positively engage famihesugh invitations that promote home-school
relationships characterized by warmth and trustGhltural Historical Approach by Vygotsky’'s
emphasizes the notion of two-way communicatiomoagss of parent engagement that is
mediated through the use of cultural tools, inipaldr, language use in two-way communication
between people (Lerman, 2001). For example thisway communication can occur among

teachers, parents, and children’s peers. Thisrtecpkarly important for educators working with
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families whose first language is other than Englslth as Spanish language use among
Mexican migrant farmworker families. In the follavg section | will discuss the construct of
invitations while building on the idea that educatand parents, particularly Latino parents,

engage in two-way communication.

Teacher Invitations, Trust and Warmth

Invitations of educators can play a key role ingmainvolvement (Anderson & Minke,
2007; Drummond & Stipek, 2004; Lupiani, 2004; Sloeld2002; Walker, et al., 2011). Epstein
and Dunbar (1991) have suggested that teacheits’dats towards families and invitations were
the strongest predictor of home and school invokmimWatkins (1997) reported that teacher’s
positive communications increased parent involveraerd that parents’ perceived amount of
communication from teachers was significantly mdlatio parent involvement. Drummond and
Stipek (2004) found that invitations were the nyosiverful predictor of parent involvement at
home, in a correlation study of 234 low-income &&m American, Latino and Caucasian
families. These findings are consistent with Andarand Minke (2007) and Lupiani (2004) who
concluded that invitations have enormous potemiahgaging families in education. Although
the majority of studies reported positive effedtgwitations leading to parent involvement
practices, Halsey (2005) found that teachers tetmledploy institutional communication
methods, while parents wanted more personal andidludl communication styles, in a case
study of parents of middle school age children. @arity of studies support invitations as
positive contributors to parent involvement andrtpeedictive values holds for Latino families,

including migrant farmworkers, as well.
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Latino Families and Invitations

Studies of invitations on Latino families have aankd positive effects of invitations for
Latino families (McWayne et al., 2008; Lopez, et 2001; Nzinga-Johnson et al., 2009; Shah,
2009). In a sample of 147 Latino families from @le&cago Public Schools, Walker et al.,
(2011) found invitations are a strong predictopafent involvement, when schools made
considerably strong efforts to reach out to famili@hah (2009) reported with Latino families
when schools made additional efforts to ‘invitergras by making direct contact, and
accommodate families by having interpreters avialadResults of a study of 374 Latino parents
found invitations to be a significant predictorpafrent involvement. Additionally, Shah (2009)
reported that the presence of Latino teachers dmdnéstrators in the schools resulted in Latino
parents’ favorable views of the school. These figdiare important in light of a study by
Seefeldt, et al., (1998) who found that Head Starénts’ favorable perceptions of the program
increased the likelihood of parents being involiretheir children’s kindergarten year of school.
Nzinga-Johnson et al., (2009) reported that ratatip quality was the most significant factor
that contributed to parent involvement. Even thoitgias reported to be lower among Latino
and African American families, it improved whenatbnships were characterized by warmth
and trust, in a stratified random sample of 43thees and 483 parents (Nzinga-Johnson et al.,
2009). McWayne et al., (2008) also acknowledgetitlgh quality relationships between
educators and parents increased satisfaction hgtls¢hools, and that reciprocal dialog between
staff and Latino parents may help teachers addpiretspecific methods to the classroom
environment. Lopez, et al., (2001) looked at paresthools and educators, in high performing

migrant schools in Texas, using interviews and ntag®ns. Likewise, findings show that when
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schools and educators make commitments to reachitig Latino migrant families, better
home-school relationships are formed (Lopez, e28D1).

In sum, most studies confirm that educator’s e$ftotreach out to families (including
Latino families and migrant farmworker familiesydahigh invitations and practices that are
characterized by warmth and trust encourage pareotvement. Efforts having these qualities
tended to result in positive effects on parentgblaement in the education of their children,
such as better communication and dialog betweeoatdrs and families (CITE). However,
other studies suggest that deeper communicatiantigea with Latino families may often be
more complex due to cultural and linguistic bagiédelgado-Gaitan, 1991; Perez-Carreon, et

al., 2005; Ramirez, 2003).

Communication with Latino Families

A number of empirical studies of immigrant Latirenfilies have found language to be a
barrier in communication with educators and in gngg in parent involvement (Bernhard,
Lefebvre, Kibride, Chud, Lange, 1998; Carreon gtZ8l05; McWayne, Campos, Owsianik,
2008; Ramirez, 2003; Romo, 1984). Using group \mésyvs, Ramirez (2004) studied 40 parents
from Mexican immigrant families and found that pasedid not describe schools as welcoming
and trusting places, characteristic of quality tations. Parents in this study also identified
language barriers with school administrators aadtters as one of the obstacles to
communication with the school (Ramirez, 2003). Wwige, Perez-Carreon, et al., (2005)
reported that language barriers were one of the abstacles of immigrant Latino families in
communicating effectively with teachers and addiidy, parents felt less respected by
educators when they could not communicate with th&lthough McWayne, et al., (2008)

identified quality relationships as having positaféects on parents’ school involvement, the
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study also acknowledged language as being a signifpredictor of school involvement.
Parents demonstrated less involvement and lesdasditon with school contacts, in a study of
171 parents, including non-English parents (28%sRapeakers and 28% Spanish speakers) in a
multicultural Head Start program (McWayne, et 2008). A Canadian study Bernhard, et al.,
(1998) examined the views of teachers and parargsveral early childhood centers with
diverse populations, including Latinos. Findingsnfrthis study revealed that teachers
sometimes viewed the cultural child developmentfacas of immigrant families negatively and
misunderstandings between educators and parengsoesrmon, in a sample of 199 teachers
and 108 parents (Bernhard, et al., 1998). Romog)lf#find that Chicana mothers felt isolated
from schools, and that their own schooling did pr@fpare them for positive interactions with
educators because of their past experiences vathmigination at school. Teacher biases against
minority students have also been found in studiesfrican American children (Cooper, 2003).
Delgado-Gaitan (2004) confirmed that of particuhaportance is that educators’ beliefs and
practices are respectful of Latino parents’ cultaral linguistic differences. While language and
cultural barriers have been found to impact thelle¥ involvement and communication
practices between educators and parents, othaestiave found that positive efforts of
educators and the school climate can play an eakssie in how minority and Latino families
respond to schools.

In sum, the literature reveals that the constréichwtations of teachers characterized by
warmth and trust, was consistently related to p@sjparent involvement outcomes in most
studies reviewed, and that these characteristecsfégctive in supporting parent involvement for
Latino families ( Lopez, 2001; Lopez, et al., 200cWayne, 2008; Nzinga-Johnson, et al.,

2009; Shah, 2009) and these finding are consistghtother studies across varied school
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populations (Drummond & Stipek, 2004; Epstein, 139d@over-Dempsey, et al., 2005; Lupiani,
2004; Kohl, Lengua & McMahon, 2002). In contrasidence also shows that Latino parents
continue to struggle with cultural and linguist@rbers in becoming involved in their children’s
education, these barriers are not only lingui$tit,are the result of past negative experiences
related to families’ origin and experiences of dimination (Bernhard, et al., 1998; Delgado-
Gaitan, 1991; Romo, 1986). Some research showgtasence of Latino administrators and
teachers aids in helping connect families to schodl other studies suggest that quality home-
school connections that emphasizes personal conitictamilies are important (Delgado-
Gaitan, 2004; Lopez et al., 2001; Shah, 2009) drelféllowing section discusses further the

cultural and linguistic characteristics within Ladifamily life context.

Life Context of Migrant Farmworker Families

For the purposes of the current study, life contsxgenerally defined as parents’ socio-
economic status, parents’ knowledge, skills, time energy, and family culture (Hoover-
Dempsey, 2005). Hoover-Dempsey and Sandler (20@9est that variations of family life
context need to be further examined to targetepadtof resources, and involvement
opportunities provided to families. This approaciyrbe especially important when considering
the life context(s) of migrant Latino families. Votgky’s Cultural Historical Approach (1978)
furthers this discussion of life context, in thaplies that the tools of a given cultural group
function as means of interacting with other groapd society (Daniels, 2008). The theory
(Vygotsky, 1978) acknowledges that people are petsdof their culture including race, social
class, and circumstances and that these variaiiloence individual and group development
and identity. Because the nature of the last tvetices of this literature review was to explore

the constructs of (role construction, invitatioms dife context) of the Hoover-Dempsey and
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Sandler Model of Parent Involvement (1995, 199hwwia cultural context, and to discuss
Vygotsky's theoretical approach (1978) can furttievelop these ideas. Many of the elements of
“life context” have already been embedded in tlsewuksion of role construction and invitations.
Therefore, the purpose of this section will bextead these discussions of life context issues to

the more specific experience of the migrant farnke@opopulation.

Barriers Associated with Life Context

For migrant Latino families there are potentiallgmy barriers within their life context
that would influence parental involvement in thgung children’s education, these include:
language and cultural barriers, depression lewatdility, overcrowded housing, and economic
instability (Branz-Spall, Rosenthal & Wright, 20d3anna, 2003; Lopez, et al., 2001; National
Migrant and Seasonal Head Start Collaboration @ff2009-2010; Siantz & Smith, 1994).
Migrant farmworker families have been found to bbe of the poorest of the working poor in
America with income levels well below the standpoderty line (National Migrant and
Seasonal Head Start Collaboration Office, 2009-2018ey often live in crowded and rundown
spaces where they reside temporarily while workmile fields (Cranston-Gingras, 2003;
National Migrant and Seasonal Head Start Collabmradffice, 2009-2010). Other health
focused studies have confirmed depression to bedrngong migrant farmworker families
(Peoples, Bishop, Barrera, Lamas, Dunlap & Gonza@$0). Specifically, Smith and Siantz
(1994) reported stress and depression levels togheamong parents of Migrant Head Start
children. As might be expected in a study of 60 Max American parents of 3-8 year olds these
circumstances correlated negatively with develogalerutcomes of their children. Migrant
children frustrated by academic failure have ofteen found to leave school or drop out early to

work in the fields with their families (Child Labdaw, 2008; Cranston-Gingras, 2003). While
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studies exemplify the barriers that migrant farmkeorfamilies face in their mobile lives, other

studies have found quality in many aspects of migi@mworker cultural life context.

Life Context as Voice and Opportunity

While much of the research on migrant families floasised on barriers to life context a
few studies have highlighted the positive aspette@migrant farmworker’s life (Lopez, 2001,
O’Hagin & Harnish, 2001; Trevino, 2004). Lopez (20@nd Trevino (2004) both reported that
migrant families’ life context incorporated valugfsa hard work ethic, strong religious beliefs,
and family. These elements of life context influembildren in the family to achieve high
academic outcomes in schools. Lopez (2001) disdusse@ migrant parents’ unique orientation
towards work was used as a life lesson. Finallg, stmdy (O’Higin & Harnish, 2001) explored
the musical culture of migrant farmworker familiaNorthern Ohio, using observation and
interview techniques with six migrant farmworkemiities. The study revealed that music played
a central role in families’ lives and was used @asgalong traditions, a sense of community and
cultural values to their children (O’Higins & Hashi, 2001). Music may be a means by which
parents with young children engage in learningvéteds and could, in turn, be a means of
involving parents in Migrant Head Start. These &Esideveal the cultural aspects of the lives of
migrant farmworkers that create their unique libatext. Because the research on the lives of the

migrant farmworker population in America remaimaited, more research in this area is needed.

Conclusion

In sum, this literature has shown that parent mealent has many benefits to children’s
development, is an important component of Migraeati Start, and that parent involvement
may be culturally constructed by diverse groupsuisiaog migrant farmworkers. It is also clear

in the literature that the gaps are related tarpamt questions of parent involvement practices of
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migrant farmworker families and practices of edacatvorking with diverse groups. While
some studies have look at parent involvement amglami workers, those studies have mainly
involved families of older children and thus morerlwin the area of early education is needed.
Head Start’s goal of involving families can be imyed through studies of parent involvement
practices of diverse groups and considering thesrtilat early educators play in engaging

families.
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CHAPTER 3
METHODOLOGY

This qualitative study was designed to gather ipthlelata on migrant farmworker
parental belief and views involving their childrergarly education, and aims to explore
teachers’ practices of parent involvement. Migfamnworker families are one population that
has been minimally studied in published researdalse of the multiple barriers they face in
their complex lives (Lopez et al., 2001). Becausgramt families are an understudied group,
this inquiry took a qualitative approach. Qualitatstudies provide opportunities for exploration
of groups less studied, provide verbal represemtaif data (Babbie, 2007; Cresswell, 1994) and
provide descriptive details on processes, relatigss and situations (Peshkin, 1993).The use of
ethnography was chosen because it allows for “tHedcription” of data (Geertz, 1973) and is
one method commonly used with culturally diverseugs.

This chapter will first provide a brief overview thfe ethnographic approach and
introduce the ethnographer. Second it will desctiigeregion and the sites of the study including
data on parent involvement at the three sitesdJdiescribes how the research obtained access
to the community through: volunteering in the peagr obtaining access to the community,
recruitment procedures, building trust and giviaghto the community. Fourth, demographic
and descriptive data from the parent and teacleepr@sented in tables and written text. Finally,

the method of analysis and focus groups for meralbecking will be presented.

Ethnographic Approach

Ethnography
The method of ethnography has often been chosstudy cultural groups. Ethnography

is based in the tradition of anthropology and fiedtk, best used in the comparative study of
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cultural practices (Malinowski, 1922). Malinowslakamowledged that a good ethnography
sensitized the reader to the beliefs, values, aactipes of people in other cultures and societies
(Harvey & Myers, 1995). In this tradition, ethnoghg was an important for this study in that it
captured parents’ beliefs and views towards edoicatheir communication with educators, and
the life circumstances that influence their viewmseducation in the United States. It further
captured the views of teachers working at Migraeati Start, and how they understood the topic
of parent involvement related to migrant famili€ee ethnography as an approach was ideal for
a study of migrant farmworker parents and the teecivho teacher their children. It provided
rich data that allowed a depth of understandinthefbeliefs, views, and practices of the two
groups within one setting through the use of intdepterviews and observation.

Ethnography allowed for exploration of the settinggeractions, and phenomena that
occurred, though participant observation. It gdaeeresearcher opportunities to coexist with the
community during the research process by “beinpéworld” (Denzin & Lincoln, 1994). This
approach allowed the researcher firsthand knowleolgeitnessing of processes and
experiences that, in turn, increased the rich detdhe study and provided a greater perspective
on how migrant farm worker families of Mexican ongiew construct roles in their children’s
education, parent and teacher communication pes;tand the determinates of life context that
influence parent involvement. Ethnography was addador this study for the “thick
description” of testimonies that came out of thalgsis of the in-depth interviews and

observations that were used for this study.
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Data Analysis Approach and Methods

Modified Grounded Theory

A grounded theory approach as described by GlameB&auss (1967) was adopted in
the analysis, but modified to take cues from exgstheories (Seaman, 2008), referred to as a
“modified grounded theory approach.” The groundesbty approach allowed for the continual
collection of data along with the process of analyStrauss and Corbin, 1990) and the use of
the theoretical lenses. In grounded theory concmetshe basic units of analysis and from those
concepts categories are further developed throumiping of the concepts. Concepts are further
developed based on their properties and dimensibiiee phenomenon, the conditions, actions
and the consequences under which it is expressathi(C& Strauss, 1990). During this process
categories can be related in support of a particbkory. In this study a modified grounded
theory approach (Charmaz, 2006; Seaman, 2008) degted to allow for the voices and lived
experiences of parents and teachers to determenesefulness of the theories, or the

modification of the theories from the findings.

Coding and NVivo

The coding and analysis was performed based ocapbeach by Corbin and Staruss
(1990) and aided by the use of NVivo 10, a progdaveloped by Qualitative Solutions and
Research International (QSR). Open coding wasusst for each of the teacher and parent
interviews. This process allowed for breaking doaxamining, comparing, conceptualizing,
and creating initial categories (Corbin & Straus#90). Within the NVivo 10 program, theses
were the initial categories that were created dytire first analysis of the transcripts. Second
axial coding gave definition to important categerikat emerged (Corbin & Strauss, 1990;

Seaman, 2008). Third, initial categories (thememevdefined focusing on important categories
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and selective coding of sub-categories following @pproach of Corbin and Strauss, (1990). The
use of NVivo 9 also helped to merge data categamiedarger encompassing categories and

refine the data sub-categories (Corbin & StraudsQ}1L

The Ethnographer

Investigator Authenticity

| am a former Michigan Migrant Head Start employd® worked for four years at a
Migrant Head Start center in the state (not onthefselected sites), as a teacher and former
director. Through this previous work, | was alre&dpwledgeable about the sites of the study,
programs structure, teachers and staff, and midgaamties. | already knew a few of the staff at
these three sites and shared a connection with lla@mg previously worked in the program
and attended state meetings and trainings. | heglek the position of project manager on a
Federal Head Start grant that helped Migrant Head &achers get associate and bachelor
degrees in early childhood education. In this widtkd the opportunity to visit all the Migrant
Head Start centers in Michigan and talk about etiluc@ptions with their teachers.

As a researcher inquiring into a linguistically andturally diverse population, | was
advantaged by my fluency in Spanish and somewhawlaudgeable of the culture based on the 5
year period | had lived in Mexico. My Spanish wasnarily learned over that five year period
prior to working for Migrant Head Start. That exigeice helped me tremendously in connecting
with the families because | could speak to therf@panish and had familiarity with Mexican
culture. Being able to connect with families orutwral and linguistic level helped to
authenticate my work. That said, like many reseailvho are outsiders to a community | faced

my own challenges.
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Personal Challenges

Before | began contacting families for my studyd aras merely in the process of being
in the field and note taking. | felt challengedry own fears of entering into this remote
community with a voice recorder, a set of interviguestions, and note pad in hand writing
things down. | was aware that migrant families liwgoor conditions of migrant housing,
frequently sharing one room for the family to slégpand sharing communal showers and toilet
facilities with other migrant workers. | expectdt many of my participants would be working
illegally in this country. Although | speak Spanisiid had spent time in Mexico, | was also
sensitized to the fact that these families werdispanic origin and may have experienced
encounters of racism by other Americans. My owrspeal characteristics of being a middle
class white women in higher education contrasted their lives in many ways. These
differences made me aware of my position as andasts this community. But my faith in my
work and belief in what | was doing gave me strarigtovercome many of my insecurities in
reaching out to this community. In this way, | Bagny work, slowly by first becoming a part
of the program and visiting the centers and takioges on the settings. Long drives over rural
country roads in Northern Michigan led to three rarg Head Start centers which were the sites

of the study.

Study Sites

Northwestern Michigan

Northwestern Michigan has had a sustained histbagoculture and is recognized as a
national leader in fruit production. Initially tmegion was known for the lumber industry but as
the production of lumber declined, the fruit indydiegan to grow (Garrett, 2012). By the
1920’s larger farms began to replace smaller famipned operations in the region and many
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growers began to import migrant labor (Absolute ityan, 2012). Currently, Michigan’s
national rank is first in blueberry and tart chgorpduction and third in apple production
(Department of Natural Resources, 2012) and theniapf this production comes from the
Northwest corner of the Lower Peninsula. Migrabilais vital to the local industry and
economy. Today Michigan’s agriculture industry gees $7 billion dollars annually and much
of the harvest depends on migrant labor (Absoluighian, 2012). Each summer many migrant
farmworker families come to the region to work, d@ndse with small children can enroll them

in several of the Migrant Head Start centers inrdggon.

Migrant Head Start Centers

Three Migrant Head Start centers, Arrow Head L&ajne Farms, and Crystal Valley
(names changed) were the data collection sitdseo$tudy. Of the sites, Crystal Valley was the
one designated as the main collection site bedausmained open longer than the other two
sites. By designating one site the main site altbtie research to establish deeper relationships

with the parents and Migrant Head Start staff fiar purpose of implementing an in-depth study.

Migrant Head Start has a strong emphasis on parenivement in the program through
volunteering (Lubeck & deVries, 2000). Documentatad parent involvement through
volunteering is kept on the number of volunteerds parents that visited the center during the
program year. This is collectively called the P&art which provides summaries of yearly data.
The following table of centers and volunteers shtvesnumber of volunteers at each of the
sites, including parent volunteers during the 28dd 2012 season. The table also includes the

approximate funded enrollment of children for eatkhe sites. Please see table 1.
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Table 1: Centers and Volunteers 2012

Center Total Parent Funded
Volunteers Volunteers | Enrollment
Arrow Head Lake 58 25 65
Boyne Farms 116 48 65
Crystal Valley 105 69 65

The descriptive information in table 1, taken frdm 2011 Program Information Report
for Michigan Migrant Head Start (PIR, 2011-2014ye3 an idea of how many parents become
involved in the program in some capacity. Howeuatpes not provide much information on the
varying ways families volunteer. The report indesathat these are the complete set of
volunteers for the season, including classroomntekers, those participating in parent meetings,
cleaning the center, and any other type of volunteek that parents might be involved in at the

center.

