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ABSTRACT
A Qualitative Study Exploring the Influence Low-Income Parental Engagement on
Academic Achievement
by Deborah Anne Cardin
Purpose: The purpose of this qualitative case study was to understand and describe the
strategies that low-income parents use to support their high school students’ high
academic achievement.
Methodology: In this qualitative case study, interviews, artifacts, and researcher notes
were used to understand and describe the parental engagement behaviors and strategies of
low-income parents that contributed to the academic achievement of students from the
participant’s perspective. Several themes were derived from the shared experiences of
the participants through analysis of data.
Findings: Key findings included parental use of: verbal communication and their
presence in the lives of their student, traditionally accepted forms of engagement
strategies, teaching personal character and life skills, establishing strong loving
relationships, and developing the social and emotional capitol necessary to support the
high academic achievement of their high school students.
Conclusions: The study supported six conclusions regarding what strategies low-income
parents used to support their high school students’ high academic achievement.
Recommendations: Seven recommendations for further research were made to broaden
the core beliefs about parent engagement and develop consensus for parents and
educators working together to support the academic achievement of students.
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PREFACE
This qualitative case study was designed with a focus on the lived experiences of
low-income parents of high-achieving high school students. Low-income parents were
selected from volunteers participating in a Parent Institute for Quality Education program
as one such group thought to provide pivotal insight. The research problem investigated
focused on low-income parents of highly successful high school students to determine
what strategies were used to achieve breakthrough results.
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CHAPTER I: INTRODUCTION
Historically, education leaders have pondered the causes of the achievement gap
between opposing demographic groups (Flores, 2007; West, 2007). Researchers asserted
that while efforts to assist minority groups have resulted in favorable outcomes, low
socioeconomic communities persist in experiencing less favorable responses to the
educational system at large (Hu, 2006; Neuman, 2006; Wingert & Kantrowitz, 2001).
This longstanding discrepancy of educational attainment between social classes has long
been a topic of concern for research (Hu, 2006; Neuman, 2006; Wingert & Kantrowitz,
2001). Fenton, Ocasio-Stoutenburg, & Harry (2017) highlighted the crucial role that
parents play in this pursuit of educational attainment.
Henderson & Berla (1994) delineated three conditions for parents to promote
success in academic achievement that included a family’s ability to create a home
environment that promotes learning, convey realistically high expectations for
achievement and careers, and become involved in their children’s education. “When
schools support families to develop these three conditions, children from low-income
families and diverse cultural backgrounds approach the grades and test scores expected
for middle-class children” (Henderson & Berla, 1994, p.15). Rothstein (2004) contended
that the differences in family philosophies and parenting styles between low- and highersocioeconomic-status (SES) families contributed to the varying educational achievements
their children experience. Parents hold a great deal of influence in forming a child’s
perspective of their formal educational experience (Rothstein, 2004). The extensive
research findings suggesting family engagement as a fundamental element for low-SES
student success prompted the development of legislative measures designed to create
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equitable opportunities and programs for addressing the achievement gap (Weiss, Lopez,
& Rosenburg, 2010). This study sought to understand the influential elements of parental
engagement that contribute to the academic successes of low-SES students not just by
looking at the historical evolution of engagement, but also by listening to parent
perspectives. This study results could elicit the resources and support fundamental to
students from low-income families.
Background
Educating future generations is a complex and multifaceted endeavor that is everchanging and a growing concern in our nation (Epstein, 1990, 1995; Jeynes, 2005). With
a national population of approximately 300 million, the task may seem overwhelming,
especially in light of the demographic changes in our population (Southern Education
Foundation, 2015). The issue of quality education, including disadvantaged students, has
come to the forefront as one of the top concerns for our nation due to parents raising
concerns about the quality of schools (Hungerford & Wassner, 2004). Parents recognize
that the schools their children attend are essential for the successful transition of their
children into either higher education or the workforce after high school (Hungerford &
Wassner, 2004). Parents advocating for their children’s education has resulted in many
policy and legislative measures incorporating parental engagement (McKenna & Millen,
2013; Weiss, Lopez, & Rosenburg, 2010). These first legislative attempts at
incorporating parents as part of the educational process referred to it as parental
involvement, but for the purposes of this study the more recent term of parental
engagement will be used (Ascher, 2006; McKenna & Millen, 2013).
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Our state and federal governments began to address concerns by issuing mandates
and policies such as No Child Left Behind (NCLB) and Race to the Top, directing
educational goals for our nation’s students that incorporated parental engagement
(Hollingworth, 2009). Teachers, administrators, and policymakers sought ways to meet
the growing demands of the public and build the connection between home and schools
through these measures (Ascher, 2006). This task is not something that can be addressed
solely in the classroom (Baker, 2013). It extends beyond to the child’s first teachers,
their parents and families (Baker, 2013).
Researchers agreed that parental engagement is a crucial component of student
achievement (Epstein, 1990, 1995; Fan, 2001; Jeynes, 2005). Our national and state
legislatures have continued to recognize this important component and incorporated
parental engagement in the requirements of education law and policies. The Goals 2000:
Educate America Act mandated partnerships between families and schools
(Hollingworth, 2009). Federal Title I requirements specified that one percent of
supplemental funding be allocated for family-school connections in order to obtain
federal funds for a program (Ascher, 2006). The emphasis on student achievement and
continuous academic growth resulting from the NCLB, California’s 2013-2014 Budget
Act Local Control Funding Formula (LCFF), and now the Every Student Succeeds Act
(ESSA) has left the education world searching for answers to the age-old question: What
helps our students learn?
The National Parent Teacher Association (PTA) has been a proponent of building
strong connections between home and school (Baker, 2013). They support parental
engagement in education as a crucial piece of the overall well-being of the child (Baker,
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2013). The National PTA has established guidelines for building a strong home-school
connection with families and has become an advocate for meeting the needs of all
students (You & Richman, 2014).
The importance of parental engagement in the education of our nation’s children has led
to extensive research on the topic (Mobley, 2012). Recent research indicated that
parental engagement in their children’s education has a positive effect on grades,
assessments, and college attendance (de la Pena, 2012; Fan, 2001; Jeynes, 2005, 2012).
With the continued emphasis on improving student achievement, especially in reading
and mathematics, it is important to consider the role that parents play in their children’s
academic success (Mobley, 2012). Parental attitudes and perspectives on learning, their
level of participation at the school and events, and the amount of assistance they provide
their students at home all can have an impact on student achievement (Jeynes, 2012;
Mobley, 2012; Negy, 2011; Pemberton, 2010; Waddle, 2011). When parents participate
in their children’s learning activities, increased achievement, greater self-discipline,
better study habits, positive attitudes toward school, stronger homework habits, and
greater aspirations for higher education are evident (Sheridan et al., 2012). Researchers
have identified parental engagement as a successful strategy for educators to utilize in
decreasing the achievement gap (Jeynes, 2012).
The persistent presence of the achievement gap between low-socioeconomicstatus (SES) students and their higher-income counterparts has created concern over the
equity and distribution of funds in the current circumstance of our nation (Ascher, 2006).
The school funding formulas of the past contributed to the increasing concerns about
equity and closing the achievement gap (Vasquez-Heilig, Ward, Weisman, & Cole,
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2014). Lawmakers and other stakeholders have made some changes recently that bring
hope to the neediest schools and students (Vasquez-Heilig, Ward, Weisman, & Cole,
2014). California’s Local Control Funding Formula (LCFF) is an attempt at allocating
funds to those with the greatest need (Vasquez-Heilig, Ward, Weisman, & Cole, 2014).
It provides base grants for Local Education Agencies (LEAs) and supplemental grants
specifically for targeted disadvantaged subgroups (CDE). However, targeted funding
levels under LCFF are not expected to be met until full implementation, which is
projected for the 2020 school year (Vasquez-Heilig, Ward, Weisman, & Cole, 2014).
The LCFF is a positive step in providing funding equity for the many disadvantaged
students in California (Vasquez-Heilig, Ward, Weisman, & Cole, 2014). A concern
remains for educators in light of the fact that their role has changed over the past century
(Milne & Plourde, 2006). The job of educators has evolved from simply facilitators of
learning to include “being a nurse, social worker, parent, referee, advocate and much
more”, especially for disadvantaged students (Milne & Plourde, 2006, p. 183).
This concern for equity and addressing the academic needs of our disadvantaged
students is compounded by the fact that our schools are servicing greater numbers of
students of low socioeconomic status (Ascher, 2006). In its January 2015 report, the
Southern Education Foundation reported the national average of low-SES students has
reached 51 percent in U.S. public schools (Southern Education Foundation, 2015). This
demonstrated a consistent trend in education spanning several decades. Hungerford &
Wassner (2004) summarized that concentrated poverty negatively impacted student
outcomes and perceived school quality. The needs of the increasing numbers of low-SES
students in our classrooms must be met in order to diminish the achievement gap