Year of Drought

The summer of 2012 was one of the worst drought$Srhistory. Michigan was one of
many states declared a natural disaster area dySHeepartment of Agriculture (2012). In
addition to being affected by the drought, Michigasperienced unusual weather patterns which
brought about extreme heat in early March. Thityesarming caused many of the orchard
fruits to blossom early; which resulted in damagthe fruit producing buds when normal colder
temperatures bringing frost and ice returned tadiggon. In Michigan over 90% of the cherry
harvest was destroyed, in addition to sever dartmpeaches, pears, and apples (News
Advocate of Manistee, 2012). The damage limitegh gnduction in the state, which had a

direct effect on the migrant labor.
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During the State-wide Parent Policy Council MeefimgMigrant Head Start, held in
July, in Lansing the weather was discussed as pawmipacted child enrollment in the program
because fewer migrant families came to Michigare Parent at the meeting spoke up and said
that she had talked to families back in Texas widacally migrate to Michigan but they decided
not to this year because they were worried thateth@s not enough work and because of the
anticipation of a weak fall harvest. A PBS documaenteported that the devastation had left
growers advising workers not to drive north and #mergency housing had been needed for
many families (Jacobson, 2012). The lack of woduhed in fewer families coming to
Northwestern Michigan and enrolling children in tieggrant Head Start centers. During the
State Parent Policy Council Meeting for Michigangkéint Head Start, the State Family Service
Specialist communicated to the group that only 26%inded enroliment had been met in June.
During the final parent meeting of the season href8eptember the impact of the weather on the
crops, thus affecting the program, continued tpdn# of the discussion. In the final meeting it
was reported that although enroliment overall mgroved somewhat, Migrant Head Start in
Michigan only met 54% of their funded enrolmentetaide according to the State Director of
Migrant Head Start. Although the drought effectieel humber of families enrolled at the
Migrant Head Start centers, and impacted the amofunbrk families had during the 2012
season, the researcher was still able to identibpigh parents and teachers willing to participate

in the study.

Obtaining Access to the Community
As previously mentioned, my access to the Michilgégrant Head Start Program
initially stemmed from my involvement in the progras a project manager for a Head Start

grant and as a former employee at Migrant Head.Saer the course of those years, | became
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acquainted with other teaching staff and centexatlors around the state. A few of these staff
still continued to work in the program and knew amel about my previous involvement in
Migrant Head Start. One of the long standing doex;tMargarita (name changed), has been a
center director for over 13 years. Margarita wasrumental in helping me access the Migrant
Head Start programs in the Northwest region ofstage. My long standing acquaintance
facilitated my access into her center (Crystal 8glby introducing me to the families and staff,
as well as assisted me with communications withwteother centers as | began my initial

volunteer work at the sites.

Volunteering at the Centers

From June through October, | immersed myself inthinee programs as a volunteer to
gain familiarity with the daily operations of therters and learn from observation and casual
conversations with the teaching staff, familiesj ather personal. As a volunteer, | primarily
worked in the classroom and helped out during gareetings and events such as literacy night,
clean-up day, and other center activities. Theegutperformed ranged from translating at parent
meetings, working individually with children, worlg with teachers, and even cleaning and
helping prepare food. Once, | even assisted teaarat kitchen staff to prepare an authentic
Mexican meal to be served at a parent meeting.lRegqthese centers, particularly Crystal
Valley and Boyne Farms, was a long drive down rhealk roads, surrounded by National
Forest. Often | would drive over a hundred milest jio attend a parent meeting or spend the day
at the center volunteering. But the time and efnttanced what | learned, built trust, and was

allowed me to eventually give back to the program.
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Recruitment of Teachers

My first contacts with teachers were at the cenpeiraarily through volunteering in the
classrooms. | approached my volunteer time withi¢laehers as a helper and as a professional
who had previously worked as a Migrant Head Seather. | spent time in the classrooms of
each teacher who participated in the study asagellith others who were not involved in the
study. Primarily, | read to children, work individlly with children on literacy related activities,
playground times, and meal times. Initially engagedonversations related to the classroom
and the children and later | would mention my stuallof the teachers | asked individually to
participate agreed to the interviews. At the Ciygtlley center and Boyne Farms center the

Education Specialists helped by coordinating therinews during times when the children were

napping.

Recruitment of Parents and Initiating Contact with Families

My access to the parents of Migrant Head Startfaiitated through involvement with
the parent meetings, and family literacy nightgl ather evening activities. Participating in
these meetings included translating and helpingliesnwith paperwork. It was also during these
meetings that the center director introduced méedamilies and gave me time to introduce the
study and recruit parents interested in partiaimatl would introduce myself and break the ice
by saying that “although Spanish was not my fiasiguage it was my favorite language because
| enjoyed the sound of the language when spokenduld also tell families about my previous
involvement as a former teacher and director inrkhtjHead Start to further gain trust. | would
tell them that this study was a requirement toshininy college degree, and give them time to ask
guestions about the study. Some of the parentagkidjuestions. After questions, | would ask if

anyone was interested in participating, then I \dqdss around a signup sheet for their names
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and contact numbers. | stayed for the remaindéreoparent meeting and engaged in
conversation with the families and staff presenttwo of the centers the meetings concluded by
playing a game in which everyone present would halads in a circle and try to pass a hula-
hoop from one person to another. | participateth@éactivity with the families and we laughed
together as we tried to complete this task. Frdrthege of the Migrant Head Start centers | had
an adequate number of participate who gave thaitacbinformation and showed interest in

participating in the study.

Building Trust with Families and Giving Back to the Community

As | conducted more interviews, | learned varioaysvto connect with families on a
more personal level through my family and by prawidthem education resources. My older
daughter played soccer with a group of childrersioletthe migrant camp one night while |
interviewed, and she watched younger children oouple of occasions. | found that talking
about my children was a great way to connect wattepts. On a couple of occasions parents
asked me for information about obtaining a GED.d&ese | work in the local school district |
was able to assist them with information about GE&paration and testing. Another married
couple who wanted to settle in the community oherwinter asked me about the schools.
Because of my occupation as a teacher in the aisaigain | was able to share knowledge of the

local school district.

As summer ran into early fall, | returned to mydeag position at the alternative high
school where | worked. | still continued to worktlvthe centers by attending parent meetings
and volunteering on weekends, and | began to ivoly high school students. Working with
the Director of Crystal Valley Migrant Head Starm weveloped a partnership. A Couple of

teaching staff from Crystal Valley came to visit sghool to talk to my high school students
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about the Migrant Head Start program. We made bloao#ts in class for the children, which
could be used in the preschool classrooms or givéime families. In October, the alternative
school was visited by a group of exchange studeorts the Netherlands and with my students
and the exchange students we organized a two dagteer trip to the Crystal Valley Migrant
Head Start. On this occasion we brought togethehigly school students, the exchange
students, and the young children from Migrant H8tatt. These volunteer efforts not only
created a wonderful experience for all involved lmatught in over $6,000.00 in in-kind
donations to the Crystal Valley Migrant Head Sthlearned that a dissertation can mean more

than just my own work; it can mean an impact oem@munity in a positive and productive way.

Participants

There were 33 parents who gave contact informatr@hshowed interest in the study
during the parent meetings when the study was sésxli Parents were distributed across the
three centers, 14 parents from Crystal Valley, arfepts from Arrow Head Lake, and 8 parents
from Boyne Farms. Fourteen parents ultimatelygdithe study, three fathers, ten mothers, and
one grandmother. Crystal Valley Migrant Head Stad a total of seven parents, Arrow Head
Lake had four parents, and Boyne Farms had thnemisawho participated in interviews. The
target number of parent participants was four ehesite. The variation was due to the fact that
at Crystal Valley three of the first participantd dot want to do voice recorded interviews. So
others were chosen who were willing to be recotuszhuse the recordings provided richer data
and voice. At Boyne Farms only three parents wble toa be contacted.

The teachers who participated in the study wereitider asked by myself during
volunteer time and/or the Education Specialistsaah center helped to identify teachers

interested in participating. In total six teachansl one assistant teacher were asked to participate
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in the study and all of them followed through wiitte interviews. In total there were two
teachers from Arrow Head Lake and one assistaohé&atwo teachers from Boyne Farms, and
two teachers from Crystal Valley. The target numbas two teachers at each center, and that

was met at two of the centers and exceeded ahittik t

In the sections to follow I will provide more dd&ad information on the origins,
language, work histories and patterns as well asattn of parents. | will also provide
information on teachers, teacher experiences ackbaund, bilingual abilities of teachers,

teachers’ perceptions of parent relations in thecational environment (Tables 3.1- 3.7)

Descriptions of the Participant Families

Origin of the Families in the Study

Earlier studies of the migration trends of Latingrant farmworkers have shown
predictable migration patterns. Massey (1987) dented migration of farmworkers from
particular sending communities in Mexico to recegvcommunities in the United States. Within
the last two decades, migrant farmworkers havernea more heterogeneous population,
including indigenous groups from provinces in tloei®ern regions of Mexico, as well as other
Mexican Nationals, and American citizens (RomanaynzB03).

The migrant farmworker parents studied in NortheasiMichigan were diverse in
origin. Table 2 provides an overview of parentsae@f birth and language. Of the 14 parents
interviewed, three of the parents reported being boAmerica. Two parents were from
indigenous communities in Oaxaca, Mexico, and spdikteco as their native language one was
from an indigenous community in Chiapas, Mexicaj apoke Tzotzil, the native dialect. The

remaining eight participants were from various ot@mmunities in Mexico. Language changes
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were apparent in indigenous families who reporteanssh rather than the native dialect being

spoken in the home. Language shift (Makihara, 20@f also observed in three of the families

who spoke primarily Spanish and some English inhibrae (Table 2).

Table 2. Regions of Birth and Language

Name Birth Language Spouse’s Current Home
Region Language Language
America USA Spanish N/A Spanish
Rosa Maria Mexico Mixteco Tzotzil Spanish
Jovana Mexico Mixteco Mixteco Spanish
Juan Mexico Tzotzil Mixteco Spanish
Tomasa Mexico Spanish Spanish Spanish
Brayan Mexico Spanish Spanish Spanish
Fernanda Mexico Spanish Spanish Spanish
Reyna Mexico Spanish Spanish Spanish
Chrisanto Mexico Spanish Spanish Spanish
Santa Mexico Spanish Spanish Spanish
Rosalinda USA Spanish Spanish Spanish
Sancha Mexico Spanish English Spanish/English
Isabella USA Spanish/EnglishSpanish/Englisi  Spanish/English
Zoliy Mexico Spanish Spanish Spanish/English

Although diversity of the population was observedhe study, unity existed among the

parents who emphasized the importance of theiu@lland language heritage and wanting their

children to be aware of their Mexican roots. “Thspuld know about Mexico- their rootQue

sepan cdmo es México, coOmo — sus raicesitl Santa, a Mexican born migrant worker with
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three children in Migrant Head Start. In additioratshared language and cultural identity,

families shared the obligation of working in theldis.

Migrant Labor Profile

“| take them to work so they can know how hardgibeing in the field and to be
working. Maybe like that they’ll finish high schioand, you know, go to college and study
something so they won't be working in the fielddid America, a mother of four, eight months
pregnant with her fifth child, and still working the field at the time of the interview.

Table 3 provides an overview of parents’ migrafiattern, hours worked, and whether
both parents work. . Although the 2012 drought bidgwon less work for migrant labors in
Northwestern Michigan compared to years in the, g@sents reported working an average of 8
to12 hour days, with the exception of two parert® weported no set hours. A few parents did
comment (during the interviews) that they had hames days this year when they were idle
because of lack of work due to destruction of crofi parents interviewed reported that both
parents in the home worked in the field with theeption of America, a single mother who lived
with her mother and step-father. There were thregnmant women interviewed, two who were
eight months pregnant; all reported working. Ak farents interviewed reported migrating to
either Texas or Florida during the winter monthighwhe exception of one parent who reported
that the family was resident workers. Residentkes tend to settle in Michigan year around
and work all year in the state. (See Table 3).

Table 3. Migrant Labor Profile

Name Winter Work Daily Hours Both Parents in
Location Worked Migrant Labors
America Florida/Texas 12 No (single parent
Rosa Maria Florida No set hours Yes
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Table 3:Cont'd

Jovana Florida 10-12 Yes
Juan Florida No set hours Yes
Tomasa Texas 8 Yes
Brayan Texas 8 Yes
Fernanda Texas 8 Yes
Reyna Texas 8 Yes
Chrisanto Florida 8 Yes
Santa Florida 8 Yes
Rosalinda Texas 10 Yes
Sancha Florida 8 Yes
Isbella Texas 10 Yes
Zoliy Michigan 8 Yes

Education and English Language Ability

All the parents in the study reported having sodhgcation in either Mexico or the
United States but overall education levels were (0able 4). Only five of the 14 parents had
finished high school and of those, two had finishagh school in the United States and three
had finished high school (escuela secundaria) iridse Only the two participants who attended
school in the United States reported speaking Enhglery well. All the other parents reported

speaking a little English or none at all. In geherdaucation levels and English language abilities

were low among the sample.
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Table 4. Education and English Language

Name Attended Grade English Language
School Completed Ability
America United States 8 Very well
Rosa Maria Mexico 9 None
Jovana Mexico 6 None
Juan Mexico/US 10 A little
Tomasa Mexico 13 None
Brayan Mexico 12 A little
Fernanda Mexico 12 None
Reyna Mexico/US 6 A little
Chrisanto Mexico 9 A little
Santa Mexico 9 A little
Rosalinda Mexico/US 11 A little
Sancha Mexico 12 A little
Isabella United States 12 Very well
Zoliy Mexico 9 A little

Family and Child Profile

Table 5 provides demographic information about piaaeages, number of children and
their ages, as well as the amount of time childrave participated in Migrant Head Start. The
ages of the parents in the study ranged from 1%8%rica’s mother, Reyna, who helps raise
her grandchildren, was age 52 at the time of thewiew. America had been a teen mother. Her
oldest daughter, Zulema, was 15 at the time ofritezview and America was 14 when she was
born. Isabella was also a teen mother, being 1& ke son was born. Both Isabella and

America were children of migrant farmworker parefitise number of children of the parents
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who were interviewed ranged from 1-4, but threéhefmothers were pregnant at the time of the
interview, including America who was expecting hgh child. All of the parents interviewed
except for two had their children in the MigrantadeStart program for at least two years.
Several of the parents had much familiarity wite gnogram and five of them stated having over
6 years of experience with it. The overall rang¢hefyears parents had sent their children to
Migrant Head Start in Michigan was 1-15 years (€abl.

Table 5. Family and Child Profile

Name Age of Number of Age Range of | Years in Migrant
Parent Children Children Head Start
(years)

America 30 4 3-15 15
Rosa Maria 22 2 2-3 2
Jovana 30 3 3-9 2
Juan 24 2 2-3 2
Tomasa 28 3 9 months 2
Brayan 33 3 9 months 2
Fernanda 29 1 3 1
Reyna* 52 4 3-15 15
Chrisanto 37 3 5-10 6
Santa 31 3 5-10 6
Rosalinda 30 2 2-3 4
Sancha 36 2 3-8 2
Isabella 19 1 9 months 1

Zoliy 39 3 3-9 9

*Reyna is a grandmother
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Teacher Participants

The Migrant Head Start Teachers

The teachers in the study represented all thréleedMigrant Head Start centers and there
were two teachers from each of the three locatiand,one teacher assistant from Bear Lake
who participated (Table 6They were all female and ranged in age from Z2tgears of age.
Six of the seven teachers interviewed were leachra in the classroom. Adrianna was the only
assistant teacher who participated in the studyof#the interviews were conducted in English
and transcribed in English (Table 6).

Table 6. Teaching Position and Age

Name Center Teaching Position Age
Olga Crystal Valley Teacher 40
Adrianna | Arrow Head Lake Teacher Assistant 25
Betty Arrow Head Lake Teacher 26

Shelly Arrow Head Lake| Teacher 22

Mary Boyne Farms Teacher 59
Tina Crystal Valley Teacher 27
Naomi Boyne Farms Teacher 22

Relationship with Parents, Language Use, and Yeais MHS

Table 7 shows teaching staffs’ language use witbriga, how they rated their
relationship with parents on a scale of 1-10 widhbging strong, and the number of years they
have worked in Migrant Head Start. While the teasheho reported either speaking Spanish, or
speaking both English and some Spanish with paedntated their relationship with families
high (8 or 9 out of 10); only one teacher who wagliEh-only speaking reported a strong

relationship with families (8 out of 10). The Erglitonly speaking teacher that reported a strong
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relationship had further worked in the programltrgest of any teacher, 13 years. The other
two teachers who were English-only speaking wittepes rated their relationships with families
the lowest, 4 and 5 out of 10. Please refer tketélbelow.

Table 7: Relationship with Parents, Language, aedr¥in MHS

Name Language Spoken with Relationship with | Years Working
Parents Parents rated 1-10 in MHS
Olga Spanish 8 8
Adrianna Spanish 9 2
Betty English/Some Spanish 8 1
Shelly English/Some Spanish 8 2
Mary English 8 13
Tina English 4 4
Naomi English 5 1

Education Backgrounds of Teachers

Of the seven teaching staff who participated initiherviews, all but one reported having
some college. Three of the teachers reported havBy degree, two held AA degrees from
community colleges, and one reported having hacesatiege. Only one of the teaching staff
interviewed (an assistant teacher) had a high sdegvee. All but two of the teachers had taken
a college class related to parent involvement.deleafer to table 8 below on education
backgrounds of teacher.

Table 8: Education Backgrounds of Teachers

Name College Degree|  Parent Involvement
Class
Olga Some College Yes
Adrianna High School No
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Table 8: Cont'd

Betty BA Yes
Shelly BA Yes
Mary AA Yes
Tina BA Yes
Naomi AA No

Data Collection Procedures

Parent Interviews

The parent interviews took place at migrant lakmmps located on large farms, in the
evening after work hours. Parents were first gi@eropy of the Institutional Review Board
consent form in both Spanish and English. We re@d the form together for comprehension
and | ask them if they had any questions. All imdlinal parent interviews were conducted by the
researcher and all were audio recorded with thepian of three of the 14 parent interviews.
Three of the parents declined to be audio recosddtie interviews were handwritten by the
researcher. Parents were compensated 20 dollattseiotime. However three parents declined
the stipends saying they were only interested Ipihg out. Parent participants were asked to
make up a name to remain confidential at the beginof the interview. The interviews lasted

about an hour and fifteen minutes.

Language Interviews and Transcriptions
Parents were given the choice of English or Spamégore the interview began. Two of
the parent interviews were done in English and¢neaining 12 interviews were conducted in

Spanish. Parent interviews in Spanish were traosdrby a native speaker through a
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transcription service in California. The Englisterviews were also transcribed by a paid
transcription service. All quotes in Spanish usethis analysis were back translated by a native
Spanish speaker from the Spanish to English. Témareher analyzed the original Spanish text

prior to the back translation of quotes used infitéings.

Teacher Interviews

All of the teacher interviews took place at the Migt Head Start Centers, with the
exception of one interview at Boyne Farms which tvalsl at a nearby cemetery immediately
after work hours because the teacher wanted tutstde during the interview. Consent was
obtained by giving them the consent form and gowey the form with the participants. The
interviews were conducted primarily during the dhein’s nap time at Crystal Valley and Boyne
Farms. The Arrow Head Lake interviews were heltbf@ing work hours but at the center. At
the time of the interview teachers were asked themg a name for the purpose of remaining
confidential and in order not to be identified. Adacher interviews were audio recorded except
for one of the seven interviews which were handmed. The teacher interviews were all done
in English and transcribed by a paid transcripiompany.

Teachers were compensated 20 dollars for their. tiffe transcripts were reviewed for
accuracy by the researcher. All data analysis wa®pned by the researcher from the

transcriptions.

Trustworthiness of Data

Trustworthiness of data was established througixt®nded time of participation in the
program by the researcher, 2) talking to membeteetommunity about particular findings, 3)
extended observations, and 4) member checking (@uda.incoln, 1994). The method of

arriving at trustworthiness is described in debailow.
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Extended Time in the Program and Talking to Membersabout Findings

During the study | spent slightly over 100 hourgontact with the program. This
included time volunteering in the classroom, atieggharent meetings, attending activities, and
having informal conversations with other teachpasents, and staff. Before the focus groups
for member checking and during the period in wHiblad only begun to look at the data, |
shared with a couple of parents and staff memb&w particular findings. This initial feedback
helped me to better understand some of findingscanfirm results. The extended time in the
community also gave me a good understanding gbtbgram through observations and

listening to parent and teacher/ interactions a/ersations.

Participant Observation

Participant observation was on-going throughoetstudy. Its use along with interviews
helped to gain a better understand of the datazibed Lincoln, 2007). In this study the
researcher used participant observation mainlyddynieering in the centers, attending parent
meetings at the centers, attending parent meediniye Statewide Parent Policy Council
Meeting in Lansing. Participant observation helpedescribe settings and gain information
through observation technique which has enrichedl#scription of the setting, participants, and

other events associated with the study.

Member Checking

Additional parents and teachers were recruitegéparate focus groups to further
address the trustworthiness of the data. The meafigeking was conducted after some
preliminary analysis had taken place by the miadl®ctober. Member checking had to be
addressed at this time because the centers wesiagland the teachers and parents would be

gone for the season. Both Arrow Head Lake and B&arens closed for the season in August.
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Typically, these centers in the past had remaimpsshed well into October, November, or even
as late as December. However, because of the agshaack of work, and migrant families
pulling out of Northwestern Michigan, the centersrgvclosing early for the season. Only
Crystal Valley Migrant Head Start Center remainpdrointo the fall that year. The participants

for the member checking were selected from themst@nd teachers at Crystal Valley.

Parent Focus Groups

For the parent focus groups, participants wereureel from the initial pool of 14
parents who had given contact information and shiomarest in participating in the study. But
they were not the same parents who had participatégk in-depth interviews. Because of the
small sample size and due to the fact that | caotdoring all the parents together for the focus
groups, | chose new participants because | feltttieanew participants for a focus group would
provide a fresh perspective on findings and aetresxternal reviewer of the member checking
process.

The focus group session took place in the eveningiba migrant camp. The night | held
the focus group with the parents they were packimdgetting ready to leave the migrant camp.
The parent focus group for member checking lasted tihree hours. Mostly the first hour we
spent time breaking the ice and talking about topiat related to the study and we were also
waiting for the other parent to arrive. The paremse given a copy of preliminary findings of
themes with some sample quotes from parents wkmtesented major ideas that emerged from

the data.

Teacher Focus Groups
Teachers for the focus groups were recruited ap from the Education Specialist at

the Crystal Valley Center. Because the other centere closed, and because | did not want to
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rely only on the two teachers | had initially inteswed at Crystal Valley, again | (with help from
the education Specialist) recruited three teacwarshad shown interest in the study initially,
but had not participated in the in-depth intervieds with the parents, | felt that by using new
participants in the focus groups | had a freshgesve on the finding and an outside
perspective. There were three participants irteheher focus group which took place on the
last day the center was open in mid- October. Titb@teachers were Hispanic and one was a
native English speaker. | summarized major andfikelyng from the interviews and presented

this information to the teachers.

Validity and Credibility

Member checking helped to determine consistentlyardata by providing additional
information, confirming results, summarizing infation, and checking the adequacy of the
preliminary findings of the interviews (Guba & Lima, 1985).

Through the member checking major themes and sidg@aes were endorsed through
focus group participants’ insight in both the tearshand parent focus groups. On a few
occasions the focus groups were essential in adtipth and extending the findings. A few
examples that describe how the data from the ies/was discussed and confirmed are given
below.

During the teacher focus groups Alejandra andaHjpseudonyms) were remarking on
the many ways staff are flexible with parents tmime them in the program and make time for
them. Alejandra remarked, “This year | did a hons#t wn Saturday and sometimes | do them
late at night. Sometimes it is hard for the parbeisause they come here to work, the employer

doesn't give time off but we have to be flexibl&lgjandra’s statement helped to richen the
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understanding of flexibility, in that no one elsadrspoken about visiting families on the
weekends for home visits.

Cindy an English speaking teacher who participatdtie focus group also added to the
discussion of translation (interpretation) in a megful way. She remarked about the use of
interpreters that, “When we (teachers) don’t sggp&nish it is harder. | don’t feel like | get
enough information when | have to translate.” Biegement confirmed what parents and other
teachers mentioned about the difficulties and Bohitommunication when interpreters are used.

Parent focus groups also added to the confirmedtsesnd in a few instances added
meaning to the data. For example, while Ricardo dissussing the work schedules of parents as
a barrier to parent involvement he added, “themar&ho work in the warehouses are the ones
who least volunteer.” This confirmed that work ibarier to parent involvement but also it was
new information because none of the other pareadsentioned the warehouses and the work

schedule of this particular work setting before.
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CHAPTER 4

FINDINGS

Introduction

This chapter presents finding which resulted framalgative analysis of interviews on
the topic of parent involvement in Migrant HeadrStahe findings from the interviews are
organized into two sections: 1) analysis intervievith Migrant Head Start parents, and 2)
finding associated with the migrant Head Starthea perspectives on parent involvement.
Secondly a section which interprets and analyzsshir and parent findings in relation to
parallel research questions and themes. The fisdnogn the interviews with both parents and

teachers are present with figures and written teagt a summary will conclude this chapter.

Part 1: Results of Parent Interviews

Major Themes from Parent Interviews

Part one of the findings section presents thdisestithe in-depth interviews of migrant
farmworker parents with children enrolled in Migt&ftead Start programs. Research questions
were qualitative in nature to allow for a deepedenstanding of the pertinent themes being
explored of parent involvement in the migrant fgmiNMajor themes that emerged from the
interview responses included role constructionit&ions and communication of teachers,
respect and life circumstances. The following feg(ffigure 1) provides an overview of the
research questions related to the study and hose tip@estions were responded to, based on the
coding scheme using a modified grounded theoryagmbr. Five major themes emerged from the
analysis: role construction, invitations, respeotnmunication, and life context. Within each
major theme several sub-categories were apparsattmn parents’ responses during the
interviews (Figure 1).
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Figure 1: Major Themes of Parent St
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Theme One: Role Construction

Role construction is defined as what parents beltbey are expected to do in relation to
their children’s education (Hoover-Dempsey & Sandl®97). These beliefs influence how the
avenues in which they become involved in theirdreih’s education. Role construction is a
range of activities that are influenced socially coltural values, the individual, and other
influences (Hoover-Dempsey & Sandler, 1997). Is #tudy parents reported constructing roles:
1) through social interactions of extended famig athers, 2) by volunteering, 3) through

personal beliefs about education in the US, arttirdugh a sense of responsibility.

Role Construction: Social Influences

Social influences played a part in how familiesstauncted roles in their children’s
education. Extended family and other social netwavkre found to give parents direction in
raising their children and in the children’s edumat Some parents commented about the
extended family members (including family in MeXi¢bat helped them with their thinking
about their children’s education. Other parentsrinewed discussed teachers at the Migrant
Head Start centers and other education entitibavasg influenced their thinking on child
development and education. A few parents mentidingiit was only among the immediate

family that their decisions to be involved in thelnldren’s education were formed.

Extended Family
Four of the parents interviewed mentioned the oblextended family in having an

influence on how they constructed roles in theildchn’s education. For these families extended
family members were involved by participating ie frogram. Extended family was found to
encourage and support the parent, as well as it@ktly to the children about the importance of

education and attending school.
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America was the only single parent interviewed fomcher the role of extended family
may have had the greatest influence on her andhileren’s lives because she lived in a family
unit which included herself, her children, her nestand step-father. She constructed
motivational roles through her mother’s influenoel &elief that school was important. She
commented on what her mother would say about tipeitance of finishing school as a means
for a better life for the grandchildren, “Because same thing she told us, she tells them too,
and she tells me, you know, keep them in scholbkhem they have to go to school, finish
school so they won't be working the fields.”

The other three parents interviewed, all Mexicatidwals, likewise commented about
the role of extended family in Mexico with whom yhepoke regarding the importance of
education and keeping the children in school. “blb con mi mama, | speak with my mother,”
Rosalinda mentioned. “My mom is in Mexico, and &l me, that ‘children need to learn,
they need to go to school in order to learn.”

During the interview, Santa mentioned how hetesist Mexico always asked how the
children were doing in school. Her sister helpedt&aonstruct roles through conversations
about schooling with her and directly with the dnén. “I have a sister that asks me and —she
tells the children. She asks me how the girlslaoey they are doing in school. Everything is
asked. And then she gives them advice about stgdgrthey can be successful and not struggle
in school.”

Fernanda also mentioned having her sister (heghldatis aunt) in Mexico to talk to
about education. She mentioned how she would tedkttly to her 3 year old daughter about
school. “When she speaks with her she tells hés gitegng to school to learn to write and things

like that.”
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Teachers or the Immediate Family
It was also observed that some families did noetextended family members either in

the US or Mexico to talk to about their childree@ucation. These parents mentioned teachers or
themselves as being the person(s) most influeintideir children’s education.

A couple of parents mentioned teachers as beingriee who motivated them to be
involved in their children’s schooling. Juan spalkmut the teachers at Hart Migrant Head Start
as a positive influence in motivating the familyl® involved. Jovana also mentioned that
teachers had helped her, “Sometimes we get a gaatiér who encourages us about our
children’s education.” She went on to talk about ofher older children who had a disability
but had gotten a lot of ideas about helping herfsmn the Special Education teacher in the Hart
Public Schools.

Some parents commented that it was only withinirtireediate family in which they
found support. Sancha mentioned that she was oovireat a young age, and she and her

husband were the only ones involved in making datssabout the children’s schooling.

Role Construction: Volunteering

Parents in the study spoke about volunteeringveayaof making time to be involved in
Migrant Head Start for the purpose of participatimgheir children’s education. In general, the
parents understood the various ways that they ommlichteer in the program, and even though
many commented that time was a factor in theirgiecs to volunteer, when they did they felt
that they enjoyed the experience of being involiveithe school. Rosalinda summed it up,

“There are many opportunities for us. Help in tkater, read to the kids, lull babies, play games,
decorations for the classroom. And they have alvalgsus that they appreciate a lot the

volunteers when they go.”
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In general three categories emerged from the ii@es/on why parents believed that
volunteering was a meaningful and beneficial pakdeang a parent in Migrant Head Start. These
were: personal growth through volunteering, havhregopportunity to spend time with their

children, and being able to be useful and give hadke Migrant Head Start.

Parents’ Personal Growth through Volunteering
Three of the parents who had volunteered in tbgram mentioned that they had

learned a lot about child development and had patsogrown through the process of
volunteering. Migrant Head Start typically givegpoptunities for parents to learn about child
development, decision making regarding the progsamolicies and procedures, and teaches
other life skills; as a part of the work they daassist and develop families in poverty. America
mentioned that she has learned through volunteeritigher husband in a Migrant Head Start
program in Florida. “Years back in Florida whenskd to be with my first husband | guess, we
used to go there to volunteer for a lot of thingsduse you learn a lot of things when you go
there, to the meetings.”

Fernanda who had the role of Secretary of the P&wlicy Council at the Migrant Head
Start center in Hart, commented on her leadersiigand the opportunities it provided to share
with families and learn. She mentioned her involeatn“The only way that | participate is
collaborating with the parent committee. This ee@time because | like to share with people and
learn different things.”

Chrisanto had also participated for three yeatb@®resident of the Parent Policy
Council at the Bear Lake center. He talked abdending the Statewide Parent Policy Council
Meetings in Lansing and the experience he hadehtvo the meetings in Lansing and thought it

was important and that one learns a lot when otgetgego to those meetings. It was very good
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because they explain to you what is going on withgrogram and the ways in which the parents

can support the school.”

Volunteering to Spend Time with Children
All of the 14 families who participated in the dyureported that both parents in the

household worked in the fields except for Amerideowvas a single parent and as such, the sole
head of household. Because of the fact that tHeyaaked, volunteering in the classroom
seemed to be a feasible way that parents couldigpar and learn about what was going on in
the classroom. Several of the parents interviewedtimned volunteering in the classroom to
spend time with their children. “When | have timgo and eat with my children and to see how
they are getting along in the classroom and wighdtiner children and teachers. Sometimes |
help out on the playground,” said Jovana.

Santa also mentioned that by going to the schoablionteer it gave her time to spend
with the children and have lunch with them. “Mamgés we go, | mean, | go to school to spend
time with the children or sometimes | go at lunichet to eat with them.”

Tomasa mentioned that her son also liked it whenwant to the school to volunteer.

She mentioned that he enjoyed showing her hisrdasswork. “Si, mi hijo el mayor, a él le
gusta mucho que vaya cuando tienen incluso figsts®. -Yes, my son, the eldest, he likes very
much that |1 go when they even have parties andtewéithe sort. He likes that | go and shows
me everything he has in his chair (where he sitsesl time), everything he has in his

classroom, he likes it a lot when | go.”

Helping the Program
The final reason a few parents gave for volunteggnrthe program was to support the

Migrant Head Start center. A few of the parentsregped that they were thankful to have the

73



Migrant Head Start program for their children aheyt felt that by making themselves available
to volunteer they were giving back to the prograat had helped them out while they worked.

Juan understood the importance of being able t® ighkind contributions to the
program through volunteer hours. In-kind contribos are matching funds that need to be raised
as part of the overall federal budget for Migramiald Start. He noted the importance of
volunteering as a way to help the program. “ltaedjto volunteer in the class because it helps
the children and it also helps the program to lragee money for the school.”

Chrisanto who had been involved in the Parent P@icuncil as President for Bear Lake
also recognized the importance of supporting tlogam through being involved: “I was in fact
president to support the school and make surestfima with its issues, so that they wouldn’t
close it and it would be open more time. There wWdid support in the school more than
anything, that they saw there was support.”

| asked Luisa during the focus groups if she falstiparents had a good understanding
of how the volunteer time actually contributedhe matching in-kind funding which in turn
supports the program financially. Luisa, who wdsst year President of the Parent Policy
Council at Crystal Valley center, felt that theeeded to be better communication among the
parents about the importance of supporting theadad attending parent meetings. She stated
that, “many parents don't attend the parent mestbegause they don’t recognize the

importance of assisting the meetings and comirig irolunteer to support the school.”

Role Construction: Personal beliefs about education
In the study, parents constructed roles basedeaingkrsonal beliefs about education in
the United States. In general, most spoke well athaucurrent education their children were

receiving and valued education as a means for thddren to get ahead in life. Specifically,
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parents’ were motivated to talk to their childremdaliscuss education in the following ways: as
a positive learning environment, bilingualism, gsagh for upward mobility, a belief that there
was more educational support in the United StatesHildren. While most parents held positive
views on education, at least two parents had negatews the education system in the United

States.

Positive Environment for Learning
A couple of the parents mentioned that the educatidigrant Head Start offered a

positive learning experience in which they felt theldren were in a socially friendly
environment which gave them opportunities to lesw things at a young age. One parent
mentioned that because the school taught in batjukges, children could learn English at a
young age. These parents spoke to their childreatahe positive influences of school and
encouraged their children to attend school.

Santa mentioned how she would talk to her childdeout school being a positive place
where they can meet other children and learn. Sioe ‘8 tell them that in school they are going
to meet a lot of friends and discover many thinthgt they are going to learn and they that they
will be treated well.” Similarly, Rosa would encage her children by talking to them about the
positive benefits of the learning environment.€ll them that when they are with the teacher

they are going to learn many nice things like drejvand playing.”

Bilingualism
Most parents embraced the idea that their childrenld grow up to be bilingual in the

United States. They believed that by learning ntiba@ one language, their children’s
opportunities would be expanded. As Juan notedafsom learning English our children

should be learning Spanish so that they have npertunity in life.”
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Rosalinda felt that the children benefited fromrihg both languages. She talked about
how she and her husband stressed the importaiearaoing English for the purpose of helping
the family by having English ability. She remark&nd my husband tells him, ‘so you learn
English, son. So you learn English and teach yadt’dhe tells him. Then he- they make a
strong effort and get up early in the morning, tatt is the motivation that my husband and |

give them.”

Schools and Upward Mobility
All of the parents were adamant about wanting eiht life for their children apart

from the life of working in the fields. Most of thparents saw the education system in the United
States as a means for upward mobility. They betigkiat if they could keep children in school
the next generation would do well and have moreodppity and choices. Parents seemed to be
very aware of the fact that education was a pattobpoverty for the family. “It's very
important for them, so they learn to have a béttere. And if one doesn’t study then one can't
find a better future,” said Chrisanto. They constied roles based on their positive belief of
education as a means for upward mobility.

America referred to her desires for her childrebéable to do something that they like
in life and be able to do more than just work loutide someone.” She spoke of her views of

schooling and the opportunity it provides:

Not just finish high school. | don't just tell thee well finish high school you'll get a job,
whatever. You know, try to be someone in your. lifnd | always tell them something
that you like, not something that you're going &i gaid a lot for, something you like to
do, you know, because if you're going to do someghihat you don't like, you're not

going to be happy with your job.
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Fernanda also talked about education as a wayahidgren could have more
opportunities compared to those who “don’t studiri.order to have more opportunities
because people that don't study have very few pibisigis to have a good job. Those of us that
are not studying need to work in the fields, yetsththat studied don’t need to be working in the

field.”

She also elaborated on how her young daughtertsdsgirations motivated her to
encourage her daughter’s dream and talk to hertabeumportance of school as a means to
achieving that goal. “She always says she’ll bectat, and | always tell her that she’ll be taught

how to become a doctor in school, because shesbaylsbe a doctor.

More Support for Education in the US
Three of parents talked about the benefits of sdmabe United States compared to

schools in Mexico and that in the United Statetdchn were given more help in school from
teachers and support to gain higher education. Sarfedt that the teachers in the United States
were more helpful and took more interest in chidcempared to teachers in Mexico, “Children
have more support here from their teachers thandben Mexico. They have more interest in
them, in their schooling.”

Reyna mentioned how one of her granddaughtersdwivied a scholarship which paid
her way through college. She talked about how énUhited States this kind of help was
available, while in Mexico there was not so mucppsart of this kind:

| have a granddaughter that studied four yearshod. | don’t know how to say it in

English, designer, | don’t know what it's callecheSstudied four years and they paid for

everything, only there isn’t much demand for thodt in Texas. She needs to go to San
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Antonio, to Austin, because there is demand. Bey thaid for everything, they even paid

her because she went to school. That's how Mexiters, they help more here.

America’s oldest daughter had had the opportunityet the central figure in the
documentary film, about children of migrant farmens. Because she did the movie, she was
given a scholarship for college upon completindhlighool. America talked about this in the
interview, “Everything’s going to get paid so ttgthy she really wants to finish school because
she knows she’s not going to be worrying about) ia@lv am | going to pay college, or

anything.”

Balancing Education Opportunities and Safety
Although most parents talked positively about tppartunities that their children may

have in America, a couple of parents had concdroatassafety of the schools and the life in the
US. Jovana worried about the schools in the Uriiiaties when asked; she mentioned feeling
that in general life in Mexico was more troublegfré‘'On one hand it was good. In the town
where | was born there was a lot of freedom. Thexe not much food but we knew everyone

and could go anywhere without worry. Here we waongre about the children.”

Role Construction: Responsibilities
Responsibility was another theme that emerged wodkeiconstruction. Parents were
found to have strong beliefs of responsibility fleeir children’s education and development. All
of the parents talked about the importance of nesipdity in the schooling of their children.
Three categories emerged in how parents viewed riblei of being a responsible in their
children’s education. Parents discussed respoitgilnilthe following ways: nurturing and
preparing children, being responsible for scholatesl activities, and being a role model as well

as the first teacher of their children.
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Nurturing and Preparing Children
At least three of the parents talked about respdigiwithin the context of preparing a

nurturing environment in the home and helping akitdlearn responsibilities to prepare for the
day. They also talked to their children at homeualb@ing responsible in school by behaving
well and accepting school as a duty.

Rosa mentioned preparing the children for scheal@ll as having time for them and
teaching responsibility. “I bathe them and feedritend make sure | delegate time to play with
them. In the home | make sure they pick up theis tnd | tell them not to behave poorly.”

Rosalinda saw her role of being a responsible pdmgpointing out the importance of
keeping the children in school even on days wheg fihowed resistance in going. “It is a big
responsibility to have to - when sometimes thead®y that doesn’t want to go to school and
cries when he gets on the bus, one stays sayingseid him? | better get him off.” But it's

always better to tell the boy ‘you must go to sdhomrder to learn.”

Being Responsible with School Related Activities
Some of the parents considered responsibilityeasginvolved in school related

activities. They described doing things like takingeachers, having the children follow through
with school related homework activities, and teaghshildren at an early age to be responsible
for school.

Juan, like some parents mentioned the importanttelwing consistent in sending the
children to school every day, and also emphasizednportance of talking to teachers and
spending time with them at home. We know we mestighe children to school every day and
ask the teachers how they are doing in school.

Tomasa believed that the most important thing Wwasthe children had time to work on

their homework at home and that they did not mig®sl. “I think that the major responsibility
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is that they begin to be responsible. For exanmpimost important thing is the homework, that

they don’t miss school and that they go daily.imkithat is our major responsibility.”

Being a Role Model and First Teacher
One parent in particular discussed his views adhef and emphasized the importance

of responsibility and instilling this value in hesvn children. “Es muy importante la
responsabilidad. -Responsibility is very importafes, being responsible is more than anything,
more than everything,” said Chrisanto.
He also talked about his role as a father and bibiedirst and most important teacher for his
children in the home. “La responsabilidad es ende$ia The responsibility is to teach them,
teach them also that we are the first teacherghadin the school are the other teachers.”
Chrisanto went on to acknowledge that it was imgodrfor him that his son saw him as a
responsible person. He wanted his children to bagof him for being involved and dedicated
to their school and education:
What encourages me is to support the school anabsumy son so he sees that his dad
is responsible or that one as a son sometimes &xibed the father gets there and say,
‘that's my dad’ and they feel good about one gamgupport there. It is what makes me

keep going, seeing my son happy because he setterae

Theme Two: Invitations

According to the Hoover-Dempsey and Sandler Mofl®avent Involvement (1995,
1997) the construct invitations, is a parents’ pption that the school wants them to be
involved. Invitations are opportunities or schaauirements of parents presented in a way that

is warm and welcoming and that encourage pareris tovolved.
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Evidence from the interviews showed that parerasight well of Migrant Head Start’s
teachers and staff. They discussed their propefmityhe teachers, and overall had the
considered the teachers to be inviting in theernattions with parents. Invitations have been
found to play a key role in encouraging parentsgocome involved with their children’s
education (citation needed). The invitations wenaarized in three main categories: 1) kind
and welcoming, 2) trust and feeling at home, aner@puraging parents to become involved. A
few differences were found among the centers in faowilies’ perceived school climate as

being inviting.

Welcoming to Families
Most of the families agreed that the staff atfaleée centers were kind and welcoming.

“Pretty nice, | mean they’re like nice persons witk and my daughter. Every time | go, they
are always saying, you know, like how are you®irk they’re pretty good with that,” said
America.

Reyna whose grandchildren attended Arrow Head Lalpepgram with mostly English
speaking staff shared that she felt the staff \were even though she could not necessarily
speak the language. “First of all the ones in femetvery kind. They are very attentive with me
when | go to get the boy in the room, the teacheraell. Even though we don’t speak because |
don’t understand them, but really, | haven't seeytlaing that I'd say | dislike, everything is
fine.” Reyna’'s comment is telling in that she daesreally comment on the positive of the
program, but merely states she has not seen agyghmdislikes. She also makes it clear that
she can’t communicate with the children’s teach&rsow Head Lake had more Spanish

speaking staff this year compared to past yeatsstiuacked a solid bilingual presence.
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Trust and Feeling at Home
At the Crystal Valley Migrant Head Start, the pdsespoke most fondly of the

program’s teachers and staff and even went scsfer say how they felt at home at the school. |
witnessed some of these interactions firsthandendttiending the parent meetings. The center
director, Margarita, a Mexican-American woman fréexas, who had been with Migrant Head
Start for over 14 years, was very friendly with thmilies and made it a point to go around and
talk to families individually before and after tharent meeting. Her center was also the only one
that served homemade Mexican dinners (Comida Meaicduring the parent meetings. The
teachers and staff would serve the parents aatiles while the parents relaxed and socialized,
before the parent meeting. The other centers als@d dinner at the parent meetings but it was
buffet style and not necessarily Mexican food. @ly¥alley Migrant Head Start was an
exception to the rule. It appeared that this gestilwne to serve families at the table nurtured
trust, feeling at home, and being invited.