5

(Southern Education Foundation, 2015). How educators accomplish this will involve
creativity, open-mindedness, and community support (Henderson & Berla, 1994; Jeynes,
2005, 2012). Educating our children will require both our educational and family
institutions (Henderson & Berla, 1994; Jeynes, 2005, 2012). Parental engagement with
low-SES students is no longer optional (Henderson & Berla, 1994; Jeynes, 2005, 2012).
Incorporating the participation of these parents is vital to the academic success of
students, their college attainment, and our future (Hollingworth, 2009). Henderson &
Berla (1994) stated: “When parents are involved in their children's education at home,
they do better in school. And when parents are involved in school, children go farther in
school and the schools they go to are better” (Henderson & Berla, 1994, p. 15).
A significant amount of research has been conducted on parental engagement (de
la Pena, 2012; Fan, 2001; Henderson & Berla, 1994; Jeynes, 2005, 2012). However, very
little research has been conducted focusing on low-socioeconomic-status parental
engagement or the parent-child relationship aspects that led to academic successes of
their students (Baker, 2013). Developing an understanding of the dynamic between
parent, child, and educational success could lead to an opportunity for educators to foster
those connections and enhance the learning process for many of today’s low-SES
students. Several legislative attempts at providing support for underprivileged students
set the stage for incorporating parent and family engagement into the educational process
(Hollingworth, 2009). These legislative steps were implemented to create equity for
disadvantaged students who do not perform at the level of their higher-income peers (Hu,
2006; Neuman, 2006; Wingert & Kantrowitz, 2001).
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History of Education Legislation Incorporating Parental Engagement
The Federal Elementary and Secondary Education Act (ESEA) of 1965 reported
that education was the key to providing children with the tools necessary to become
successful members of society (Hollingworth, 2009). ESEA was the federal
government’s initial attempt at improving American schools that serve disadvantaged
students. Schools have had to become adequately prepared to address the unique needs
of their student populations through a variety of mandates, including a parental
engagement component (Chrispeels, 1991; Hollingworth, 2009). The ESEA established
Title I funding for schools servicing 40 percent or more students from low-income
families (Hollingworth, 2009). With the federal funds supporting education, government
began to take a more active role in education and subsequently required accountability
for the tax dollars spent (Hollingworth, 2009). The accountability for federal funds led to
the ESEA’s reauthorization in 1994 (Hollingworth, 2009).
This reauthorization assumed that once schools were held accountable using
standardized achievement test scores, the focus would shift to low-achieving students and
reduce the academic achievement gap between White and disadvantaged students
(Hollingworth, 2009). However, the gap persisted, leading to another reauthorization in
2001, No Child Left Behind (NCLB), that added supplemental educational services to
students in low-performing Title I schools (Ascher, 2006). The most recent
reauthorization, Every Child Succeeds Act (ESSA), signed by President Obama in 2015,
continued the commitment to equal opportunity for all students (Chenoweth, 2016).
ESSA denoted parent and community partnerships as key to the academic successes of
students (Fenton, Ocasio-Stoutenburg, & Harry, 2017). ESSA altered the terminology
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used from “parental involvement” to “parental engagement” (Fenton, OcasioStoutenburg, & Harry, 2017).
California’s educational legislation evolved similarly (Potter, 2014; You &
Richman, 2014). In California, due to significant discrepancies in meeting NCLB’s
adequate yearly progress (AYP) goals, the legislature mandated parental involvement as
part of the state’s school improvement program of 1976 (Chrispeels, 1991). The goal of
improving student achievement was founded on the premise that involvement of middleclass parents in schools had proven to be effective with their students (Chrispeels, 1991).
It rationalized that well-designed parental involvement programs would be a positive
contributing factor in impacting the achievement of low-SES students (Chrispeels, 1991).
The California State Board of Education adopted a parental involvement policy in
1989 that led to districts strengthening family and school partnerships (Chrispeels, 1991).
The policy required programs and actions to be implemented that assisted parents with
parenting skills, provided information on supporting their children’s learning, utilized
community services, promoted two-way communication between the home and school,
involved parents as volunteers for instructional and support activities, and incorporated
parents in governance and advocacy roles (Chrispeels, 1991).
More recent state legislation known as California’s 2013-2014 Budget Act LCFF
established parental involvement as one of eight priorities to meet five core goals for
education through a Local Control Accountability Plan (LCAP) (Potter, 2014). LCAPs
are written to coordinate funding with the instructional program within local education
agencies (LEAs) (Potter, 2014). California’s LCFF legislation and LCAP provision
attempt to safeguard greater resources for those with the greatest need, local decision-
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making, an accountability system, school budget transparency, and aligning those
budgets with an accountability plan (Potter, 2014). Each LEA needed to incorporate
stakeholder input to determine how to build stronger family-school partnerships and
measure progress toward meeting the recently adopted Common Core State Standards
(CCSS) based on the community’s needs and priorities (You & Richman, 2014). Thus,
defining acceptable parental involvement practices has become a more high-profile
priority in today’s educational settings (Potter, 2014). The basic understanding of
parental involvement must be adjusted and aligned to incorporate the new qualifications
and expectations of parental engagement (Jeynes, 2012).
Evolution of Parental Involvement to Parental Engagement
There are many differing views of what constitutes parental involvement (Bower
& Griffin, 2011; Epstein, 1990; Sheridan et al., 2011). A traditional definition includes
activities in the home and at school. Typically the literature has thought of parental
involvement as either supporting student academic achievement or participating in
school-initiated functions (Bower & Griffin, 2011). There are many recognized forms of
parental involvement, such as volunteering at the school, conferencing and
communicating with teachers, helping with homework, and attending school events like
parent-teacher conferences, performances, and family nights (Bower & Griffin, 2011).
Epstein (1990) proposed a framework of six types of parental involvement for schools
including parenting, communicating, volunteering, learning at home, decision-making,
and collaborating with the community. Students are the central focus of each of these
types of parental involvement (Epstein, 1990). Epstein’s six types have provided a
foundation for many research studies on parental involvement and have been utilized by
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LEAs in developing parental involvement programs along with the Parent Teacher
Association’s (PTA) National Standards for Family-School Partnerships Assessment
Guide (You & Richman, 2014).
Parental involvement activities. Parental involvement activities generally have
included volunteering at school and in the classroom, attending parent-teacher
conferences, communication between the school personnel and parents, and homework
assistance. Some researchers were more specific in identifying how parents interact and
influence their students. Sheridan et al. (2011) identified specific structural and relational
components of parental involvement. Structural components included home curriculum
(reading together and talking about school), school-to-home communication
(communications and invitations from the school), behavioral programs (utilizing
reinforcement strategies), home-to-school communication (communication from home),
parent tutoring (parents using skills to provide direct instruction at home outside of
homework), problem-solving, homework assistance (direct aid and monitoring), and
planning (goal-setting) (Sheridan et al., 2011). Relational components included parentchild relationship (encouragement and warmth), two-way communication (informationsharing from both school and parent), parent-teacher relationship (relationship-building
and respect), knowledge and awareness, welcoming environment, and shared
responsibility (collaborative decision-making and creating perspectives) (Sheridan et al.,
2011). The diversity of parental involvement practices recognized in educational settings
varies from formal to informal methods (Le Fevre & Shaw, 2011).
Formal and informal involvement. Ways that parents can be involved in the
educational process include formal and informal types of involvement (Le Fevre & Shaw,
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2011). Formal involvement takes place typically at the school while informal
involvement occurs in the home (Le Fevre & Shaw, 2011). Some of the differing formal
types of activities include attendance at Parent Teacher Association (PTA) meetings and
events, participating in other parent groups, chaperoning field trips, assisting in the
lunchroom, and serving as translators and ambassadors for the school to the community.
Informal parental involvement activities include telling of family stories, giving advice
about school experiences, talking about future ambitions and the value of education,
ensuring that students arrive to school on time, providing a quiet work space in the home,
regularly assisting with and monitoring homework, and providing emotional support and
encouragement (Le Fevre & Shaw, 2011). These specific activities identified by
researchers led to positive student achievement results (Jeynes, 2012; Mobley, 2012;
Negy, 2011; Pemberton, 2010; Waddle, 2011). The full impact of these parental actions
is better understood by developing an awareness of the driving forces behind them
(McKenna & Millen, 2013).
Current thinking on parental engagement. Researchers posited that parental
engagement is more than what the mainstream educational discussion evokes (McKenna
& Millen, 2013). Epstein (2010), Henderson & Mapp (2002) and Jeynes (2005, 2012) set
the foundation for understanding “the actions parents must take to be ‘involved’ with
their children’s educations” (McKenna & Millen, 2013, p.11). McKenna and Millen
(2013) stipulated that parental engagement extends beyond mere involvement and
addresses the cultural, social, and economic facets of the home. McKenna & Millen
(2013) contend that parental engagement includes two central components, including
parent voice and parent presence. Parent voice is the “right and opportunity for parents
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and caregivers to express their thinking and understandings about their children’s and
families’ everyday lives and educational experiences in and out of school” (McKenna &
Millen, 2013, p. 12). Parent presence is comprised of “a parent or caregiver’s actions and
involvement in their children’s education, whether through formal school spaces and
traditional activities or in more personal, informal spaces, including spaces created by
parents themselves” (McKenna & Millen, 2013, p.12). Just as parental involvement and
parental engagement are intertwined, parent voice and parent presence overlap in the
cultural and social realms of family dynamics (McKenna & Millen, 2013). Goodall and
Montgomery (2014) stipulated differing stakeholder groups understand parental
engagement in different ways. Engagement encompasses more than just activity—there
is a sense of ownership of actions that involves a greater commitment to children’s
learning and education (Goodall & Montgomery, 2014). Goodall and Montgomery
(2014) specified parental engagement as “parents’ engagement in their children’s lives to
influence the children’s overall actions.” (p.402).
Parental attitudes, values, and perspectives. An aspect of parental engagement
that promotes student achievement is the influence that parents have in affecting student
motivation through their attitudes, values, and perspectives toward learning and education
(Cheung & Pomerantz, 2012). Families are the first essential source of support for
learning and development of children (McKenna & Millen, 2013). It is generally
accepted that the parent’s values regarding education are conveyed to children through
parents involved at school, interest in student learning, and support in the home (Cheung
& Pomerantz, 2012). Cheung & Pomerantz (2012) stipulated that children begin to
internalize the attitudes and perspectives of their parents after observing and receiving
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parental attention. When they see parents volunteering in the classroom or attending
school events, they correlate it to the importance of education (Cheung & Pomerantz,
2012). Through this internalization of positive attitudes, values, and perspectives,
children can be motivated to engage in education and ultimately achieve academic
success (Cheung & Pomerantz, 2012).
Positive parental attitudes toward the school and education were found to have a
strong link with the level of parental engagement (Evans, 2008). When parents feel a
connection with the school community, parents are more inclined to be involved in the
education of their children (Handy, 2010; McGhee, 2008). Parental educational
aspirations for their children have a positive correlation with attitudes and perspectives
(Evans, 2008; Goodall & Montgomery, 2014). Parents who had high educational
expectations for their children had a positive effect on student academic achievement
(Dalun, Hsien-Yuansu, Oi-man, Benz & Bowman-Perrott, 2011; Fan, 2001). The
parental attitudes regarding educational aspirations for their children discussed and
conveyed at home had a positive impact on students (Dalun et al., 2011). The consistent
exposure to these attitudes and perspectives is associated with children internalizing
parents’ educational goals for them (Dalun et al., 2011). Children subsequently strive to
attain parental expectations and approval (Cheung & Pomerantz, 2012). Parents can
convey or emphasize the enjoyable aspects of learning by discussing with their children
while assisting them with homework. Children can then identify the learning topics that
they enjoy. Enjoyment enhances the learning process (Cheung & Pomerantz, 2012).
Parents have the unique ability to influence their children in a positive and or
negative manner toward facilitating educational success and college attainment. This
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inherent dynamic between parent and child is an aspect of parental engagement that few
have studied and focused on, and is an area to be considered for further research (Bailey,
2006; Bond, 2011; Cheung & Pomerantz, 2012). The ideals and values parents convey
regarding the importance and long-term effects education can have on a student’s life are
important to understand and to be considered a form of parental engagement (Bailey,
2006; Bond, 2011; Cheung & Pomerantz, 2012).
Low-Income Parental Engagement
Parental engagement varies greatly among families (Goodall & Montgomery,
2014). There are many factors that contribute to the level of engagement (Jeynes, 2005,
2012). One of these key factors is socioeconomic status (SES) (Jeynes, 2005, 2012). For
a significant number of low-SES families, parental engagement had a positive effect on
student achievement (Domina, 2005; Evans, 2008; Jeynes, 2005, 2012; Waddle, 2011).
Domina (2005), Evans (2008), Jeynes (2005, 2012) and Waddle (2011) investigated the
parental engagement of low-SES families and found that with increased participation of
parents at school and at home regarding educational priorities, student achievement was
positively impacted. Domina’s research did not find a significant impact for higher-SES
families connected to parental engagement. However, that research indicated that lowSES parental engagement positively impacted their students (Domina, 2005).
Barriers to engagement. Research findings suggest that when families struggle
with providing for their living needs, their level of participation in school-related
activities and events is less when compared to that of higher-SES families (Bower &
Griffin, 2011; Drummond & Stipek, 2004). These low-SES families’ work schedules,
lack of transportation, and lack of childcare prevent them from interacting with school
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personnel, attending school events, or volunteering at the school (Bower & Griffin, 2011;
Drummond & Stipek, 2004). Increasing the involvement of low-SES families would
enhance the academic success of low-SES students (Domina, 2005; Evans, 2008; Jeynes,
2005; Waddle, 2011). Additionally, recognition of less mainstream parental engagement
practices must be considered (Jeynes, 2005).
Differences between high- and low-income parental engagement. Parental
engagement denotes the actions parents take in relation to their child’s education
(McKenna & Millen, 2013). One aspect of parental engagement is volunteering at the
school through assistance in the classroom or at school events and to support the school
financially with supplies for classrooms, fundraisers and events (Bower & Griffin, 2011).
Low-SES families often are not able to provide these types of support (Bower & Griffin,
2011). These parents have differing perceptions regarding engagement and
responsibilities (Bower & Griffin, 2011).
Academic needs of low-SES students result from variables beyond their control
both at home and at school (Drummond & Stipek, 2004). Low-SES students can often
experience social-emotional distractions, basic needs not being met, language barriers,
attendance problems, and limited educational resources and experiences that have led to
gaps in their academic achievement (Drummond & Stipek, 2004; Voyles, 2012; White,
2012). These gaps include reading and math achievement discrepancies extending
through high school (Gonzales, 2008). Education experts stipulate that low-SES students
need multiple supports and varying combinations of those supports to address those gaps
(Drummond & Stipek, 2004; Jackson et al., 2011; Lam, 2014; Ray & Smith, 2010).
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Parental engagement aspects that include the value of cultural and social aspects
within a family structure are intertwined in addressing those gaps (McKenna & Millen,
2013). Aside from positive teacher-student relationships, the parental engagement
elements of high expectations for learning from parents (and teachers), feedback about
strengths and competence, and fostering attitudes for success and mastery were
considered necessary for academic improvement of low-SES students (Gerzon-Kessler,
2006; Voyles, 2012; White, 2012). The open communication between parent and child
about educational attainment, values, and future prospects were attributed to successes in
education and attaining long-term goals (Rothstein, 2004). The many factors
contributing to the achievement gap intertwine in diverse ways for each student and pose
great challenges for educators and parents alike (Fenton, Ocasio-Stoutenburg & Harry,
2017).
Gaps in Research on Low-Income Parental Engagement
Many studies have been conducted identifying several factors supporting parental
engagement’s relationship with increased student achievement for low-SES students and
other underrepresented groups (Drummond & Stipek, 2004). The existing research
identified the need for parental engagement for low-SES and minority students at various
ages and what constitutes engagement (Jeynes, 2005, 2012). However, several
researchers insist that there is a lack of research in understanding low-income parental
engagement (Drummond & Stipek, 2004; Goodall & Montgomery, 2014; Gonzalez,
2008; McKenna & McMillen, 2013). The existing research fails to present a clear picture
of the parental engagement of low-income parents of successful students (Lareau, 2000;
McKenna & McMillen, 2013). Researchers delineated the need for additional research in
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understanding the areas of parental beliefs, attitudes, and influences on student
achievement (Drummond & Stipek, 2004; Gonzalez, 2008). Further, Goodall &
Montgomery (2014), Lareau (2000), and McKenna & McMillen (2013) proposed a need
for continued research on developing an understanding of the forces in the home and
family environment that assist in student achievement.
Statement of the Research Problem
For decades, since Lyndon Johnson’s War on Poverty beginning in 1964,
educators, policymakers, and local, state, and federal government officials have battled
the achievement gap between low- and high-income students through a myriad of
initiatives in favor of increasing parent engagement (Baker, 2013; Hollingworth, 2009).
Outside organizations such as Parents as Teachers, the National Coalition for Parent
Involvement in Education, and the Harvard Family Research Project have also become
involved in supporting low-income families through research and programs (McKenna &
Millen, 2013). These attempts have been made because the role parents play in education
has long been recognized and valued by those focused on closing the achievement gap as
a key element that positively impacts student achievement (Baker, 2013; Epstein, 2011;
Jeynes, 2005; McKenna & Millen, 2013; Mobley, 2012; Nagy, 2011; Waddle, 2011).
Researchers continue to stipulate that the higher the parental engagement, the higher the
academic achievement of students (Epstein, 2001; Epstein 2011; Henderson & Mapp,
2002; Jeynes, 2005).
Despite ongoing efforts of educators, policymakers, and outside organizations
promoting parental engagement, an achievement gap persists (Bower & Griffin, 2011).
All too often low-SES students do not experience the academic successes of their higher-
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income peers (Bower & Griffin, 2011; Byrne, 2013; Drummond & Stipek, 2004).
Researchers stipulate that the persistent achievement gap could be explained in part by
differing parent engagement levels along with differing engagement philosophies and
parenting styles attributed to low-income parents (Bower & Griffin, 2011; Epstein, 2001;
Henderson & Mapp, 2002; Jeynes, 2005; Rothstein, 2004). Thus, researchers,
policymakers, and educators are tasked with discovering how engaged low-income
parents promote increased academic achievement of their students.
Purpose Statement
The purpose of this qualitative case study was to understand and describe the
strategies that low-income parents use to support their high school students’ high
academic achievement as determined by grade point average.
Research Question
The following research question guided this research study.
1. What strategies do low-income parents use to support their high school
students’ high academic achievement?
Significance of the Problem
This study has implications for students, parents, educators, and policymakers in
understanding the effect of parental engagement in low-income families on student
achievement. According to the most recent U.S. Census Bureau report data, 45.3 million
people live in poverty. Children represent 32.3% of those people. Children under the age
of 18 equate to 41.3% of those living in poverty (U.S. Census Bureau, 2017). For
children under the age of five, the poverty rate increases to 45.8 % (U.S. Census Bureau,
2017). Additionally, 14.6% of people 18 years and older live below the poverty level
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(U.S. Census Bureau, 2017). In California, 13.3% of people lack enough resources,
about $24,900 per year for a family of four (Public Policy Institute of California [PPIC],
2018). These statistics present a picture of concern for educators in addressing the
academic needs of these current and future students (SEF, 2015). With increasing
numbers of low-income students in schools, understanding why some students coming
from low-income homes are able to maintain high levels of success in school while others
cannot become a key topic of interest in breaking the cycle of poverty and the persistent
achievement gap (McKenna & Millen, 2013).
According to the Southern Education Foundation’s (SEF) Research Bulletin, A
New Majority (2015), the national average of students in U.S. public schools now
includes 51% low-SES students. California’s 55% low-SES students in its public schools
have created critical implications for improving educational support systems (SEF, 2015).
The continuing trend of increased numbers of low-SES students entering public schools
requires the attention of policymakers and educators to more fully understand the needs
of these students and rethink how to successfully prepare them for college and careers
(SEF, 2015). The ramifications for inaction are evident in current and projected poverty
levels of our nation (SEF, 2015). Low-income families face many obstacles that
perpetuate the cycle of poverty and lesser aspirations for higher education (Bartik &
Hershbein, 2018).
According to the U.S. Census Bureau, poverty rates for people 25 years and older
decrease with higher educational attainment levels (U.S. Census Bureau, 2014). People
with less than a high-school diploma at the poverty level make up 27.6 % of the
population (U.S. Census Bureau, 2014). High-school graduates account for 14.2 % of the
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population living at the poverty level (U.S. Census Bureau, 2014). Those with some
college or associate’s degree-level education make up only 10.5 % of the poverty-level
population (U.S. Census Bureau, 2014). Among those with a bachelor’s degree or
higher, that number drops to 4.5 % (U.S. Census Bureau, 2014). Maintaining the status
quo would potentially lead to the deterioration of prospects for our American society
(SEF, 2015).
The Southern Education Foundation’s bulletin, along with the U.S. Census report,
presents a picture of increased numbers of low-SES students entering public education
(SEF, 2015; U.S. Census Bureau, 2014). The academic needs and programs necessary to
support these low-SES students pose greater challenges for educators and policymakers
(SEF, 2015). Developing an in-depth understanding of the dynamic relationship among
parents, children, academic success, and ultimately college enrollment could lead to an
opportunity for educators to enhance the learning process for low-SES students (Goodall
& Montgomery, 2014). This understanding could positively impact achievement rates
and college attainment for many of today’s low-SES students (Goodall & Montgomery,
2014).
As confirmed by Dearing, Kreider, Simpkins, & Weiss (2006), Epstein (1990),
Smith (2015) and Van Velsor & Orozco (2007), increasing the parental engagement of
low-income parents has helped students succeed. The plethora of research conducted on
the topic has focused on how parental engagement impacts student achievement in K-12
(Bower & Griffin, 2011; Dearing, Kreider, Simpkins, & Weiss, 2006; Epstein, 1990;
Smith, 2015; Van Velsor & Orozco, 2007). The research has rarely addressed parental
engagement of low-income families exclusive of ethnicity and other demographic factors,
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focusing on the relational components that lead to academic success (Byrne, 2013).
Byrne (2013) contended that while both parental academic expectations and engagement
“have individually been identified as important contributors to academic performance,
less well investigated is how parental expectations and engagement collectively influence
children’s academic outcomes in low-income families” (Byrne, 2013, p. 1). Milne &
Plourde (2006) also supported further research on why some low-SES students are
academically successful. With a greater understanding of the relational component of
parental engagement utilized by low-income parents of successful students, educators and
policymakers will be better able to develop, fund, and facilitate meaningful parental
engagement that supports the specific academic needs of low-SES students. Therefore,
this qualitative study sought to fill the gap in the current literature by examining the
relational component of parental engagement within low-income families that resulted in
these students beating the odds against them.
Definitions
The following terms are used in this study. The definitions are included to
provide clarity and context to support the understanding for this dissertation.
Achievement gap. Achievement gap refers to any significant and persistent
disparity in academic performance or educational attainment between different groups of
students, such as students from higher-income and lower-income households
(Edglossary.org, 2013).
Codes. Codes refers to a way to label, compile, and organize data in qualitative
research.
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Grade point average (GPA). A calculation resulting in a mathematical average
of all final grades accumulated divided by the number of grades awarded based on a scale
where A = 4.0, B = 3.0, C = 2.0, D = 1.0, and F = 0.
High-achieving students. Students who have maintained a GPA of 3.0 or better
throughout their 9th- through 12th-grade years.
Low-income. Households with incomes at or below the income eligibility
guidelines for free and reduced-price meals or free milk in district child nutrition
programs.
Low-income parents. Participants with incomes at or below the income
eligibility guidelines for free and reduced-price meals or free milk in district child
nutrition programs.
Parent. Parent, for the purposes of this study, refers to a biologically related adult
caregiver of a given student. The researcher concedes that many students live with aunts,
uncles and other relatives or persons who support them, but recognizes parents as the
main source of support within a family structure.
Parental attitudes. The viewpoint or feeling about education and educational
practices that is reflected in a parent’s behavior (Dictionary.reference.com, 2015).
Parental engagement. Parental engagement refers to parental support and voice,
parent-child interactions and relationships, parental attitudes, perspectives, and values
relating to academic achievement, and parental educational goals and priorities for their
students (Epstein & Dauber, 1991; Epstein, et al., 2009; Jeynes, 2005; McKenna &
Millen, 2013).
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Parental engagement behaviors. Parental engagement behaviors, for the
purposes of this study, refers to the parental actions in raising their children that instill
their attitudes, values and cultural norms.
Parental engagement strategies. Parental engagement strategies, for the
purposes of this study, refers to parental methods used or actions designed to achieve a
particular goal.
Parental involvement. The participation of parents in regular, two-way, and
meaningful communication involving student academic learning and other school
activities (Jeynes, 2012).
Parental practices. Parental practices are the strategies parents use in working
with their children academically, behaviorally, and socially (Jeynes, 2005).
Parental values. Parental values refer to parental ideals that merit their focus and
attention, along with what they consider most important relating to education
(Dictionary.reference.com, 2015).
Poverty. Lacking enough resources to meet basic needs, which equates to
$24,900 per year for a family of four (in 2018) for people in California.
Self-efficacy. A person’s sense of his or her own ability to perform a particular
task (BusinessDictionary.com, 2015).
Successful students. Successful students are those students who are currently in
high school and who have maintained a grade point average (GPA) of 3.0 and above
during their 9th- through 12th-grade years.
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Delimitations
The focus of this study was delimited to low-income parents of academically
successful 11th- through 12th-grade students within the sample located in the Sacramento
area of Northern California. They came from schools where at least 50% of the students
come from socioeconomically disadvantaged backgrounds.
Organization of the Study
This study is arranged into five chapters, followed by references and appendices.
Chapter II provides a detailed review of the literature related to the history of parental
engagement legislation, characteristics of low-income parental engagement, current
efforts to support low-income parents, and gaps in the research. Chapter III presents the
study methodology, research design, a description of the study population and sample,
and an explanation of data-gathering procedures. Chapter IV presents the data obtained,
offers an analysis, and describes interpretations of the findings derived from this study.
A description of common themes that emerged is also presented. Chapter V thoroughly
discusses conclusions, implications and recommendations. The study concludes with
references and appendices.
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CHAPTER II: REVIEW OF THE LITERATURE
Introduction
This literature review examines several aspects relating to parental engagement
factors and current research on parental engagement efforts of low-income families. This
chapter provides a conceptual framework for this study by exploring the influences of
parental engagement on the academic success of students and its implications for closing
the achievement gap. It explores common parental attitudes and values conveyed to
students through the relational aspect of parental engagement. This chapter is divided
into four sections. The first section summarizes an in-depth review of the history of
legislation relating to parental engagement, which established a foundation for all
students to achieve greater academic success. The second section of this chapter presents
the evolutionary path of parental involvement leading to parental engagement. Research
is highlighted to define parental engagement by recognized experts and focuses on the
attitudes, values, and perspectives conveyed by parents to their children that lead to
academic successes. The third section clarifies low-income parental engagement,
developing an understanding of barriers these families face along with the differences
between high and low-income parent perspectives. The fourth section presents a gap in
the available literature relating to low-income parental engagement. The limited research
on low-income parental engagement as defined by this current study highlights the need
for further investigation in this area.
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Review of the Literature
History of Education Legislation Incorporating Parental Engagement
Family, school and community partnerships in education have long been
considered an essential component of student success. Research has repeatedly
substantiated parental engagement impacting student achievement and has led to federal
and state legislation and policies. The Federal Elementary and Secondary Education Act
(ESEA) of 1965 was the first key legislation supporting schools serving underprivileged
students (Hollingworth, 2009). As part of Lyndon Johnson’s War on Poverty, the ESEA
focused on provisions mandating financial assistance to Local Education Agencies
(LEAs) for educating low-SES students, supplementing school library resources,
textbooks and other instructional materials, and educational centers and services (US
Department of Education). Title I was created to appropriate funds to districts and
schools with high percentages of low-SES students (US Department of Education).
Federal dollars were provided to improve public schools through this legislation
and gave additional dollars to assist children attending schools in poor areas
(Hollingworth, 2009). The ESEA Title I funding was delineated for schools servicing 40
percent or more students from low-income families in order to compensate for
educational discrepancies associated with poverty (Hollingworth, 2009). Under ESEA,
LEAs were permitted to receive funds for programs, activities, and procedures for
involving parents in the development of a plan to promote family literacy and parenting
skills (US Department of Education). This legislation underwent several revisions and
reauthorizations over the course of history. These reauthorizations established strict rules
and regulations to clearly outline that funds were directed to students in need based on
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their socioeconomic status and academic achievement, along with adding provisions for
English Language Learners (ELLs), students with disabilities, and incorporating rewards
and punitive actions for non-compliance (US Department of Education). The federal
government began to take a more active role in education, adding stricter accountability
measures for the tax dollars spent (Hollingworth, 2009).
The expanded accountability measures led to another significant reauthorization
in 1994 (Hollingworth, 2009). This reauthorization intended schools to find innovative
ways to support underachieving low-SES students through a system of rewards and
punishments (Hollingworth, 2009). Rewards included additional funds for after-school
programs and increased teacher pay for improved performance (Hollingworth, 2009).
Punishments ranged from the reduction or loss of Title I funds to schools being taken
over by the government (Hollingworth, 2009). ESEA and the 1994 Goals 2000: Educate
America Act required states not only to implement explicit grade-level expectations for
academic achievement in reading and math, but also to set academic standards where
schools could be classified as basic, proficient or advanced based on student performance
on standardized tests. ESEA additionally mandated that states ensure that students at
high-poverty schools make adequate yearly progress (AYP) in reading and math (Ascher,
2006). The persistent achievement gap led to another reauthorization of ESEA in 2001
that renamed ESEA as the No Child Left Behind (NCLB) Act and provided supplemental
educational services to students in low-performing Title I schools (Ascher, 2006). One of
the goals of NCLB was to close the achievement gap through after-school programs and
out-of-school tutoring (Ascher, 2006). However, many eligible students were not taking
advantage of the programs due to districts and schools not always promoting these
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services (Ascher, 2006). Ascher (2006) stipulates that this fact is due in part to NCLB
allowing schools to utilize unspent Title I funds on other academic areas of need.
Oversight of out-of-school programs was left to the individual states. Schools, however,
remained accountable for meeting AYP targets despite limitations in controlling their
funding and program components (Ascher, 2006). The legacy of ESEA and NCLB has
now been left to the latest iteration of the legislation, the 2015 Every Student Succeeds
Act (ESSA) (Chenoweth, 2016). ESSA continues the work of its predecessors by
maintaining the commitment to equal opportunity for all students (Chenoweth, 2016).
ESSA expands the parent and family engagement component to include mandates for
parents and families to have greater input and decision-making power for student success
(Fenton, Ocasio-Stoutenburg & Harry, 2017). ESSA notably altered the terminology
used from “parent involvement” to “parent and family engagement” (Fenton, OcasioStoutenburg & Harry, 2017). This distinction broadened the extent to which parental
collaboration with educators is defined (Fenton, Ocasio-Stoutenburg & Harry, 2017).
In California, legislators enacted their own policies to alleviate significant
discrepancies in meeting AYP and addressing the achievement gap. The state’s school
improvement program of 1976 mandated structured parental involvement for improving
student achievement (Chrispeels, 1991). This was based on the premise that welldesigned parental-involvement programs led to improvement in academic achievement of
middle-class students (Chrispeels, 1991). Therefore, parental involvement would lead to
improved achievement of low-SES students as well (Chrispeels, 1991).
The California State Board of Education recognized that differences in student
academic achievement gains between Catholic and other private schools and public
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schools was partly attributed to the relationships established between families and the
communities they served (Solomon, 1991). Subsequently, the state board adopted a
parental-involvement policy in 1989 that led districts to involve parents in learning
activities with their children and establish partnerships with community and family
service agencies (Chrispeels, 1991; Solomon, 1991). The policy required programs and
actions to be implemented that were based on the Epstein model for parental
involvement. Comprehensive programs required schools to involve parents at all grade
levels and in a variety of capacities (Chrispeels, 1991; Solomon, 1991). Ideal programs
assisted parents with parenting skills, provided information on supporting their children’s
learning at home, provided access to and coordinated community services, promoted twoway communication between the home and school, trained parents as volunteers for
instructional and support activities, and incorporated parents in leadership, advisory, and
advocacy roles (Chrispeels, 1991; Solomon, 1991).
California’s legislature recently adopted a new school funding model, the 20132014 Budget Act: Local Control Funding Formula (LCFF) that focuses on addressing
eight state priorities designed to meet five core goals for education, including ensuring
equity and greater resources for higher-need populations, supporting local decisionmaking, developing an accountability system, maintaining the transparency of school
budgets, and aligning budgets with the accountability plan (Potter, 2014). The LCFF
provides a base level of funding per grade spans of TK-3, 4-6, 7-8, and 9-12 (Potter,
2014). Supplemental and concentration grants are also provided to support the needs of
English language learners, low-SES, and foster youth (Potter, 2014). LCFF also altered
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earlier class-size reduction parameters to a phased-in class-size ratio of 24:1 by 20202021 (Potter, 2014).
The Local Control Accountability Plan (LCAP) provision coordinates funding
with the instructional program within LEAs (Potter, 2014). The eight state priorities are
embedded within three LCAP categories: 1) Conditions of Learning, 2) Pupil Outcomes,
and 3) Engagement (Potter, 2014). The LCAP category one, conditions of learning,
constituted three state priorities, including providing the basic services of highly qualified
teachers, instructional materials, and safe schools for all students; fully implementing
state standards; and making courses accessible (Potter, 2014). Category two, pupil
outcomes, established student academic achievement gains and other student outcomes as
a focus (Potter, 2014). The third category, engagement, incorporated parent involvement,
student engagement, and school climate into the LCAP of LEAs (Potter, 2014). The
parental-involvement component is California’s third priority (Potter, 2014). The state
required LEAs to focus their LCAP on the areas of involvement and transparency,
necessitating them to acquire input from teachers, principals, school personnel, students,
local bargaining groups, parent advisory committees, English Language Acquisition
Committees, and the public (Potter, 2014). LEAs were required to incorporate
stakeholder input to build stronger family-school partnerships and develop appropriate
accountability measures that met the community needs and the recently adopted Common
Core State Standards (CCSS) (Potter, 2014; Thigpen & Freedberg, 2014; You &
Richman, 2014). Incorporating stakeholder input into the LCAPs resulted in LEAs
identifying and recognizing a greater variety of parental involvement practices. This
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process led to a broader, more acceptable definition of parental involvement unique to its
community.
Evolution of Parental Involvement to Parental Engagement
The vast amount of literature on parental involvement describes it in many diverse
ways. The United Code of Law (USCS 7801 (32) defined parental involvement as “the
participation of parents in regular, two-way, and meaningful communication involving
student learning, and other school activities” (Jeynes, 2012, p .707). It has generally been
accepted that parental involvement occurs when there are consistent, reciprocal,
strengths-based partnerships developed between parents and their children’s education
programs (Halgunseth, Peterson, Stark & Moodie, 2009). Parental involvement is
typically viewed as either supporting student academic achievement or participating in
school-initiated functions (Bower & Griffin, 2011). These two basic categories of
parental involvement expand into greater levels of diverse practices such as volunteering
at the school, conferencing and communicating with school personnel, helping with
homework, and attending school events like parent-teacher conferences, performances,
and family nights (Bower & Griffin, 2011).
Many organizations, researchers, and schools have utilized Epstein’s (1990)
research as a basis for defining and identifying what comprises parental involvement.
Epstein (1990) proposed a framework of six types of parental involvement for schools
that clearly defined the parameters that constitute parental involvement in education. The
framework maintained students as the central focus in each area including parenting,
communicating, volunteering, learning at home, decision-making and collaborating with
community (Epstein, 1990). Epstein’s model described Type 1: Parenting as helping
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families establish home environments that support children as students (Epstein, 1990).
Type 2: Communicating was described as effective forms of school-to-home and hometo-school communications about school, programs, and student progress (Epstein, 1990).
Type 3: Volunteering consisted of recruiting and organizing parents for help and support
of student learning and development (Epstein, 1990). Type 4: Learning at Home
included information and ideas provided to families about how to help students at home
with homework and other curriculum-related activities, decisions, and planning (Epstein,
1990). Type 5: Decision-making was delineated as inclusion of parents in school
decisions and developing parent leaders and representatives (Epstein, 1990). The final
type, Collaborating with Community, was outlined as identifying and integrating
community resources and services to strengthen school programs, family practices, and
student learning (Epstein, 1990). Epstein’s six types provided a foundational definition
of parental involvement for many research studies and reports (Henderson & Mapp,
2002; Halgunseth, Peterson, Stark & Moodie, 2009). LEAs subsequently have
recognized the value of Epstein’s work and have focused their actions to comply with
ESEA, NCLB, and ESSA parental involvement requirements in their efforts to develop
parental-involvement programs. Additionally, parent organizations such as the Parent
Teacher Association’s (PTA) National Standards for Family-School Partnerships
Assessment Guide utilized Epstein’s framework (You & Richman, 2014).
Two main approaches for parental involvement have been narrowed by the
literature, including family/parental involvement and family-school partnerships
(Sheridan et al., 2012). The family/parental involvement approach is identified by the
participation of significant caregivers (parents, grandparents, stepparents, foster parents,
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etc.) that promote the educational process of their children (Sheridan et al., 2012). The
involvement focused on designed interventions that align structures and practices
between home and school. The emphasis is on parental actions and behaviors in
supporting their child. The many structural components of family/parental involvement
were identified as curriculum of the home, home-to-school communication, behavioral
programs, parent tutoring, problem-solving, homework support, planning or goal-setting,
and parenting (Sheridan et al., 2012).
The family-school partnership approach is identified as child-focused activities
where families and professionals cooperate and collaborate together to create
opportunities and success for children (Sheridan et al., 2012). The emphasis is placed on
the relationship between families and the school personnel to assist students via a
consistent support system across settings. Relational components were identified as
parent-child relationship, two-way communication, parent-teacher relationship,
knowledge and awareness, welcoming environment, and shared responsibility (Sheridan
et al., 2012).
The two approaches incorporate the interactions and experiences that contribute to
a strong foundation of learning and resources for students to utilize throughout their
educational careers. Both approaches utilize some format or variation of Epstein’s sixtype model. A broad definition of incorporating key components of parental involvement
supports the potential for reaching and connecting to a greater number of families,
children and youth (Kakli, Kreider, Little, Buck, & Coffey, 2006). As the needs and
demands of our world change and expand beyond the traditional parameters within
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educational settings, the basic understanding of parental involvement must be adjusted
and aligned to meet these new qualifications and understandings (Epstein, 2009).
Epstein (2009) revisited the six types of parental involvement to address some of
these changes and challenges. Epstein’s Type 1: Parenting has been expanded to include
providing information to all families who want or need it through a variety of formats
available in an array of media types, along with enabling families to be a source of
information about culture, background, talents, and needs (Epstein, 2009). Type 2:
Communicating now addresses concerns for clarity and readability of information
provided in communications. It has developed into a multi-form channel of
communication that connects the school with all families and the community (Epstein,
2009). Type 3: Volunteering has been redefined to mean anyone who supports school
goals and student learning or development in any way, at any place, and at any time.
Families and volunteers need to know that their time and talents are welcomed and
appreciated (Epstein, 2009). Type 4: Learning at Home now includes not only work
completed alone, but also activities shared with others at home or in the community, and
connecting school to real life. Additionally, help at home includes encouragement,
listening, praising, guidance, discussions, and monitoring students (Epstein, 2009). Type
5: Decision-making has been reworked to focus on a partnership that shares views and
actions toward common goals. It defines a parent leader as a real representative having
opportunities to hear from and communicate with other families (Epstein, 2009). Type 6:
Collaborating with Community redefines community as neighborhoods that influence
student learning and development; incorporate strengths and talents to support students,
families and schools; and includes all who are interested and affected by the quality of
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education (Epstein, 2009). These changes and adjustments reach a broader, more diverse
population and setting to ensure that all students have access to the necessary support and
interaction for success (Epstein, 2009).
Parental involvement activities. Various researchers have identified many
specific types of parental involvement activities (Bower & Griffin, 2011; Epstein, 2009;
Jeynes, 2005; Jeynes, 2012). The inconsistencies determined by the literature and the
desire for educators to determine consistent positive effects from specific parentalinvolvement activities is a driving factor in closing the achievement gap and promoting
educational success for all students. Research has yet to provide conclusive consistent
parental activities for educators to implement across the board for student success
(Jeynes, 2005).
The literature indicates that specific parental involvement activities affect
different students in different ways (Dalun, Hsien-Yuansu, Oi-man, Benz & BowmanPerrott, 2011; Jeynes, 2005). These parental involvement activities generally have
included volunteering at school and in the classroom, attending parent-teacher
conferences, communication between the school personnel and parents, and homework
assistance. Researchers indicated that learning experiences outside of school assist
children in acquiring the necessary skills and experiences prescribed for success in school
and life (Henderson & Berla, 1994; Henderson & Mapp, 2002; Lopez & Caspe, 2014;
Sheridan et al., 2011). These learning experiences were comprised of both structural and
relational components. Some of the specific structural activities identified were reading
together and talking about school, receiving and reading communications and invitations
from the school, learning about and implementing positive behavioral strategies, sending
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communication from home to school, parents teaching skills at home unrelated to
homework, directed problem-solving activities, direct assistance and monitoring
homework completion, and discussing future aspirations and goals (Sheridan et al.,
2011). Specific relational components identified included encouragement and warmth
shared between a parent and child, open communication between the school and parent,
solid relationships between teachers and parents based on mutual respect, knowledge and
awareness of educational policies and practices, schools maintaining a welcoming
environment, and incorporating shared decision-making (Sheridan et al., 2011).
National survey data demonstrated that parent attendance at school meetings and
events is the foremost type of parental involvement evident in schools (Devarics &
O’Brien, 2011). The 2007 National Household Education Surveys Program indicated
78% of parents attend parent-teacher conferences, 74% attended a class or school event,
65% assisted in school fundraising, 86% indicated they received information regarding
their role in the educational program, 46% volunteered on a school committee, and 89%
attended at least one PTA/PTO meeting during the course of the school year (National
Center for Education Statistics). The greatest levels of parent participation were evident
for students in grades K-8 (Devarics & O’Brien, 2011). As students progressed through
their educational years, evidence of parental involvement declined (Devarics & O’Brien,
2011). A common factor recognized in the findings of major studies indicated that
parents are involved in their child’s learning and have aspirations for their success
(Bailey, 2006; Baker, 2013; Bond, 2011; Cheung & Pomerantz, 2012; de la Pena, 2012;
Driessen et al., 2005; Halgunseth et al., 2009; Henderson & Berla, 1994; Lopez & Caspe,
2014; Thigpen & Freedberg, 2014). Still, a greater understanding of parent interests, how
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they assist their students in learning, and how they may be involved is necessary among
educators to develop and foster effective parental involvement practices (Devarics &
O’Brien, 2011). Understanding the overall dynamic relationships between parents and
students and the diverse ways parents support their students has the potential to assist in
creating effective parent programs and academic success for students (Sheridan et al.,
2011).
Formal and informal involvement. Researchers’ inconsistencies in identifying
specific effective parental involvement activities have resulted in a need for further
comparisons of activities within set parameters (Bower & Griffin, 2011; Epstein, 2009;
Jeynes, 2005; Jeynes, 2012). Recognizing the variations in the ways that parents can be
involved in the educational process, both formally and informally, is important in
developing an understanding of parental interests and desires regarding involvement.
Educators and parents placed emphasis on differing areas of involvement (Cheung &
Pomerantz, 2012; Evans, 2008). Educators typically identified involvement as “schoolsanctioned and school authored activities that parents participate in” (Fenton, OcasioStoutenburg, & Harry, 2017). Formal involvement usually occurs at the school and was
most readily recognized by educators. (Le Fevre & Shaw, 2011). Some of these formal
types of activities include joining and attending Parent Teacher Association (PTA)
meetings and events, joining other parent groups, accompanying students on field trips,
assisting with supervision and serving in the lunch room, providing translation services,
acting as ambassadors for the school to the community, and working with organizations
that work to support parents and families.
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Informal parental involvement activities occur in a multitude of situations and
settings and are beginning to be recognized more readily by educators as having an
impact on the learning of students (Le Fevre & Shaw, 2011). Parents deemed these
informal involvement practices an effective method for demonstrating educational
priorities to their children (Le Fevre & Shaw, 2011). Several types of informal
involvement include family storytelling, advising about or relating their school
experiences, expressing their future ambitions and the importance of education, ensuring
safe and timely arrival at school, providing a quiet work space at home, routinely
working with and monitoring homework, providing learning resources, and providing
emotional support and encouragement (Le Fevre & Shaw, 2011). Regardless of the
perceptions of educators and parents, these various activities identified by researchers led
to positive student achievement results (Jeynes, 2012; Mobley, 2012; Negy, 2011;
Pemberton, 2010; Waddle, 2011). The variety of informal activities utilized by parents
developed an enriching environment for their students that demonstrated parental
attitudes, values, and perspectives relating to the importance of education. Incorporating
elements of these informal activities along with parental involvement strategies has
recently been recognized as providing a more complete understanding of what constitutes
parental engagement (McKenna & Millen, 2013).
Current thinking on parental engagement. McKenna & Millen (2013) posited
the role of the parent and the relationship between the school and parents must take on
more than what educators commonly assume as parental engagement. Parental
engagement is more than parents merely playing a supporting role for the teacher or
school, but key contributors to an “integrated partnership with the goal of helping
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children develop their full potential” (McKenna & Millen, 2013, p.11). Epstein (2010),
Henderson & Mapp (2002) and Jeynes (2005, 2012) set the foundation for understanding
parental involvement actions within the educational parameters derived from the
educational system itself (McKenna & Millen, 2013). McKenna and Millen (2013)
stipulated parental engagement extends beyond simple involvement actions though and
incorporates the cultural, social, and economic facets of the home. McKenna & Millen
(2013) contended that parental engagement includes both parent voice and parent
presence. Parents bring an expertise about themselves and their children to the
educational process (Fenton, Ocasio-Stoutenburg & Harry, 2017). Parental voice and
presence encompass a great deal of this knowledge about their children into their
engagement (McKenna & Millen, 2013). Parents express their own thoughts and
understandings about their children’s and families’ everyday lives along with their
actions and involvement in education (McKenna & Millen, 2013). Parent understandings
include desires, dreams, goals, and hopes for their children (McKenna & Millen, 2013).
It can also include “frustrations, concerns or anger over isolation, exclusion, or disrespect
within the educational process” (McKenna & Millen, 2013, p. 12). Parental presence, in
addition to involvement actions, incorporates all facets of caregiving that support a
child’s educational success (McKenna & Millen, 2013). McKenna & Millen (2013)
proposed the goal of parent presence was “to build the social and cultural capital of
children” both in and out of educational environments (p. 13).
Goodall and Montgomery (2014) stipulated that differing stakeholder groups,
especially those from ethnic minorities or those experiencing economic hardship,
understand parental engagement in different ways. Engagement encompasses more than
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actions—parents possess a sense of ownership that involves an investment into their
children’s learning (Goodall & Montgomery, 2014). Further, Goodall and Montgomery
(2014) emphasized that parental engagement may not equate to the formal involvement
aspects addressed in the literature, but more of a focus centered on children’s learning.
Goodall and Montgomery (2014) specified parental engagement as “parents’ engagement
in their children’s lives to influence the children’s overall actions” (p.402). Parental
engagement is rooted in the home and in an attitude that fosters learning (Goodall and
Montgomery, 2014).
Parental attitudes, values, and perspectives. Another important variable within
the broad category of parental engagement is parent attitudes, values, and perspectives
toward learning and education (Byrne, 2013; Cheung & Pomerantz, 2012; McKenna &
Millen, 2013; Yoder & Lopez, 2013). Researchers agree that parental attitudes, values
and perspectives all have an influence on student motivation and academic achievement
(Byrne, 2013; Cheung & Pomerantz, 2012; McKenna & Millen, 2013; Yoder & Lopez,
2013). Parents and families are the first source of support and guidance for learning
(Cheung & Pomerantz, 2012). This is achieved through instilling values in their children
(Cheung & Pomerantz, 2012). It is generally agreed that parental values regarding
education are conveyed to children through involvement at school, showing interest in
student learning, and providing support in the home (Byrne, 2013; Cheung & Pomerantz,
2012; McKenna & Millen, 2013; Yoder & Lopez, 2013). Children embody the attitudes
and values of their parents through repeated interactions within the home environment,
reinforcing the level of importance parents place on education (Cheung & Pomerantz,
2012). When children observe formal and informal parental practices, they demonstrate a
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desire to reciprocate the behavior with greater school engagement (Cheung & Pomerantz,
2012). This internalization of parental positive attitudes and perspectives leads children
to be motivated to engage in education and ultimately achieve academic success (Cheung
& Pomerantz, 2012). Cheung & Pomerantz (2012) also indicated that the effect of
parental attitudes and values wanes as the child progresses through the educational years.
It was also noted that when children perceive excessive pressure from parents or feelings
of low self-efficacy in meeting parental expectations, student academic achievement
gains are negated (Cheung & Pomerantz, 2012). However, several researchers found that
children responded in a positive manner to parents who had high educational expectations
for their children, subsequently leading to positive changes in student academic
achievement (Dalun et al., 2011; Fan, 2001).
Studies have shown that children are extrinsically motivated (Cheung &
Pomerantz, 2012; Dalun et al., 2011; Fan, 2011). They both demonstrate punishmentavoidance behaviors and actively seek rewards from their parents. Children are driven to
avoid guilt, anxiety, and failure, and to build pride, self-esteem, and self-worth (Dalun et
al., 2011). They are motivated by gaining their parents’ approval of their academic
endeavors (Cheung & Pomerantz, 2012).
Positive parental attitudes toward school and education were found to have a high
level of association with parental engagement (Evans, 2008). Parents who felt welcomed
and wanted by the school community were more inclined to be involved in the education
of their children (Handy, 2010; McGhee, 2008). High parental educational aspirations
for their children positively correlated with their attitudes and perspectives (Evans, 2008;
Handy, 2010; McGhee, 2008). When parents stressed the importance of education at
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home, students were motivated to meet their parental expectations. Cheung & Pomerantz
(2012) agreed, stating that children subsequently strive to attain parental expectations and
approval when parents hold education in high regard through their conversations and
level of participation (Cheung & Pomerantz, 2012).
Parental attitudes and perspectives regarding education are integrated within the
home environment and routines established by the family (Cheung & Pomerantz, 2012).
Exposure within the home environment to consistent educationally oriented attitudes and
values led to children internalizing parents’ educational goals (Evans, 2008; Handy,
2010; McGhee, 2008). Parents possess the power to influence student learning by the
emphasis they place on the enjoyable aspects of learning (Evans, 2008; Handy, 2010;
McGhee, 2008). Parents influence their children by discussing educational aspirations,
positive personal experiences, and examples of high-interest topics from when they were
students (Evans, 2008; Handy, 2010; McGhee, 2008). Children can then discern and be
inspired to discover the learning topics that they enjoy (Evans, 2008; Handy, 2010;
McGhee, 2008). This instills in the child a level of enjoyment that enhances the overall
learning process (Evans, 2008; Handy, 2010; McGhee, 2008).
Parents have the unique ability to influence their children in both positive and
negative ways (Bailey, 2006; Bond, 2011; Cheung & Pomerantz, 2012). There is an
acceptable level of parental engagement and expectations toward facilitating educational
success that is determined by each family’s circumstance. This dynamic relationship
between parent and child changes and grows as the child progresses (Bailey, 2006; Bond,
2011; Cheung & Pomerantz, 2012). It is an aspect of parental engagement that few have
studied and focused on and is an area to be considered for further research (Bailey, 2006;
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Bond, 2011; Cheung & Pomerantz, 2012). Parental attitudes and perspectives are only
one mechanism of influence by which parental engagement affects learning and student
achievement (Bailey, 2006; Bond, 2011; Cheung & Pomerantz, 2012).
Low-Income Parental Engagement
Parental engagement in the education of students varies greatly among families
(Bower & Griffin, 2011; Epstein, 2009; Jeynes, 2005; Jeynes, 2012). Several factors
contributing to the level and type of engagement have been identified by researchers
(Milne & Plourde, 2006; Smith, 2006). One noteworthy factor is socioeconomic status
(SES) (Smith, 2006; Van Velsor & Orozco, 2007). Parents of low SES value and care a
great deal about their children’s education and demonstrate it in differing ways (Bower &
Griffin, 2011; Dalun et al., 2011; McKenna & Millen, 2013). Low-income parents utilize
informal and non-traditional practices with their students more frequently (Bower &
Griffin, 2011; Dalun et al., 2011). When low-income parents participated in school
activities, discussed school progress, and assisted at home with educational assignments,
they demonstrated a positive attitude toward education and stressed the importance of
attaining an education, which subsequently imparted their ideals to their students, who
worked to attain parental approval (Evans, 2008; Jeynes, 2005; Jeynes, 2012; Waddle,
2011). Research has consistently reported that increased parental engagement of lowincome families enhances the academic success of low-SES students (Domina, 2005;
Evans, 2008; Jeynes, 2005; Jeynes, 2012; Waddle, 2011). Many researchers now
recognize that low-income parents require differing perspectives from educators in
conjunction with additional support and understanding to more fully engage (Bush &
Bergen, 2010; Evans, 2008; Jeynes, 2005; Jeynes, 2012; Smith, 2006; Waddle, 2011).

43

The variances of what constitutes parental engagement must be recognized, and educators
must incorporate the informal and non-traditional efforts of low-income parents (Bush &
Bergen, 2010; Evans, 2008; Jeynes, 2005; Jeynes, 2012; McKenna & Millen, 2013;
Smith, 2006; Waddle, 2011).
The seeming lack of involvement, however, does not indicate a lack of interest in
or support for their child’s education (Bower & Griffin, 2011; Dalun et al., 2011;
McKenna & Millen, 2013). Alameda-Lawson (2014) suggested parent empowerment as
a key element of supporting parental engagement. Alameda-Lawson (2014) contended
that “parent empowerment can be achieved in low-income school community settings
when vulnerable parents work collectively to develop the knowledge, skills, and authority
they need to gain control over the barriers and constraints that most affect them” (p.201).
Smith (2006) emphasized the need for educators to develop an understanding of the
needs of the low-income families in order to successfully develop strategies for
incorporating parental engagement. Further, it was determined that educators need to
possess a willingness to learn about and understand the low-income population they serve
along with maintaining a high level of commitment to those families in order for
successful academic gains to be made (Smith, 2006).
Several researchers found that low-income families participating in some form of
parental engagement had a positive effect on student achievement (Dearing et al., 2006;
Domina, 2005; Evans, 2008; Jeynes, 2005; Jeynes, 2012; Waddle, 2011). Dearing et al.
(2006), Domina (2005), Evans (2008), Jeynes (2005, 2012), and Waddle (2011) studied
parental engagement of low-income families and discovered that increased levels of
parent participation at school and at home, including communication efforts between
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home and school, resulted in student achievement growth. Taking into consideration
Smith’s (2006) research findings, incorporating a better understanding of the particular
needs of a school community could lead to higher parental engagement of lower-income
parents.
Barriers to engagement. Research findings suggest that low-income parents are
often viewed by educators as indifferent and less supportive of their children’s education,
and subsequently less involved (Bower & Griffin, 2011; Dwyer & Hecht, 1992; JeterTwilley et al., 2007; Orozco, 2008; Smith, 2006; Van Velsor & Orozco, 2007). Families
living in poverty or low-SES circumstances struggle with a multitude of difficulties that
potentially impact a child’s development, health, and behavior (Evans & Radina, 2014).
Low-income parents have difficulty finding quality healthcare, preschool programs, afterschool and summer educational opportunities and activities, and affordable housing to
meet their families’ needs (Evans & Radina, 2014). These families’ level of participation
in school-related activities and events is low when compared to that of higher-SES
families (Child Data Trends Bank, 2013). These low-income families experience
inflexible work schedules, lack of transportation and childcare, cultural and linguistic
differences, and feelings of inadequacy and low self-efficacy (Bower & Griffin, 2011;
Drummond & Stipek, 2004; Evans & Radina, 2014). These limiting factors often prevent
low-income families from interacting with school personnel, attending school events, or
volunteering at the school due to a lack of trust and efficacy (Bower & Griffin, 2011;
Drummond & Stipek, 2004; Evans & Radina, 2014).
Differences between high- and low-income parental engagement. There are
differences between the parental engagement practices of low-income families and those
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of higher-SES families (Dwyer & Hecht, 2011; Jeter-Twilley, Legum, & Norton, 2007;
Smith, 2006; Van Velsor & Orozco, 2007). Lower-income parents are less likely to be
involved in school activities (Child Trends Data Bank, 2013). In 2013, Child Trends
Data Bank reported that 27 percent of lower-income parents volunteered or served on a
committee compared with 45 percent of higher-SES parents. Lower-income parents
participated in less structured types of involvement that impacted student academic
achievement (Milne & Plourde, 2006). The most frequently recognized and accepted
parental engagement practices by educators are those that are more readily accomplished
by higher-SES parents (Milne & Plourde, 2006; Smith, 2006). The discrepancies created
by parental engagement policies failing to consider the particular needs of lower-income
families and other underrepresented groups serves only to exacerbate the achievement
gap (Bower & Griffin, 2011; Milne & Plourde, 2006; Smith, 2006).
As previously identified, volunteering at school and in the classroom, attending
parent-teacher conferences, communication between the school personnel and parents,
and homework assistance are traditionally recognized by educators as acceptable parental
engagement practices (Jeynes, 2012; Mobley, 2012; Negy, 2011; Pemberton, 2010;
Waddle, 2011). Volunteering at the school often requires parents to not only assist in the
classroom or school events, but also support the school financially with supplies for
classrooms, fundraisers, and events (Jeynes, 2012; Mobley, 2012; Negy, 2011;
Pemberton, 2010; Waddle, 2011). The time and disposable income demands these
parental engagement practices require are more often fulfilled by parents of higher
incomes (Bower & Griffin, 2011; Lareau, 2000). Parents who are not able to support the
school in this manner are often seen as uninvolved or disengaged (Bower & Griffin,
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2011). Low-SES and minority families often fall victim to this educator mindset (Bower
& Griffin, 2011). They, however, possess differing perceptions regarding their
involvement and responsibilities toward education (Bower & Griffin, 2011). Lowincome “parents believed the schools should provide the academic education and parents
provide the moral education for their children” (Bower & Griffin, 2011, p. 78). Lowincome parents seek little information regarding the school curriculum and educational
process and focus mainly on non-academic concerns (Bower & Griffin, 2011; Lareau,
2000). As a result, Lareau (2000) argues that this perspective may hinder academic
successes for low-SES students because it differs from the more mainstream, higherincome parental engagement practices valued by educational organizations.
Low-income parents provide nurturing, instill cultural values, and talk with their
children as alternative forms of parental engagement (Bower & Griffin, 2011).
Additionally, parents advocate for their children’s success by establishing clear and
consistent behavioral expectations, engaging in frequent and meaningful conversations,
encouraging independence, providing homework assistance, and voicing goals for
attaining graduation (Bower & Griffin, 2011). Low-income parents expend a great deal
of effort to support the education of their children through frequent informal
conversations and unscheduled visits with teachers and the school (Bower & Griffin,
2011). Low-income parents convey their perspective on gaining an education as a means
for children to improve job stability, career choices, and quality of life (Bower & Griffin,
2011; Lareau, 2000).
Parameters for parental engagement remain under the school’s control in terms of
time and appropriate involvement practices and communications (Bower & Griffin,
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2011). New practices are necessary to incorporate the cultural aspects of the parent
community (Bower & Griffin, 2011; Milne & Plourde, 2006; Smith, 2006). These new
practices need to incorporate relationship-building, advocacy, and parent efficacy (Bower
& Griffin, 2011). Utilizing these non-traditional strategies helps in parents developing
“personal social networks and reciprocal relationships with schools” (Bower & Griffin,
2011, p. 84). Creating a community of families, students, teachers, and school
administrators has more recently become a focus for student support (Smith, 2006).
Understanding the needs of the community and building connections support improving
parental engagement in low-SES and underrepresented populations (Smith, 2006).
According to Smith (2006), additional research regarding involving parents in the
education of their children among underrepresented groups, including low-income
families, must be conducted.
Improving the parental engagement of low-income parents within the public
education system elicits consideration for alternate opportunities for parents in order for
children to improve academically (Bower & Griffin, 2011; Smith, 2006). Working
jointly with the community, educators can create realistic and reasonable means for
involving parents and other community members in planning, establishing policy, and
making decisions to facilitate achieving higher academic standards for all students
(Baker, 2013). An effective school climate for the development and learning of children
includes norms, values, and expectations conducive to all people feeling socially,
emotionally, and physically safe (Baker, 2013). There is mutual respect exhibited among
students, families, and educators working together under a unified school vision that
encompasses modeling and nurturing attitudes that focus on the benefits of a quality
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education for all (Baker, 2013). Non-traditional parental engagement affords
opportunities to develop reciprocal understanding between schools and families,
incorporates the cultural strengths of families into school curriculum, facilitates family
literacy, recognizes the value of parent-initiated efforts, and supports culturally and
linguistically appropriate communication practices (MDE, 2011). Baker (2013) contends
educator acceptance of non-traditional involvement practices is a first step as a means of
developing parental engagement.
Gaps in Research on Low-Income Parental Engagement
Although many studies have been conducted identifying several factors
supporting parental engagement’s relationship with increased student achievement for
low-SES students in underrepresented groups, a lack of research in low-income parental
engagement remains evident (Drummond & Stipek, 2004; Gonzalez, 2008). The existing
research explains the practical reasons for supporting improved parental engagement for
low-income and minority students at various ages (Jeynes, 2005, 2012). However, the
existing research fails to present a clear picture of the parental engagement of lowincome parents of successful students. Lareau (2000) recommended further research
from the parent perspective to elicit the underlying thought processes of low-income
parents relating to the educational successes for their students. Additionally, after
examining peer-reviewed research on low-income Hispanic students’ parental support
leading to their academic successes, Gonzalez (2008) recommended additional qualitative
research on other racial or ethnic groups of low socioeconomic background similar to that
of the study’s subjects. Gonzalez (2008) suggests an examination of the forces that help
these students achieve academic successes to determine if any parallels potentially exist.
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Further, researchers Drummond and Stipek (2004) contended there was a need to
examine parental beliefs in greater depth and look further at how parents can better
transfer their beliefs to practices. Their findings indicated that very low-income parents
believe they should be involved in their children's education (Drummond & Stipek,
2004). Drummond and Stipek (2004) implied that parents will be receptive to educator
and organizational efforts to assist them in putting their beliefs into practice. It is
apparent that additional research is necessary to describe how low-income parental
engagement led to the long-term academic successes of their students. It is important to
develop an understanding of the phenomenon experienced by successful low-SES
students to more fully support the needs of these families and rethink how to successfully
prepare students for college and careers.
Summary
This literature review focused on traditionally accepted and recognized parental
involvement practices and the evolvement into parental engagement. It focused on their
impact on student academic achievement with an emphasis on low-SES students.
Understanding the factors that low-income parents and students face and how these
factors affect student achievement may lead to an understanding of what is necessary to
assist in closing the achievement gap. Many studies have been conducted identifying
factors of involvement that impact low-SES students (Bush & Bergen, 2010; Bower &
Griffin, 2011; Drummond & Stipek, 2004; Evans & Radina, 2014). However, the
identification of these factors has not altered the existing achievement gap between lowand high-SES students (Evans & Radina, 2014; SEF, 2015). The data suggest the
achievement gap has narrowed very little and the growing low-SES population’s needs
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must be considered in order to meet the demands of current legislation (Hollingworth,
2009). Further, the continued lack of concerted efforts to address the needs of the
growing low-SES population can only be a detriment to future American society (SEF,
2015).
The literature review suggested that several factors impede low-SES parental
engagement and have translated to lower student achievement rates. Low-income parents
struggle to find quality healthcare, preschool programs, after-school and summer
educational opportunities and activities, and affordable housing (Evans & Radina, 2014).
Low-income parents experience inflexible work schedules, lack of transportation and
childcare, cultural and linguistic differences, and feelings of inadequacy and low selfefficacy (Bower & Griffin, 2011; Drummond & Stipek, 2004; Evans & Radina, 2014). In
addition to familial constraints, low-income parents face differing views and perspectives
than those held by educators. Many educators do not recognize or give credence to the
efforts low-income parents employ in educating their children (Evans & Radina, 2014).
Schools remain in control of defining appropriate involvement practices, communication
methods, and time variables (Bower & Griffin, 2011).
The literature review also highlighted effective practices that may help lowincome parents overcome barriers for increased participation in the education of their
students. The research indicated new practices are necessary to incorporate the cultural
aspects of the parent community that incorporate relationship-building, advocacy, and
parent efficacy (Bower & Griffin, 2011). Schools must work jointly with the community
to allow educators to collaboratively create realistic methods for involving parents and
other community members in planning, establishing policy, and making decisions to
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facilitate achieving higher academic standards for all students (Baker, 2013). Case
studies and other peer-reviewed research suggests that students who have achieved
success attended schools that have openly recognized alternate forms of parental
engagement, as well as establishing parental engagement avenues incorporating assessing
parent strengths and weaknesses; identifying hopes, dreams, and goals; noting persons
responsible for reaching set goals; frequent evaluation of implementation and results; and
continued development of activities to support the school program (Epstein & Dauber,
1991; Smith, 2006). Studies also suggest that successful low-SES students have been
exposed to positive teacher-student relationships, high expectations for learning from
parents and teachers, feedback about strengths and competence, and fostering attitudes
for success and mastery (Gerzon-Kessler, 2006; Voyles, 2012; White, 2012).
There is a need to examine the parental engagement and parent-child relationship
aspects that successful low-SES students experienced and to learn from these complex,
dynamic experiences what contributed to their academic successes. By examining their
lived experiences and identifying what parents believed to have assisted their students in
becoming successful, this study may contribute to the success of other low-SES students
and may lead to narrowing the achievement gap between SES groups. Parental
contributions will assist educators working with low-SES students by identifying and
recommending strategies from their lived experiences that they believed helped their
children overcome obstacles, beat the odds, and achieve academic success (Bower &
Griffin, 2011; Milne & Plourde, 2006; Smith, 2006). Educators cannot in good faith
continue to utilize the same methods and mindsets for incorporating low-income parents
in the education of their children when the data indicate that it hasn’t achieved the
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necessary success (Evans & Radina, 2014). An understanding of shared experiences
from low-income parents of what they perceived to have worked may present a more
complete picture for educators to benefit from and incorporate into practice.
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Synthesis Matrix
A compilation of the research and information utilized for this literature review is
presented within the Synthesis Matrix (Appendix A).
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CHAPTER III: METHODOLOGY
Overview
Chapter III describes the research methodology utilized for this study and how
low-income parents supported the educational process of their high-achieving students.
The purpose statement was provided to explain the reason for conducting the study, along
with the research question that pertains to the overarching topic regarding the relational
aspects of parental engagement to be explored. In addition, the research design,
population and sample, data-collection procedures, and data analysis were described.
Finally, the chapter identified the limitations of the study and concluded with a brief
summary.
Purpose Statement
The purpose of this qualitative case study was to understand and describe the
strategies that low-income parents use to support their high school students’ high
academic achievement as determined by grade point average.
Research Questions
The following research question guided this research study.
1. What strategies do low-income parents use to support their high school
students’ high academic achievement?
Research Design
The research design utilized a qualitative research method that enabled the
researcher to investigate how and why selected low-income students achieved academic
success despite the odds against them by exploring the viewpoints of low-income parents
on the perceived impact their parental engagement had on their high-achieving students.
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The purpose of qualitative research is to develop an in-depth understanding of a social
situation from the participants’ perspective (McMillan & Schumacher, 2010). Creswell
(2007) also recommended its use because when a complex, detailed understanding of the
topic is required, it can only be established by talking directly with participants and
allowing them to tell their stories. Therefore, to understand these low-income parents’
experiences and to determine the parental engagement factors that influenced the
successes of their high-achieving high school students, a case-study design was utilized.
This qualitative case-study, which spanned several families from Sacramento
County, was utilized to focus on developing a greater understanding of the experiences of
low-income parents who have academically high-achieving children. This inquiry
allowed the researcher to build a complete picture, analyze statements, report detailed
perspectives of the different participants, and conduct the study in a natural setting,
leading to a better understanding of their experiences (Creswell, 2007). In this case
study, the researcher focused on a set of five low-income parents who have highachieving high school students. Through the examination of these cases, the researcher
sought to understand how low-income parents of academically high-achieving high
school students describe their experiences of assisting their children throughout their
education and to present common themes among the cases through cross-case analysis.
The design was constructed to discover themes and patterns from the data that
enabled the researcher to add to the literature regarding parental engagement of lowincome students that supported high academic achievement. Parental perception of their
lived experiences, and identifying what parents believed to have led their students in
becoming academically successful in school, can contribute to the success of other low-
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income students and may lead to narrowing the achievement gap between socioeconomic
groups. Common themes and patterns found in this study can yield valuable information
that may support further research on the topic of low-income parental engagement.
Population
McMillian and Schumacher (2010) identified a population as “a group of
elements or cases, whether individuals, objects or events, that conform to specific criteria
and to which we intend to generalize the results of the research” (p. 129). The population
for this study included all low-income parents of academically high-achieving students in
Northern California from all racial and gender groups who attended public schools. At
the time of this study, there were approximately 1,325,348 low-income students attending
public schools in Northern California (California Department of Education [CDE], 2018).
Target Population
“The target population is often different from the list of elements from which the
sample is actually selected, which is termed the survey population or sampling frame”
(McMillan & Schumacher, 2010, p. 129). The target population for this study narrowed
the selection to low-income parents of students in Sacramento County, California. This
county was selected due to the fact that 60.9% of students enrolled in its public schools
receive free and reduced-price meals (CDE). In 2018, there were 150,802 low-income
students enrolled in Sacramento County public schools (CDE). The target population for
this study was narrowed to Sacramento County, California low-income parents to
facilitate the accessibility of participants and for the convenience of the researcher. Table
1 reports the demographic data for enrollment in Sacramento County compared to the
entire state of California.
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Table 1
Percent of Students Enrolled in Sacramento County Schools and California, 2017-18
2 or
mor
e
race
s