Fernanda, a parent from Crystal Valley talked alb@inig invited to participate. “Yes,
they invite us to the activities they hold, like fxample the one last Friday. And they have also
invited us as volunteers, if we can go and volunie¢éhe class.” When asked about what
encourages her own participation, she replied, &Bse one feels at home with them because
more than teachers they come to show as friendew@eat us if there is something we don’t
know or things of the sort.” Fernanda’s testimoayeals not only the trust she feels with the
staff at Crystal Valley, but also shows that beeasle feels at home at the center, and that the
staff care about her personally, and as a reseltssmore willing to be involved. Crystal Valley
was the site in the study with the most Spanishldpg staff, and the only site with a Mexican-
American director.

Juan also shared a sense of being at home witkdbbers and staff at the Hart Migrant

82



Head Start. He said, “We feel as if we are at hdrast year the center even helped us find
work.” Juan, who comes from the indigenous cultlimtzil, from the State of Chiapas in
Southern Mexico also mentioned having trust insiadf because they did not judge people on
appearances, culture, or religion. “It is not intpat how we are. If we go to the center dirty
from work or the children have old cloths. Theyl steat us well. In the schools they don't judge

us for our culture or religion.”

Encouraging Parents to Become Involved
Most of the parents from all three sites mentiothed they believed that the teachers

encouraged them to become involved and participdtee center’s activities. Head Start’s
emphasis of parent involvement requires teachatstif to encourage parents to participate
(Lukbeck & deVries, 2000) and teachers and stadllahree centers seemed to encourage parent
involvement. “The teachers invite us to visit tikb®ol to see what the children are doing and
how they are advancing in the school,” said Rosgeits seemed to have gained an
understanding from the teachers and staff abouttheyrogram benefited by volunteering and
that also it was good for the children to havepgheent involved. Rosalinda said, “The teachers
motivate a lot for us to go and volunteer. Alsdha way that one should also get involved
because it helps the children. They have alwaysuslthat they appreciate a lot the volunteers

when they go.”

Feelings of not being included
Not all parents had welcoming experiences, somenpa felts excluded. A couple

parents mentioned that some staff made them feeklsomed in the school on occasions.
Sancha was troubled because of a misunderstanditvgeén her husband and a few of the
school staff, and she did not feel the teachersenmadch of an effort to involve her family

because of this issue. When | asked her abouhtgelvited at the school she simply replied. “-
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No, nomas como por ejemplo,- No, not anymore, éotyexample, in the notes they send us.”
Her statement also reveals that the written comoation had little impact on her feeling that
the school welcomed her at the center.

Another parent felt mistreated by staff. Reyna dbed one of the staff member as
“giving her trouble” by refusing to enroll one oéhgranddaughters. “I'm talking about a year
ago, or two years ago, that there was anothersreewas Mexican. | didn’t like her or | don’t

know, | had personal issues with her, the girl dowt get in school because of the conflicts.”

Theme Three: Respecto

A number of parents talked about respect. In Higpewmlture respect takes on a different
meaning from how it is understood in mainstream Aca@ culture. In Mexico children are
taught a strong sense of mutual respect in relstiips (Delgado-Gaitan, 2004). Respect or
respectaalso has a different dynamic in regards to refetips between the young and the old
in that children are taught to show respect foepts, educators, or other adults (Delgado-
Gaitan, 2004: Valdez, 1996). Santa commented|l“them that they shouldn’t answer back or
argue with elders. To respect them, because tleeglder and they must also respect younger
children. - I tell them, ‘if you want to be respedf respect.” And | want them to be good
children so they don’t have any troubles.” Sant@esvs place value on authority and elders in
the community, and for children to respect yourgfeldren as well. The passage describes her
belief that children need to learn these behawaarksroles in life as an important part of their
education.

On the one hand parents felt respected by teaahdrstaff at the Migrant Head Start,
but on the other hand a few parents’ comments atelitthat they did not agree with the ways

teachers were socializing their children with reigaio respect. Respect was talked about in two
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major ways in the study: respect parents felt emsgthool and respect between teachers and

children.

Respect between Educators and Parents
Most of the parents in the study agreed that ik ahd teachers at Migrant Head Start

treated them with respect. For a couple of panea#gect was tied to speaking Spanish. The use
of Spanish indicated that communicate in the ndduguage contributed to parents feeling
respected in the school. Juan mentioned, “| f&eltihey respect us because things we tell them
are kept private and we also like that the teasheaks Spanish.” While Migrant Head Start
Policy requires staff to maintain confidentialitiymersonal issues of families, for Juan it was
also important that teachers and staff keep priwdigt parents shared with them.
Several parents mentioned that the school respdotefdmilies’ values and culture. For some
parents respect meant that teachers and staffresgpectful of parents regardless of their
different cultural values and position in life, mersonal situation. Reyna talked about how for
her, respect was not necessarily tied to languagthbt the teachers and staff were respectful of
parents’ values and positions in life who came fifferent cultural backgrounds, or may not
be able to read or write but were neverthelessatgg within the program. She spoke about an
indigenous man who became president of the pamiatypouncil:

Yes, | feel they do respect us because, for exgrhglen’t know English but there are

even more people aside from me like the ones that there. | will give you an

example, like the one who is going to be presidéhat man doesn’t know, he seems

from Oaxaca, | don’t think that man even knows howrite... do you understand me? |

know how to read and write and deal with numbdtd lacked was the English. And

like | said, they respected his values even thdwgtoesn’t know how to read. If the

man wanted to be president and you supported remybu approved of it. It's like
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when | told them, do we need to know English toupgcthose positions? And they said
no. So those are the values that are given to sshiaol. Even though we’re Indians from
the mountains, from wherever, they take us as sanahe school. Whether we know or
not how to read or write, they don’t look out t@skwe have all that, but yes, they

respect our values.

Respect between Teachers and Children
Cultural perspectives on-and behaviors aroundectspterfered with parent and teacher

relations and their comfort in connecting with gafool. A couple of parents talked about the
dynamics of respect between teachers and the ehildihey viewed the American teachers
(English only speakers) as having a different ustdeding of child rearing compared to
Mexicans. Santa summed it up by saying, “In theethhere sometimes children have more
voice or talk more with the teachers.”
Chrisanto discussed his observations of teacherviddved the teachers as not having
enough command with the children and putting thdéweseon an equal level as the teachers:
Sometimes we have seen that here the Americansiithke themselves equal, right?
They make themselves equal as though they were-lmitiner both of them were
children or either both were adults. Children addlts make themselves feel equal, so
there is no respect. If one replies, the otherasvers back too. | have taught my
children that if they are being told things to stpyet and not say anything. If it's an

older person, no, don’t try to argue with them.

Theme Four: Communication
The importance of communication between teachsigarents is articulated in the

theoretical concepts of the Cultural Historical Aggch by Vygotsky (1978) which impresses
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the importance of interrelatedness and socialactens. One of the most recognized barriers to
parent involvement in the literature for Latino fiie@s is communication with educators and
school personal due to language barriers. Commiimicevas discussed by parents in two

categories: language use and interpersonal comationc

Communication: Language Use

Language could be considered in two ways, in é@kitron to cultural identity or as a tool
of communication (Portes & Salas, 2011; Tyler, 200@jotsky, 1978). During the interviews, it
became evident that even though Migrant Head Stemnpts to hire adequate bilingual staff,
language was still a problem in communicating fame of the families with English only
speaking teachers. The three centers all had aewohibilingual staff, but the Crystal Valley
Migrant Head Start had the most teaching staff gfuke Spanish, while Arrow Head Lake and
Boyne Farms had fewer bilingual teaching staff. ffiree categories that emerged from the
discussion on language were: favorable views ohiSpdanguage use, negative views of

English language use, and use of an interpretezdismmunication.

Favorable Views of Spanish Language Use
All of the families had positive views of Spanigeaking staff and teachers at the

Migrant Head Start centers. Spanish language usdigato words such as respect, being a
good teacher and helping out. Jovana, a mother @osatal Valley Center, commented on the
following. “In the school many of the employeee &atinos. They speak the same language as

us. If they didn’t speak Spanish it would be veif§icllt to fill out paperwork with them.”

Negative Views of English
Over half of the families commented that they hggegienced some frustration or

discomfort at not being able to communicate witme®f the teaching staff at the centers.
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Fernanda commented, “She only speaks English antyIgreet her when I'm dropping off the
girl. And when it's the conference we need an prteter in order to be able to communicate.”

Other than a barrier to communication, one par@awed it as a barrier to volunteer.
Reyna described how she did not want to go to¢hed at times or to volunteer because of the
language batrrier:

| don’t go because they only speak English thecanlspeak a little English but | can’t

reply to things with it. That's why | don’t like tgo as a volunteer, if there were Mexican

teachers | would because then | could talk to thEmat's why | tell them they should
have teachers in Spanish, because there are talwetsdor each classroom, two to take
care of the children.

Tomasa compared communication with two of her cait teachers while making the
point that the one who spoke Spanish was goodgwvitdd other who spoke English was not
good: “I can say that Moisés’ is good. Giovanngsot very good because she only speaks
English, she doesn’t speak Spanish. Moisés’ teadpak Spanish and it's easier for us to

communicate with them. And with Giovanni’s it's thetive only, they don’t speak Spanish.”

Use of Interpreters
Some families seem for the most part neutral atfmutise of interpreters. In fact they

seemed content that the school had a number afjbdi staff which could help them
communicate with teachers and other English spgadteif. Chrisanto pointed out, “In regards
to the language it is fine, because there are rhatigos. They know how to speak Spanish and
they help us interpret ourselves with the teacli¢hey speak English. They help us interpret
and there is no problem. Everything is fine as #o far.”

Chrisanto had been a parent at the Arrow Head Migeant Head Start for six years.

We continued talking and he spoke of an earliee timhen there had not been many bilingual
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staff at the Arrow Head Lake center and how inghst it had been more difficult to
communicate: “Before there were no interpreter$y arlady but no, almost all of them only
spoke English,” he continued the conversation, It was more difficult communicating with

them because one doesn’t understand, doesn’'t uaddmuch English, only the basic thing.”

Communication: Interpersonal Communication
Evidence was found to support interpersonal ratatigps between teachers and parents.

During parent meetings at the Migrant Head Starters, parents seemed to connect with
teachers in friendly conversation. In most of thegnts felt that communication was good
between the school and the families. “Very godd.véry good. I'm a person that talks a lot
with everyone in the school and am always receiveltl When | go | try to talk with all of

them, but it's very good,” mentioned Rosalinda.

Tomasa felt that through the conferences they ableto connect one-to-one with the
teachers and that the conferences were informdfivey do conferences with each parent about
the children to tell us what calls their attentadout them, what funny things they do or what
they notice they are more focused in, they alsaddinow,” she said.

While most parents felt that communication was gaoe felt that there was a lack of
communication. She and her family had had somesssith the school. Sancha mentioned that
the center did not do a good job talking to themualan incident concerning her daughter.

“Well, no, not really... The teachers don’t infotre about everything that happens in the school,

like reports that they do on the children, they'toriorm us.”
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Theme Five: Life Context

Certain aspects of life were found to eternalizepis’ beliefs and values on education,
raising their children, and parent involvement. gy acknowledges that people are products
of their own culture including social class, circstances, race and variations of group identity
(1978). Life circumstance is also defined in theoiAer-Dempsey and Sandler Model of Parent
Involvement (2005) as life context: knowledge akilsof parents, economic status, and family
culture. For migrant families language and culhedtage and work of migrants were areas of
life circumstances discussed. The major themegeofdntext were: 1) importance of cultural
aspects of language and cultural heritage, 2)dxarto parents’ own schooling, 3) work as a
motivation to keep kids in school, and 4) barrterparents’ participation and volunteering in the

Migrant Head Start program.

Life Context: Importance of Language and Cultural Heritage

All of the parents expressed strong opinions abmaiimportance of preserving the
language and cultural heritage for their childrEimey recognized Spanish language and Latino
culture as being a fundamental part of how theidotn were being raised. “Our culture
influences how we raise our kids through food amst@ms and the celebrations that we
celebrate,” commented Zoliy. Parents also commethigicthey didn’t want their children to
forget their language or their cultural heritagenta talked about wanting her children to know
about her customs and not forget their languagenftgrant farmworker parents, culture,
customs, and language were critical aspects af lifeiwhich they wanted kept for their
children.

El espafiol. Que no olviden sus raices- Spanish.tfibg don’t forget their roots. ... it

does not matter where they were born ... but that do@’t forget their roots. The

90



festivals and the customs of ours like the custantsthe united family. Because they are

from here but that they also know that they are igBxAmerican.

Migrant Head Start Supporting Language and Culture
A few parents commented that they felt the schabbdyood job at recognizing and

supporting the children’s language and culture chess’ support of all children’s language
learning was viewed as support of the culture amdilfy. One parent talked about how the
school supported her children’s learning, “In tbibaol they tell us that it is important that our
children speak the three languages, Spanish, Bratid Mixteco. They also tell us that it is

important that we don’t lose our cultural values.”

Fernanda similarly talked about shared valuestti@Crystal Valley Migrant Head Start
had because the majority of the employees weradasiti‘l think that the school, since the
majority are Latinos, | think that the same valueshave as Mexicans the school has them too.
And in that we go with the same education.” Becafdbe strong Latino presence at Crystal
Valley, Fernanda felt that similar values were sllaretween the school and the families

because of cultural identity which made the pafeeitconnected.

Life Context: Barriers of Parents’ Own Schooling
Only 5 of the 14 parents who participated in thedgthad completed a high school
degree in either the US or Mexico. Some of the mardrom Mexico described negative
experiences attending school in Mexico and recgiittle support financially to complete
education in a society where transportation to sciwthe responsibility of the parents. Others

mentioned disengagement and lack of interest orp#éineof their own families in Mexico. On
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the other hand, families in ‘El Norte’ didn’t fareell either in their schooling. Only one of the
five parents who had attended high school in th@ddnStates held a high school diploma. In
this section discussion will focus on two majornties in the past schooling experiences of
migrant farmworker parents. The discussion is adidnto two sub-sections: difficulties

finishing school in the United States, and peraastiof education in Mexico.

Difficulties Finishing School in the United States
High School completion posed challenges to migtatitio families as was evident in

this study. Parents who attended school in the ddnfbtates face barriers largely around
language. Of the five parents who attended schoohe United States, only one of them had
completed a high school degrékhe main reason the parents in this study had owiptete
school centered on the language barrier. One glaent was unable to complete school due to
an unexpected pregnancy.

Three of the parents mentioned the challenges liadywhen they moved to the United
States and began school and experienced languager©aluan had completed the 10th grade
as a recent immigrant but because he lacked Engfidls he dropped out of school and began
working in the fields. Rosalinda also attended stHor a short time but was faced with the
difficulties of learning English. Reyna talked albbohe difficulties she had entering the schools
in the United States because she did not spedkrnbeage:

| got to go to school here when we crossed the dvoehd we got together the

documents... Only three in the family went to sd¢hae were eight. Three of us got to go

to school. But I didn't like it because when | went school they were mostly from

Mexico that didn’'t know English. And the teachee, $poke to us only in English. | told

him, listen, we came to learn English but why dgiott speak to us in Spanish for a little

bit? No, he told me he had to be only speaking iEhglo we would learn it faster. And |
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disagree. That's how it's done with children. Letigopose you are going to teach a boy
who is just entering first grade words like ap@\d.those words one already knows, but

no, he only spoke to me in English.

One parent who had been born and raised in theetUStates, had been doing very well
in school until she got pregnant and was forcedrop out. America discussed how it got hard
for her to finish school after her pregnancy:

| only went to eighth grade. | mean it was, thaswgood in school, you know. | would

get my A or B on the roll and like that. Then Itgwegnant when | was 14 and | kept

going to school, but it was just hard for me tatgschool and then work and, you know,
get home, do my homework and then get up reallly éathe morning, you know, and

change her because | would take her to the dayraréhen go to school.

Perceptions of Education in Mexico
From the parents who attended school in Mexicoy timee out of nine had received a

diploma from high school (escuela secundaria). ¢\ the parents described the difficulties
they had in the school system in Mexico. While & talked about not having financial and
moral support from family, a couple of others menéid that the schools were stricter and the
obligations of schooling were different comparedhe United States. Jovana talked about her
experience with Mexican school which she viewedtast and not child friendly:
It was an obligation to go to school. Sometimestdazhers would hit us with a switch
from a cherry tree or with a ruler and the parevasid support the teachers. That is why
many wouldn’t finish school and they would comethdo look for work. That’s life. On

one side of the boarder they hit us and on ther alide there is no work.
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A few parents mentioned that they felt that socieas different in that parents and the
government place fewer demands on children to gsctwol. Sancha discussed her views
regarding the demands for schooling by governmetities and family:

The government there doesn’t demand that childeere o go to school like they do

here. It's very different. Now | don’t know, but @h | went that's how it was. Because

the parents from earlier times didn’'t send us twstbecause they felt like we had to go.

They never said anything like- “Go to school, youstbegin your studies. They weren’t

paying attention to whether we went to school dr mbey didn’t participate in school, or

went to see how we were doing, if we were doing,for what grades we had.

The lack of involvement that is depicted in thigsote and discussed by some of the
parents demonstrates that the experiences that gbthese parents have not prepared them for
school involvement. The role of the Migrant HeadrStn promoting parent involvement for
migrant families may be essential in reshaping matesense of place in their children’s

education (Chrispeels & Rivero, 2001).

Life Context: Parents’ Work as Motivation to Keep Children in
School
The majority of the parents mentioned that thepegiences as migrant workers were a
motivator to keep their children in school. Theygaxamples of the hardships working in the
field and of their hopes for a better future fogitichildren. They talked to their children about
the arduous work they do working in the fields &med to instill in them the promise of a better
life forged by staying in school and getting an eation.
America spoke about taking her children to thedBedometimes, even the young ones to

see and the older ones to help out and work. Shentypused her work in the fields as a
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motivator for her children to finish school but siieo encouraged them to go to college and
seek a better life:
| mean, keep telling them you have to finish schgou have to stay in school. Tell
them, if you want to be doing what I'm doing rigidgw then, you know that’s not going
to be easy. It's hard with five, well with fought now and then five kids, it’s just hard
being in the field so | always tell them to staysahool and try to, you know, be
something. Because there are two things, you knd¥w@ can finish school and that’s it,

but there is also college, you have to go to cellagd try to be someone.

Jovana also shared that she and her husband sptileechildren about the work they did
and presented school to them as a better optimmé&B8mes we talk to our children about how
hard it is the work that we have to do. So wettedim that being able to go to school is a
beautiful thing because they can play and leamgthand they have friends there.” The belief
that school provided an opportunity to have a béifeeapart from migrant labor was apparent in
how the parents contrasted their occupation inwité their desires for a better future for their
children.

Chrisanto also believed that his children shouklthgir parents and their struggles as an
example of what to push against or move away frontell them that they need to go to school.
Then | encourage them by telling them that theytdeant to be like us, working in this job, and
that if they are schooled more they can have &bt than us, and that is the goal to encourage

them so they put effort in school.”

Life Context: Barriers to Parent Participation and Volunteering
For the most part, the majority of the familieeemiewed had a strong understanding of
what they could do to volunteer in the center, #mely recognized the importance of being
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involved in the program and their child’s educatibtowever, the demands of their work often
override their ability to volunteer or participateschool functions except on rare occasion. All
of the families interviewed had attended at least parent meeting during the summer of data
collection. Three categories emerged pertaininthéoinvolvement barriers parents faced: work

schedules, pregnancy, and parental lack of interest

Work Schedules
The majority of parents cited the most commonarder not being able to volunteer in

the school was because of their work schedule ictflThe long hours and obligation to farm
work during planting and harvesting times leftidittime for volunteer work. Fernanda summed
it up by saying, “The only thing that impedes sames is work. When one wants to work and

they have some event and one can't go.”

Pregnancy
Three of the mothers mentioned pregnancy as keemgson why they did not volunteer

at the center or participate more. One of them moeetl a difficult pregnancy, while the others

mentioned just being too tired and busy with a babyts way. Rosalinda describes the problem,
“Right now | have not had time to volunteer becaokte pregnancy. Sometimes | feel pretty
tired but | try not to miss the parent meetingshsd | am aware and know what is going on and
so that | don’t get behind in what they are sayimfgthough these mothers all expressed a
commitment to being involved in the program, beeanfsbeing pregnancy, it was hard for them

to be involved.

Parental Lack of Interest
Lack of interest by parents was rare. One paremtioned that he felt they (the parents)

did have time to volunteer but that they did nohtw@ make the time. Chrisanto mentioned that,
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“They teach use there (referring to the parent mgg}l and many of us say ‘we don't have time’
but really we do have time but we don’t want toegikie time.”

Chrisanto makes the point that some of the pamaig not recognize the importance of
parent involvement. He points out the involvementhe program leads to being taught new
things. His comment reflects the importance of p'ehaving opportunities to acquire “school
readiness” skills and gaining an understanding hafirt role in their children’s education

(Chrispeels & Rivero, 2001).