Free &
Reduce
d Price

Africa
n
Amer.

Asia
n

Filipin
o

Hispanic
/
Latino

Pacific
Islande
r

White
Not
Hispani
c

Sacrament
o
County

14.9

14.4

1.6

38.7

1.8

23.0

5.6

60.9

California

5.6

9.0

2.5

54.2

0.5

23.6

3.3

58.1

Sample
McMillan & Schumacher (2010) identified a sample as a “group of individuals
from whom data are collected” (p. 129). This study utilized a purposeful sampling design
for identifying low-income parents within the target population who met specific criteria.
The researcher focused on five low-income parents willing to share their experiences
related to the study’s purpose. Patton (2002) stated that qualitative inquiry focuses on
relatively small samples intentionally selected to allow for the discovery and
understanding of a particular phenomenon. As several researchers indicated, parental
engagement of low-income families increased student achievement through participation
of parents at school and at home (Domina, 2005; Evans, 2008; Jeynes, 2005, 2012; and
Waddle, 2011). The researcher posited that the group best capable of providing credible
information would be low-income parents of academically high-achieving students
enrolled in comprehensive public high schools in Sacramento County, California. From
within this group, the researcher chose to select low-income parents solicited from Parent
Institute for Quality Education (PIQE). PIQE is a national organization that encourages
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low-income parents to engage in their children’s education. It aims at strengthening
collaboration between schools and parents to improve academic achievement.
Sample Subject Selection Process
Once the researcher completed the Brandman University Institution Review
Board (BUIRB) process, the researcher gained approval from PIQE (Appendix B) to
solicit their participants and obtain the group of five interviewees to conduct this
research. Using criterion sampling, a qualitative sampling process, the researcher worked
collaboratively with personnel from PIQE to identify this study’s sample group and
determine specific PIQE program dates and locations where the researcher could access
the study’s sample group. Patton (2002) stipulated that the criterion sampling approach
involves selecting cases based on specific criteria. PIQE personnel were provided with
selection criteria identifying the participants necessary for the study. For this study,
participants were selected from the larger population if they met the following criteria:
1. Parent of students currently enrolled in a comprehensive public high school in
Sacramento County.
2. Parent of students who have maintained a GPA of 3.0 or better throughout their
9th-, 10th- and 11th-grade years.
3. Parent of students eligible to receive free- or reduced-price meals.
4. At least one biological parent living with student.
With the permission of PIQE administration, the researcher, along with a Spanishspeaking interpreter, visited the Sacramento PIQE location to introduce and explain the
study’s purpose to PIQE participants currently enrolled in the program at the onset of the
session. Study Letters of Invitation and a brief demographic questionnaire were provided
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to PIQE participants who expressed an interest in participating in the study. Spanish
forms were available to those who requested them. The Letter of Invitation (Appendix
C), which detailed the reasons for and the nature of the study, asked parents to opt in to
participate. The researcher-formulated demographic questionnaire (Appendix D) was
used to initially screen participants to ensure that the study criteria were fully met. The
demographic questionnaire provided the researcher with contact information, language
preference, and other information critical to completing the interviews. The researcher
made herself available to answer any questions and assist parents in completing the brief
questionnaire and study consent packet with disclosure forms. The Spanish-speaking
interpreter provided translation for parents who did not speak English. Initial responses
from the invitations and demographic questionnaire were collected from the parents at the
PIQE location and potential participants were scheduled for their interviews to take place
at an agreed upon location and time convenient for the researcher and participants.
Parents who had opted in to participate in the study were provided a consent packet that
explained the purpose of the study, described the research process, and detailed the extent
of confidentiality in accordance with the Brandman University Institutional Review
Board (BUIRB) (Appendix D). The researcher additionally explained the consent packet
would be reviewed with them again at the time of the interview. The participant consent
packet included a researcher-formulated demographic questionnaire (Appendix E), an
Informed Consent Form (Appendix F); the Brandman University Institutional Review
Board Research Participant’s Bill of Rights (Appendix G), and an Audio Release Form
(Appendix H). Spanish-speaking parents were provided all forms in Spanish.
Participants were also asked to bring artifacts such as report cards, parent meeting
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agendas, awards and recognitions, etc. to their scheduled interview to be photographed by
the researcher.
Instrumentation
In qualitative research, the researcher serves as the instrument for obtaining
information (Creswell, 2014; Golafshani, 2003; Patton, 2002). The skill, competence and
experience of the researcher conducting the study therefore impact the credibility of the
research (Patton, 2002). Qualitative researchers collect data in a variety of ways
including examining documents, observing behavior, and interviewing participants
(Creswell, 2014). Semi-structured interviews along with artifacts were selected as the
data-collection instrument for this qualitative study. Open-ended questions were
developed by the researcher guided by the thorough literature review and using the
research question. The research question provided insight into how parental engagement
behaviors and strategies, parent-child relationships, and self-efficacy contributed to the
academic success of students. Artifacts such as report cards, parent meeting agendas,
awards and recognitions, and similar items were solicited by the researcher from
participants for triangulation purposes.
Instrument Development
The research question provided the foundation for developing the interview
protocol. Each item and accompanying probing questions were aligned with the
variables specified in the research questions as called for in the literature review. The
key variables from the study’s research question were parent perceptions of contributing
factors for high achievement, parental engagement strategies, and the importance of
engagement. All research-question variables focused on low-income parents of high-
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achieving students. Each of the research question variables were derived from
researchers identifying the need for additional research on understanding low-income
parental engagement, parental beliefs, attitudes and influences on high student
achievement, and the forces in the home and family environment that result in student
successes.
During development of the interview protocol, each draft was submitted to an
instrument-development specialist who reviewed and suggested edits. Each of the
interview protocol items were analyzed and evaluated to ensure alignment with the
research questions and safeguard the quality of the information collected. Upon
completion of draft five, the interview protocol was pilot-tested. The interview protocol
was translated into Spanish by a Spanish translator to accommodate any Spanishspeaking participants. The Spanish interview protocol was checked and verified by the
translator to ensure its accuracy with the English protocol. Four low-income parents of
high-achieving adolescent students in a Sacramento County school who were not
included in the study sample comprised the pilot test. Two of the test samples for the
pilot test were non-English-speaking parents who required the use of a translator.
Revisions were made based on interviewer notes and interviewee feedback.
Validity
Validity in qualitative research depends on the person conducting the research
(Patten, 2012). Patton (2002) cautioned that steps must be taken to ensure separation
from the researcher’s values, beliefs, biases, and preconceptions from the processes of
conducting research. Therefore, in this study biases were identified through rigorous
self-reflection and controlled by the nature of the questions in the interview protocol to
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minimize their impact and possible influence on the findings. Variables that can affect
neutrality for this study include culture, age, gender, class, education, language, and
values. By being aware of biases and preconceptions, separation from the research
processes was enabled throughout this study. Extensive practice with personal reflection
occurred during the completion of a two-year doctoral program in organizational
leadership at Brandman University. In addition, McMillan & Schumacher (2010)
contended that through a rigorous reflection process, credibility is established by
acknowledging lack of neutrality and bias. They recommended the use of a field log or
journal to record reflections, assumptions, and decisions throughout the data-collection
process, which was utilized throughout this study.
Patton (2002) contended that the researcher must make judgements on the
suitability of the content when determining the content validity of a measure. Kimberlin
and Winterstein (2008) considered that since no statistical test exists to determine the
content validity of a measure, it would depend on the judgement of experts in the field.
For this study, the researcher and committee members collaborated to attest to the
validity of the interview protocol by determining the consonance and alignment between
the interview questions and the research questions. In addition, the interview questions
were examined carefully to ensure they were written in language that participants would
understand and that would elicit meaningful responses. The researcher revised the
interview protocol based on feedback provided during pilot-testing. Four low-income
parents of high-achieving students were interviewed and recorded. After each interview,
each parent was asked how the interview questions and the process could be improved.
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An additional concern for qualitative researchers is the factual accuracy of their
account of the interview responses (Creswell, 2014; Golafshani, 2003). This was referred
to as descriptive validity and includes what the researcher notes having heard or seen
during the interview (Golafshani, 2003). Golafshani (2003) and Patten (2012) contended
that determining validity was a matter of degree. To increase the degree of descriptive
validity in this study, the interviews were digitally recorded, followed by professional
transcribing. This process ensured the accuracy and objectivity of participant statements.
Reliability
Reliability and validity within a qualitative study are important to the
dependability and trustworthiness of the instruments utilized in the study (Golafshani,
2003). Kimberlin and Winterstein (2008) expressed the stability and consistency of an
instrument utilized in qualitative research reflects its reliability. This study employed the
use of an interview script to enhance the reliability. The interview script was practiced
and refined with the assistance of an experienced observer during pilot-testing, which
added to the stability and consistency of the protocol. The interview script included an
introduction of the interviewer and a brief personal background. It identified details
about the study, such as the purpose and significance. It gained informed consent,
included a confidentiality agreement, and acquired permission for the interview to be
recorded. The interview protocol was strictly followed to ensure standardization and
accuracy for all interviews. This allowed the researcher to build consistency in the
manner in which information was disclosed to participants.
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Interrater Reliability
Another measure for reliability when using open-ended interview questions is
checking on the consistency between raters or a rater and an expert (Roberts, 2010). The
interview transcripts were coded independently by the researcher to identify themes and
patterns. The same transcripts were given to an expert to analyze and code to determine
the extent to which the two raters were in agreement with their findings. This process of
multiple analyses minimized the potential bias and assured that the researcher accurately
understood the responses provided by the participants (Patton, 2002).
Pilot Interview
To ensure the validity of the data collected through the interview protocol, pilottesting was conducted with four parents, not included in the study sample, who met the
selection criteria. Two of the parents spoke English and two required the use of an
interpreter. McMillan and Schumacher (2012) established the importance of a pilot test
on study instruments to ensure the questions accurately evoke responses from participants
that fully address the research questions. The pilot interviews also benefited from having
an experienced observer to provide feedback that enabled revisions to the interview
protocol. The researcher used an inquiry process with the four pilot-test parents identical
to that used with the research sample. Subjects were provided an overview of the study,
questions were read, and participants were given time to respond thoughtfully. At the
conclusion of each interview, the test participant was consulted on the appropriateness
and compelling nature of the questions to ascertain whether the questions prompted them
to genuinely think about their parent-child relationship and the parental engagement they
perceived to have an impact on their student’s academic achievement. Their responses
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were noted, and further adjustments and modifications were made to improve the
interview questions. As a result of this procedure, necessary modifications were made to
the interview protocol. The interview protocol is presented in Appendix I.
Triangulation
“Triangulation strengthens a study by combining methods” (Patton, 2002, p. 247).
The researcher attempted to ensure the reliability of the data through triangulation of
participant interview data, artifacts provided by participants, and researcher observation
notes. Creswell (2014) outlined several qualitative reliability procedures: checking
transcript accuracy, making sure code definitions did not drift, checking for inter-coder
agreement, documenting procedures, and actively using strategies that enhance the
researcher’s ability to assess the accuracy of the findings. In methods triangulation, one
type of participant, in this case low-income parents, provided the researcher with data
from sources including one-on-one interviews, artifacts, and observation notes (Patton,
2012). The researcher chose these types of data sources to increase the quality of the data
with minimal intrusion. For example, if a participant indicated that they encouraged high
academic achievement in their student, multiple sources such as photo and recognition
certificate artifacts that reflected parental engagement and presence increased the validity
of the statement. Artifact data such as photos, awards, recognition certificates, meeting
agendas, and college acceptance letters provided tangible manifestations that described
“people’s experience, knowledge, actions, and values” (McMillan & Schumacher, 2010,
p. 361).
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Data-Collection Procedures
The procedure for data collection began upon receiving permission from the
Brandman University Institutional Review Board (Appendix J). The researcher
scheduled interviews at the participants’ convenience, and these interviews were
conducted in an agreed-upon location that was safe and comfortable. Participants were
asked to confirm their language preference for the interview at the time of scheduling.
Additionally, participants were asked to bring any artifacts with them to their scheduled
interview. Photographs were taken of each artifact provided by the participants with
participant permission at the scheduled interview. Interviews were then conducted in the
language chosen by the participant. If necessary, a translator assisted in this process.
During the interviews, a digital recording device was utilized to ensure the accuracy of
participants’ statements. Each interview strictly adhered to the interview protocol to
ensure consistency of relevant participant perceptions of parental engagement behaviors
and strategies they believed impacted their student’s academic achievement.
Participants were contacted in April 2019, and interviews were scheduled and
conducted subsequently, in April 2019. Three of the potential participants from PIQE
were unable to participate as planned. The researcher reached out to the other
participants for recommendations of other parents who might be interested in
participating in the study. Names and contact information were provided to the
researcher. The researcher contacted the parents and followed the identical purposeful
and criterion sampling process to garner additional participants. The interviews were
conducted in person, at the locations and times that were mutually agreed upon by the
participant and the researcher. Prior to beginning the interviews, as noted previously, the
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researcher reviewed with each participant the Letter of Invitation (Appendix C)
explaining the research study, Informed Consent Form (Appendix F), a copy of the
Brandman University Institutional Review Board Research Participant Bill of Rights
(Appendix G) and an Audio Release Form (Appendix H). Spanish forms were available
for those who requested them. Each participant who volunteered to participate in the
study was asked to read and sign the Informed Consent Form. The researcher received
permission from the interviewee to photograph artifacts, record the interview, and
reminded the interviewee that the interview could be stopped at any time. The interview
protocol was followed precisely ensuring the interviews were conducted in an identical
manner. For Spanish-speaking participants, a translator was present. The length of each
interview varied between 45 and 60 minutes in length. Note-taking was utilized during
each interview to assist in accuracy and minimize error.
The substantial amount of data collected highlighted the necessity of utilizing a
non-researcher, non-evaluator source to assist with the transcription of the raw data. An
online transcription service was utilized for the initial drafts of the interview data. This
assisted the researcher in transcribing the interviews word-for-word. Transcriptions of
the recorded interviews were completed within two weeks of completing each interview.
Participants were provided a copy of their responses transcribed by the researcher to
ensure accuracy.
The information collected during the course of this study was kept strictly
confidential. Participant confidentiality was strictly adhered to and maintained
throughout the entire research process. Each participant was provided a random
participant number that was used to identify differing data sets. Only the primary
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researcher had access to the personal identities of the participants. All data, digital
recordings, transcriptions, notes, and other documents were secured in the researcher’s
locked file drawer as required by the BUIRB. Only the researcher and dissertation
committee members had access to the data. No data, digital recordings, transcriptions,
notes, or researcher journal entries were used for purposes other than this study. All data,
digital recordings, transcriptions, notes, or researcher journal entries collected for the
purpose of this study were destroyed within one year of the study’s completion.
Data Analysis
The following section provides information on how the credibility of the findings
was established and explains the process utilized for data analysis. As Creswell (2007)
suggested, data analysis was conducted on two levels, and generalizations were narrowed
to the more specific in order to allow for participant interview statements to be derived
into a meaningful description of their experiences. Verbatim accounts were used to first
determine generalizations and then narrow the information to more specific descriptions.
The general process utilized was as follows: the data gathered from transcribed
interviews, along with the researcher’s notes taken during interviews, were grouped by
emerging themes and codes initially utilizing NVivo, a coding software package used for
qualitative data analysis. Several initial codes were identified by the researcher,
including parent perceptions of the factors contributing to academic achievement,
effective parental engagement behaviors and strategies, helpful parental attitudes and
values, and the importance of engaging with their students; these codes were used with
the NVivo software. The researcher additionally hand-coded the data from the
transcribed parent interviews by going line-by-line in the transcripts to align with each
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developing theme. The researcher analyzed the data and identified comments frequently
mentioned by participants within the interview transcripts. The researcher hand-coding
process allowed for the grouping of the data, enabling appropriate themes to emerge from
the data in a reliable manner. Additionally, validation of the data themes and codes
occurred by having a review conducted by a member of the dissertation committee. The
artifacts collected from each participant were sorted into corresponding themes and codes
as supporting evidence for triangulation purposes.
Limitations
Limitations, according to Roberts (2010), are those areas the researcher generally
has no control over that could negatively affect the findings. This qualitative research has
several limitations present that must be noted. The first to note are potential biases
influencing the results and conclusions obtained from the data. The researcher therefore
took active precautionary measures to minimize the effect of personal bias, as was
described in an earlier section of this chapter.
Additional limitations that could affect the findings and conclusions are the
following:
1. Sample size: Due to the limited number of participants, broad
generalizability of this work was not attainable. The experiences of the
five participants in this study may be different from the experiences of
other low-income parents of high-achieving students.
2. Sample source: The five selected participants were chosen from
participants of a PIQE program and may not be representative of the
population being studied.
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3.

Voluntary nature of the study: Because of time and conditions of this
study, the five individuals willing to participate may not be representative
of the population under study.

4. Use of the interview protocol: Self-reported information of any means
cannot guarantee the accuracy of the information provided. The interview
protocol was designed to encourage honesty and openness in the
participants but cannot be guaranteed. Further, interviewees were
permitted to stop the interview at any time and were not required to
respond to questions with which they were not comfortable. It also could
be argued that a participant’s memory of their experiences and
willingness to share all pertinent information could impact the study’s
findings.
5. Presence of the interviewer herself (and translator): While every attempt
was made to ensure the comfort of participants, the unfamiliarity between
the researcher and the participants could conceivably impact responses.
Additionally, the inconsistencies that can result from the differing
environments where interviews were conducted could also have an effect.
6. Unknown biases: Parents’ primary language, culture, and education level
could result in potential discrepancies in the interpretation of the data and
may have interfered with study results or conclusions. Differences in
teacher practices, experience levels, and subject matter taught may also
have hidden biases, potentially impacting the results and conclusions of
the study.
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The researcher designed and validated the instrument and processes used in the study to
mitigate all these limitations as much as possible.
Summary
The purpose of this chapter was to provide an overview of the methodology used
for this qualitative study identifying the perceived parental engagement behaviors and
strategies of low-income parents and their importance on academic achievement. The
chapter began with a brief overview and reviewed the study purpose and research
questions. It delineated the research design, population and sample, instrumentation, and
data-collection and -analysis procedures. Limitations of the study were shared,
highlighting potential constraints to the study findings. Chapter IV presents the data and
key findings obtained during data collection. Chapter V collects the major findings and
presents conclusions and recommendations for further research.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Chapter IV reviewed the purpose, research questions, and methodology utilized
for the study. It provided a brief overview of the study’s data-collection procedures,
population, and sample. It summarized and presented the data collected by the researcher
on the role that low-income parents played as contributors to their high school students’
high academic achievement. The data were analyzed and coded into several key themes
aligned to the research question. The data themes were aggregated and presented by
frequency level. Finally, a brief summary of the findings of the study was included.
Purpose Statement
The purpose of this qualitative case study was to understand and describe the
strategies that low-income parents use to support their high school students’ high
academic achievement as determined by grade point average.
Research Question
The following research question guided this research study:
1. What strategies do low-income parents use to support their high school
students’ high academic achievement?
Research Methods and Data Collection Procedures
A qualitative case-study research design was utilized to focus on developing a
greater understanding of the experiences of low-income parents who have academically
successful children. This design allowed the researcher to build a complete picture,
analyze statements, report detailed perspectives of the different participants, and interact
with participants in a natural setting, leading to a better understanding of their

73

experiences (Creswell, 2007). For this case study, the researcher interviewed a set of five
low-income parents who have high-achieving high school students. A participant
interview protocol was used as the data-collection instrument. Artifacts from participants
were also utilized for triangulation purposes. The researcher consulted an instrumentdevelopment specialist and developed the semi-structured interview protocol consisting
of nine open-ended questions that were aligned to address the study’s research question.
The researcher gained permission from the Parent Institute for Quality Education
(PIQE) administration (Appendix B) to solicit participants at the Sacramento location for
their sessions taking place beginning in April, 2019. The researcher attended the initial
PIQE session, introduced information about the study and invited parents to participate in
it. Parents who volunteered to participate were given a demographic questionnaire and
consent packet. Spanish-speaking participants were provided all materials in Spanish.
Three of the potential participants from PIQE were unable to participate as planned. The
researcher reached out to the other participants for recommendations of other parents who
may be interested in participating in the study. Names and contact information were
provided to the researcher. The researcher contacted those parents and followed the
identical purposeful and criterion sampling process to garner participants. Interviews
were scheduled and subsequently held at a mutually agreed-upon location in Sacramento
that was convenient for both the researcher and the participants. The interviews followed
the protocol and were recorded using a digital recording device and cell phone. A
Spanish-speaking translator was used during the interviews with Spanish-speaking
parents. Interviews were initially transcribed using an online transcription service and
checked by the researcher. Participants were provided a copy of their interview transcript
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to verify accuracy. Permission to photograph the artifacts participants brought to the
interview was given at the time of the interview. Artifacts from participants were
photographed by the researcher using a cell phone. Photographed artifacts were
compared with the interview data for further triangulation. “Triangulation of data
sources … means comparing and cross-checking the consistency of information derived
at different times from interviews…and documents” (Patton, 2015, p. 662). The artifacts
participants provided such as awards, report cards, letters of recognition, college
acceptance letters, athletic letters and pins, meeting agendas and notes, and photographs
were cross-referenced with the interview responses to determine consistency regarding
the strategies low-income parents used to support their high school student’s high
academic achievement (Appendix L). The various artifacts provided by parents were
used to support theme development. These artifacts were used as examples of how
parents validated their engagement in supporting the high academic achievement of their
children.
In this case study, the collection and analysis of the data from the participant
interviews was a vital component of determining themes derived from the shared
experiences of the participants. Interview data collected was shared with an experienced
consultant to assist in coding participant responses. Intercoder reliability or crosschecking, as recommended by Creswell (2014), indicated that “two or more coders agree
on codes used for the same passages of text” (Creswell, 2014, p. 203). The researcher
and consultant informally established at least 80% agreement across their coding
analysis. All interview transcripts and artifacts were reviewed a final time by the
researcher to ensure that the themes derived were compatible with the coded data.
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Population
According to McMillian and Schumacher (2010), a population is a group or cases
that “conform to specific criteria and to which we intend to generalize the results of the
research” (p. 129). The population for this study was all low-income parents of
academically high-achieving students in Northern California who attended public
schools. “The target population is often different from the list of elements from which
the sample is actually selected.” (McMillan & Schumacher, 2010, p. 129). The target
population for this study narrowed the population to low-income parents of students in
Sacramento County, California to facilitate the accessibility of participants and for the
convenience of the researcher. This county was selected due to its 60.9% of students
enrolled in public schools receiving free and reduced-price meals (CDE).
Sample
This study utilized a purposeful sampling design for identifying the study’s
sample of low-income parents of academically successful high school students. Patton
(2002) stated that qualitative inquiry focuses on relatively small samples intentionally
selected to allow for the discovery and understanding of a particular phenomenon.
Hence, the researcher identified five low-income parents willing to share their
experiences solicited from PIQE participants. These low-income parents’ students were
enrolled in comprehensive public high schools located in Sacramento County, California.
The researcher first gained approval from PIQE (Appendix B) to solicit their
participants and obtain the group of five interviewees to conduct this research. Criterion
sampling was utilized to further refine the study’s sample. Patton (2002) stipulated that
the criterion sampling approach involves selecting cases based on specific criteria.
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Therefore, PIQE personnel were provided with selection criteria identifying the
participants necessary for the study. For this study, participants were selected from the
larger group if they met the following criteria:
1. Parent of students currently enrolled in a comprehensive public high
school in Sacramento County.
2. Parent of students who have maintained a GPA of 3.0 or better throughout
their 9th-, 10th-, and 11th-grade years.
3. Parent of students eligible to receive free or reduced-price meals.
4. At least one biological parent living with student.
The researcher additionally confirmed participants met the study’s criteria by
having the parents complete a demographic questionnaire at the time they volunteered for
the study. Participants for the study were only scheduled for interviews if they met all
the study’s criteria.
Demographic Data
There were a total of five low-income parent participants for this case study. The
five participants agreed to a face-to-face interview with the researcher. All the parent
participants had students attending a comprehensive high school within Sacramento,
California and were representative of the ethnic makeup of the area. Four of the
participants were mothers and one was a father. Two of the mothers were single parents.
The other three participants were married with both parents living in the home. The
participants’ education levels ranged from a sixth-grade level through a bachelor’s
degree. One parent participant had a bachelor’s degree, three had a high-school diploma
and one had a sixth-grade education level. Only one of the parent participants was a

77

native English speaker. Table 2.0 illustrates the breakdown of parent participants’
gender, ethnicity, education level, and native language spoken.
Table 2
Participant Demographic Information
First
Participant #

Gender

Ethnicity

Education level
Language
Bachelor’s

1

Female

Asian

Cantonese
Degree

2

Male

HS Diploma

English

Female

African
American
Hispanic

3

6th grade

Spanish

4

Female

Asian

Some College

Laos

5

Female

Hispanic

HS Diploma

Spanish

Through the examination of these five cases, the researcher sought to understand
how low-income parents of academically high-achieving high school students describe
their experiences of assisting their children throughout their education and to present
common themes among the cases through cross-case analysis.
Presentation and Analysis of Data
Presented in the first part of this section are broad generalizations about the
findings that emerged through one-on-one interviews, artifacts, and researcher notes.
Data from the five one-on-one interviews with low-income parents of high-achieving
high school students resulted in four key themes that begin to answer the research
question:
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What strategies do low-income parents use to support their high school students’
high academic achievement? Nine protocol questions were asked during the
approximately one-hour sessions in an effort to answer this question. As a result of
analyzing the data, one overarching theme and three additional common themes surfaced
regarding strategies used by low-income parents, specifically the five participants who
participated in this study. The four common themes were:
•

communication on personal and academic matters;

•

building strong personal character and life skills;

•

maintaining strong family relationships; and

•

encouraging and providing positive experiences outside of school.

Figure 1 depicts one overarching theme of communication and its relationship with the
other three common themes. Parent-to-child communication was intrinsic in realizing the
additional three themes derived from the data analysis.
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Communication

Strong
personal
character and
life skills

Maintaining
strong family
relationships

Facilitating
positive
experiences
outside of
school

Figure 1. The relationship of one overarching parental engagement theme and three
additional common themes.
Table 3.0 reports the number of times each parent participant made a comment
attributed to each theme, with the percentages indicating the portion of the total parent
responses. The percentages report both the theme responses per participant and overall
totals per theme.
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Table 3
Number and Percent of Parent Comments Related to the Interview Themes

Themes

Parent 1

N

%

Parent 2

N

Parent 3

%

N

%

Parent 4

Parent
5

TOTAL

N

N %

N

%

%

1. Communication

40

37.4 24

46.2

35

54.7

20 32.8 28 68.3 147

45.2

2. Strong personal
character and life skills

25

23.4 13

25.0

12

18.8

25 41.0

5 12.2 80

24.6

3. Maintaining strong
family relationships

24

22.4 11

21.2

14

21.9

13 21.3

5 12.2 67

20.6

4. Facilitating positive
experiences outside of
school

18

16.8

7.7

3

4.7

3

3

9.5

4

4.9

7.3

31

Total Comments 107 100 52 100.1 64 100.1 61 100 41 100 325 *99.9
*Percentages will not always equal 100; they were rounded off to the nearest tenth
Figure 2 highlights a key finding derived from the data. It shows the percentage
attributed to each of the coded parental engagement themes derived from the five lowincome parents’ interview responses. Theme one was the most frequently mentioned
engagement strategy parent participants of this case study reported as having an impact
on student academic achievement. It is important to note that this strategy was a key
means in facilitating other strategies cited by parents during the interviews.
Communication imparted information from parent to child through various forms.
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Coded Parental Engagement Themes

9.5, 9%
20.6, 21%

Theme 1 - Communication

45.2, 45%

Theme 2 - Strong Personal
Character and Lifeskills
Theme 3 - Maintaining Strong
Family Relationships
Theme 4 - Facilitating Positive
Experiences Outside of School

24.6, 25%

Figure 2. Percentage of total number of parent participant responses attributed to each
coded theme.
The discussion that follows highlights the aggregated data referencing each theme
and the actions presented by the participants via their comments.
Theme One: Communication
The overarching theme of focused communication on personal and academic
matters indicated that parents did not lose sight of the importance of encouragement, their
physical and emotional presence, and connecting the importance of education in their
children’s personal or academic lives. Theme one comprised nearly one-half of all parent
comments from the five interviews. Note that for three of the five parents (2, 3, and 5),
close to one-half of their total comments were related to communication. For parents one
and four, the number of their comments related to theme one represented approximately
one-third of their total. This finding is supported by the research of Sheridan et al. (2011)
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that said relational components of encouragement and warmth, shared between a parent
and child as an engagement strategy, support high achievement.
This theme illustrated the value parents placed on their verbal communication
with their student about working hard and developing perseverance as a means of
supporting the academic achievement of their student. This theme encompassed the
idealized actions of being a personal role model, communicating the value of education;
connecting education and a better life, providing direct academic support, providing
student need-based academic intervention, and continuously engaging with their students.
All of the participants in this study brought up experiencing personal “struggles.”
However, not all of them shared details of their hardships except to state that they used
their own experiences to teach their children through both verbal and modeled
communication about what hard work and determination can accomplish. Three
participants demonstrated great courage in their willingness to elaborate some of the
details of their struggles, illustrating their determination for a better life for their families.
According to Parent Participant 1, it was important to take an active role in her
student’s life. She described talking about her own parents’ struggles as a result of no
education and discussed her own self as a role model with her student:
I always talked to her about my parents, for the sake of her education. My mom
and dad never had an education. When my dad was like 10 years old, he lived in
China. During the war, he escaped China to Vietnam to escape communism. And
he never had an education. So, he worked when he was pretty young. So, I told
her that, you know what honey, you need to work hard. You know, you live in
America, you are very blessed, you have a free education. So, you need to work
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hard and get a very good education and be successful, you know? (Parent
Participant 1).
She briefly described her own struggles:
When I came to the States, I was 12 years old. It was really hard for me. I was in
like sixth grade. I don't speak a word of English. So, I told her all the stories, I
don't speak a word of English, not even like one, two, three or ABC in English.
So, I told her, mom works really hard, you know, and I graduated high school in
’89. I went to San Jose State for four years. But the thing is because my parents
own a business, I was sort of obligated to help them run the business because my
mom was sick, so I stopped college. (Parent Participant 1)
She also expressed that she later returned to college and completed her bachelor’s
degree.
She used herself as a role model depicting her own growth in self-confidence and
perseverance in her own learning. She additionally conveyed that as a parent she knows
and understands her children. “When you volunteer at school, you know what’s going
on, like academically and socially” (Parent Participant 1). She stated that being there
helped her know more about her child’s performance in the classroom. She was able to
observe instances of her not doing well or being quiet and shy. She would offer advice:
“You should talk to the teacher, maybe the teacher could help open you up” (Parent
Participant 1).
Parent Participant 3 shared some of the details of her struggles and how she used
those experiences to support her children in conveying the importance of an education
and building perseverance. She expressed:
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I always tell her she's got to study and put in all of her effort. Because I didn't
have the opportunity to go to school any further than the sixth grade because my
parents died. I always wanted to continue going to school. And it was my way of
saying, look, I'm here. This is, you know, me now and I want you to go to school
and learn and to be a leader and to go far places. (Parent Participant 3)
She stressed that her struggles prevented her from getting an education despite her
strong desire, and as a result, she is where she is today. She summed it up by saying:
I tell her that education is the most important thing. I think it's important because
I didn't have the opportunity to study and I would have liked to. That used to be
my dream. But I know for them it's important. Because it's an inheritance that I'm
gonna leave for them. (Parent Participant 3)
Her comment illustrates her belief that education is the driving force to success in
life. She views education as an essential component to having a better life and future.
She described that her children listen to her and have witnessed the sacrifices she has
endured for them and for her family.
Parent Participant 5 opened up about her struggles and shared about a home visit
through the Parent Teacher Home Visit Project (PTHV). This national nonprofit
organization trains public-school teachers and staff in a research-based model of
voluntary home visits for connecting more authentically with families of their students.
She spoke about how that visit changed her life:
I was a survivor of a domestic violence situation. And when I, uh, received that
visit, not only did they talk to me about my daughter's education and her goals,
but they felt the atmosphere that was in my home. They noted my, body
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language. And so, she asked me if everything was okay at my house. She asked
me if I had any aspirations for me, for myself. And I felt so, um, identified with
that woman. Her face reflected peace, it reflected a loving attitude that I didn't
have and I talked to her about everything that was happening. She talked to me
about the different services that were available for a woman in my situation. And
ever since then, I've never not been part of a committee or something happening
in my community. Yeah, and I even went to college here. (Parent Participant 5)
Parent Participant 5 became a strong advocate for struggling parents as a result of this
experience that turned her life around. She began to focus on what she could do for her
children to build a better outcome for them. She became active in the English Learner
Acquisition Committee (ELAC), District English Learner Acquisition Committee
(DELAC), and Parent Teacher Association (PTA) to increase the awareness of the
importance of education and influence other parents. Her efforts as a volunteer
demonstrated the importance of a good education for her children. She modeled building
her own self-confidence and learning. She didn’t let the language barrier prevent her
from her efforts to support and advocate for her children. Her children have had the
benefit of witnessing her grow and become a self-confident champion for lifelong
learning.
Through their hardships and struggles, each participant displayed their
determination and hard work. They modeled perseverance and sacrifice for their families.
They worked to overcome their challenges in order to keep moving forward. They
demonstrated determination in the face of adversity and served as life lessons for their
children to persevere as well for when they encounter difficulties and hardships.
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Communication. Communication was at the forefront of all parent responses to
the first protocol question and probes:
•

Why do you think your son/daughter is such a good student?

Each of the parents’ initial responses dealt with parent-to-child communication.
Parent one stated, “I told her that, you know what honey, you need to work hard…and get
a very good education and be successful.” Parent two shared, “She focuses on what she
needs to do more than anything. …She has parents that care, that are involved.” Parent
three said, “Even though I don’t speak English, I always tell her, she’s a strong person
and intelligent person. I encourage her.” Parent four’s response was “I brought him
up…teaching him what’s right and wrong. Even if it’s mom’s simple home rule, it’s a
rule. You make sure you’re finishing your homework…you need to go to bed at nine
o’clock.” Parent five articulated, “I’ve been telling her that she has to study. She has to
prepare herself. She is going to be working with her mind and the more you use your
brain the more she’ll learn.”
Formal and informal engagement strategies. In addition to teaching their
children the importance of hard work and determination through both verbal and modeled
communication, the participants of this study supported their student through a variety of
traditional strategies for academic success. As both Epstein (1990, 1995, 2009, 2010)
and Jeynes (2005, 2012) indicated, formal engagement strategies such as volunteering,
attending parent-teacher conferences, communicating with school, attending school
functions, and tutoring or assisting with assignments, parent participants of this study
shared these engagement strategies were also a part of their lives. Chaperoning field
trips, providing a quiet space at home for homework, being a part of school-based
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organizations, planning for and facilitating college visits, and being mindful of
technology use were additional examples of ways parents from this study supported their
children’s academic success that researchers agreed impacted academic achievement
(Alameda-Lawson, 2014; Auerbach 2009; Henderson & Mapp, 2002).
Interview protocol questions were developed to include these research-based
formal parental engagement strategies as a means of eliciting more detailed responses
using the terms at home and away from home strategies. Two of the interview items
posed to participants during the one-on-one interviews asked the following:
•

Can you think of things that you, as (a) parent(s), has/have done at home,
that help your child be a good student?

•

Can you think of things that you, as (a) parent(s), have done away from
home, that help your child be a good student?

The parent participants were asked each of the above questions and given time to provide
an initial response. Participants were subsequently shown and read a list of some
predetermined things parents might have done as a starting point for added conversation
and to elicit more in-depth responses. Three of the participants chose to check off things
they had done to support their students from the list in addition to providing an
elaboration of comments indicating additional details for clarification. The other two
participants gave verbal acknowledgement of the strategies they used with their student
and provided clarifying comments. Table 4.0 summarizes how each parent initially
responded to each protocol question above.
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Table 4
Summary of Initial Parent Responses to Protocol Questions of At-Home and Away-FromHome Strategies Used
At-Home Strategy
Parent 1

Talk with her about trying her
best

Parent 2

Ask questions about her
learning, tell her to ask for help

Parent 3

Parent 4

Parent 5

Motivate her, tell her to put in
effort and that you have to be
someone important
Gave love, recognize what he
achieved, be a friend, mom and
role model
First get her to school on time,
check her backpack

Away-From-Home Strategy
Drive her to activities, attend
Back-to-School night and Open
House, visit college campuses
Not really except to involve her
in non-profit events and other
things like that
Took them to church to have
God in their heart to be good
people
Take him to the library and
check out books together
Participate in school things, talk
with teachers and counselors,
studying myself to motivate her,
and involve myself in school
things

The parent selections from the predetermined lists of items that parents might have done
to support their child’s academic success are summarized in the following figures.
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At-Home Strategy Responses
Encourage student to assist younger siblings with…
Provide a quiet space for school work
Encourage plenty of reading at home
Monitor television, video game, and cell phone use
Help child prepare for tests
Find someone to assist with homework when needed
Check homework & assignments for completion
Help with homework
Ensuring student completes homework
Conversations about expectations
Discuss things that are taught in class
Conversations about the importance of doing well in…
0

1

2

3

4

5

6

Number of Parents Selecting Strategy

Figure 3. Summarized responses of parent participants for protocol question indicating
strategies used at home to support their child’s high academic achievement.
The traditionally accepted formal at-home strategies used by parent participants of
this study exceeded the away from home strategies. In total, 3 of the 12 research-based
at-home strategies listed were selected by all five parents. Those were: had conversations
with their child about the importance of doing well in school, had conversations about
their expectations for their child, and found someone who could help their child with
homework. Beyond that, 6 out of 12 strategies were indicated by four of the five parents.
Three others were marked by three of the five parents as strategies utilized at home to
support their child’s academic achievements. These informal at-home strategies were
less readily recognized by educators as acceptable parental engagement strategies (Le
Fevre & Shaw, 2011; Sheridan et al., 2011). LeFevre & Shaw (2011) identified family
storytelling, providing advice about school experiences, and discussions about future
aspiration as effective ways parents communicate their values about education. Sheridan
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et al. (2011) established credibility of parents providing encouragement and the warmth
shared between a parent and child as two experiences that contribute to the success in
school and life.

Away-From-Home Strategy Responses
Attend programs to help parents assist their children…
Assist with transportaion
Volunteer for school activities
Help arrange visits to universities or other places
Meet with counselor
Participate in parent organizations
Attend parent teacher conferences
Meet with one or more teachers
0

1

2

3

4

5

6

Number of Parents Selecting Strategy

Figure 4. Summarized responses of parent participant responses for protocol question
indicating strategies used away from home to support their child’s high academic
achievement.
The traditionally accepted formal away-from-home strategies used by parent
participants were not as frequently indicated. Of the eight listed strategies, the only one
all five participants noted was: they met with one or more of their child’s teachers as an
away-from-home strategy implemented. Four others were indicated by four of the five
parents. Three others were marked by three of the five parents. It is important to note
that researchers have indicated that these away-from-home parental engagement
strategies have been traditionally viewed by educators as acceptable forms of support
(Fenton, Ocasio-Stoutenburg, & Harry, 2017; Jeynes, 2012; Mobley, 2012; Negy, 2011;
Pemberton, 2010; Waddle, 2011).
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Two additional interview items, directly linked to the research question, asked the
following questions:
•

“Of all the things you have done with and for your child at home, if
you had done only one of these, and none of the others, which one
would it be? Which is the most important?”

•

“Of all the things you have done with and for your child away from
home, if you had done only one of these, and none of the others, which
one would it be? Which is the most important?”

The parent responses to these two protocol questions classify communication and being a
presence at various school functions as paramount. Figure 1 below shows how each
parent responded to the two questions. Communication tops the list for four of the five
parents when at home. Away from home, physical presence at school functions is
dominant for all parents. Table 5.0 depicts the response of each low-income parent to the
two protocol questions indicating the most important thing to have done at home and
away from home to support their child’s high academic achievement.
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Table 5
Most Important Thing Done at Home and Away from Home
Most Important at Home
Parent 1

Emotional Support

Parent 2

Conversations about the
importance of doing well
To encourage her to learn
so that she wants to help
others
Continuous conversations
about doing well in schools
and telling right from
wrong
Encourage her to do
reading at home

Parent 3

Parent 4

Parent 5

Most Important Away from
Home
Taking her on field trips
Attending parent-teacher
conferences
Meeting with teachers

Attending parent-teacher
conferences

Volunteering at school that
allows me to learn what is going
on

Communication comprised voice and presence, elucidated parental thoughts,
attitudes, and values that positively impacted the academic achievement for the students
of this study’s participants. Several researchers agreed that children strive to attain
parental expectations and approval when parents place a great deal of importance on
education through their conversations and their level of engagement in education-related
activities (Cheung & Pomerantz, 2012; Goodall & Montgomery, 2014; LeFevre & Shaw,
2012; McKenna & Millen, 2013). Parent communication about education aspirations,
positive personal experiences, and stories from when they were students themselves
played a key role in increased academic achievement (Cheung & Pomerantz, 2012;
Evans, 2008; Handy, 2010). Parents influenced their children through their discussions
about the importance of education and high educational expectations that resulted in
greater academic achievement (Cheung & Pomerantz, 2012; Dalun et al., 2011).
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Theme Two: Strong Personal Character and Life Skills
Building strong personal character and life skills constituted approximately onefourth of the total parent comments (80 of 325). These characteristics were perceived by
parents in this study as essential in contributing to high academic achievement. Parent
four placed the greatest emphasis on this particular theme with about 41% of her
comments aligned. For parents one and two, the number of their comments represented
about one fourth of their total comments. Parents three and five also made a note of the
importance of this theme with about 20% and 15% of their total comments respectively.
The second theme of building strong personal character and life skills exemplified
the importance participants placed on character development and the necessary skills for
a successful life. This theme resulted from the participants describing the ways parents
support their children at home to foster individual growth and academic success. As
teachers of the home, they encouraged building personal character through their
conversations and holding high expectations for their children. Parent Participant 1
shared an example of a common message to her children: “I always tell them about how I
want them to be successful and make the money and you need to give back and help out
your community, not just yourself and your family, but you need to give back.” Parent
Participant 3 worded it this way: “I encourage her to learn so that she can also want to
help others. I'm always telling them that, because I want them to be great people.”
Parent Participant 4 described her message in this way:
I always tell him that you could always be whoever you want to be. The one
important thing, though, is be a good citizen and be a good person. If you know