Summary of Parent Section

Part one of the findings presented the resultshefih-depth parent interviews. Major
themes that emerged from the interviews were rotsiruction, invitations and communication,
respect, and life circumstances. Parents in Migireeatd Start constructed roles which were both
typical and unique. Role construction of migranmtrfevorker parents was found to be shaped by
traditional ways of parent involvement such as wtdering in the classroom and social
influences of teaching staff. However, parents vase found to construct roles in unique ways
through communication and contact with extendedilfarand by using their work as a
motivation to encourage their children in schoolickhdiffered from traditional ways of role
construction.

Invitations are described by how parents felt ammmnd welcomed by staff at the
Migrant Head Start. Most of the families felt tlealucators at all three sites were welcoming and
respectful in parent and teacher relationships.r&heas evidence that Spanish language and
shared culture helped deepen trust between paaadtseachers at one site with mostly Spanish
speaking staff of Mexican heritage. Language alagegal a role in how parents’ communication

practices functioned with English speaking edusatdhe findings suggest that parents were
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more comfortable with teachers who spoke SpanisimeS parents discussed the limited
communication that they could have with teachers wpoke only English. The findings were
mixed in how comfortable parents felt using sometonaterpret or translate for them.

Respect was talked about in referring to parentkitearelationships and child-teacher
relationships. While most parents commented thattrabthe teachers were respectful of them
and their cultural heritage; a few parents comntettiat their understanding of respect between
teachers and children differed from their views #nel views of English speaking (American
teachers).Respectoa sense of how adult-child relationships and gaesacher relationships
should transpire was questioned by a few paretissd parents disagreed with how some of the
American teachers interacted with children on &llélwat was more equal, but did not represent
for them proper child-adult relationships.

Life context included the cultural aspects of laage and cultural heritage parents own
schooling, perceptions of education in the US dredwork place. The parents in this particular
study stressed the importance of their childremia@ing their native language as part of their
cultural identity. All of the parents wanted thehildren to learn English. Parents also discussed
their own schooling either in Mexico or in the WadtStates. Their own struggles either learning
English in schools in the United States or not hgwhe financial means and support to finish
school in Mexico were part of these parents’ stleg@o acquire education. The next segment

of this chapter (Part 2) will be the teachers’ hessaf the study.

Part 2 Teacher Results

Major Themes from Teacher Interviews
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Part two of the findings section presents the tesaflthe in-depth interviews of Migrant
Head Start teachers. Teacher interviews were ietdhal discuss parent involvement from their
perspective of working closely with migrant famdieMajor themes that emerged from the
interview responses were: communication, invitagjdtexibility, and teachers’ views of parent
involvement. The following figure (figure 2) repesgs the research questions and major themes
that emerged from the interviews with teachers. fhieenes were developed through the coding

process using a modified ground theory approaaadel refer to figure 2 below.
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Figure 2:Major Themes of Teacher St
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Theme One: Communication

Cultural Historical Theory is grounded in the p&dpre of language as a social tool for
communication (Vygotsky, 1978). Parent involvemean be explored through the social
construction of language by emphasizing family g@egaent with a focus on relationship
building and knowledge transmission. This studglesed communication as a means of
developing relationships with families and encourgdamily involvement in Migrant Head
Start. Teachers discussed the individual and gedigpots to communicate with families in four
ways: 1) interpersonal communication, 2) team &ff®)rlanguage, and 4) written

communication.

Interpersonal Communication

All seven teachers identified interpersonal comroation as a means of extending
relationships with families. Interpersonal commuaicn manifested itself in three ways from the
interviews: through extended conversations withili@s) direct communication, and through
frequent contact with families. One bilingual teacindicated that she thought sharing the same
language was important in making connections vathifies and establishing communication.
English-only speaking teachers acknowledged comeation barriers with families because of
Spanish-English language incompatibilities. Langug®panish native language of parents and
teachers’ language practices) will be discussets$ iown section following this discussion of
interpersonal communication.

Five of the seven teachers talked about the impoetaf speaking directly with families
as a means of establishing good two-way communmwitaficcording to the teachers, direct

communications with families (phone calls and facéace) were more effective than sending
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home written communications. Shelly described dicecnmunication practices as calling
parents or talking to parents when they came to yyctheir children:
If something’s happening and we’re doing a writemmunication we always make sure
that they’re getting a phone call, too. If it'sportant, if it's about their child other than
what we did that day, if its health wise we make=ghat they get that phone call.”
“Parents are always coming to pick up their kiag] ehenever they're here we're
making sure that they know what’s going on, ang tleé us what’s going on in the

home.

Extended conversations showed evidence of intespat€ommunication. One teacher,
Mary, a 14 years veteran of the program, saiditeatamiliarity with a particular family over
several years gave her the opportunity to convierseore depth with this family. She thought
that because she had been the teacher to fourgsldf a particular family that the parent was
more willing to talk to her in detail because o¢ittfamiliarity with her and because they had
developed a relationship over the years. In onggodair home visit, with an English speaking
family, this teacher shared that the conversatamhlasted 30 minutes longer than a typical home
visit. She also suggested that the mother had op@mevith her about some things that were
going on with her child:

You know usually you get to the question that sal@you have any concerns about

your child?’ and its no. But with this parent whessked, at first she said no. Then she

said, ‘well, yeah, | want to talk about this isde having,” and she went into more

details. So getting back to the question | do thirgkdevelop good relationships with the

families.
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Frequency of teachers’ contacts with families ismaportant finding with respect to
teachers’ two-way communication. Four of the teesldéscussed the importance of frequent
communications with families. Adrianna is a secgadr assistant teacher from a migrant
family. She raises an important point about oppoty and communication. The bus rides to
the camps each day provided time to communicate farhilies regularly about a range of

things concerning the school:

Well normally, if there’s a parent meeting or iete’s anything wrong with their child or
something, | just tell them and | explain to thehtet them know what’s going on just by
talking to them.” “I’'m on the bus to take the kialsd usually, | read what they collect
from the teacher. Say they sent Francisco a Is#tging he has to get shots. |read the
letter if it's open and | tell him — or, they uslyatell me it's for the doctor. So when |
give it to the mom | say, ‘This is for you, butsito state that your daughter — son or
daughter has to go to the doctor.” So I try tafegout what it is. That way | can know

and that way if the parent’s like, ‘Well, what i[e4?’ | can tell them.

Having a bilingual teacher staff on the bus, faaniWwith paperwork further provided
families someone they could talk to about the negments of the school, which families may or
may not be familiar with. Adrianna used these opputies to allow families to ask questions

and gain information.

Team Effort
Many of the teachers talked about working toge#tsea team. They described
communication between the home and school as cofminga variety staff. Betty is a first year

teacher who reported speaking mostly English botesSpanish with families. She and a few
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other teachers thought that the center worked twgéither with them as a team to communicate
information to parents. Betty, says,
| think the strengths of the center are we workl wedether as a team. We make sure
that we communicate well, our parents communica ivthere’s an issue, whether it
be positive or negative, from home and let us kmdwat that issue is, how they deal with
it, whatever, making sure that they tell us if ve&,dHey, we missed so and so yesterday.
Where were they,” making sure that they give ualbar we call them and we see where
we’re checking up on him, making sure that we'reatting upon the families and that
they’re okay and make sure that we help them out.
Likewise, Naomi, also a first year teacher talkbdut how different people at the center
were involved in communication with parents. SHieetd about the different level of
involvement of the people who held different pasis at the center. “| think we’re very good
about informing them on what's going on. For exmpe had aprons that told when our
parent night was and people on the bus wore thenagw other parents can see it, and also we

got letters sent home and things like that.”

Language
Teachers indicated that language use with par8ptmish and English, presented
challenges for staff that spoke only English. Rjlialism in communication can facilitate better
relations between teachers and parents, when papeak a home language other than English.
Of the seven teachers who were interviewed twheft were Spanish speakers while the other
five where native speakers of English. Languagedigzissed in the context of four major
themes: 1) language barriers, 2) home languadaciBifating language barriers, and 4) non-

verbal cues.
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Language Batrriers
Lack of Spanish ability in speaking with familieasva barrier to effective

communication for English-only speaking teachedsofthe English-only speaking teachers

who participated in the study mentioned the languaayrier as something that inhibited good
relationships and communication with families. Naolescribed her struggle to get close to
families. “But it's also really hard to have a leettelationship because | don’'t speak Spanish and
some of them don’t speak English, and that's wheteuggle personally, with the family
relationship.”

Tina also commented that a relationship with fagsilivas difficult because she was
always speaking to families through an interprated not directly with them. She expressed her
concerns with having to speak through another pef$is the communication barrier. | can't
speak their language. | can't speak with thenhhswwe to have a translator, which makes it very
— you can't get personal — | mean you don’t wathtaee it personal, you want that professional
relationship, but yet, | always have to speak wiimebody, and that’s kind of hard.”

The language barrier also appears to also creataaes for the development of trust
among parents. Shelly a teacher who speaks mastjljsh and a little Spanish, also pointed out
that the families may also find it impersonal tealp with someone through the use of a
translator. “I think that a big one is the languagerier, that some of them might not feel
comfortable.” For parents it might be hard to fe@nfortable in these situation during

conversations about their children.

Home Language Use
While the English-only teachers express their faigins with not being able to speak

the language with parents. Both Spanish speakaahtgs who participated in the interviews

thought that their use of Spanish was an asseffflective communication with families.
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Adrianna told that she felt families opened upéo\Wwhen they realized that she was able to
communicate in their language. “And they do lobkau like, ‘Ooh, you can speak Spanish.’
So yeah, | think bilingual staff is needed.” Oljao made a similar comment about Spanish
language use. “When we talk to them | feel likeythave more trust in us face to face because
they know who we are and that we speak their laggtissome current studies on Latinos
families in education settings have discussedriportance of cultural familiarity and shared

language in building trust @onfianzafor Spanish speaking families (Portes & Salas]1201

Facilitating Language Barriers
Teachers and staff developed certain practicesdibthte communication where

language barriers existed. Teachers reported mafiags by attempting to write in Spanish,
trying to learn the language, making eye contagitjgigestures with the family during
translations, and having the presence of otharchikl staff to rely on at the center. In some
cases there were mixed reports of the effectiveoesanslating and having translators available
all of the time during working hours. Mary discudseer efforts to try and write her daily

activity reports in Spanish. She thought that ehengh she did not speak the language well,
that it would be important to the parents to maidesdffort. “I try really hard to put some of my
stuff in Spanish. Otherwise it looks like you'retriying to learn the language, which is
important, so | do try to write what | can thinktofwrite in English, and I try to translate it
myself.” Betty also commented about trying to makeattempt to use Spanish in the workplace,
“I'll go get my little dictionary and look it upI’'m like, “Hold on just a second. Let me look it

up in my dictionary.”

Nonverbal Cues
Nonverbal Cues were efforts that several of thgliEh-only speaking teachers brought

up as ways they used to soften the communicatiamebal hese were typically described as eye
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contact, smiling at families, nodding and usingeotgestures. Naomi mentioned that it was
important for her to make eye contact with pareite said that even though she could not talk
directly with the families she would try to use aagrbal communication with them.
Well, when | have a translator with me | alwaysdat the family. 1 don’t look at the
translator, | look at the family. I'll glance ovat the translator and make sure that they're
catching what I'm saying also, but | always looklsg family and | always shake their
hand and | always tell them thank you and, justdryse any kind of welcoming slash

encouraging words that | can.

Translation
Translation (while some staff referred to the wiveshslations in describing use of a

third person to interpret or communicate betweaema and teachers, the work is really
interpretations in the oral form of communicatiovgs the fourth sub-category of the language
theme. Staff had mixed reports on how effectivey fledt translations/interpretations were in
communicating with families. Some mentioned thatytfelt families just did not feel

comfortable with translators, while others mentmtigat because of the number of bilingual
staff available it was not a problem to communiadtectively. Shelly mentioned that she felt
the family service workers at the center did a goddranslating and she commented that
because they shared the culture with the pareeysviiere able to ease the conversation between
parents and teachers. Naomi mentioned that shiede#tuse there was plenty of bilingual staff
that most of the time there were bilingual stafitable to assist the English only speaking staff.
She commented the following, “It’'s pretty easy hessaevery classroom, 90 percent of the time,
has a bilingual in the classroom. There are timasn we're short staffed where that’s not an

option, but most of the time there is a bilinguaigon in each classroom.”
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Written Communication
Written communication at Migrant Head Start wascdegd by all teachers as one of the

most widely used forms of communication betweegtiees and parents. Written
communication took many forms, daily or weekly @ityi reports on children (in both Spanish
and English), memos about meetings and speciaftasi center newsletters, accident reports,
and other forms which are part of the federal nemuents for enrolling children in the program.
Betty summed up some of the forms during the inégvv
We communicate with them by sending home weeklysagss with them every week.
And what the — the weekly messages contain is abeeents, thank yous, what we've
been working on, what your child has been learni@gr family service specialist does a
newsletter each month and we write a little panaigta the parents about what we’ve
been doing that month and any special events thgtb coming up that they might

want to be aware of.

Conflicting Findings and Written Communication
Within the group of teachers there were some aiimfg) findings on the effectiveness of

written communication. While some teachers notatl tommunication through memos and
letters may not be most effective practices witlgnamt farmworker parents, a couple of teachers
felt confident that this was an effective method;. ékperience as a Migrant Head Start teacher
and director gave me insight into literacy of migréamilies. While some, like the families in
this study, have secondary schooling and can neddvate, many others have minimal writing
skills. I remember in my personal experience dgagerwork with families and having them
sign with an X.

Shelly thought that written communication was natpbematic, “It’s a lot of written

communication. “We found out within the first weekbeing open that all of our parents can
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read. So we do a lot of notes, and they writesibtek to us, too.” On the other hand the
majority of the teachers felt that written commuation was problematic. These teachers
discussed the contrary that some of the parentstmag be able to read what goes home. Mary
felt that some of the parents were not completelyng to speak out about not being able to
read written communications in either Spanish aglish because of limited literary. She shared
her thoughts:

Some of them don’t know how to read the Spanist,pssibly being embarrassed that

they can't read. A lot of people, even if you'rglish speaking, and you can't read you

kind of hide it, but if you don’'t know that theyrcaread, you're sending home these
notes, and they're just looking at them, not kngwimat they mean because they don’t
want to ask for help.

Betty commented that families may feel overburdenid the amount of paper work
that goes home to parents. She talked about thenme activities that she would send home to
the families. She remarked:

The only thing we had trouble with is our in-kinctigities we send home. | think a lot

of the parents get overburdened with so much papérthat they don’t want to send

them back to us right away or they forget aboutth&o it's been really hard to keep
them coming in and ready to go because it's —tltjusk they feel overwhelmed.

While teachers gave different opinions on the irtgpace of written communication, the
majority felt that it was problematic for some bétparents. Although all of the written
communications were translated into Spanish, literaay be a barrier for some families in
receiving these notes, memos and newsletters. B@iGaitan (2004) points out that with Latino

families issues of written communication need tbordy insure that the meaning of the
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correspondence is properly translated, but alemsore that the purpose of the communication

is delivered.

Theme Two: Teacher Invitations

Invitations are practices of teaching staff thakenparents feel welcomed and a part of
the school community. Within this theme there eradriyvo sub-categories which were
discussed by the teachers 1) welcoming parents2 aimtentives and encouragement.
Welcoming parents referred to actions teacher toogkake parents feel comfortable at the
center, incentives and encouragement describesthalyparents encouraged families and

welcoming included greeting families and makingnthfieel comfortable in the center.

Welcoming Parents
Welcoming parents according to teachers in thaysincluded, how the teachers greet
parents, make them feel at ease in the classramisteow them around the classroom. While
the majority of teachers described what they waldldn relation to making parents feel at ease
and welcomed at the center, a few teachers comohé&méthey felt more could be done to
welcome families.

Although Betty only spoke a little Spanish, she timred using gestures to welcome
families into the classroom. She commented thandke sure to welcome them into the
classroom, whether it's gestures or saying, “Cométo classroom,” with my voice, making
sure that they feel welcome. | say, “Go aheadrawd a seat,” or, “Come on in.” She also
shared that by having a positive attitude helpedilfas’ feel welcomed at the center. “So just
making sure you're positive, your body languagetp@s your words are carefully chosen and
making sure that you let them know you’re not fogcthem to do anything. It's their choice,
just like you give a child a choice.” Shelly memted that she would often show parents their
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children’s work when they would come in to visietblassroom. “When they're here we like to
bring them into the classroom, too and show thestupes that we’ve taken and show them the
portfolios that we've done.” For Shelly, creatiagvelcoming environment meant that she could
communicate with them when they visited the classhowing them around and making them
feel comfortable in the class, and being positivela their presence. She also mentioned not
putting pressure on families to feel obligateddme in and volunteer.

A few teachers mentioned that more could be damewélcome families. Betty
commented:

We always welcome them, but | feel like maybe weldaake it a step further to

welcome them. We have family nights, but a lotwien we tell them they can come in

is through written, so we should kind of verbalthat more to make them — we always

make them feel welcome when they're here, but wailshkind of verbalize more that

they can stay as long as they want to. They kin@y tan, but then it's always nice to be

told that you can come in anytime.

Another aspect of concern about providing a welogrenvironment was expressed by
Naomi. She suggested that some parents may fegatdd to come in to the school but not
necessarily because they want to. “l would likenthto feel more welcomed, encouraged, and

not feel obligated to come back, but I'd like thesrcome in because they want to come in.”

Incentives and Encouragement
A few teachers talked about ways they encouragezhfsmto come into the centers or to
provide incentives for families to encourage monelvementSome staff commented about
bringing in food during volunteer days, and theyuldocook for the families at parent meetings

as incentives for parents to attend meetings ottioread planning special events for families.
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Mary mentioned things that she felt had been affeatith families over the years. “They used
to offer English as a second language to the pareifihis was quite a few years ago. They also
used to have it where parents were invited to comand learn how to do scrap bookihg.

Theme Three: Flexibility

Flexibility with parents was found to be valuable and
necessary part of working with migrant farmworker families.
Teachers often mentioned in the interviews that the ability to
address the needs of migrant farmwoker families required them to
be flexible in reaching out to families. Flexibility was discussed in
three ways: 1) going to the fields to meet with parents, 2) meeting
with parents in the evenings and on weekends, and 3) using
multiple means of communications with families.
Going to the Fields
Three teachers noted that by having teaching ataffally go to the fields where the
parents were working, or by providing flexible hetior the purpose of meeting with families in
the evenings or on weekends were ways of helpingnpato feel that they could interact with
staff more freely. These teachers felt these efflaricommunicate showed parents that the
teaching staff at Migrant Head Start was caring ateimpting to communicate with families to
build better relationships. Adrianna, an assisteather, commented about the value of going to
the fields with her Education Specialist to talkiwiamilies demonstrated the commitment that
the center staff had for the families. She alsormented that she thought visiting families in the
fields also gave teaching staff the opportunitgxperience the families’ lives and work hands

on:
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Sometimes, some of the staff go out to the field$taey let the parents know about

stuff, too. Two weeks ago, | got to go with my Edtion Specialist to the fields and it's
a really nice experience. | experience that edesybecause my husband works in the
field and my parents work in the field, but it'saito see that other people do care and

they actually get to see how they're working, amicink that's pretty nice.

Evening and Weekend Home Visits
“We are flexible,” said Alejandra, a Hispanic thacof 10 years who participated in the
focus groups. She agreed that working with the liasone had to be flexible. She also talked
about how some staff do home visits during the wadkvhen the center is closed and also in
the evenings. “This year | did a home visit onuB@dy and sometimes | do them late at night.
Sometimes it is hard for the parents because theedere to work, the employer doesn't give
time off but we have to be flexible.” The majorif/the teachers talked about being flexible with

parents and it seemed to be a part of the cultfukéigrant Head Start.

Multiple Means of Communication
Most of the teachers talked about using multipl@mseo communicate with parents.

These methods included notes, face to face cori@rsamaking calls and sending out letters
and daily activity sheets. Tina, a 4-year Migraetad Start teacher who spoke only English,
added her views about the multiple ways teachetsstaif communicated with parents. Like
many of the teachers interviewed, she enumeratedatying modes of contact between teachers
and families. “Communicating with them, sending letiters, making phone calls, family Nights,
or open houses.” Similarly, Olga reflected on taeaus ways she communicated with families.

“I do phone calls once in a while and encouragentt@call us so they can get information about
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their kids and we can answer questions. Usuallgevemunicate face to face, notes home, and
telephone.”

Some teachers mentioned that communication ngedadolve support for some
families in understanding information. Some sugggshat although the center use multiple
ways to communicate, some of these methods maymeeslsupport in helping families fully
understand the paperwork and getting the messagssa¢We send stuff home all the time. We
are throwing new stuff at them all the time. To igébrmation to the parents we don't have a lot
of time to say this is what this is for so they ergfand. The handling of information,” said Tina.

Tina’s views appear to overlap with similar dissioss of other staff about whether
parents have a full understanding of written comications. It seems that even though most of
the communications are translated in Spanish agtidhn teachers thought that parents may still

struggle with fully grasping messages during sclhodlome communications.

Theme Four: Parent Participation

Parent participation is an important part of Hetatt$ parent involvement initiatives.
Families are encouraged and expected to be invatviee programs planning and decision
making according to Head Start policy (Vinovski803). Head Start also provides opportunities
for parents to learn about as well as learning attair children’s education and home school
connections. Although some evidence was foundshaived parents were participating (mostly
with attending parent meeting) all of the teachmeentioned that they would like to see more
involvement in the program. Teachers discussedveweent in three ways: 1) wanting to see

more parent involvement, 2) barriers to parent ivenment, and 3) in-home activity practices.
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More Parent Involvement

Most of the teachers mentioned that they would titkeee more parent involvement the
centers. They felt that parents needed to takerddga of the opportunities that Migrant Head
Start offered related to parent involvement. “lulbdefinitely like to see more involvement of
them ... because | think it'd be good for them taiallty see what their child is doing, because
we could tell them but | think it's better for themsee for themselves so they have a better
understanding of what goes on in our classroomgmiastated. Her remarks clearly show her
expectations for parents to connect with the ctassarlearn about her child’s development. Tina
also mentioned her concern about parent involvenistyt thoughts are that there is not enough.
There should be more. | think we might have hagMadome in this year, like two, and | would
like to see more, and not even for a whole dayjusitto come in for an hour or something
would be nice.” She also went on the say that tildvde beneficial for families to come into the
classroom to learn what was going on and abouthié’s education.

Adrianna saw mixed reactions from parents on tleeil of involvement. She felt that

while “more than half of our families participate’ some way though, many families

were reluctant to become involved in the prograhe &lded the following: There are

some that are kind of like, ‘Why do | have to gbft they still come, but it's more like,

‘Do | really have to go?’ And then there are otparents that you don’t even have to ask

them twice. They just say, ‘Yeah, I'll come.” Thol®ok like they’re more encouraged

and they want to see how their child is doing atdénter.

While this example illustrates Adrianna’s viewshoiv some of the parents may respond
to involvement in that some were more willing thahers to volunteer. Teachers also

acknowledged that parents faced many challengesdoming involved in their children’s
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education mainly because of their work schedulbs. Aext section will describe barriers in

more detail.

Barriers to Parent Involvement
Teachers who participated in the interviews recogghthe barriers that parents faced in
becoming more involved in their children’s educatiolhey tell us we're here to work. We'd
love to volunteer if we have time, but we don’t Bavlot of time because we work,” said Betty
of barriers to parent involvement. The life of naigt families is often one that inhibits much of
their involvement in their children's educationa€kers identified two kinds of barriers that

prohibited them from becoming involved in the sdhdy work, and 2) transportation.

Work Schedule
All of the teachers mentioned work as being thenpriy reason why parents did not

volunteer in the program. The long work days dreldemands of finishing work while the
harvest was ready, left little time for parentsttmme to the centers and be more involved.
“Sometimes they're super tired of work and somesitiey just wanna rest,” Adrianna said,
when giving her opinion on why some parents mayati@ind parent meetings, volunteer or do
other activities to participate. Teachers werertyemvare of the challenges for parent and their
unrelenting work schedules, another teacher Madgdd

| think sometimes they're busy with work, and bnthat some of them work 10 or 12

hour schedules, so it gets slipped up on, butiiken we had our Panda Bear picnic, |

made little postcards that we sent at the beginafrige week, and then on the dailies we

wrote that we were going to be having the activbtyt | didn’t get a turnout.

Mary’s remark indicates that sometimes parents yustenot able to come in and

participate, especially during work hours. Irredpecof the fact that teachers tried to be
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welcoming and encourage parents, long work hoorgdd parents’ ability to come in and parent
involvement is not always successful.

Naomi also observed the conflicts of work schedpéind conflicts with participating in
the program, but she mentioned on days when fasrdlom’t have work or in the evenings at
special activities she saw more parent participatibthink a lot of them don’t because of work,
but I've noticed that when they aren’t working, theill come to give their children more,
they’ll come to parent meetings or RIF (Readingusdamental) for example. RIF had a pretty

good turn out this year.

Transportation
A couple of teachers mentioned transportation lasraer. For some families

transportation was another issue that preventeshpafrom being able to volunteer. A few
parents talked about how she felt transportatios avbarrier for some families. They expressed
that some parents could not come into the progfaney only had one car and the other parent
had the car for work or if cost involved in driviiigo the center impacted the families’ finances.
The teachers interviewed really seemed to undetstame of the families’ hardships. Betty
discussed this matter:

So how are you gonna get from here to there ifdanit have transportation and they

don’t have — they have money from their jobs, batligoes, ... towards the — like

household expenses, your rent, your food. Theyt #awe the money to put gas in the

car to come out.

In Home Activity Practices
Although participation for many parents with chéddrin Migrant Head Start was limited

because of work, transportation, or other life winstances, teachers’ use of the Parent Activity

Form provided parents with an alternative for ggsation and to make the home-school
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connections. Teachers reported that parents’ stigge®n the Parent Activity Form allowed
parents to generate in-kind contributions in thenbdor their time spend working with their
children at home and making suggestions for indi@iactlassroom work. In-kind contributions in
turn also support replacement of direct cost byigiing matching funds for the program.

The Parent Activity form was distributed to paremsFriday by hand or taken home by
the child and returned on the next school day.hWie form parents were able to give
suggestions on areas they saw as valuable fordhibdiren’s education and/or wanted their child
to be working on in the school. . Teachers callesl information ‘data’ which informed teaching
practices. This strategy was often but not alwaysessful. A couple of the teachers mentioned
that the Parent Activity Form sometimes did not endlback to them. However, five out of the
seven teachers mentioned using this form on a wdsadis. Shelly summed it up in saying, “We
ask them what they want to see in our lesson plahen, when they tell us what they want to
see we always make sure that it's in the next leptan. And we make sure that there is a
parent idea every single week. That’s actuallynegl through Telamon.” Betty indicated that
this data helped her track the parents who becawndvied, “That helps because it helps me see
which parents are getting involved and how thege#ing involved, and then it also helps me
see the weaknesses that | may have or how | cahgmtmore involved into the program.”

Through use of the Parent Activity Form familiesiated teachers in learning about the
interest of the families have for educational aededopmental care of their children. These
activities were beneficial in that they promotedr@school connections and allowed parents to

participate in the program and schooling of thaitdren from the home.
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Summary of Teacher Section

Part two of the findings presented the results frordepth interviews with Migrant Head
Start teachers. Major themes that emerged fromintezviews were communication, teacher
invitations, flexibility, and parent participatiorCommunication involved discussions of the
many ways in which teachers’ conveyed informatmparents. Written communication seemed
to be the most common form of communication. Howeweachers also acknowledged that
written communication was problematic in sometirbesause they felt that the parents were
overwhelmed with paper work and might not fully gmehend the written form. Language was
identified as a barrier by 5 of the 7 teachers whoke only English. The 2 teachers who were
native Spanish speakers discussed the benefitginf) lable to connect with families through
language. They expressed that communication waesrletcause of the ease at which they could
just speak to them and in shaping closer relatigssh

Teachers also elaborated on ways that they wexéligeworking with parents in the
program and discussed parent involvement. The éeaaraborated on different ways that they
tried to accommodate the families in the programmaking time in the evenings to meet with
them and also seek them out in their place of wdhese ways highlight the dedication that
educators in the program really have for the fasiin going out of their ways to accommodate
them. The next segment will conclude by comparmmes of the teachers and parent findings on
similar themes from the study. Teachers commertiatl they would like to see more parent
involvement, but they also acknowledged that ineotent was difficult because of the work.
They discussed that the In Home Activity From whisent home once a week was a good way
for parents to be involved in what goes on in thessroom at home. The next section will

discuss the parent and teacher findings relatsiartivar themes.
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Parents and Teachers: Intersection of Experience ahPerspectives

In this chapter findings have been presented frdrmigrant farmworker parents, and 7
teachers interviewed on the topic of parent invwlgat practices in Migrant Head Start. The
purpose of these interviews was to gain an undaistg of the beliefs, views, practices and life
circumstances of the migrant family that influepagent involvement. By having both teachers
and parents participate in the study, it allowedsimilar questions asked to both parents and
teachers. This final section will make a few poiat®ut findings from the teachers and parents
on common themes in which parents and teachersiwagreement and moreover where they
different in their interpretations of certain topid hese themes included questions related to: 1)

invitations, 2) communication, and 3) parent inshent practices.

Invitations

This study looked at the construct of invitatiosstarelates to the influences of schools
and teachers in creating a welcoming atmosphetddbirs parent involvement practices
(Hoover-Dempsey and Sandler, 1997). In generatheza and parents were in agreement as to
their perception that teachers and staff were weieg, warm, and friendly with the parents
across all three centers. American, (a parentieented on how she felt when she would go to
the center. “Pretty nice, | mean they're like npm¥sons with me and my daughter. Every time |
go, you know, they are always saying, you knowe liow are you? 1 think they're pretty good
with that.” America’s comment reveals that shedeeélcomed each time she goes to the centers
and greeted warmly by staff. Isabella, a paremrmoented the following, “My experience is
that they are very kind and they know what to d@mh child is crying.” Most of the parents
described the teachers and staff at Migrant Head & a place where they felt welcomed by

teachers and staff. Teachers held similar viewswthey talked about welcoming families.
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Teachers described welcoming the families in clwtarid positive ways. All of the
teachers seemed to enjoy the work they do and spakaly and expressively about welcoming
the families into the program. Betty (a teacherhtimed some of the ways she would interact
with families even though her Spanish was limited ahe could not speak with many of the
families. She remarked “Making sure that they feelcome and inviting them to the classroom
and make sure you're positive. Also make sureybatre asking open-ended questions but
you're being sensitive.” Overall, these findinglicate the teachers and families had similar
views about the environment of the center beingeadly and welcoming place. While teachers
described their actions as being positive andimyitowards the parents; the parents were also
in agreement that they felt welcomed by the cetet@chers and felt that the centers were positive
places.

Trust as related to invitations was mentioned bgpis and tied to language. One of the
teachers who spoke Spanish also talked about steargdage and trust. At Crystal Valley, the
center with a strong Latino presence, many of #reqts’ discussed trust. Bayran, (a father from
Crystal Valley) remarked about dropping his childodf at the center with confidence and trust.
“When | go to the school, | feel like | have lefyrohildren with family. | feel good about
leaving them there. No siento desconfianza.” OggHli€panic teacher) at Crystal Valley
commented on how she felt language made a differenlsow the families felt comfortable at
the centers. “When we talk to them | feel like tl@ywe more trust in us face to face because
they know who we are and that we speak their laggliddere she comments on the connection
between language, trust, and making families feeted. Parents tended to have views that

language not only facilitated communication bubaengthened parents’ sense of trust in the
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program. Olga statement suggest the language spykirachers moreover helps families feel

welcomed and trustful of the program.

Communication Practices between Teachers and Parent

The Cultural Historical Approach emphasizes thpanance of social learning and
relationships between people which prioritize laaggias a symbolic tool of communication
(Vygotsky, 1978). Language and communication canrerstood in different ways. Parent
and teacher communication has been defined asehaingful exchanges around the topic of
children’s learning (Delgado-Gaitan, 2004). Comination when teachers speak a language
other than the home language of families complgcptgent and teacher communication
practices (Bernhard et al., 1998; Carreon, eR@D5; Ramirez, 2004). In this study teachers and
parents described differently communication prastjbut agreed that language was a barrier in
communication. Teachers tended to list off difféneays they communicated with families and
described the use of written communication as compractice.

A couple of teachers shared how they viewed conication practices. Tina (a teacher)
discussed different means to communicate, “Theotifee notes, phone calls or like we're doing
today, the parent-teacher conferences, home \asitsye do portfolios, which kind of
communicates through pictures of what their chsltearning or doing in the classroom.” Tina
mentioned a variety of ways she communicates watienqs including using art work during
conferences to share information with children.l§Ha teacher) at Arrow Head Lake
emphasized the use of written communication. ‘dtlst of written communication. We found
out within the first week of being open that allaafr parents can read. So we do a lot of notes,
and they write notes back to us, too.” While mahthe teachers in the study emphasized the

importance of written communication or the many sveyey communicated, the parents hardly
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talked about different communication means but $amwstly on communication within the
context of language use.

The parents mostly talked about verbal commuinndietween teachers and parents
focusing on language use (Spanish and English)thifése families, communication was based
on how well they could speak, greet, and talk \thth teachers and staff at Migrant Head Start.
The many ways the teachers communicated and wattienmunication forms were hardly
mentioned. This gives reason to believe that pexf@pmigrant farmworker families of
Mexican origin, verbal means of communication aefgrred. This could also mean that for
families’ language and communication were issueg gtruggled with when they did not speak
the same language as their child’s teacher.

Fernanda (a parent) described her experienceshertaughter’s teacher. “When the
interpreter is present, to her | can say what Itveawd the same goes for the teacher. She can tell
me about my child. But when she is alone | can gnéet her. We can’t have another kind of
conversation, or ask questions, or tell her sormghspecific.” Her comment is telling in that
she clearly points out that for her and other fasilvho only speak Spanish there are certain
times when the communication is happening and tasna&ersations are not allowed between
parents and teachers.

Teachers also acknowledged the struggle they hthdo@ing able to communicate with
parents. Betty’s (a teacher) comment below prdttiparallels the sentiment of Fernanda above
when she describes the same kind of dilemma wheaf't speak to a parent who drops into
her room. Betty remarked, “And I'd say for me treedest thing, too, is the language batrrier,
because I'm still learning Spanish. They'll sonmets come and talk to me and I'll say, “Uh, no

Espanola.” Or I'll have to pull somebody in andlize, “You’ve got to translate for me because
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| don’t know what they’re saying.” English speakitegichers, like Betty in the example above
found communication to be difficult because of reguage. Parents also struggled with the

language barrier in communicating with the teacher.

Parent Involvement Practices

There are many forms of parent involvement anfiéidiht ways that parents process their
involvement in their children’s education (Hooveeibpsey & Sandler, 1997). This study
focused on mostly school based parent involvemeattices, and the influences or deters in the
process of parent involvement. The study found et parents and teachers viewed parent
involvement as important and teachers felt thatenmavolvement was important but also
recognized that parents worked long hours that ntamenbersome for them to be involved at
times. The results found that parents and teackeognized that work was the greatest barrier
to parent involvement, especially for classroonmuntéering which takes place during the day
when the centers were operating and the parentswaking. Naomi described parent
involvement in the classroom:

Well, we only had one parent that actually come the classroom and volunteered for a

long period of time. Some will stop in, but mostlyot of them are just at work. But we

did have, | believe three different parents thabtwen our field trip with us when we

went to Lewis Farms.

A few parents talked about classroom volunteetitmgng the day, but mostly just
stopping by the center at lunch time or comindg the weather did not allow for migrant work.
Most of the parents and teachers stressed thatdheschedule did not allow for day time
participation. On the day | interviewed Isabellavés pouring rain. She talked about maybe

going to the center to volunteer. “It's going todgolunteer day tomorrow but I'm not sure if
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I’'m not going to work, if I don’t have to work I'going to be in volunteering doing activities
with the kid, maybe read to them.” While teach@sognized that it was difficult for parents to
volunteer during the daytime hours because of waaikent interviews confirmed that classroom
volunteering was difficult.

Both teachers and parents spoke about the In Hatnaty Sheets. Tomasa talked about
the in-home activities that were sent home by daghers. “We give ideas to them that go into
the child’s individualized plan. | put the acties on the plan and send it in and they put it$n hi
daily plan in the classroom.” These home schoohections seemed to be an effective way for
busy parents to gain access to their children’salaig and be able to be involved by providing
input. Teachers also mentioned the activities aggbeffective in getting parents involved but it
was unclear from the study how many parents wertgcjgamting on a regular basis with the in-
home activity forms.

One teacher and one parent seemed to agreevigagithat not all the parents were
involvement but it was the same ones who were wreal “I would say about 40% participate.
Almost always the same ones patrticipate. Sometmnes they don’t work they participate.”
Olga mentions that only the same parents do thepating which suggesting that many others
were not involved. Chrisanto (a parent) who wasident of the Policy Council for three years
at one of the centers shared his views about sama{s who were not involved. “They teach
use there (referring to the parent meetings) anayro&us say ‘we don’t have time’ but really

we do have time but we don’t want to give the time.

Summary
This chapter has sought to lay out the finding fiardepth interviews of 7 Migrant Head

Start Teachers and 14 Migrant Head Start pardnsfitst divided into a parents section and
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teacher section in which the major categories abdcategories have been organized and laid
out according to major themes from the researcltepres. The third section discussed some of
the important themes that emerged from the datantéee talked about by both teachers and
parents during the interviews. The final chaptdl escuss the findings in relation the theories

and literature and give concluding thoughts foufatresearch.
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CHAPTER 5
DISCUSSION AND CONCLUSION

The purpose of this ethnographic study was to egglee beliefs and practices of
parents’ and teachers’ that influence parent inmalgnt in Migrant Head Start program. Because
little research has previously been conducted ereitperiences of migrant farmworker families
of Mexican origin and their experiences with eaftyldhood education settings, it was
anticipated that this study would expand knowledfgenis understudied population. This final
chapter will first provide a summary of the findsgf the study organized by the three major
research questions. Second, the chapter will pecaidiscussion of the major themes that
emerged from the study consistent with the thecaelenses, the literature, and discuss
variations in the findings related to this popudatiThe third section will identify and discuss the
limitations of the study. The final section willguide conclusions emphasizing implications for

policy and future research.

Summary of Findings

The central purpose of this study was to betteetstdnd how parent involvement
practices among migrant farmworker parents of Maxiorigin are influenced by cultural belief
patterns from the home and teachers’ roles at $chotwtal, 14 migrant farmworker parents
were interviewed for this study and 7 Migrant H&drt preschool teaching staff were also
interviewed. The study involved three Migrant H&ddrt centers in Northwestern Michigan.
The findings from this study have been organizembating to the three research questions that

guided the study.

Questions 1: How do Mexican migrant farmworker paseconstruct roles in their children’s
education through involvement with early childh@ahlication programs?
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In the first research question | sought to deteeniow migrant farmworker parents
construct roles for involvement in their childreeducation. The analysis of teacher and parent
data from the interviews informed the inquiry a®tav parents’ construct their roles through
participation in the program in traditional and traditional ways. The barriers faced by migrant
farmworker parents’ in becoming involved in thelga&ducation of their children were also
highlighted in the study.

Parents’ reported constructing roles in the edanadf their children through a range of
vehicles including social networks, volunteeringrgonal beliefs about education, and
responsibility. All of the families in the studyperted being involved in some way with the
school through volunteering or attending parenttmgs. Pertinent social groups were vital in
helping some parents to recognize the importantleeaf children’s schooling. These
conversations with extended family and others (prily teachers were mentioned second to
extended family) created patterns of influenceteeldao parent involvement and these contacts
provided social support in their thinking relatedheir children’s future and schooling. Parents
also reported that extended family members workedédlk directly to their children about
education. Parents reported taking a role in ttiaidren’s education through volunteering in the
classroom when time permitted, and being presermgde,ent meetings and other activities. They
also discussed the importance of responsibility.4éweral parents responsibility was an
important aspect of being a parent and by haviclgld ready for school, interacting with center
personnel, and attending meetings they felt trayt there fulfilling their duty and role of a
responsible parent. Parent’s motivation to encauthgir children in school also stemmed from
their personal beliefs that education was a pattobpoverty. All of the parents in the study

expressed views that education was important. ngaheld beliefs that attending school in the
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United States provided their children the oppotiuto become bilingual, educated, and have a
better future. They also saw it as a means toduitieir education by eventually obtaining a
college degree.

Teachers discussed the different ways in whichmaigecome involved in the Migrant
Head Start program and the barriers that migrantlies face. Most teachers recognized that
many parents gave time and energy to the prograattegding parent meetings, school
functions, conferences, and doing in home actwiignt home by teachers) which were used to
help in classroom planning and to contribute indkinnds. However, teaching staff also
mentioned that parents’ work influenced the amaifititme they could be involved. They
believed that parent involvement was difficult foigrant farmworker parents because of the
nature of their work. Most of them mentioned thatause parents are only in Michigan for a
short time and that during that time they are etgreto work long hours to secure the harvest,
that most migrant farmworker parents were not &blgedicate a lot of time to parent
involvement. Most teachers believed that althowghilies tried to be involved, more parent
involvement was needed.

Question 2: What practices of teachers are reldategarents’ participation in the process of
their children’s education as reported by both teexs and parents?

The second research question discussed the psaofiteachers that made parents feel
welcomed in the school. The question also addretbseduality of teacher-parent relationships
and communication within a bilingual preschoolisgttMajor ideas that emerged from the
interviews were parents’ perceptions of the sclasahn inviting place, language communication,
and interpersonal relationships. Teachers alsausi$®d invitations, language communication,

and flexibility for communicating with families.
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In general, parents in the study mentioned thateaehers and staff were welcoming,
trustful, encouraging of parents to become invol\Mdst parents felt that teachers and staff
agreed that the centers were welcoming placesfoilies. A couple of parents at the Crystal
Valley Migrant Head Start mentioned attending fiored and volunteering because they felt ‘at
home’ in the center and trusted the staff. Mogheffamilies felt that the teachers encouraged
them to become involved in the center’s activided volunteer in the program. Parents also
had negative experiences. At two locations, twtedtint parents, one at each of the locations
mentioned having had a negative experience witkecataff and not feeling welcomed at the
centers. In these cases parents felt that a cgragson had something personal against the
center. They mentioned that the center staff reésdgearents’ family and cultural values and
were non-judgmental of migrant families and in gah&lt encouraged by teachers to become
involved in the program regardless of their backigh The Migrant Head start overall, seemed
to encourage parental involvement.

Teachers tended to have a good sense of what &megacto make parents feel invited in
the school. Teachers described making initiatiedavite parents to meetings, trying to learn
some of the language so that parents would fee¢ mamfortable and showing the parents’
children’s art work and inviting them into the dasoms. Some of the teachers commented that
they felt that more could be done to make parezgkrhore welcomed in the school. One teacher
mentioned that it could be important to ask theper what they would like to do and how they
would like participate in the program. Some of thachers also felt that more could be done to
bring parents into the program and gave examgteshiaving more activities in which parents
were involved and not just watching or listening being an active participant. Language was

also cited by teachers as a barrier to communicatial building relationships with families.
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Language use by parents and particularly by teaclias an important topic for both
groups. On communication, parents primarily spateut Spanish and English language use,
interpreters, and interpersonal relationships. kasineld favorable views of teachers who
spoke Spanish some commented that the Spanishisgéa&chers were ‘good teachers’ Most
parents felt that because each center had Spareskiag employees it made communication
easier. Even though they recognized the effortEmaflish speaking teachers made to
communicate, language was still a barrier in makamgilies feel comfortable. Some parents
expressed concern about not being able to havedaedeand informal conversations with
teachers, and one parent commented that the laadpamger was the reason she did not
volunteer. Parents seemed to express mix viewhende of interpreters in helping get
communication across. Parents understood thapreters were necessary, but some of the
parents talked about being frustrated about naotgoable to speak without the interpreter
present. Moreover, interpreters were sometimes avaylable during times in which formal
parent-teacher conferences were arranged. It seratdnly during individual encounters with
English speaking staff especially when it was tkhildren’s teachers, that some parents
reported not feeling at ease with the communicgtiatess.