94

things are wrong, don't do it. I teach him right from wrong. That's a main thing of
how I was brought up. (Parent Participant 4)
The parent participants described their knowledge and efforts on how to be
successful in school and in life. They sought to impart the necessary skills for success
through conversations, modeling, and teaching in order to foster their children building
proficiency in life skills. Parent Participant 1 shared that she held conversations telling
her student, “You need to try your best in school. With all the colleges that you have in
mind, you need to work hard in order to get into those UC schools.” Parent Participant 3
described her conversations encouraging her student to work hard in school. To her,
doing well in school translates to success in life. She shared, “I motivate her by saying,
put in all your effort. You have to be somebody important. I talked to them so that they
can understand how important it is, how important school is.” Parent Participant 4
focused on another aspect of building life skills at home that she described as necessary
to be successful in every part of her children’s lives. She spoke about how she and her
husband have taught their children to work for what they receive. She put it in these
words: “I trained them when they were young, so when they get older and older, it's
automatic in them.” She shared an example of how she instilled a positive work ethic in
her son:
He'd bring home all straight A’s and then we'll say, okay, we take you for a treat,
where you want to go? Or we get you a pair of shoes. He had to work for it, even
for his shoes and his clothes for school. He has to know that mom and dad worked
for this money and it's hard to get it. So, he earned the money for his phone, from
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the work he does. We don't give him money just for nothing, they're earned.
(Parent Participant 4)
The parent participants all established expectations for their students. Each parent
described that they expect their children to do well in school and in life. They discussed
how they connected their expectations with personal character. These expectations were
enforced through encouragement and motivation. Parent Participant 3 gave an example:
“I always tell her, she's a strong person and intelligent person. I encourage her. When she
says she doesn't want to do something, I encourage her to do it and then she winds up
doing it.” Parent Participant 4 reiterated this point:
You teach your kid right from wrong. You set an example and you tell them, you
guide them to be a better person and to do better in school and he might not get all
straight A's, but he's doing the right thing. (Parent Participant 4)
Each of the parent participants shared about their efforts to build self-efficacy in
their children. They described the importance they placed on their children believing in
their own ability to do well. They talked about providing encouragement, support, and
guidance on how their students could make it on their own. Parent Participant 1 gave an
example of how she encouraged her student: “I always supported her. I’d say, you know
honey, a B is good. You know, if you try your best, it doesn't matter.” Parent Participant
2 gave guidance to his daughter and encouraged her to do things for herself. He shared,
“I had to tell her, you have to always ask for help. That's the stuff she had to break out of,
being scared to ask for other people's help.” Parent Participant 3 described how she uses
certificates, awards and other recognitions as motivators for success. She said, “Every
time they get some kind of certificate, I frame it, so they can remember and tell them this
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is what you did.” Parent Participant 4 talked about how she and her husband try to
communicate to their son that he is capable of doing well. She shared that she often gives
advice to her son on how he can reach his full potential. She shared the following
example:
We don't ask, we don't demand, but we make him feel that he could do it. You’re
smart, this time you got a B, but I bet you would get an A. Maybe if you studied
for your tests a little bit more, so you’d feel you could do it. We believe in you.
So, he'd bring home all straight A. (Parent Participant 4)
The participants in this study engaged with their children at home, communicating
their
values and expectations through conversations, sharing of life stories, and teaching right
from wrong. The participants instilled values of hard work, expected good behavior, and
established daily routines to support their children in their daily life. Each household is a
learning environment and the experiential knowledge of the adult family members is
passed on to the children and serves as a foundation for their life and future aspirations.
Several researchers stipulated that both structural and relational learning
experiences outside of school assist children in acquiring the necessary skills and
experiences prescribed for success in school and life (Henderson & Berla, 1994;
Henderson & Mapp, 2002; Lopez & Caspe, 2014; Sheridan et al., 2011). Sheridan et al.
(2011) found that parents who engaged in implementing positive behavioral strategies,
teaching skills at home unrelated to homework, directed problem-solving and goal-setting
positively impacted the academic achievement of their students. Lopez & Caspe (2014)
postulated that life skills including positive character were essential components for life
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long success and could be attained through learning in a multitude of settings outside of
school.
Theme Three: Maintaining Strong Family Relationships
One fifth (67 of 325) of the comments made by parents in this study were related
to the third theme of maintaining strong family relationships. These strong family
relationships were perceived as essential to having a positive attitude toward life and its
many challenges. Many researchers recognize an indelible connection between high
academic achievement and strong family ties (Epstein, 2009, 2010; Henderson & Mapp,
2002; Jeynes, 2012; McKenna & Millen, 2013). All participants in this study
acknowledged their family relationships as a contributing factor. Four of the five
parents’ (1, 2, 3, and 4) comments attributed to this theme were about 20% of each of
their total comments. While there is no causal relationship, the importance of
maintaining strong family relationships is a likely contributor.
The third theme of maintaining strong family relationships elucidated the
significance participants placed on home environment and the bonds between family
members as a support for school success. The theme included elements of parents
providing a stable family environment and their ongoing efforts to build trusting and
loving relationships within their families. The participants of this study conveyed that
they strive to provide the best home environment possible. Parent Participant 1 spoke
about how she and her husband provided a supportive home environment for their
children. She shared:
Every morning when they wake up, my husband makes sure that the kids have
breakfast before they leave for school. They don't need to worry about that. My
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husband drives them to school and picks them up, so they don't have to worry
about who's going to drive them or who's going to pick them up. (Parent
Participant 1)
Parent Participant 1 felt it was important to make sure that their children had their basic
needs met to the best of their ability. She explained that when the children worry about
those things, they aren’t able to do as well in school. Parent Participant 4 made similar
comments. She described how she and her husband would provide shoes, clothes, and
phones as rewards for their children’s hard work. She iterated the importance of the
children connecting hard work to the things the family has provided them. She also
stated that it was important for the family to eat dinner together each night and spend
time as a family. During their family dinners they would talk about school and how the
children were doing. She shared this example of things she would ask:
I would ask questions like if he had any problems in his class? If he doesn’t
understand the homework or is the teacher going too fast? Is he scared? Is
anybody picking on him? When you need help or you don't understand, do you
reach out to the teacher? Does the teacher help you? Is the teacher listening to
you? (Parent Participant 4)
Parent participants described a focus on providing for their children’s needs and
being there for their children at home and at school. All participants conveyed that their
relationship with their children played an important role in the academic achievement
their children experienced. Parent Participant 1 described her relationship with her
student that fostered a bond based on trust. She explained that her daughter desired her to
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be a part of her life in- and outside of school. She shared an experience of her driving her
daughter and her friends to soccer:
I drive her and her friends, so in the car it's nice. You hear conversations in the
car. The girls talking about, you know, which boy, that boy. So, it's nice to hear,
but I never, you know, ask them, because once I open my mouth, they're all quiet.
So, I'm just like listening to what their conversations [are] about. (Parent
Participant 1)
Parent Participant 1 explained that her daughter likes it when her mom is helping her out
and taking an active role in her life. She stated that her daughter enjoys her mom being
there. Parent Participant 1 added, “Almost every day we just sit and chit chat. We just
talk about things, you know, or sometimes we just talk about the sports she loves like
hockey. We just sit and she tells me about all that stuff.” Parent Participant 2 phrased it
differently with respect to his relationship with his daughter. He explained that he felt it
was very important for dads to be around for their children, especially for their daughters.
He shared his concern if he had not been around in this way:
I think she would think no one cares, and if no one cares then what's the point of
doing anything good? When you have someone that cares, you want to make that
person proud, I should say. You know, no one would let that person down. (Parent
Participant 2)
Parent Participant 2 stressed that his presence in the lives of his daughters played a vital
role that led to their high achievement and future success. Parent Participant 3 described
how she emphasized the importance of her relationship with her children. She put it this
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way: “They're my children. She is my daughter. I love her a lot. She's my life and I want
the best for her.” She further emphasized:
They will always remember that their mother was always there for them, so that
they could study, so that they will be very prepared for their life. When a parent
loves their children, they want the best for their children. So that's why, I'm
always there for them. (Parent Participant 3)
The participants in this study engaged with their students by providing advice and
guidance, being present in their lives and fulfilling basic needs in the home environment.
The participants focused on making sure their students were able to attend to their
education by alleviating the stresses of uncertainties in their environment. The
participants took an active role in the lives of their students. They had created loving
relationships within their families that provided a network of support to their students that
assisted the students in navigating school.
McKenna & Millen (2013) contended that parents are key contributors in their students
reaching their full potential. They emphasized that parental engagement included
cultural, social and economic features of the home (McKenna & Millen, 2013). Fenton,
Ocasio-Stoutenburg & Harry (2017) recognized that parents have a unique understanding
of their children and families’ lives that contribute to their student’s academic successes.
Goodall & Montgomery (2014) stated that parents’ engagement in the lives of their
children influenced their children’s choices and actions. They added that parental
engagement fundamentally begins in the home where a positive attitude toward learning
is present (Goodall and Montgomery, 2014).
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Theme Four: Facilitating Positive Experiences Outside of School
Finally, parents cited the importance of “having a life outside of school.” While
only about 10% (31 of 325) of the total comments referred to encouraging and providing
positive experiences outside of school, all five parents made note of it. Each parent
perceived that the varying activities their children engaged in contributed to the whole
persona of an academically and socially prepared individual. This aspect of the home
environment, developing resiliency and self-efficacy, influenced the social and emotional
capital students needed to be successful at school (Byrne, 2013; Fenton, OcasioStoutenburg & Harry, 2017; Gonzalez, 2008; Jeynes, 2012; LeFevre & Shaw, 2012).
Along with the balance of life, some of the parental engagement strategies employed
outside of the school were directly linked to the educational success of their students.
Four of the five parents noted that arranging for visits to university campuses or other
places their student might attend after graduation was a significant contribution to the
student’s success. They shared they were available to attend programs that help parents
assist their children with their education and were a part of parent organizations for the
school. Three of the five parents noted that they volunteer to help with activities either in
or out of school.
This final theme of encouraging and providing positive opportunities outside of
school incorporated differing activities that supported the students through a variety of
parental engagement interactions that were viewed by the participants as supporting their
student’s academic achievement. Each parent participant conveyed value to encouraging
their student to have balance in their life by being involved in non-academic pursuits and
connecting within the community. The participants described how they supported their
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student outside of the school setting as a means of developing the social and emotional
capitol required for their student’s school and life success.
Parent Participant 1 spoke of encouraging her student to be involved in nonacademic pursuits like band and sports, to help her student to relax and have balance in
her life. She described her students’ academic coursework as very challenging, including
several Advanced Placement (AP) courses. As a result of the pressure of maintaining a
competitive grade point average (GPA), she shared that her student “is very competitive,
plays the piano, the flute, and she’s very active.” She explained that she encourages her
to be involved in non-academic pursuits because “I’m worrying that her workload every
year seems like it’s more and more and heavier and heavier for her. That’s why … we do
fun stuff too.” Parent Participant 1 felt it was important for her student to be “wellrounded,” not just because colleges look for that, but because it would help her student
“socially and emotionally.” Parent Participant 4 shared about an experience when she
had taken her son to the park, “We’d go to the park and take a book. We’d read the book
in the park and talk about everything.” When she recalled that experience, she smiled
about the time spent together with her son that built their relationship and provided time
to relax and enjoy each other’s company. Parent Participant 5 was not as open and
forthcoming with details about her experiences, but she did share that she helped arrange
for college campus visits and other places. She voiced how she was instrumental as a
volunteer, providing “transportation to places away from school for added educational
experiences.” She explained that it was important for her to advocate for her children by
attending programs conducted by both in- or out-of-school organizations that help parents
assist their children with their education. She shared she was involved with “PIQE,
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ELAC, DELAC, home visits, and PTA.” Part of her message was not only to be engaged
in her children’s academic life, but to take “what I’ve learned, (and) to share that with
others.”
The importance of giving back and being involved within a community was
emphasized as instrumental in the success of their students. Parent Participant 2 said he
felt it was important for his student to volunteer her time at different events. He felt that
led to being a good citizen which he considered as critical to her overall success. He was
proud that she “helps out with her cousin’s non-profit organization…and helps out with
basketball events too.” Parent Participant 3 strived to connect her children within a faith
community. She shared that she took her children “to church so that they would have
God in their heart and to be good people.” In her view, it was an integral aspect of her
children’s success. Instilling a strong faith in her children was part of being a good
person. This was important to Parent Participant 3 “because I want them to be great
people.” Her view included that the idea “you go to school and learn to be a great leader
and to go far places” was connected to being “great people.”
Several researchers agreed that a variety of learning experiences outside of school
provide support for students in acquiring the requisite skills and experiences necessary
for success in school and life (Henderson & Berla, 1994; Henderson & Mapp, 2002;
Lopez & Caspe, 2014; Sheridan et al., 2011). These experiences included actions of
parents teaching skills at home, directed problem-solving, and discussions about and
planning for future aspirations (Sheridan et al., 2011). Epstein’s revised parent
involvement Type 4: Learning at Home added a critical element of connecting school to
real life through parental activities at home or in the community (Epstein, 2009). Le
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Fevre & Shaw (2011) recognized that parents felt these various types of involvement
practices had a positive effect in establishing education as a priority. The variety of
experiences parents provided for their students resulted in an enriching environment
focused on the students’ successes in school and life (McKenna & Millen, 2013).
Several major studies have recognized a common factor within the findings that
parents are involved in their child’s learning and have aspirations for their success
(Bailey, 2006; Baker, 2013; Bond, 2011; Cheung & Pomerantz, 2012; de la Pena, 2012;
Driessen et al., 2005; Halgunseth et al., 2009; Henderson & Berla, 1994; Lopez & Caspe,
2014; Thigpen & Freedberg, 2014). The key findings for this study discovered through
the five low-income parent interviews agreed with the existing literature and added
additional details of the intricate dynamic that led to breakthrough results in the academic
achievement of low-income students. The findings were formulated through the themes
that evolved from the lived experiences of the study’s participants. They included parentto-child communication about perseverance; parents utilizing traditionally accepted
engagement strategies; parent-to-child communication teaching expectations for good
character and life skills; parents being present in the lives of their students and creating
strong, loving relationships; and parents developing the social and emotional capitol
needed for school and life through a balance between school and outside activities.
Summary
This chapter presented data and findings from the one-on-one interviews of five
low-income parents of high-achieving high school students in Sacramento County,
California. The chapter began with reviewing the purpose of the study, the research
questions, the population and sample along with the data collection and analysis
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procedures. The findings data from this study, highlighting major themes substantiated
through direct quotations from the one-on-one interviews and triangulated with artifacts
and researcher notes, were presented in narrative form. The narratives attempted to
explicate the major common themes that emerged from the interviews, artifact and
researcher notes analysis.
Key findings based on the analysis of themes and patterns of the aggregate data
answered the research question:
1. What strategies do low-income parents use to support their high school
students’ high academic achievement?
Findings indicated that low-income parents of high-achieving high school students value
education and have aspirations for a better life and future for their children. These
aspirations are an integral part of how these parents have raised their children. The
following are the key findings resulting from this study:
1. Low-income parents use both verbal communication and parent presence,
described in the form of the many different roles they take on in order to support
their students such as caregiver/provider, double parent, cheerleader, cultural
liaison, protector, teacher, advocate, and facilitator, as well as the acts of care that
build the social and cultural capital of children.
2. Low-income parents use modeling or setting a positive example for their students
to impart their values, expectations, and aspirations for supporting student success
in school and life, which represented 45% of the total responses.
3. Low-income parents believe using parental engagement strategies traditionally
accepted by educators—such as volunteering, attending school events and parent-
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teacher conferences, communicating with the school, and helping with
homework—support the high academic achievement of their students,
representing 53% of the communication theme responses and 24 % of the total
responses.
4. Low-income parents perceive teaching strong personal character and life skills to
their students by sharing their experiential knowledge, values, and expectations as
a strategy for supporting academic success, representing 25 % of the total
responses.
5. Low-income parents perceive that strong, loving relationships between parent and
child within their family structure provide support for high academic achievement
of their students, representing 21% of the total responses.
6. Developing the social and emotional capital required for success, brought about
through a variety of learning experiences outside of school, is viewed by lowincome parents as a support for high academic achievement, representing 10% of
the responses.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
The purpose of this qualitative case study was to understand and describe the
strategies that low-income parents use to support their high school students’ high
academic achievement. The research question utilized for this study was: What
strategies do low-income parents use to support their high school students’ high academic
achievement? The research method utilized was a qualitative case-study that consisted of
one-on-one semi-structured interviews using a nine-question protocol and several probes
asked of low-income parents of high-achieving high school students. In addition,
artifacts collected and researcher observation notes were used to triangulate the anecdotal
information. The data were transcribed and entered into NVivo in addition to handcoding, and analyzed for emerging themes. The population for this study was lowincome parents of high-achieving high school students in Northern California attending
public high schools. From the larger population, the target population was identified as
low-income parents of high-achieving high school students in Sacramento County,
California.
The sample obtained was five low-income parents of high-achieving high school
students from Sacramento County, California. To be considered, parents must have met
all of the following criteria:
1. Parent of students currently enrolled in a comprehensive public high
school in Sacramento County.
2. Parent of students who have maintained a GPA of 3.0 or better throughout
their 9th-, 10th-, and 11th-grade years.
3. Parent of students eligible to receive free or reduced-price meals.
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4. At least one biological parent living with student.
Major Findings
A summary of the key findings discovered and presented in Chapter IV are
presented with respect to the research question. The five low-income parents who
participated in this study shared their lived experiences in their responses to the nine
protocol questions. The key findings included in this section were derived from themes
low-income parents referenced in 325 comments. The communication theme produced
three key findings. The themes of strong personal character and life skills, maintaining
strong family relationships, and facilitating positive experiences outside of school
produced one key finding each. An important discovery
in this study regarding the strategies used by low-income parents as they described their
lived experiences was the way in which the strategies worked together. The results
clearly showed evidence that the strategies described were actively used by all lowincome parents of high-achieving high school students in this study, and that none of
them operated in isolation. For example, there appeared to be an integration of verbal
communication in building strong personal character and life skills. The major findings
of this study were:
1. Low-income parents use both verbal communication and parent presence,
described as the many different roles they take on in order to support their
students such as caregiver/provider, double parent, cheerleader, cultural
liaison, protector, teacher, advocate, and facilitator, along with acts of care
that build the social and cultural capital of children, representing 45% of the
total responses.
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Primarily, low-income parents used communication to produce breakthrough
results in academic achievement of their students, as represented by the highest number
of responses for all themes (45%). In analyzing the data from the communication theme,
the results yielded two specific communication forms used by the low-income parents:
voice and presence. All low-income parents in this case study emphasized the
importance of continually engaging in conversations about both academic and personal
matters with their students. They conveyed the importance of parent presence and
described the many different roles they take on in order to support their students such as
caregiver/provider, double parent, cheerleader, cultural liaison, protector, teacher,
advocate, and facilitator. Le Fevre & Shaw (2011) iterated the importance of family
storytelling, advising about or relating their school experiences, expressing their future
ambitions and the importance of education, providing learning resources, and providing
emotional support and encouragement as some key contributors to the academic
achievement of students. Goodall & Montgomery (2014) recognized that parental
engagement encompasses more than actions—parents possess a sense of ownership that
involves an investment into their children’s learning. McKenna & Millen (2013)
emphasized these parent engagement strategies incorporate a wealth of knowledge about
their children and families that builds social and cultural capital or “presence.”
2. Low-income parents use modeling or setting a positive example for their
students to impart their values, expectations, and aspirations for supporting
student success in school and life, representing 45% of the total responses.
Low-income parents in this study used modeling or setting a positive example for
their students as a means of communication. They demonstrated their experiential
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knowledge, conveying values and expectations for their students through their own
perseverance and determination to get an education and provide for their family in the
workforce. Evans (2008), Handy (2010), and McGhee (2008) all agreed that parents
influence their children through discussing educational aspirations, sharing their own
positive personal experiences, and using themselves as examples of high-interest topics
from when they were students. Baker (2013) recognized the value of parent-initiated
efforts, including modeling and nurturing, that focus on the benefits of a good education
to facilitate high academic achievement.
3. Low-income parents use parental engagement strategies traditionally accepted
by educators such as volunteering, attending school events and parent-teacher
conferences, communicating with the school, and helping with homework to
support the high academic achievement of their students, representing 53% of
the communication theme responses and 24% of the total responses.
Utilizing traditionally accepted forms of parental engagement strategies was an
important way low-income parents in this study impacted the high academic achievement
of their students, comprising 24% of the total responses. In analyzing the data from
within the theme of communication, the results indicated four traditionally accepted
strategies utilized by all the low-income parents interviewed. First, they had
conversations about the importance of doing well in school. Second, they had
conversations about their expectations for their children. Third, they found someone to
assist their children with homework. Fourth, they met with one or more of their
children’s teachers. All low-income parents in this study expressed the value of using
traditionally accepted at-home and away-from-home strategies as a support for high

111

academic achievement. Evans (2008), Jeynes (2005, 2012), and Waddle (2011) all found
low-income parents participated in varying school activities, discussed school progress,
and assisted at home with assignments, demonstrating a positive attitude toward
education and stressing the importance of a good education.
4. Low-income parents see teaching strong personal character and life skills to
their students by sharing their experiential knowledge, values, and
expectations as a strategy for supporting academic success, representing 25 %
of the total responses.
Low-income parents in this study taught strong personal character and life skills
to their students by sharing their personal experiences and conveying their values and
expectations for their children, accounting for 25% of the total responses. In analyzing
the data from the theme of strong personal character and life skills, the results identified
several key elements that all low-income parents in this study utilized: being prepared
for life by developing a good work ethic, perseverance, self-efficacy, and self-discipline,
establishing family norms and routines, and expecting their students to give back to the
community. Low-income parents held high expectations for their students to be good
people in order to be successful in school and life. Byrne (2013), Cheung & Pomerantz
(2012), McKenna & Millen (2013), and Yoder & Lopez (2013) agree that parental
attitudes, values and perspectives all have an influence on student motivation and
academic achievement. Cheung & Pomerantz (2012) and McKenna & Millen (2013)
contended that routines established and the overall home environment led to children
internalizing parental goals and expectations for behavior and education. Bower &
Griffin (2011) found that parents establishing clear and consistent behavioral
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expectations and engaging in frequent meaningful conversations fostered student
independence and academic successes.
5. Low-income parents perceive that strong loving relationships between parent
and child within their family structure is a support for high academic
achievement of their students, which represented 21% of the total responses.
The building of strong loving relationships between parent and child was voiced
by low-income parents in this study as another essential means of supporting the high
academic achievement of their students, which marked 21% of the total responses. The
data from this theme detailed that low-income parents stressed the importance of their
love, friendship, presence, and guidance in supporting their students. Each parent within
this study recognized that being a part of their student’s life greatly influenced the
choices their students made in both academic and social arenas. The parents indicated
that trust was a key element in their relationships with their students. Low-income
parents demonstrated their love by providing advice, being present in their lives, fulfilling
basic needs, and creating a network of support. Bailey (2006), Bond (2011), and Cheung
& Pomerantz (2012) recognized that parents influence their children in unique ways. The
dynamic relationship between parent and child affects learning and achievement through
parental attitudes and perspectives conveyed (Bailey, 2006; Bond, 2011; Cheung &
Pomerantz, 2012). Low-income parents provide nurturing, instill cultural values, and talk
with their children as ways of influencing and conveying what is most important (Bower
& Griffin, 2011).
6. Developing social and emotional capital required for success, brought about
through a variety of learning experiences outside of school, is viewed by low-
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income parents as a support for high academic achievement, representing 10%
of the responses.
Low-income parents shared that developing in their students the social and
emotional capital necessary for success was achieved through a variety of learning
experiences outside of school, which comprised 10% of the total responses. In analyzing
the data from the theme of facilitating positive experiences outside of school, the results
highlighted the awareness parents had of ensuring their student was well-rounded and
maintaining a balance between the pressures of school and life. All low-income parents
recognized the importance of allowing their students to participate in a variety of
activities outside of school to facilitate their social and emotional growth. Low-income
parents in this study were concerned with their students’ ability to have positive
relationships with people and groups, and to have positive self-esteem, self-regulation
skills, resilience, optimism, and agreeableness. The parents indicated that several
activities were used to achieve this, including sports, music, going to church, giving back
to the community and opportunities for fun, and all these contributed to the successes
their students experienced. Baker (2013) recognized mutual respect, social and
emotional needs being met, and nurturing attitudes benefit a quality education. Dalun et
al. (2011) noted that children avoid guilt, anxiety, and failure, and are motivated to build
pride, self-esteem, and self-worth through various endeavors. McKenna & Millen (2013)
stipulated that building the “social and emotional capital of children” was an important
means for developing student efficacy in and out of educational environments. Parents
had a great deal of knowledge about their students’ needs and lives that influenced their
child’s educational success (McKenna & Millen, 2013).
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Unexpected Findings
A few surprises emerged from the interviews with the five low-income parents in
this study. One surprise was that low-income parents in this study greatly emphasized
that they know and understand their children like no one else. Another was that lowincome parents in this study viewed creating a balance in the lives of their students as a
key element in their students’ success. These surprises described below shed light on
aspects of the parent-child relationship that supported academic achievement.
The importance of strong, loving relationships based on trust and transparency
was not an unexpected finding, but the emphasis each parent placed on knowing and
understanding their children as a key element for academic success was unexpected.
Low-income parents viewed themselves as experts on their children and were tuned in to
their personalities and character traits that predisposed them to life’s stressors. The lowincome parents understood their children in a way that allowed them to influence the
decisions their students made. It was beyond the scope of this study to discern to what
extent the participants used this as a strategy for school success other than that it was
uncovered as an aspect of their relationships.
Facilitating a variety of learning experiences in and outside of school is supported
by the literature as an important element of academic support (Goodall & Montgomery,
2014). This finding was not unexpected. However, the fact of parents creating a balance
in the lives of their students through these activities was not expected. Low-income
parents in this study wanted their students to be involved in sports, music, community
groups, and opportunities for fun to support the overall well-being of their students.
These types of activities were viewed as an important part of students’ lives where they

115

learned to understand more about themselves. These experiences afforded students the
opportunity to understand who they are, what they are feeling, and what to expect when
interacting with others in their environment. Low-income parents in this study expressed
an awareness of the social and emotional needs of their students that resulted in their
encouragement of their students to maintain balance between work and play as a support
for student success.
Conclusions
Based on the findings of this study, several conclusions were drawn regarding
what strategies low-income parents used to support their high school students’ high
academic achievement. The following conclusions were drawn based on the data and
findings.
Conclusion 1:
It was concluded that low-income students whose parents highly value education
and have aspirations for college and career attainment for their children are more likely to
be academically high-achieving.
1. All five low-income parents stressed a commitment to the academic success
of their students through the broad use of a wide variety of traditionally
accepted parent engagement strategies.
2. All five low-income parents viewed themselves as an integral part of their
student’s education process.
3. All five low-income parents assumed an advocacy role for their child’s
academic success and facilitated greater learning by soliciting assistance for
their students.
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The above evidence demonstrated that low-income parents placed a high value on
education and college and career attainment for their students. There is a common factor
as the literature stated that parents are involved in their children’s learning and have
aspirations for their future success (Bond, 2011; Cheung & Pomerantz, 2012; Lopez &
Caspe, 2014; Thigpen & Freedberg, 2014).
Conclusion 2:
It was concluded that low-income students whose parents use encouragement to
do well in school and emphasize its importance and connection to attaining a better future
are more likely to be academically high-achieving.
1.

All five low-income parents shared personal elements of their lives indicating
their struggles and determination for success to explain their passion for a
better future for their students.

2. All five low-income parents expressed commitment to the success of their
children indicated by the profound value these families placed on acquiring a
good education.
3. Each of the five low-income parents interviewed for this study considered
their home a learning environment, one that transferred necessary knowledge
to their children, providing a clear blueprint for lifelong learning and for
achieving the children’s goals for the future.
The above evidence showed low-income parents used encouragement of school
success
and emphasized its importance in attaining a better future for their students. As the
literature suggested, encouragement and warmth shared between a parent and child and
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discussing future aspirations and goals were prescribed for success in school and life
(Cheung & Pomerantz, 2012; Lopez & Caspe, 2014; Sheridan et al., 2011).
Conclusion 3:
It was concluded that low-income students whose parents use their personal
experiences as a model for teaching hard work and determination are more likely to be
academically high-achieving.
1. All five low-income parents used family storytelling as a means of
communicating the difference a good education can bring about in attaining
future aspirations.
2. All five low-income parents used their own lives to demonstrate the
determination necessary while facing adversity and life’s struggles in order for
their children to develop their own perseverance.
3. All five low-income parents gave advice and guidance to their students based
on their experiences in school and life.
This evidence shows that low-income parents used their personal experiences of
hardship as a component of supporting high academic achievement for their students. Le
Fevre & Shaw (2011) recognized several types of informal parental involvement
including family storytelling, advising about or relating their school experiences,
providing learning resources, and providing emotional support and encouragement as
having a positive impact on student learning.
Conclusion 4:
It was concluded that low-income students whose parents have high expectations
for positive behavior (such as knowing right from wrong, being respectful, and having
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good manners) and academic performance are more likely to be academically highachieving students.
1. All five low-income parents emphasized to their children the importance of
being a good person and instilled a strong sense of principle.
2. All five low-income parents provided consistent structure and support for their
students in their daily life, holding them accountable for school and home
obligations.
3. All five low-income parents asserted that respect toward teachers was a must.
4. All five low-income parents believed that when their student was expected to
give back to the community, it was instrumental in forming compassion and a
sense of reciprocal support.
Based on the above evidence, it is clear that low-income parent expectations
played a key role in the success of their high-achieving high school students. As the
literature suggested, parents expressing the ambitions and goals they have for their
students along with the importance of education resulted in positive student achievement
(Cheung & Pomerantz, 2012; Le Fevre & Shaw, 2011).
Conclusion 5:
It was concluded that low-income students whose parents use parent presence—
described in this study as the many different roles parents take on in order to support their
students such as caregiver/provider, both parents, cheerleader, cultural liaison, protector,
teacher, advocate, and facilitator—are more likely to be academically high-achieving.

1. All five low-income parents expressed that they are often caregiver/provider,
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both parents, cheerleader, cultural liaison, protector, teacher, advocate, and/or
facilitator all at the same time.
2. All five low-income parents asserted they had valuable information about
their students and families to share with educators in support of academic
achievement. The parent was the expert on their child.
3. All five low-income parents contended that each household was a learning
environment and the experiential knowledge of the adult family members was
passed on to the children as a foundation for their life and future aspirations.
4. All five low-income parents expressed that they had created loving
relationships within their families that provided a network of support to their
students that assisted the students in navigating school.
Based on the above evidence, it is clear that low-income parents’ presence in the
lives of their students played an undeniable role in the success of their high-achieving
high school students. As McKenna & Millen (2013) stated, parents’ many varied roles
constituted parent presence and allowed parents to be engaged in the education of their
students in a broad variety of subtle ways.
Conclusion 6:
It was concluded that low-income students whose parents use listening to their
children in order to fully understand their student’s perspective and needs were more
likely to be academically high-achieving.
1. All five low-income parents discussed the interactions between parent and
child were based on trust and openness between them.
2. All five low-income students described being present in their students’ lives,
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fulfilling basic needs, alleviating the stresses of uncertainties, and taking an
active role.
Based on the above evidence, it is clear that low-income parents were able to
foster deep relationships and connections with their students based on trust and mutual
respect. This allowed them to hear their children and understand the students’
perspective in order to provide support for academic success. Van Velsor & Orozco
(2007) and McKenna & Millen (2013) stipulated that creating collaboration between
parents and the school places value on parents' contributions to their children's education
where parents express their own understandings about their children. This serves as a
viable means of support for academic achievement.
Implications for Action
The role of the parent in the educational success of their children grew from the
concept that parents are a child’s first teacher, which placed them as a strategic partner
with educators in developing positive educational outcomes for their students. Therefore,
these implications were designed to answer the question: “So, what?” As such, the
implications for action derived from this study could direct the actions of policymakers
and school board members, administrators, teachers, parents and community
organizations, as well as parent programs designed to support parents in effectively
engaging in the education of their children and increasing student academic achievement.
The findings and conclusions from this study should be incorporated into parent
education and engagement opportunities facilitated through parents, educators and
community organizations.
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Implication for Action 1:
It is critical that educators integrate parent and family engagement into structures
and processes designed to meet educational goals for students. Districts must provide
funds via LCAP allocations or grants for school leaders, teachers, stakeholders, and
families to participate in training, professional development, community collaboration,
and the use of data for informing continuous improvement for meeting educational goals
and utilizing survey data such as the California Healthy Kids Survey to develop parent
ability to serve as education partners. Parent engagement will be enhanced through:
•

Training on how to communicate with stakeholders to build relationships and
establish trust with parents.

•

Adopting and utilizing methodologies of interest-based approaches for
supporting building parent self-efficacy.

•

Continually assessing the effectiveness of collaboration efforts using tools
such as the California Healthy Kids Survey.

Implication for Action 2:
Educators must establish district family engagement teams that include districtand school-level educators, staff members, family members, and community members for
collectively planning and implementing family engagement activities across district
initiatives. District and school family engagement policies need to be reviewed in order
to address expectations and objectives for meaningful parent and family engagement that
are aligned with parents and educators working together as equal partners.
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Implication for Action 3:
Educators must suspend judgement and recognize the multitude of non-traditional
and informal ways in which parents affect academic achievement through their
engagement in their child’s life. Teacher education programs, educational leadership
programs, and professional development opportunities must incorporate the expanded
understandings and information about parent engagement found in this study. Educator
programs must help foster expanded understandings of parent engagement for teachers.
Expanding the understandings and information that teachers have of parents is the first
step toward broadening their core beliefs about parent engagement and developing
consensus for working together.
Implication for Action 4:
It is critical for educators to develop parental voice and encourage parent selfefficacy in supporting their children academically by taking on a partnership orientation.
Districts must address the problem of insufficient or ineffective communication with
families by providing ongoing training as a strategic tool for developing the human
capital of parents as partners. Communication must be meaningful and in the home
languages of families to demonstrate respect and honor the cultures of families.
Implication for Action 5:
It is critical that educators develop programs that focus on both educators and
families working together as partners and increase opportunities for parents that support
them in not only navigating the educational system, but also to better engage with their
children. Educators and community organizations like Parent Institute for Quality
Education (PIQE) and Parent Teacher Association (PTA) School Smarts, must work to
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develop parental voice and parental self-efficacy for supporting children academically by
participation in parenting programs that include the findings and conclusions from this
study. Districts need to fund training for building the capacity of both school staff and
families that incorporate the following:
•

Knowledge and skill

•

Building connections

•

Increasing self-efficacy

•

Addressing beliefs and assumptions

Implication for Action 6:
Districts must fund modes of transportation such as Uber, district vans, or buses
for parents to effectively engage in formal strategies of involvement and training at
school and district locations through inclusion in LCAP allocations and/or grants.
Implication for Action 7:
It is critical for educators to develop in-home training for parents and to expand
programs such as the Parent Teacher Home Visit Project (PTHV) to break down barriers
to parental engagement. Quality training and resources for parents must be made
available in the home or at local community centers as an alternative to parents coming to
district sites.
Implication for Action 8:
Educators must extend or develop flexible work hours to accommodate the needs
of the parents and community. Parent engagement opportunities must be promoted
through the flexible scheduling of parent training, parenting programs, and community
collaboration at times that are convenient for families.
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The aforementioned actions, if implemented, have the potential to transform the
homeschool connection through increased effective parent engagement, as well as the
organization developing strategic partnerships between parents and educators working
toward a common goal of improving student achievement and success. The findings
presented in this study described which parent engagement strategies of low-income
parents were perceived as an effective support for high student academic achievement.
Verbal communication and parent presence, using traditionally accepted forms of
engagement strategies, teaching personal character and life skills, building loving
relationships and developing the social and emotional capital needed were all intertwined
and connected in supporting breakthrough academic achievement.
Recommendations for Further Research
Based on the research study and findings, further research should be conducted in
understanding and describing parent engagement strategies used by low-income parents
in supporting high academic achievement of their high school students.
Recommendations for further research include:
1. The current study focused on low-income parents of high school students of
both genders attending a public high school within Sacramento County,
California. Since low-income rates vary regionally, additional case study
research on parent engagement strategies and their connection to high
academic achievement could be expanded to include different regions of the
country.
2. This study focused on low-income parents and the strategies they used to
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bring about breakthrough results in academic achievement of their high school
students. Further research should be conducted utilizing a comparative design
to explore commonalities and differences in findings of low-income students
by grade level or gender with specific attention to middle and high school
level students and their families. Exploring parent engagement in these arenas
could prove useful in considering new ways of creating home–school
partnerships.
3. Conducting correlational research focusing on factors connected to the parentchild relationship such as gender differences and birth order differences that
could affect building trust and efficacy in producing high academic
achievement is recommended.

4. A multiple case study investigating the parent engagement strategies of lowincome adult caregivers beyond parents—caregivers such as grandparents,
foster parents, or other relatives—could provide another lens to the effects of
parental engagement on student achievement.
5. Additional areas for future study should include phenomenological research in
the arenas of parent voice and parent presence. The communication of values,
expectations, and aspirations through the cultural, social, and economic
environment of the home, incorporating both verbal and caregiving actions
that support a child’s academic success, could shed additional light on the
most effective parental engagement strategies.
6. Case studies should be conducted on the voice of teachers in parent
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engagement and the role teachers play in developing parental engagement and
efficacy.
7. Finally, future investigations could include additional case study research
focused on the voice of fathers and what parent engagement strategies they
use to support high academic achievement of their students.
Concluding Remarks and Reflections
After devoting a considerable amount of time, resources, and energy to this
research experience, concluding remarks and reflections allow the researcher to share
personal insights regarding key takeaways from this experience. As an educator, it
quickly became apparent during the research process that low-income parents most
certainly are engaged in the education of their high school students. Few educators fully
comprehend the role(s) parents play in the education of their children. In meeting and
talking with the extraordinary and courageous low-income parents in this study, they
demonstrated that their goals and aspirations for their children are the same as what
educators have for their students and work hard to achieve those goals in a myriad of
ways. Parents’ compassion for and understanding of their children were genuine and
sincere. Their children were their pride and joy and they worked to set them up for the
greatest successes in the only ways they knew how. All of the parents in this study did
their best to turn a challenging circumstance into the best possible outcome for their
children.
A key takeaway from the research experience is that parent engagement impacts
schools, families, and, most poignantly, students in unquestionable and far-reaching
ways. Acknowledging and honoring parent engagement as real, meaningful, and a
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culturally sensitive means for achieving breakthrough results in academic achievement is
a powerful resource educators have yet to truly utilize. Engaging parents in respectful,
meaningful, reciprocal communication is a necessary commitment to the foundational
principles and ideals our education system was founded upon. Schools and educators who
are willing to have an open mindset and put aside all assumptions and preconceived
notions about low-income parents and the abilities of their children and families will go a
long way toward improving education not only for low-income students, but for all
students.
Assumptions and judgments about parents and families should not be made.
Instead, recognizing them as a valuable resource that can lead to astounding results is a
must. This research has led to discovering a passion for building efficacy in parents. The
hope is to continue to work as a key educational leader in creating a movement for
developing educator understanding of parent engagement as a necessary resource for the
success of students.

128

REFERENCES
Alameda-Lawson, T. (2014). A pilot study of collective parent engagement and
children’s academic achievement. Children & Schools, 36(4),199-209.
doi:10.1093/cs/cdu019
Ascher, C. (2006). NCLB’s supplemental educational services: Is this what our students
need? Phi Delta Kappan, 88(2), 136-141.
Bailey, L. (2006). Interactive homework: A tool for fostering parent–child interactions
and improving learning outcomes for at-risk young children. Early Childhood
Education Journal, 34(2), 155-167. doi:10.1007/s10643-006-0114-y
Baker, R. A. (2013). Parental involvement during the foundational K-6 years in
education, school choice, and student academic achievement. (Doctoral
Dissertation). Retrieved from ProQuest Dissertations & Theses Global.
(1435626365).
Bartik, T. J., & Hershbein, B. (2018). Degrees of Poverty: The Relationship between
Family Income Background and the Returns to Education. Upjohn Institute
Working Paper 18-284. Kalamazoo, MI: W.E. Upjohn Institute for Employment
Research. Retrieved from https://doi.org/10.17848/wp18-284
Bohn, S., Danielson, C., & Thorman, T. (2019). Public Policy Institute of California, Re:
Just the Facts, Poverty in California [website]. Retrieved from
https://www.ppic.org/publication/poverty-in-california/
Bond, A. E. (2011). The relationship between reading comprehension and parent
support. (Doctoral Dissertation). Retrieved from ProQuest Dissertations and
Theses, 110. (2012-99150-573).

129

Bower, H. A., & Griffin, D. (2011). Can the Epstein model of parental involvement
work in a high-minority, high-poverty elementary school? A case study.
Professional School Counseling, 15(2), 77-87.
Bush, K., & Bergen, D. (2010). Evaluation of a holistic case management intervention
program for low-income families of K-6 grade children: The Butler County
Success Program (BCSP). The International Journal of Interdisciplinary Social
Sciences, 5(8), 337-352.
Byrne, C. (2013). Parental expectations and investments: Links to children’s academic
performance in an ethnically diverse low-income sample. (Master’s Thesis).
Retrieved from http://www.escholarship.org/uc/item/19c0s97x
Chenoweth, K. (2016). ESSA offers changes that can continue learning gains. Phi Delta
Kappan, 97(8), 38-42.
Cheung, C., & Pomerantz, E. M. (2012). Why does parents’ involvement enhance
children’s achievement? The role of parent-oriented motivation. Journal of
Educational Psychology, 104(3), 820-832.
Child Trends Data Bank. (2013). Report of Child Trends Data Bank on Parental
Involvement in Schools. Retrieved from
http://www.childtrends.org/?indicators=parental-involvement-in-schools
Chrispeels, J. (1991). District leadership in parent involvement: Policies and actions in
San Diego. Phi Delta Kappan, 72, 367-371.
Christianakis, M. (2011). Parents as “help labor”: Inner-city teachers' narratives of parent
involvement. Teacher Education Quarterly, 38(4), 157-178.

130

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five
approaches. Thousand Oaks, CA: Sage.
Creswell, J. W. (2014). Research Design: Qualitative, quantitative, and mixed-methods
approaches. Thousand Oaks, CA: Sage.
Dalun, Z., Hsien-Yuan, H., Oi-man, K., Benz, M., & Bowman-Perrott, L. (2011). The
impact of basic-level parent engagements on student achievement: Patterns
associated with race/ethnicity and socioeconomic status (SES). Journal Of
Disability Policy Studies, 22(1), 28-39. doi:10.1177/1044207310394447
Dearing, E., Kreider, H., Simpkins, S., & Weiss, H. B. (2006). Family involvement in
school and low-income children's literacy: Longitudinal associations between and
within families. Journal of Educational Psychology, 98(4), 653-664. Retrieved
from http://content.apa.org/journals/edu/98/4/653
de la Pena, F. (2012). A case study of parent involvement and college awareness:
Instilling going-to-college at the elementary level. (Doctoral Dissertation).
Retrieved from ProQuest Dissertations and Theses, 226. (3508637).
Devarics, C., & O’Brien, E. (2011). Back to school: How parent involvement affects
student achievement. (Research Report). Retrieved from Center for Public
Education website: http://www.centerforpubliceducation.org/Main-Menu/Publiceducation/Parent-Involvement/Parent-Involvement.html
Domina, T. (2005). Leveling the home advantage: Assessing the effectiveness of
parental involvement in elementary school. Sociology of Education, 78(3), 233249.

131

Driessen, G., Smit, F., & Sleegers, P. (2005). Parental involvement and educational
achievement. British Educational Research Journal, (4). 509-532.
Drummond, K.V., & Stipek, D. (2004). Low-income parents’ beliefs about their role in
children’s academic learning. The Elementary School Journal, 104(3), 197-213.
doi:10.1086/499749
Dwyer, D., & Hecht, J. (2011). Minimal parental involvement. School Community
Journal, 2(2), 275-289.
Epstein, J. L. (1990). School and family connections: Theory, research, and implications
for integrating sociologies of education and family. Marriage & Family Review,
15 (1-2), 99-126. doi: 10.1300/joo2v15n01_06
Epstein, J. L. (1995). School/family/community partnerships: Caring for the children we
share. Phi Delta Kappan, (9), 701.
Epstein, J. L. (2010). School/family/community partnerships: Caring for the children we
share: When schools form partnerships with families and the community, the
children benefit. These guidelines for building partnerships can make it
happen. Phi Delta Kappan, (3), 81.
Epstein, J. L, & Dauber, S. L (1991). School programs and teacher practices of parent
involvement in inner-city elementary and middle schools. The Elementary School
Journal, (3), 289-305.
Epstein, J. L, Sanders, M. G., Simon, B. S., Salinas, K. C, Jansorn, N. R., & Van Voorhis,
F. L. (2009). School, family, and community partnerships: Your handbook for
action. Thousand Oaks, CA: Corwin Press.

132

Evans, G. U. M. (2008). The strongest link: A study of the parent liaisons'/coordinators'
influence on parental attitudes in a Title I elementary school. (Doctoral
Dissertation). Retrieved from ProQuest Dissertations and Theses, 190. (200899210- 506).
Evans, M. P., & Radina, R. (2014). Great expectations? Critical discourse analysis of
Title I school-family compacts. School Community Journal, 24(2), 107-126.
Fan, X. (2001). Parental involvement and students' academic achievement: A growth
modeling analysis. Journal of Experimental Education, 70(1), 27.
Fenton, P., Ocasio-Stoutenburg, L., & Harry, B. (2017). The power of parent
engagement: Sociocultural considerations in the quest for equity. Theory Into
Practice, 56(3), 214-225. doi: 10.1080/00405841.2017.1355686
Flores, A. (2007). Examining disparities in mathematics education: Achievement gap or
opportunity gap? High School Journal, 91, 29–42. Retrieved December 1, 2007
from EBSCO online database Academic Search Premier
Gerzon-Kessler, A. (2006). Every moment counts: Five principles for boosting the
achievement of struggling students. Educational Horizons, 84(4), 251-256.
Golafshani, N. (2003). Understanding reliability and validity in qualitative research. The
Qualitative Report, 8(4), 597-607.
Goodall, J. & Montgomery, C. (2014). Parental involvement to parental engagement: A
continuum. Educational Review, 66(4), 399-410.

133

Gonzalez, M. (2008). Forces at play: A phenomenological study of successful Hispanic
students and their experiences with regard to academic achievement. Available
from ProQuest Dissertations & Theses Global; ProQuest Education Journals;
ProQuest Social Sciences Premium Collection. (304835750).
Halgunseth, L.C., Peterson, A., Stark, D. R. & Moodie, S., National Association for the
Education of Young Children (NAEYC), and Pre-K Now (2009). Family
engagement, diverse families, and early childhood education programs: An
integrated review of the literature (Research Report). Retrieved from National
Association for the Education of Young Children website:
https://www.naeyc.org/files/naeyc/file/research/FamEngage.pdf
Handy, M. M. (2010). African American and Hispanic family involvement in elementary
schools: Perspectives from parents. (Doctoral Dissertation). Retrieved from
ProQuest Dissertations and Theses, 153. (2010-99050-096).
Henderson, A. & Berla, N. (1994). A new generation of evidence: The family is critical to
students’ achievement. Washington, DC: National Committee for Citizens in
Education.
Henderson, A. & Mapp, K. (2002). A new wave of evidence: The impact of
school, parent and community connections on student achievement. Austin, TX:
Southwest Educational Development Laboratory.
Hollingworth, L. (2009). Unintended educational and social consequences of the No
Child Left Behind Act. Journal of Gender Race and Justice, 12(2), 311-328.
Hu, W. (2006, October 30). In New Jersey, system to help poorest schools faces
criticism. New-York Times, pp. B1, Lp.

134

Hungerford, T., & Wassner, R. (2004). The U.S. economy: Its impact on economic
development, earnings, and housing values (Research Report). Retrieved from
National Education Association website:
http://www.nea.org/assets/docs/HE/economy.pdf
Jackson, M. A., Perolini, C. M., Fietzer, A. W., Altschuler, E., Woerner, S., &
Hashimoto, N. (2011). Career-related success-learning experiences of
academically underachieving urban middle-school students. Counseling
Psychologist, 39(7), 1024-1060.
Jeter-Twilley, R., Legum, H., & Norton, F. (2007). Parental and community involvement
in schools: Does socio-economic status matter? Online Submission, Retrieved
from
http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=ED496815
Jeynes, W. H. (2005). A meta-analysis of the relation of parental involvement to urban
elementary school student academic achievement. Urban Education, 40(3), 237269. doi:10.1177/0042085905274540
Jeynes, W. H. (2012). A meta-analysis of the efficacy of different types of parental
involvement programs for urban students. Urban Education, 47(4), 706-742.
doi: 10.1177/0042085912445643
Kakli, Z., Kreider, H., Little, P., Buck, T., & Coffey, M. (2006). Focus on families! How
to build and support family-centered practices in after school (Research Report).
Retrieved from Harvard Family Research Project website:
http://www.hfrp.org/family-involvement/publications-resources/focus-onfamilies!-how-to-build-and-support-family-centered-practices-in-after-school

135

Kimberlin, C. L., & Winterstein, A. G. (2008). Validity and reliability of measurement
instruments used in research. American Journal of Health-System Pharmacy,
65(23), 2276-2284. http://dx.doi.org/10.2146/ajhp070364.
Lam, G. (2014). A theoretical framework of the relation between socioeconomic status
and academic achievement of students. Education, 134(3), 326-331.
Lareau, K. (2000). Home advantage: Social class and parental intervention in
elementary education. New York: Rowman & Littlefield Publishers, Inc.
LeFevre, A. L., & Shaw, T. V., (2012). Latino parent involvement and school success:
Longitudinal effects of formal and informal support. Education and Urban
Society, 44(6), 707-723.
Lesley, B. (2015, February 22). Re: Equal opportunity and the future of our nation [Web
log post]. Retrieved from http://www.huffingtonpost.com/bruce-lesley/equalopportunity-and-the_b_6709814.html
Levin, B. (2007). Schools, poverty, and the achievement gap. Phi Delta Kappan, 89, 75–
76. Retrieved December 3, 2007 from EBSCO Academic Search Premier
Lopez, M. E., & Caspe, M. (2014). Family engagement in anywhere, anytime learning.
(Research Report). Retrieved from Harvard Family Research Project website:
http://www.hfrp.org/publications-resources/browse-our-publications/family
-engagement-in-anywhere-anytime-learning
Mannix-Lesh, D. (2013). Teacher perspectives on parental involvement in an urban
elementary school. (Doctoral Dissertation). Retrieved from ProQuest
Dissertations and Theses, 203. (ED554084).

136

Mattison, E., & Aber, M. (2007). Closing the achievement gap: The association of racial
climate with achievement and behavioral outcomes. American Journal of
Community Psychology, 40 (1/2), 1–12. Retrieved from EBSCO Academic Search
Premier
McGhee, C. (2008). A descriptive study of teacher and parental attitudes towards parent
involvement at an elementary school in Delaware. (Doctoral Dissertation).
Retrieved from ProQuest Dissertations and Theses, 106. (3292903).
McKenna, M. & Millen, J. (2013). Look! Listen! Learn! Parent narratives and grounded
theory model of parent voice, presence, and engagement in K-12 education.
School Community Journal, 23(1). 9-48. Retrieved from
http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=EJ1004331
McMillan, J. & Schumacher, S. (2010). Research in education: Evidence-based inquiry.
(7th ed.). New Jersey: Pearson Education Inc.
Michigan Department of Education. (2011). Collaborating for success: Parent
engagement toolkit. Retrieved from
www.michigan.gov/.../4a._Final_Toolkit_without_bookmarks
Milne, A. & Plourde, L.A. (2006). Factors of a low-SES household: What aids
academic achievement? Journal of Instructional Psychology, Vol. 33 (3), 183193.
Mobley, J. L. (2012). The impact of home and school collaboration on student
achievement in K--5 reading and math. (Doctoral Dissertation). Retrieved from
ProQuest Dissertations and Theses, 100. (ED547627).

137

Nagy, K. A. (2011). The impact of a family involvement program on achievement in firstgrade students. (Doctoral Dissertation). Retrieved from ProQuest Dissertations
and Theses, 197. (ED525317).
Neuman, S. B. (2006). N is for nonsensical. Educational Leadership, 64, 28–31. Retrieved
December 2, 2007 from EBSCO online database Academic Search Premier
Patten, M. (2012). Understanding research methods: An overview of the essentials. (8th
ed.). Glendale, CA: Pyrczak Publishing.
Patton, M. (2002). Qualitative research and evaluation methods (3rd ed.). Thousand Oaks,
CA: Sage Publications.
Pemberton, K. D. (2010). Parental involvement of families with limited financial
resources: Bridging home & school to positively impact academic achievement
of struggling elementary readers. (Doctoral Dissertation). Retrieved
from ProQuest Dissertations and Theses, 232. (2011-99150-274).
Potter, G. (2014). A primer for navigating school finance and accountability reforms.
Leadership, 44(1), 8-36.
Ray, K., & Smith, M. C. (2010). The kindergarten child: What teachers and
administrators need to know to promote academic success in all children. Early
Childhood Education Journal, 38(1), 5-18. doi:10.1007/s10643-010-0383-3
Roberts, C. M. (2010). The dissertation journey: A practical and comprehensive guide to
planning, writing, and defending your dissertation (2nd ed.). Thousand Oaks,
CA: Corwin Press.