English speaking teachers were the most hamperédtedgnguage barriers, and as such
were able to understand how much of a stumblingkbiibwas. Some of the English speaking
teachers understood the families not feeling cotabibe with them when they could not speak
the language or when they had to rely on some@®etelinterpret the discussion about the child.
They recognized that some of the families may ats#de comfortable with this method of

communication.
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Flexibility was a third theme discussed by teachelated to teacher practices that give
families a positive perspective of the program stadf. Teachers also commented about
corresponding with parents through multiple medrnmmunication such as through phone,
written communication, face to face, and even meggtarents in unconventional places and
times to make communication flexible and to accomate families. In general the teachers felt
that the centers’ effort to communicate with faeslion a regular basis was a team endeavor by
all center personal and that staff made sacriticeseet parents at times and locations
convenient to families. Part of the reason parergg have had such favorable views of the
program teachers and staff, apart from languageebsrmay be because of the efforts of staff to
accommodate families.

Question 3: What are the cultural beliefs and é#eriences with education systems which
influence parents’ perceptions of parent involvememMigrant Head Start?

The third research question aimed to address theralbeliefs and life experiences with
education systems that shaped parents’ percepifangolvement in their own children’s
education. The major findings that came out ofitiherviews with families were respect and life
context. For migrant/Latino parenmtsspectownas talked about in relation to parent and teacher
interactions and children and teacher interactibtast parents felt that school personnel were
respectful toward families. Several parents comeekttiat the school was respectful of the
families’ culture and family values. A few parestsmmented that respect was related to
speaking and keeping information shared betweeonatdrs and parents as private.

A second theme that emerged related to culturadders between adults and children. A
couple of parents talked about the relationshipaden children and English speaking teachers

as lacking in respect, compared to how they undedsadult — children relationships. They
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commented that in Mexico there is a focus on redpeteveen adults and children and that
Americans have a different understanding of thisadyic. They felt that Americans interacted
with children in such a way that undermined theitwral teachings by encouraging children to
argue with adults and question things too muchyTak that teachers interacted with the
children in ways that diminished the authority aespect of parents and elders.

Life circumstances referred to the aspects of argar life that stem from their beliefs,
views, and experiences that influence parents stalating of their children’s education. In this
study, parents discussed language and cultureetsato their own education, work, and barriers
to parent’s participation in their children’s edtioa. All of the parents in this study expressed
strong opinions about the importance of languagkecaiture in their lives and the lives of their
children. They wanted their children to continudgarn Spanish (or their native language) and
know about their cultural heritage. Parents fedt thecause there were enough Latino and
Spanish speaking employees at the centers thatctilaire was, for the most part, represented in
the school. Although many of the families had moeished high school (only 5 out of 14
participants) they had all attended school and nieaalybeen close to finishing school. Some
parents discussed the difficulties in finishingazhn the United States when they had moved
from Mexico during their teenage years and ha@&on English. The parents who attended
school in Mexico also shared difficulties in contplg school due to the family’s financial
constraints or not living close enough to a sclhdmn they were at age to enter high school.
Some parents felt that society in Mexico did naicgl demands on educational attainment, and
thus dropping out was an acceptable thing to dakWas also mentioned as something that
parents used from their life to motivate her claldin school. They felt that if their children

understood how hard they had to work, that thedohil would rather attend school and make a
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better life. Some parents also remarked that wa& avbarrier to volunteer in the schools. But a
few parents mentioned that pregnancy and lack aivatoon to volunteer as other barriers to

being involved.

Discussion

In this section the findings of the study are dssmd in light of the theories that guided
the research and the current literature on pamnsaivement practices and Latino families. This
section will look closer at and highlight the theswod: 1) role construction and extended family,
2) nontraditional role construction and migrantdgt8) language as a tool, 4) written forms of

communication, 5) language as cultural identitya®)l respect and perceptions of education.

Role Construction and Extended Family

The Hoover-Dempsey Sandler Model of Parent Invokeing1995; 1997) describes role
construction as parents’ beliefs about what theykhdo to be involved in their children’s
education and the actions they take relevant to théddren’s schooling. Roles of parent
involvement may be subject to social influences like expectations (Hoover-Dempsey &
Sandler, 2005). These include beliefs about grawpiradividual responsibility, rights, and
obligations as well as social expectations angt&cthat guide group members’ behaviors in
various situations (Walker, Wilkins, Dallaire, Sterd% Hoover-Dempsey, 2005). The findings
of this study indicate that extended family playseatral part in the role construction process by
their ongoing involvement in parenting activated beliefs of education. Parents who had
extended family in the immediate environment reggigupport in parent involvement activities
through participation in the Migrant Head Startgraom; and families mentioned having
extended family in Mexico who guided their beliefgparent involvement and education

practices. Some research on culturally diverseggdas pointed to the importance of

134



communalism or interdependence of social groupte(Tgt al., 2008) and the role of extended
family in child rearing (DeGarmo & Martinez, 200Belgado-Gaitan, 2004; Pearson & Hunter,
1990).

Several of the migrant parents in the study talideout having extended family members
who motivated and influenced their parent involvatm@actices. Extended family did this
through their motivational support, shared involestin school, attending parent meetings, and
providing additional child care so parents coutdrad meetings. Similar findings revealed
diversity of family structure and parenting invaiwent among African American families
(Pearson & Hunter, 1990). Among Nicaraguan housishextended families also played a
greater role in the upbringing of children who tiveith close extended family members
(Menard-Warwick, 2007).

Distance was not a factor in the role constructind involvement of extended family.
While many of these parents were residing far afn@y their extended family back in their
homeland, it was evident that the connections ehg@erienced to these extended family ties
were strong and of importance in their thinking @edceptions of their children’s education.
These conversations (although distant) were inflakan the family’s engagement in program
participation and involvement in children’s schogli The values of America schooling which
focus on individualism and the notion that one nacstieve without depending on others may
contrast parents’ home values of communalism at&ldependence of people (Tyler, et al.,
2008).

Latino families are strongly rooted in family comtiensfamilismoand maintain
frequent interactions with kin (DeGarmo & Martin@906; Valdez, 1996). There is also

considerable value on co-parenting between pasrt®xtended family and godparents among
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Latino families (Delgado-Gaitan, 2004). Within theemple of migrant farmworkers who
participated in the study, extended family tiesevieund to be directly linked to children’s
schooling and influences on parenting. Extendedlyaaso offered supportive voices that both
the parents and the children relied on more so thiéside social relationships as a supportive
voice in the education of their children. Thesesaged family ties are essential in shaping ideas,
behaviors, and expectations, related to involvernreahildren’s education and how parents’
constructed their roles (Hoover-Dempsey, Wilkinsn@er, Jones O’Connor, 2004). Parents
emphasized the benefit of these influences andarsations in helping them to think about and
act on their children’s schooling. It is importaotconsider the role that extended family plays in
role construction within ethnic minority groups buas migrant/Latino families, where family
relations are prioritized over individual beliefsaxtions (Valdez, 1996). The Cultural Historical
Approach identifies each culture as having a sépg§chological tools” mediated through
cultural experience and dialogical engagement é8&tSalas, 2011; Vygotsky, 1978). Within
cultures that have strong family and community, tiesiay be important for educators to gain a
better understanding of the role that extendedlfamembers have and their influences on
parent involvement practices specifically in hownftuences parent involvement practices.
Conversations about culturally based values anéfimistems in relation to parent involvement
practices and the role of extended family of dieegsoups could aid in educators understanding
and perception of the child development and paremmivement practices. The role of extended
family in constructing roles in their children’swezhtion was prominent in the current study and

is worth further exploration in various other cu#iigroups.
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Nontraditional Role Construction and Migrant Labor

In the theoretical model, Hoover-Dempsey and Sar{@dB95; 1997) asserts that certain
aspects of life context influence parents’ to decisnaking related to parent involvement. Some
examples of these life-context variables includdseconomic status, skills, time, energy, as
well as cultural background (Hoover-Dempsey, et24l05) which influence parent involvement
practices and role construction. Similarly, Vygot$k978) discussed the notion of people being
products of their own culture including life circstances, race, and cultural identity. Findings in
the current study show that life circumstances waip the migrant family provide a diverse

understand of parent involvement.

Studies on Latino families and other immigrantsehfound that these groups place a
high value on education for their children (Delga8aitan, 2004; Lopez, 2001;0gbu, 1990;
Perez-Carreon, 2005). However, evidence indicasttaditional practices of parent
involvement (such as volunteering in the classrameh helping with homework) do not always
align with what some cultural groups consider foohsvolvement (Durand, 2011; Lopez et al.,
2001). While the current study confirmed that mpayents were involved in the Migrant Head
Start program in traditional ways, it was also fddhat parents viewed practices such as feeding
and bathing as parent involvement. Other studidsatinos and parent involvement have
confirmed such activities as being consider prastiaf involvement (Olmendo, 2003; Valdez,
1996). In particular, many parents spoke of thae of work as a means to instill in their

children the importance of education.

The current study showed that life circumstancaenced parents’ perception of
education and practices of parent involvement. RPanie, Grolnick, and Price (2005) discussed

parents’ roles in orientation towards achievememraapproach in the process of influencing
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children’s’ attitudes and beliefs towards schoolrdference to their life circumstances, migrant
parents in the study were found to constructedsrofgoarent involvement based on their beliefs
and attitudes that their children may have a béfeeif they understand that education is a
means to more opportunities and work choices. drctirrent study, parents referred to a range
of modeling strategies related to the work plac&tvicontrasted the hard work in the fields with
the benefits of being able to attend school. Sinfiifeings were also found in Lopez (2001) case
study of a migrant family with academically highhaeving children. The family also took their
children to the fields so that the children wouwddrh the difficulty of the work they did and gain
from real-life lessons the realization that witheducation they may be working in the fields
(Lopez, 2001)Bempechat (1992) reported that parental practiagefs, and socialization
patterns foster student achievement by influenchilgiren’s attitudes and motives that are
essential for school learning. The findings of #tisdy, similar to the work of Lopez (2001), call
for a better understanding of how parents’ of ddeegroups including Latinos use their life
circumstances to influence children’s attitudesamg education. For migrant/Latino families
and other minority groups understanding of theiti@ahl as well as the nontraditional
approaches to parent involvement and the life anstance maybe vital in further exploring

parental role construction and perceptions of etilbica

Language as a Tool for Communication

The current study showed that Migrant Farmworkarili@s held strong views about
being able to communicate in their home languagle vénter teachers and staff. A few parents
even report negative views of teachers who coutdspeak Spanish and commented on having
only minimal contact with English speaking teaché&rontrast, Spanish speaking teachers in

the study also reported the connectedness thegdhaih the families; while English only
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teachers talked about their disconnectedness ihent able to communicate freely and openly
with families. Other studies have found that paammunication between low-income parents
and teachers to be a barrier to engaging familiagg¢on, 2003). Communication has been
found to be even more inconsistent when parentdeswhers do not share a common language
(Bernhard, et al., 1998; Ramierz, 2003; McWayn&|.e2008).

The work of Vygotsky (1978) describes languagehastost important symbolic tool for
mediating communication. Many schools and preschomjrams today in the United States
have needs for bilingual staff for the purposeftéative communication with non-English
speaking families (Delgado-Gaitan, 2004; Ramir@93). Translation and interpretation of
information should provide meaningful communicasiavith families but one finding in this
study suggest that sometimes communication pracéigen when bilingual staff was present
were sometimes problematic. A few of the parerdmfone center (which in the past had only a
few Spanish speakers employed) mentioned how tliaggotten better at that center compared
to when there were fewer Spanish speakers. Alththeglpresence of more Spanish speaking
staff was uneven through the sites used in theyshaliing adequate Spanish speaking staff was
important to parents who spoke a language otherEmglish in communicating with teachers as
they faced a number of difficulties in communicgtas needed, not always efficient. These
findings are consistent with other literature retato the problematic communications between
parents who speak a language other than Engliskkaglish speaking teachers in schools and
other institutions of learning (Bernard et. al.989Perez Carreon et. al., 2005; McWayne, et. al.,
2008; Ramirez, 2003). While the use of interprei®is necessary tool for making connections

with families, teachers also acknowledged thatafiseterpreters lacked personal connections
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and weakened the content of the discussion betpa@mt and teacher. However, for other
families communication with English-only speakiegc¢hers was difficult.

Linguistic tools of communication are complex witbn-English speaking families and
English speaking teachers. One method commonlyestigd in the literature is the use of
interpreters to make families feel more comfortabid assist in sharing meaningful information
(Delgado-Gaitan, 2004; Drummond & Stipek, 2004; tereDempsey et al., 2005). Teachers
acknowledged the challenges working with familtegt tspeak a language other than English.
Many of the English speaking teachers found tlodis jto be cumbersome because of their
limited ability to communicate with families. Apdrom communication being already difficult
with the interpreter, the fact that teachers mgyeence a sense of disconnection with families
was a real problem for schools trying to encouzayent involvement. Other problems were that
translations could be too fast. One teacher meatidhat she would sometimes say something in
many words and that it seemed to her that thelatmmshad said it in less time and less words,
suggesting the communication is rushed and notnmgful. Delgado-Gaitan (2004) states that
apart from translating or interpreting informatimnfamilies, programs should be striving to have
meaningful exchanges around topics related tohiid's learning and development. While
having bilingual staff and teachers does facili@mmunication practices, it is essential that
educators working with families, whose first langaa are other than English, provide them with
meaningful and rich communication. However, the afsaterpreters for communicating with
families seemed to be adequate in some instangeprdiblematic in others. During the focus
groups one teacher mentioned that sometimes danpagent-teacher conference, it seemed that
she would talk a lot about something and the imetegp would say what she said in much fewer

words. Itis vital that schools consider the defjvof the message. All three of the Migrant Head
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Start centers have bilingual teachers and staffitlsiclear that even in a program in which
parents’ native language is spoken by some ofdieagors and staff, communication is still a
struggle. Migrant Head Start is a program withrargy philosophy for supporting family home
language and culture (Lopez & Greenfield, 2004 idwetl Head Start Association, 2000)
findings suggest that families still struggle wsihlid communication and good relationships with
teachers in linguistically supportive programs.sT$tudy suggests that even in a program like
Migrant Head Start that offers strong evidenceupipgorting family values, language and culture
(Lopez and Greenfield, 2004), there still existsftcot in communication between educators and
teachers in regards to language.

The Cultural Historical Approach acknowledges comioation as a symbolic linguistic
tool and emphasizes language as central to thqGgimnery & Marjanovic-Shane, 2010;
Vygotsky, 1978)For programs that serve a large number of immigoah&atino families, the
tools of communication are limited when teacheis staff don’t have the skills or resources to
speak a second language fluently. Teachers notlasdyconnectedness with families through
interpretation, but information may lose meaningtigh the delivery of the message. Schools
serving non-English speaking families need to engheit the messages regarding children are

delivered in a way that families fully understand.

Written Forms of Communication

In this study all of the teachers referred to writtommunications as the most common
form of communication with families. Teachers warend to use written communication on a
weekly and sometime daily basis in corresponding feimilies about information related to
their children and the school. While written comneation practices are common in education

programs, it is important to note that familieghis study rarely discussed the written
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communication practices with teachers. They moremonly referred to verbal language use
with teachers and the dynamics of communicationgugiterpreters when needed. Studies have
found that Latino families better relate to comnuation practices that are in person either face
to face or over the phone (Delgado-Gaitan, 200de£R€arreon, 2005; Tinkler, 2002).
According to the Hoover-Dempsey Sandler Model akRalnvolvement (2005) describes
invitation as things teachers do to make paremtisfelcomed in the school, it also emphasizes
the importance of communication practices. Vygoskytion of two-way communication
refers to communication using language as a topyQtsky, 1978). In this study it appeared that
the written communication practices with migranhiites lacked social connectedness or face to
face communication which may be more influentiaha®mmunication practice with Latino.

This study also gave insight into the parents’ diwemacy levels either Spanish or
English that may hinder written communications frbaing fully understood. Although all the
families in this study had strong literacy skillswas evident from some of the interviews of
both teachers and parents that literacy may besueiwith some migrant families. Parent
involvement and the use of written communicatioansunderstudied topic among migrant
farmworker families. However, Lopez et al., (20@tknowledges in his work on migrant
farmworker families and parent involvement thaeofgoing door to door to communicate with
families is more successful than flyers or annoomar@s. Migrant Head Start may need to
reconsider the use of written communication andswtar other strategies for communication or

ways to supplement the written form.

Language as Cultural Identity
The Cultural Historical Theory suggests that humaeate and elaborate their own

contexts with tools and symbols within their enwimeent that reflect their culture (Moll, 1990;

142



Vygotsky, 1978). According to Vygotsky, culturesisen as a historical process that continues to
develop across time and place in societies (MA8Q). The migrant parents in this study

discussed Spanish language as an aspect of thigirat identity.

Isabella, a young migrant parent, remarked, “Wrel's the most important thing of
being Latino is speaking Spanish.” For her languags more than just a tool of communication
it was a symbol of her cultural identity. Most betfamilies who participated in the study
mentioned the importance of their children mairitagrtheir language as part of their cultural
identity. Schecter & Bayley (1997) reported that¥texican American immigrants,
continuation of Spanish language was tied to gpgtmon in cultural identity. Parents sometimes
emphasized the importance of Spanish as beingrttéaihguage of their children and as part of
their identity. Portes and Salas (2011) acknowgettigt bi-literacy needs not only to be
understood for its linguistic factors but as awdt practice and a way of life. Mignolo (2000)
emphasized understanding language as both a ptwggle and a cultural practice. Language is
more than something that educators use to comntenidth parents, or a barrier to overcome, it
is cultural practice rooted in identity.

Often public schools address language in termsiwdraier when reaching out to
families devaluing the home language (Bernhard].e1998; Romo, 1986) and creating
negative communication experiences for Spanishkapgfamilies. Tyler et al., (2008) noted
that the cultural values of Mexican Americans wamgtted from the classroom context in
general and from learning and instruction becadseaors did not consider these values to be
aligned with academic success. Theilheimer (200and that immigrant parents held different
views than those of their children’s teachers réigar schools and education. Although Migrant

Head Start is a program that focuses on suppahntnge culture of families, including language
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(Lopez & Greenfield, 2004) more can be done sodlatators understand the significance of
language for migrant families. It is vital for sdte and programs working with young Hispanic
children to value families’ culture and linguisbackground and support the development of
bilingualism for children to maintain a strong sewd identity. Latino families must feel that

their language is valued by institutions and schdBecause Spanish language maintenance is a
way in which families can connect to their cultuddntity (Mignolo, 2000; Schecter & Bayley,

1997).

Invitations and Trust

The Hoover-Dempsey Sandler Model of Parent InvokeinG2005) discusses the
importance of families feeling welcomed within tehool context. The theory suggest that
qualities within the education setting that proenatwarm and welcoming environment are
associated with enhanced parent involvement (Giatker, Hoover-Dempsey, & Sandler,
2007). Critical to the construct of invitations lmdes the notion that parents enjoyed talking
with teachers and were comfortable asking questoisbelieved that the teacher really cared
(Hoover-Dempsey et al., 2005). The notion of trastial relationships and dialogical reactions
are evident in the Cultural Historical Approach @éysky, 1978). For the most part parents at all
three of the Migrant Head Start centers spoke alealing welcomed at the centers and reported
the teachers and staff as friendly and warm. Thedangs suggest that the program does an
adequate job in finding and hiring teachers anff #tat are caring individuals and try to
accommodate families. Also that Head Start promategptance of family cultural and
language as part of their programming. These fgslare consistent with other studies that
predict positive views of education programs anepainvolvement based on teacher and

school characteristics that provide a welcomingremment and foster warmth and trust
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(Anderson & Minke, 2007; Lupiani, 2004, Walker €t 28011). Interestingly, one center stood
out in the analysis of data as having more effedtivitations due to the added components of

shared culture and identity.

In one of the centers, parents spoke the mostyafdhe programs’ teachers and staff.
Parents in this center shared a sense of deeg ftritis the teachers and staff which was not as
evident in the other two locations from the testimes. Parents went as far as to describe the
center teachers and staff “like family” and menédrthe word €onfianzé or trust more
frequently. One reason for this may be that the/tha most bilingual staff and was the only
center in the study with a Spanish speaking Lalinector. Parents also made positive remarks
about their relations and their impressions withstaff and educators. Portes and Salas (2011)
found solidarity and trustbnfianza’as important aspects of Latino communities androthe
minority communities such as African American wéthitural values that focus on communalism
(Tyler, 2008). Trust in parents-teacher relatiopstwas found in other studies on invitations
(Adams & Christenson, 2000). The minority of teashgho spoke native Spanish made the
connection between language, trust, and makingitseel invited. In the current literature,
findings suggest that a strong Latino presenceinvgébhools and institutions that serve a large

Latino population is essential in building connens with families (Shah, 2008).

In addition to Latino representation influencinggras’ perceptions of trust and
confianzain the program, the presence of Latino staff mag afluence the level of parent
involvement practices. Shah (2008) found that wdeools had Latino representation of
teachers, administrators, governance levels, hadcagase in the level of Latino parent
involvement in the school. Table 1 from chapteh8ws Crystal Valley as the center with the

most parent involvement in the 2012 season witpa&®nt volunteers, compared to Arrow Head
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Lake with 25 parent volunteers, and Boyne Farmb 4@ parent volunteers. These centers have
capacity to serve approximately the same numbehitdren. Because Crystal Valley had the
most Latino representation in administrative arfteostaff, it may suggest that Latino presence
encourages parent involvement. Families who stidtaral backgrounds with educators and
school personnel may feel more connected througleuttural representation and presence in

the education program.

Respect and Perceptions of Education

Cultural Historical Theory discusses people asdppnoducts of their culture and looks
at human development as different from other sgdoi¢hat humans are products of their own
cultural norms relevant to symbol and tools (mogtartantly language) and development is
social by nature (Vygotsky, 1978). While most pdsen the study felt respected by educators at
the three sites, the findings indicate that parstiessed their preference in being able to
communicate with Spanish speaking teachers initst#irimary language. For some parents
teachers’ use of native language communicated cesgavell support. For some parents,
stronger parent and teacher relationships wereébtigrough this connection between respect
and language.

Apart from the importance of parents’ perceptiohieeling respected in the school
environment as families, differences were founow parents viewed respect in regards to
child rearing practices. Some parents questioneddlues their children were learning in the
schools in relations to adults and respect andhegézhild interactions. Studies that have focused
on Latino families and schools have emphasizesatytof adults and respect for educators as
value of Latinos as a group (Bermundez & Marqu@&86] Delgado-Gaitan, 2004; Valdez,

1996). A couple of parents in the study mentiored teachers from the United States lacked
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respect in negotiating parent and child relatiopstand these interactions contrasted their
cultural beliefs in the home. Olmendo (2004) hiadilar finding in her study of Latina mothers
who viewed the schools as places that contradfetedy values because educators did not
instill the value of respect during teacher/chiiteractions. Another study of immigrant parents
also found that teachers’ and parents’ culturalvgief child rearing practices created divisions
between teachers and parents in early educatigrars (Bernhard, et al., 1998). Traditionally,
educators have not been prepared to recognizaittueat and linguistic potential of immigrant
children and families but have been taught to famughe deficits (Delgado-Gaitan & Trueba,
1991).

During observations for a particular parent meetiatyo watched a staff member going
over the developmental stages and milestones lof davelopment with the parents as sort of a
wrap up activity at one of the meetings. While geemed like important information to give
families, | noticed that many of the parents regjgahto the child milestones by say “it depends”
as if they were not quite in agreement with theestibnes but considered other factors that might
influence development as milestones. While infaromalike milestones and developmental
stages may be important part of child developmesdatational practices, it was not clear
during the meeting if parents were engaged withrif@mation and in some ways they seemed
to challenge the chart of milestones. Perhaps twveir cultural perspectives and beliefs on how
children develop may influence their understandihmilestones and development, based on
differences and priorities of how children shouédrhised. It may be critical to connect with
families in areas of development and educationdrameaningful to their culture, like instilling
respect, influences of extended family, and Delg@ddan, (2004) discusses these views of

Latinos who understand education more in termg@bgr behavior including respect for
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educators and adults. More culturally relevant piag might interest families in attending

parent meetings and becoming involved.

Limitations

This study is important and significant becauserésearcher was able to access a
community in which not much work on parent invohamin the early years has previously
been conducted (Lopez et al., 2001). This studyiges more insight into this populations it
does have some limitations. This section will addrhe limitations to the 1) parent sample, 2)

the teacher sample, and 3) general limitations.

Limitations of Parent Sample

Migrant farmworker parents who participated irsteiudy were all (with the exception of
one) parents who were recruited from parent meeti®ge parent was recruited by word of
mouth. Families who were already active in the pgiogand attending parent meetings, were
also represented as the core group of participarite study. These families may have opinions
and views a little more knowledgeable and suppernifithe Migrant Head Start program and
parent involvement and may not represent all teevgiof the general population of migrant
farmworker parents.

Another limitation is that all of the parents hretstudy were literate. All of the parents
who participated had at least a sixth grade educaind could read and write in Spanish. Two of
the parents also were fully bilingual in both Sgarand English. Some of the teachers
commented during the interviews about having diffies with families not being able to read or
understand written communication. Unlike the faeslinterviewed in this study, many other
families may be challenged by lower literacy lewaatsl thus be at a greater disadvantage when

written communications are sent home. Based oni@hy dbservations and experience in the
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program, including a discussion with one of theteedirectors, it was confirmed that many
families do not read and understand some of therpapk because they lack basic or sufficient
literacy skills.

Distribution of the parents from each center aégwesented a limitation in the study.
Although the researcher was able to get parents &ach of the three Migrant Head Start
Centers in Northwestern Michigan to participatateeparents from two of the centers were
more willing to participate and were easier to ugarompared to the third location where fewer
parents were ultimately recruited. It was alsorctbat more parents from two of the centers, but
at the third center there was more resistancetamas more difficult for me to recruit more
parents for the study. This could have been bectiescenter director of the third site resigned
during the project and she was a key contact hglgirfacilitate recruitment. Families may not

have felt as confident participating in the studihvthe changes going on at the center.

Limitations of Spanish Speaking Teacher Sample

The teacher interviews were also limited becauseettvere only two Spanish speaking
teachers who participated in the study. It wouldehlaeen interesting to have had more
discussions with Spanish speaking teachers todugkplore their views on communication with

parents. The limited data on Spanish speaking &zadh a limit to the study.

General Limitations

In general the study was also limited because tharseonly a very small budget for the
research. This small budget made it difficult tv@oexpenses related to the study adequately,
particularly related to gas costs. The study tdakeat three sites, two of which were almost 80

miles apart, there was a lot of driving involvedlmhalf of the researcher which was quite costly
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during a summer of high gas prices. Future reseavald expand the findings of these emerging

themes through replication with greater funding eegburces.

Conclusion

This study set out to explore how parent involvenhpgactices among migrant
farmworkers parents of Mexican origin are influeshts cultural belief patterns from the home
and teachers’ roles at school. The results wemugs®ed according to how the study answered
the research questions and the findings in lighheftheories and literature. This final section
will: 1) further converse on key finding from thieidy of the study, 2) talk about the

implications within the education and early childdacontext, and 3) suggest recommendations.

Key Finding 1: Role of Occupation

These findings impart further insight into parentalvement practices among diverse
populations and how characteristics of life shagepts motivational beliefs in establishing their
children’s attitudes towards hard work and schaplifhe current study revealed that parental
discourse and modeling of ‘work’ was used as a méamotivate their children educationally.
Lopez, (2001) challenges the notion of traditiamadierstanding of parent involvement
especially for migrant/immigrant families and cdtis educators to identify the unique ways in
which culturally diverse parents are already inedlvThis study adds to the conversation on
parent involvement and diverse groups in the Untdes.

Implications for Head Start would be for a bettaderstanding of the unique
perspectives that immigrant/ migrant parents haleged to parent involvement and their role of
motivating their children educationally. The muliiwral principles of Head Start address the
importance of programming which considers the farad the primary source for culturally

relevant programming (U.S. Department of Health ldndhan Services, 1991). A strong
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understanding of how life circumstances and in ¢hise, occupation of families, model parents
motivational roles regarding their children’s’ edtion.
Recommendations:
e Explore in more detail how migrant/immigrant farediuse their culture and life
circumstances influence how they act towards tttgldren’s education.
e Develop national conversation related to diveraitg parent involvement
practices.
e Provide teachers and Head Start staff more trairgteged to diverse perspectives

of parent involvement.

Key Finding 2: Role of Extended Family

A Second key finding of this study was the roleerfended family in the education of
children. For the migrant families, extended famigs found to be directly involved in the
household as well as a voice of encouragemenafaily involvement. Previous research has
found extended family ties play an active roleha tlevelopment of the child among culturally
diverse groups (DeGamo & Martinez, 2006; Delgad@a&@Ba2004; Pearson & Hunter, 1990).
For ethnic groups that have strong cultural tiatuily, future research on the role of extended
family and parent involvement may provide to edacatin understanding of the way in which
familismoshapes the households of immigrant/migrant familtdgmportance is gaining an
understanding of how these social family ties maignificant in an ecological perspective to
the child’s development. This study provided insiigiho the roles in their children’s education
and provides evidence that they have nontraditiasagfs of looking at role construction and

parent involvement.
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Head Start performance standards call for buildetgtionships with families by
providing them opportunities for involvement andlude family in the decision-making and
involvement (Schumacher, 2003). Implications o$ thtudy for Head Start programming would
call for exploration of the role of extended familyHead Start parent involvement practices and
additionally how these extended family structuras e supported in program planning.
Recommendations:
e Extend family partnership agreements to includemdé¢d family when possible.
e Make conscious efforts to include extended familjHead Start participation.
e Build relationships with extended family partners.
e Acknowledge the role of extended family in the lifiethe child and encourage

conversations and of the role of extended family.

Key Finding 3: Communication Practices

Interpretation of information either in written werbal form was reported problematic by
both teachers and parents. Language was a bargentmunication and quality parent-teacher
relationships in some circumstances as identifieddih English speaking teachers and Spanish
speaking parents in the current study. A numbetudies have explored the problem of
language use between Latino families who are Spapeaking and English speaking educators
in schools (Delgado-Gaitan, 1991; Perez-Carreo®52Ramirez, 2004; Romo, 1984).
Furthermore, for Latino families, language has bieend to be a significant predictor of parent
involvement (McWayne, et al., 2008); but a chalketg immigrant parents who lose some
authority when they can directly communicate widn@ators (Perez-Carreon, 2005). A study of
Chinese immigrant found that immigrant parents ceamicated less frequently, had more

difficulty comprehending the communication, and evksss satisfied with their children’s school
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(Dyson, 2001). The findings in the literature weopported by the findings of this particular
study.

While this study took place in a Migrant Head Stanich strives to foster a strong
emphasis on home language and parent/teacher caoation (Lopez & Greenfield, 2010),
language barriers between staff and teachers wevalpnt in the study. Written
communications were discussed by teachers as te@ngost common form of communication
between the home and the school. While the teactvéreowledged that written communications
were always sent home in both Spanish and Engl®hge discussed written communication as
an ineffective means of communicating between f@sénd teachers. Teachers described
parents as overwhelmed by paperwork and perhapsentg able to understand everything that
goes home. While a couple of teachers mentionehdpa bus aid explain paperwork to
families, it was unclear from the study to whatesttfamilies were receiving help in
comprehending written communications or fully ursi@nding the paperwork. The findings of
this study reveal that communication efforts wesmting in both written practices and during

face to face communications, including communiceiasing interpreters.

Implications for Head Start programming would bdétter understand the use of third
person translators and interpreters in the Head &ttiing. Programs should do self-evaluations
on the effectiveness of language use in the classiuring parent/teacher communications.
There also needs to be a better understandingvofAriten communication is used as a practice
of communication between school and home partilyulaith families who speak other
languages or may not have strong written commuioicakills.

Recommendations:
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e More professional development for bilingual staffanare taking on the roles of
interpreters.

e Use of pictures and visuals during parent teacbefetences which aid in
interpretations during parent/teacher conferences.

e Strategies for teachers to adapt to foster commatioit between families and
teachers speaking different languages.

e Evaluation of the effectiveness of written commaiien both the quantity and

quality of information the passes from school tonleo

Key Finding 4: Language Culture

Cultural identity and language were discussed logria as part of family identity, group
identity being Latinos, and the continuation ofttickentity they wanted for their children. All of
the families in the study acknowledged that leagritmglish was critical for their children, but
they were also adamant about their children comtgthe linguistic heritage. Research related
to language use and Latinos in the United Statesdumd bilingualism to be vitally connected
to cultural identity (Mignolo, 2000; Schechter &\Bay, 1997). Perez Carreon (2005) found
language to be an instrument of both identity aomigy. Language was not only a symbol of
their identity that they wanted their children taintain but Spanish language appeared to
deepen connections between parents and educatbssedihat Migrant Head Start. Language as
a cultural practice (Mignolo, 2002) not only wasifidl to be significant to identity, but useful as
a symbolic tool to instill elements of ‘trustbnfianzabetween educators and parents when
cultural. The importance of language for immigramith children in schools and institutions in

the United States needs to be better understoinms of how language as a cultural practice
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plays into families’ development goals of child@nwell as for bridging home to school
connections with educators.

Another finding from this study related to cultned language was that 3 of the 14
participants were from indigenous cultures in SeuthViexico and spoke Mixteco and Tzotzil
as their first languages. Changing demographiesigfant farmworker families reflect a more
heterogeneous population and these changes armergasing in migrant labor (Romanowski,
2003). These new languages pose further complitatrocommunicating with families who
speak languages other than English or Spanish arel different cultural beliefs. One Canadian
study on immigrant families found that teacherswaé child development practices of
immigrant families negatively (Bernhard, et al.98%

The linkages among language, cultural identity rattice (Mignolo, 2000), was one
perspective that emerged from the study relatexhild rearing practices and culture. Another
cultural viewpoint which came out of the study waigrant families’ understanding oéspecto
in teacher and child relationships which differeahi mainstream American views on these
interactions. The notion eéspectaduring adult and child interactions is supportgdther
studies on Latino families with children in the edtion system (Degado-Gaitain, 2004;
Olmendo, 2004; Valdez, 1996). Some of the migranépts discussed the lack of formality in
interactions between children and English speateaghers in the Migrant Head Start. They
viewed these interactions as inappropriate anchagthieir cultural beliefs. While programs such
as Migrant Head Start makes tremendous effortbitdeaby practices that support the home
language and culture of migrant children and fasillLopez & Greenfield, 2004; National
Seasonal and Migrant Head Start Association, 29adijn, 2005). More can be learned about

families’ cultural views and how they influence standpoint on what families of immigrant
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children want educationally for their children. Bdtom a report by the Migration Policy
Institute shows that currently there are over 1oniimmigrant children in the United States
(Van Hook, Landale, & Hillemeir, 2013). This numlstresses the importance for educators to
prepare themselves to better understand cultuaatipes of families from other countries. Head
Start is one early childhood education program Wwisccurrently serving a large population of
immigrant children. The increasing number of imraigrfamilies with children entering early
education programs calls for a border understanalirogiltural views of education and child
rearing. Teachers and educators would benefit fyaming a better understanding of the
different perspectives and work to incorporate sofrtbese family views into classroom
practices.

Recommendations:

e Programs such as Head Start should engage parghtshid development practices
represented by the institution while encouragingept to share their cultural

perspectives related to child development.

e Encourage dialog between parents and teachersad Seart and other early care
programs with a large number of immigrant childserthat teachers can incorporated

parent’s views into child development practices.

Chapter Summary

Finally, this study greatly adds to the emergiteydture on parent involvement practices
in early education programs and immigrant famillagarticular migrant farmworker families
of Mexican origin are a population which has bearmowly studied and this endeavor has

provided more knowledge of their views on parembluement practices. Furthermore, this
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study explored the perspectives of teachers wonkitigimmigrant groups in early education
settings. It cannot be expected that early edutatiograms such as Migrant Head Start, which
serve vulnerable populations, entirely moderateidrarsuch as poverty, mobility, and language.
But more knowledge of the issues surrounding miggramigrant families accessing education
will add to the national conversation around thesaes and provides leads for further research

and stronger teacher/educator practice.
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Appendix A

Protocol for Focus Groups

Krueger & Casey (2009)

Present: Moderator (Investigator), assistant, aBdP@rticipants (parents during parent focus
groups and teachers during teacher focus groupsusFgroups will be used for member
checking of the data after interviews are complete.

Focus Groups:

1. The group will be welcomed and light refreshmenilslve served. The investigator
and assistant will be introduced. Participants midlke name cards and take a few
moments to chat informally.

2. An overview of the topic. Parents and teacherslvélinformed on the topic and the
investigator will explain their role in the studyarticipants will complete IRB and
one page demographic questionnaire.

3. Guidelines of the focus group setting. There aregttt or wrong answers, only
different points of view. Listen respectfully whii¢hers are talking. Investigator will
guide the discussion and notes and visuals wiigen down to further discuss key
points.

4. Moderator will begin with the first open-ended qums. Probes will be used such as,
“can you please tell me more” “has anyone elsethatexperience.”

5. Group will have wrap-up discussion at the end tommarize key findings. The

moderator will thank the group for their particiiat in the study.
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Appendix B

Parent Interview Questions
Parent Demographics

The first section of the interview will provide mewith some background information on
you and your involvement in the Migrant Head StartProgram.

. Are both parents in the family employed in migrkator?

. How many hours do you typically work per day?

. What language did you grow up speaking most otithe?

. What language is spoken at home?

. How old are you?

. How many children do you have and how old are they?

. In what country were you born?

1
2
3
4
5. What language did your spouse grow up speaking?
6
7
8
9

. How many years has your family brought childreigrant Head Start?

10.How many children have you had in Migrant Head t3tar

11.Did you attend school in Mexico, United Statesboth countries?

12.What is the highest grade level you achieved imsith

13.How well do you speak English? None, somewhat,,welly well.
Interview Questions

Now | am going to ask you some questions about yourvolvement in your child’s
education and Migrant Head Start. These questions Wbe about how you view and
participate in your child’s education. There will be 7 questions in this section.

1) What kinds of things do you do to help your childhaschool?
2) What do you do to encourage your children in school

3) Who influences you most in learning about youtdtkieducation? (e.g. family member,
teacher, friend)

4) Please tell me about things you do to participat&é program?

5) What is the parent’s responsibility to the learnamgl success of their child in school?
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6) Do you perceive differences between your familgesls in educating your children and
the Migrant Head Start program’s goals?

7) As a Latino, how do you feel your culture influeag®ur view of education?

Now we are going to talk about your experiences witteaching staff which you have had in
Migrant Head Start related to becoming involved inthe program.

1) How would you describe your experiences with thgnsint Head Start staff and teachers
when you visit the center?

2) How would you describe your experiences with thgrisht Head Start staff and
teachers when you visit the center?

3) Islanguage ever a problem in communicating wiiff® If so, how do the educators
accommodate your language needs so that you uadd®sre there any difficulties?

4) Do you feel welcome at the center? Have the teadte&mpted to involve you in
classroom or other activates? Happen often? Witatigages you to be involved? What
stops you from being involved or makes it diffictdtbe involved?

5) Does the center provide opportunities for you tlumteer and become involved at the
center? If so, how were you invited to participatéhe school?

6) Do you think the educators at MHS listen to younazrns?

7) How does your teacher communicate with you? Whatldvamprove (if anything) your
communication with your child’s teacher? What de tbachers do to make you feel
respected?

8) Please describe your overall relationship with etlurs at Migrant Head Start?

9) Are you familiar with Head Start’s policy on paremtolvement?

10)What is your understanding of the things you camodeolunteer at MHS?

Finally, | am going to ask you some questions relatl to your own schooling experience and
how you view your experience compared to your child experience in Migrant Head Start.

1) Please tell me about your experience in school?/budlike school?

2) Can you tell me some of the reasons you came two$zh
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3)

4)

5)

6)

7)

8)

9)

Did your parents participate in school? Did thesehers communicate with your family
about school?

Were your teachers bilingual and did they needettobcommunicate with you?

Tell me about a teacher who was helpful or inflisdrid you? How was this person
helpful to you?

How would you describe differences in your edugagaperience and your child’s
education at Migrant Head Start?

How do you go about schooling your child at home how is that different from the
program?

In what ways is MHS consistent with your family andtural values? In what ways is it
not consistent with your family values?

Do you think schools in general support your fanaity cultural values?
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Appendix C

Teacher Interview Questions
Teacher Demographics

The first section of the interview will provide mewith some background information about
you and your experience as a teacher in Migrant HehStart.

How long have you worked in Early Childhood Educat

How many years have you worked for Migrant Headt3ta

What is the highest level of education you have gleted?

Have you taken college classes?

Have you taken classes related to parent involvémerollege?

What is your home language?

Do you have family who work in migrant labor?

What language do you speak with parents?

© © N o g &~ w N PF

How old are you?

In this first section of the interview | will be aking about some of your background
information and about your experiences in the Migraat Head Start Program.

1) Describe the process for getting parents iredfPlvDescribe your average participating
families?

2) How would you describe your communication wiimilies? Do you need to use a
translator? If so, please describe communicatigh airanslator?

3) What means do you use to communicate with faséind how effective would you
describe these methods?

4) Do they seem encouraged to become involvedemptbgram? What barriers might they
face in becoming involved?

5) What practices are most effective in involviraggnts? Are there things you would like to
learn to try to involve more families?

6) How would you describe the programs effortsdammunicate with families? What are the
strengths of the program or weaknesses?

8) What are your thoughts on the number of parehts volunteer in the center? What do
you do to ensure the numbers of parent volunteersase or stay the same?
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9) Describe your overall relationship with the féas in your class (rate this one to ten) and
describe.

10) What parent participation data is used to mfparent involvement practices?

11) Does this data help you inform your practice &sacher?
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Appendix D

Interview Protocol

Present: Investigator and participant (teacheraoemt) in a one on.

1.
2.

Determine time and place for interview.

Identify self and briefly discuss the topic to lmered and purpose of study. Guide the
participants through the consent form and ask tii¢ney have any questions on consent
form.

Begin the interview. Be pleasant and at ease \wilparticipants. Repeat the questions if
necessary.

Confirm answers with “yes,” “ok,” “l see,” and atkem to give repeat answers if
necessary. Motivate the respondents with key witkdsthanks” or “this is useful
information” Probe for answers by confirming whiagy say and asking them if they can
tell more about the topic.

Thank participants for their participation. If appriate, ask them if they would be
interested in participation in a focus group fomnber checking Creswell (1994) and
Strauss & Corbin (1998)
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