138

Rothstein, R. (2004). Class and schools: Using social, economic, and educational reform
to close the black-white achievement gap. Washington, DC, USA: Economic
Policy Institute.
Sheridan, S. M., Kim, E., Coutts, M. J., Sjuts, T. M., Holmes, S. R., Ransom, K. A., &
Garbacz, S. A., University of Nebraska-Lincoln, N. (2012). Clarifying parent
involvement and family-school partnership intervention research: A
preliminary synthesis. CYFS Working Paper No. 2012-4. Nebraska Center for
Research on Children, Youth, Families and Schools.
Smith, J. G. (2006). Parental involvement in education among low-income families: A
case study. School Community Journal, 16(1), 43-56. Retrieved from
http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=EJ794804
Solomon, Z. E. (1991). California’s policy on parent involvement: State leadership for
local initiatives. The Phi Delta Kappan International, 72(5), 359-362. Retrieved
from http://www.jstor.org/stable/20404405
Southern Education Foundation. (2015). Research bulletin: A new majority: Low-income
students now a majority in the nation’s public schools. Atlanta, GA. Southern
Education Foundation. Retrieved from
http://www.southerneducation.org/getattachment/4ac62e27-5260-47a5-9d0214896ec3a531/A-New-Majority-2015-Update-Low-Income-Students-Now.aspx
Thigpen, D. & Freedberg, L. (with Frey, S.). (2014). The power of parents: Research
underscores the impact of parent involvement in schools. (Research Report).
Retrieved from EdSource website: http://edsource.org/wpcontent/publications/Power-of-Parents-Feb-2014.pdf

139

U.S. Census Bureau, Current Population Reports, (2017). Income and poverty in the
United States: 2017 (P60-249), Washington, DC, U.S.: Government Printing
Office. Retrieved from
http://www.census.gov/content/dam/Census/library/publications/2014/demo/p60249.pdf
Van Velsor, P., & Orozco, G. L. (2007). Involving low-income parents in the schools:
Community-centric strategies for school counselors. Professional School
Counseling, 11(1), 17-24. doi:10.5330/PSC.n.2010-11.17
Vasquez-Heilig, J., Ward, D.R., Weisman, E., & Cole, H. (2014). Community-based
school finance and accountability: A new era for local control in education
policy?. Urban Education, 49(8) 871-894. doi:10.1177/004208514558171
Voyles, M. (2012). Perceived needs of at-risk families in a small town: Implications for
full-service community schools. Schools Community Journal, 22(2), 31-63.
Waddle, A. R. (2011). Identifying associations between student achievement and
parental involvement activities. (Doctoral Dissertation). Retrieved from
ProQuest Dissertations and Theses, 139. (ED53347).
West, A. (2007). Poverty and educational achievement: Why do children from lowIncome families tend to do less well at school? Benefits: The Journal of Poverty
& Social Justice, 15, 283–297. Retrieved December 1, 2007 from EBSCO online
database Academic Search Premier

140

White, M. & British Columbia Teachers’ Federation (BCTF), (2012). Poverty and
education: A teacher’s perspective: Summary of the findings of the focus group
research. (BCTF Research Report). Section V. 2012-EI-01. Retrieved from Eric
Database
http://www.eric.ed.gov/contentdelivery/servlet/ERICServlet?accno=ED538370
Wingert, P., & Kantrowitz, B. (2001). Putting poor kids first. Newsweek, 137, 26.
Retrieved December 2, 2007 from EBSCO online database Academic Search
Premier
Yoder, J., & Lopez, A. (2013). Parent’s perceptions of involvement in children’s
education: Findings from a qualitative study of public housing residents. Child &
Adolescent Social Work Journal, 30, 415-433. doi:10.1007/s10560-013-0298-0
You, C. & Richman, P. (2014). Improving learning through family-school partnerships.
Leadership, 44(1), 12-15.
Young, C. Y., Austin, S. M., & Growe, R. (2013). Defining parental involvement:
Perception of school administrators. Education, (3), 291.

141

APPENDICES
APPENDIX A

x

x

x

x

x

x

x

x

x

x

x

x

x

x

142

x

x

x

Other

x

Practices

Impact of Parental
Engagement

Barriers

Low-SES Parental
Engagement

Parental Attitudes
& Perspective

x

Needs

NCLB’s
Supplemental
educational
services: Is this
what our
student’s need?
Ascher (2006)
Interactive
Homework: A tool
for fostering
parent-child
interactions and
improving learning
outcomes for atrisk young
children. Bailey
(2013)
Parental
involvement
during the
foundational K-6
years in
education, school
choice, and
student academic
achievement.
Baker (2013)
The relationship
between reading
comprehension
and parent
support. Bond
(2011)
Can the Epstein
Model of parental
involvement work
in a high-minority,
high –poverty
elementary
school? A case
study. Bower &
Griffin (2011)

Defining Parental
Engagement

Legal Mandates

Synthesis Matrix

Evaluation of an
holistic case
management
intervention
program for lowincome families of
K-6 grade
children: The
Butler County
Success Program
(BCSP). Bush &
Bergen (2010)
Parental
expectations and
investments: Links
to children’s
academic
performance in an
ethnically diverse
low-income
sample. Byrne
(2013)
Why does parents'
involvement
enhance children's
achievement? The
role of parentoriented
motivation.
Cheung &
Pomerantz (2012)
Report of Child
Trends Data Bank
on Parental
Involvement in
Schools. Child
Trends Data Bank
(2013).
District leadership
in parent
involvement:
Policies and
actions in San
Diego. Chrispeels
(1991)
Parents as “help
labor”: Inner-city
teachers'
narratives of
parent
involvement.
Christianakis
(2011)
Qualitative inquiry
and research
design: Choosing
among five

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

143

approaches.
Creswell (2007)
The impact of
basic-level parent
engagements on
student
achievement:
Patterns
associated with
race/ethnicity and
socioeconomic
status (SES).
Dalun et al. (2011)
Family
involvement in
school and lowincome children's
literacy:
Longitudinal
associations
between and
within
families. Dearing
et al. (2006)
A case study of
parent
involvement and
college
awareness:
Instilling going-tocollege at the
elementary level.
de la Pena (2012)
Back to school:
How parent
involvement
affects student
achievement.
Devarics & O’Brien
(2011)
Leveling the home
advantage:
Assessing the
effectiveness of
parental
involvement in
elementary
school. Domina
(2005)
Parental
involvement and
educational
achievement.
Driessen, Smit, &
Sleegers (2005)
Low-income
parents’ beliefs
about their role in

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

144

x

x

x

children’s
academic learning.
Drummond &
Stipek (2004)
Minimal parental
involvement.
Dwyer & Hecht
(2011)
School and family
connections:
Theory, research,
and implications
for integrating
sociologies of
education and
family. Epstein
(1990)
School/family/
community
partnerships:
caring for the
Children we
share. Epstein
(2010)
School programs
and teacher
practices of parent
involvement in
inner city
elementary and
middle schools.
Epstein & Dauber
(1991)
School, family,
and community
partnerships: Your
handbook for
action. Epstein et
al. (2009)
The strongest link:
A study of the
parent liaisons'/
coordinators'
influence on
parental attitudes
in a Title I
elementary
school. Evans
(2008)
Great
expectations?
Critical discourse
analysis of
Title I schoolfamily compacts.
Evans & Radina
(2014)

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

145

x

x

x

x

x

x

x

x

x

x

x

x

Parental
involvement and
students'
academic
achievement: A
growth modeling
analysis. Fan
(2001)
Every moment
counts: Five
principles for
boosting the
achievement of
struggling
students.
Gerzon-Kessler
(2006)
Understanding
reliability and
validity in
qualitative
research.
Golafshani (2008)
Forces at play: A
phenomenological
study of successful
Hispanic
students and their
experiences with
regard to
academic
achievement.
Gonzalez (2008)
Family
engagement,
diverse families,
and early
childhood
education
programs: An
integrated review
of the literature.
(Research Report).
Halgunseth et al.
(2009)
African American
and Hispanic
family
involvement in
elementary
schools:
Perspectives from
parents. Handy
(2010)
A new generation
of evidence: The
family is critical to

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

146

students’
achievement.
Henderson & Berla
(1994)
A new wave of
evidence: The
impact of
school, parent and
community
connections on
student
achievement.
Henderson &
Mapp (2002)
Unintended
educational and
social
consequences of
the No Child Left
Behind Act.
Hollingworth
(2009)
The U.S. economy:
Its impact on
economic
development,
earnings, and
housing values.
(Research Report).
Hungerford &
Wassner (2004)
Career-related
success-learning
experiences of
academically
underachieving
urban middleschool students.
Jackson et al.
(2011)
Parental and
community
involvement in
schools: Does
socio-economic
status matter?
Jeter-Twilley et al.
(2007)
A meta-analysis of
the efficacy of
different types of
parentalinvolvement
programs for
urban students.
Jeynes (2012)
Focus on families!
How to build and

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

147

support familycentered practices
in after school.
(Research Report).
Kakli et al. (2006)
A theoretical
framework of the
relation between
socioeconomic
status and
academic
achievement of
students. Lam
(2014)
Home advantage:
Social class and
parental
intervention in
elementary
education.
Lareau, K. (2000)
Latino parent
involvement and
school success:
Longitudinal
effects of formal
and informal
support. LeFevre
& Shaw (2011)
Re: Equal
opportunity and
the future of our
nation [Web
log post]. Lesley
(2015)
Family
engagement in
anywhere,
anytime learning.
(Research Report).
Lopez & Caspe
(2014)
A descriptive
study of teacher
and parental
attitudes towards
parent
involvement at an
elementary school
in Delaware.
McGhee (2008)
Collaborating for
success: Parent
engagement
toolkit. Parent
Engagement
Committee,
Michigan

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

148

x

x

Department of
Education (2011)
Look! Listen!
Learn! Parent
narratives and
grounded
theory model of
parent voice,
presence, and
engagement in K12 education.
McKenna & Millen
(2013)
Research in
education:
Evidence-based
inquiry. (7th ed.).
McMillan &
Schumacher
(2010)
The impact of
home and school
collaboration on
student
achievement in K-5 reading and
math. Mobley
(2012)
The impact of a
family
involvement
program on
achievement in
first-grade
students. Nagy
(2011)
Understanding
research methods:
An overview of
the essentials.
(8thed.). Patten
(2002)
Qualitative
research and
evaluation
methods (3rd ed.).
Patton (2002)
Parental
involvement of
families with
limited financial
resources:
Bridging home &
school to
positively impact
academic
achievement of
struggling

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

149

x

x

elementary
readers.
Pemberton (2010)

A primer for
navigating school
finance and
accountability
reforms. Potter
(2014)
The kindergarten
child: What
teachers and
administrators
need to know to
promote academic
success in all
children. Ray &
Smith (2010)
Clarifying parent
involvement and
family-school
partnership
intervention
research: A
preliminary
synthesis.
Sheridan et al.
(2012)
Parental
involvement in
education among
low-income
families: A
case study. Smith
(2006)
California’s policy
on parent
involvement:
State leadership
for local
initiatives.
Solomon (1991)
Research bulletin:
A new majority:
Low-income
students now a
majority in the
nation’s public
schools. Southern
Education
Foundation (2015)
The power of
parents: Research
underscores the
impact of parent
involvement in

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

150

x

schools. (Research
Report). Thigpen
& Freedberg
(2014)
Income and
poverty in the
United States:
2013. U.S. Census
Bureau, Current
Population
Reports (2014)
Involving lowincome parents in
the schools:
Communitycentric strategies
for school
counselors. Van
Velsor & Orozco
(2007)
Community-based
school finance and
accountability: A
new era for local
control in
education
policy? VasquezHeilig et al. (2014)
Perceived needs
of at-risk families
in a small town:
Implications for
full-service
community
schools. Voyles
(2012)
Identifying
associations
between student
achievement and
parental
involvement
activities. Waddle
(2011)
Poverty and
education: A
teacher’s
perspective –
Summary of the
findings of the
focus group
research. (BCTF
Research Report).
White & British
Columbia
Teachers’

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

x

151

x

x

Federation (BCTF)
(2012)

Parent’s
perceptions of
involvement in
children’s
education:
Findings from a
qualitative study
of public housing
residents. Yoder &
Lopez (2013)
Improving
learning through
family-school
partnerships. You
& Richman (2014)
Defining parental
involvement:
Perception of
school
administrators.
Young et al.
(2013)

x

x

x

x

x

x

x

x

x

152

x

x

x

APPENDIX B
Deborah Cardin
4581 Bullard Drive
Shingle Springs, CA 95682
card9103@mail.brandman.edu
(951) 479-6282
February 10, 2018
Gabriela Rios
Executive Director
PIQE Modesto Regional Office
1124 11th Street Suite B
Modesto CA, 95354
Dear Ms. Gabriela Rios:
I am a doctoral candidate in the Education Department at Brandman University. I am
conducting a study focused on parental engagement practices utilized by parents resulting in
successful academic achievement of low-income students. I had reached out to you
previously by email and am now asking your assistance in allowing this study to be conducted
utilizing participants of your program. The purpose of this qualitative study was to determine
which strategies low-income parents used to ensure the academic success of adolescent
children.
I sincerely hope you recognize the potential value this study could have on educating
our low-SES students and supporting their families.
I am requesting permission to conduct a brief presentation at a PIQE session to share
information about the proposed study and invite parents to opt-in to participate. Parents who
elect to participate will be asked to provide contact information for the researcher to reach out
to them. This information will be kept in confidence and only utilized by the researcher to
contact parents for participation in the study. Parents willing to participate will be given a
questionnaire to complete and asked to take part in a one-on-one interview to gather research
data. Interviews can range in length, but it would be expected to take approximately one hour
of time. The interviews will be set up at a time and location convenient for each person.
You may be assured that all participant interview and questionnaires will be completely
confidential. To ensure privacy, no names will be attached to recordings, notes, or other items
from the interviews. All information will remain in locked files accessible only to the
researcher. No employer, supervisor, agency, or anyone not directly associated with the study
will have access to the information. Participants will be free to stop the interview and
withdraw from the study at any time. Further, you may be assured that the researcher is not in
any way affiliated with your administration, its employees, or stakeholder agencies.
The research director, Dr. Walt Buster can be contacted at wbuster@brandman.edu and
I can be contacted at the above telephone number or email address, to answer any questions you
may have. Your permission would be greatly appreciated.

Sincerely,

Deborah Cardin
Doctoral Candidate, Brandman University
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APPENDIX C
LETTER OF INVITATION (PARTICIPANTS)

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
INFORMATIONAL LETTER FOR RESEARCH SUBJECTS
April 10, 2019
Dear Study Participant:
I am a Doctoral Candidate in the School of Education at Brandman University who is
conducting a study on parental engagement utilized by low-income parents resulting
in successful academic achievement of their students. Your input would greatly
contribute to the body of knowledge regarding parental actions and influences that
contribute to the successes of students for policy makers, educators, and parents alike
to utilize in supporting the education of current and future students of similar
circumstance.
I am asking your assistance in the study by participating in an interview which will
take from 30 to 60 minutes and will be set up at a time convenient for you. If you
agree to participate in an interview, you may be assured that it will be completely
confidential. No names will be attached to any notes or records from the interview.
All information will remain in locked files accessible only to the researcher. No
employer, supervisor, or agency will have access to any interview information. You
will be free to stop the interview and withdraw from the study at any time. Further,
you may be assured that the researcher is not in any way affiliated with PIQE. Your
participation would be greatly valued.
Please contact me if you are willing to participate or have further questions at
card9103@mail.brandman.edu or (951) 479-6282.
The research director, Dr. Walt Buster, is available at wbuster@brandman.edu or
1(559) 696-9872 to answer any questions you may have.
Sincerely,

Deborah Cardin
Doctoral Candidate, Brandman University
Vice Principal, Mary Tsukamoto Elementary School
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APPENDIX D
BUIRB (NIH) CERTIFICATE OF COMPLETION
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APPENDIX E
DEMOGRAPHIC QUESTIONNAIRE (PARTICIPANT SCREENING)

PARENTAL ENGAGEMENT BEHAVIORS AND STRATEGIES QUESTIONNAIRE
(Demographics)
Participant # _____

Thank you for completing this questionnaire supporting the research study on parental
engagement. Your responses are completely confidential and will only be viewed by the
researcher for the purpose of collecting relevant information relating to this study.
Please respond to the following list of questions. If there is a question you prefer not to
answer, please leave it blank or write “No Comment.”
1. What is your child’s current grade level?

2. What is your gender?

3. What is your highest level of education?

4. What is your race/ethnicity?

5. What is the primary language spoken at
home?

6. In what language are you most
comfortable responding for an interview?

7. What is your relationship to the child?

8. Does your child receive free or reduced price
lunch at school?
Name: _________________________________
Contact Info: Phone # _____________________ email __________________________
156

APPENDIX F
INFORMED CONSENT FORM

INFORMED CONSENT FORM
INFORMATION ABOUT: A Qualitative Study Exploring the Influence of Low-income
Parental Engagement on Academic Achievement
BRANDMAN
UNIVERSITY 16355
LAGUNA CANYON
ROAD IRVINE, CA 92618
RESPONSIBLE INVESTIGATOR: Deborah Cardin
PURPOSE OF STUDY: The purpose of this qualitative case study was to determine
the role that low-income parents played as contributors to their high school students’
high academic achievement.
The intent of the study is to discover and describe actual practices, attitudes, and values
utilized by low-income parents that result in persistent student academic success, which
allows the researcher to synthesize the data into a meaningful narrative to be shared
with other low-income parents and the educational community that serves this
population.
This study will build upon the existing research and fill the gap in research relating to
parental engagement of low socioeconomic students to assist parents, educators, and
policymakers in improving parental engagement and subsequently, student academic
achievement at all levels of education. A very significant gap in the literature exists
about the engagement of low socioeconomic parents of academically successful
students contributing to the academic success of their students.
By participating in this study I agree to participate in a private one-on-one interview.
The one-on-one interview will last 30 – 60 minutes and will be conducted in person
and audio recorded. Completion of the one-on-one interview will take place in
summer, 2018.
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I understand that:
a) There are minimal risks associated with participating in this research.
I understand that the Investigator will protect my confidentiality by keeping the
identifying codes and research materials in a locked safe that is available only to the
researcher. I understand the audio recordings WILL NOT be used by the researcher
beyond the use as stated in initial scope of this research.
b) The possible benefit of this study to me is that my input may help
add to the research regarding the parental engagement practices, attitudes and
values that contribute to the academic successes of their students. The findings
will be available to me at the conclusion of the study and will provide the results
of the available data and summary and recommendations. I understand that I will
not be compensated for my participation.
c) Any questions I have concerning my participation in this study will be
answered by Deborah Cardin. She can be reached by e-mail at
card9103@mail.brandman.edu or by phone at (951) 479-6282.
d) My participation in this research study is voluntary. I may decide to
not participate in the study and I can withdraw at any time. I can also decide not to
answer particular questions during the interview if I so choose. I understand that I
may refuse to participate or may withdraw from this study at any time without any
negative consequences. Also, the Investigator may stop the study at any time.
e) No information that identifies me will be released without my separate
consent and that all identifiable information will be protected to the limits allowed
by law. If the study design or the use of the data is to be changed, I will be so
informed and my consent re-obtained. I understand that if I have any questions,
comments, or concerns about the study or the informed consent process, I may
write or call the Office of the Executive Vice Chancellor of Academic Affairs,
Brandman University, at 16355 Laguna Canyon Road, Irvine, CA 92618, (949)
341-7641.
f) I acknowledge that I have received a copy of this form and the
“Research Participant’s Bill of Rights.” I have read the above and understand it
and hereby consent to the procedure(s) set forth.

Participant Signature

Date Signed

Researcher Signature
Deborah Cardin

Date Signed
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APPENDIX G
IRB RESEARCH PARTICIPANT BILL OF RIGHTS
Participant Bill of Rights

BRANDMAN UNIVERISTY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment, or who is
requested to consent on behalf of another, has the following rights:
1. To be told what the study is attempting to discover.
2. To be told what will happen in the study and whether any of the procedures, drugs or
devices is different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may happen to
him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the benefits
might be.
5. To be told what other choices he/she has and how they may be better or worse than being
in the study.
6. To be allowed to ask any questions concerning the study both before agreeing to be
involved and during the course of the study.
7. To be told what sort of medical treatment is available if any complications arise.
8. To refuse to participate at all before or after the study I started without any adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to be in the
study.
If at any time you have questions regarding a research study, you should ask the researchers to
answer them. You also may contact the Brandman University Institutional Review Board, which
is concerned with the protection of volunteers in research projects. The Brandman University
Institutional Review Board may be contacted either by telephoning the Office of Academic
Affairs at (949) 341-9937 or by writing the Vice Chancellor of Academic Affairs, Brandman
University, 16355 Laguna Canyon Road, Irvine, CA, 92618
Brandman University IRB Adopted November 2013
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APPENDIX H
AUDIO RELEASE FORM
Audio recording release and transcripts

AUDIO RELEASE FORM
RESEARCH STUDY TITLE: A Qualitative Study Exploring the Influence Lowincome Parental Engagement on Academic Achievement
BRANDMAN
UNIVERSITY 16355
LAGUNA CANYON
ROAD IRVINE, CA
92618
RESPONSIBLE INVESTIGATOR: Deborah Cardin
I authorize Deborah Cardin, Brandman University Doctoral Candidate, to record my
voice. I give Brandman University and all persons or entities associated with this
research study permission or authority to use this recording for activities associated
with this research study.
I understand that the recording will be used for transcription purposes and the
identifier-redacted information obtained during the interview may be published in a
journal or presented at meetings/presentations. I will be consulted about the use of the
audio recordings for any purpose other than those listed above. Additionally, I waive
any right to royalties or other compensation arising or related to the use of information
obtained from the recording.
By signing this form, I acknowledge that I have completely read and fully understand
the above release and agree to the outlined terms. I hereby release any and all claims
against any person or organization utilizing this material.

Participant Signature

Date Signed

Researcher Signature

Date Signed
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APPENDIX I
PARENT INTERVIEW PROTOCOL/SCRIPT
Participant #______
Date: ___________ Time: ____________ Location: ____________________________
SCRIPT:
Hi and welcome! My name is Deborah Cardin. I want to thank you for your time today.
Let me tell you a bit about myself. I work as a vice principal in the Elk Grove Unified
School district. I am also a student at Brandman University where I’m studying how to
be an education leader. I am also a wife and the mother of two wonderful grown
children.
As part of my schoolwork, I am studying the families of high school students who do
very well in school and the things that parents have done to help their children do well.
Your child, ___name__ is a very good student. You must be very proud of him/her.
I am having conversations with 5 parents of high school students who are doing very well
in school. These parents participate in the PIQE program. You’re familiar with PIQE
aren’t you? The information you provide, along with the information provided by others,
hopefully will provide a clear picture of how parents help their students do well in school.
Incidentally, even though it appears a bit awkward, I will be reading most of what I say.
The reason for this is to guarantee, as much as possible, that my interviews with all
participating parents will be done in the most similar way possible.
We have scheduled approximately 1 hour for our conversation. Is that okay with you?
You can stop our conversation any time you would like. Is it okay with you if I record
our conversation? It will help our conversation go much faster so I don’t have to write
down everything you say. I’d also like your permission to take a picture of the items you
brought to share with me. Would it be okay if I photograph them, so that you can have
them back right away? (Thank you very much for allowing me.)
I want to briefly go over a few important disclosures…
•
•
•
•

Letter of Invitation
Informed Consent Form
IRB Participant Bill of Rights
Audio-Release Form

Do you have any questions about any of these?
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Please remember, if at any time you would prefer to stop, or would rather refrain from
answering a particular question, let me know and we can proceed according to your
wishes. Again, thank you so very much for your time and participation in this research.
Do you have any questions before we begin? Okay, let’s get started, and thanks again for
your time.”
Parent Interview Questions:
To start off, tell me about __ (student’s name) __.
“Does he/she like school?”
“Does he/she have a favorite subject?”
“What would he/she like to do after graduating from high school?”
“Does he/she have any hobbies or play sports?”
“Has ___name______ always been a high achiever in school?

1. Why do you think ___name___ is such a good student?
If you had to finish this sentence, what would you say? Try to list as many things
as you can think of.
“_Name________ has become a high-achieving student because ________.”
2. How important do you believe it is for parents to be a part of their children’s
education? Why do believe this? Can you remember anything in your past that
would suggest that being a part of _Name_______’s education is important?

3. Can you think of things that you, as (a) parent(s), has/have done AT HOME, that
help your child be a good student?
Here is a list of some things that parents might do at home to help their child
achieve in school. You probably haven’t done all of them, but you might have
done some. (Show the list; if any is noted, you will want to probe further.)
•
•
•
•
•
•
•
•
•

Have conversations with my child about the importance of doing well in school
Discuss things that are taught in the classroom
Have conversations about your expectations that you have for your child
Making sure that my child does the assigned homework
Sometimes help my child with some parts of homework
Check your child’s homework or assignments to make sure they have been
completed
Find someone who can help my child with homework if ___name___ needs it.
Help my child prepare for tests
Making sure that my child does not watch too much television, or play too many
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•
•
•

video games.
Encourage my child to do a lot of reading at home, like the newspaper, books,
or magazines
Making sure there is a QUIET place at home for my child to do school work
Encourage _name____ to assist his/her smaller brothers or sisters with school
work

4. Of all the things you have done with and for your child AT HOME, if you had
done only one of those you mentioned, and none of the others, which one would it
be?
Which one do you believe is the most important? Why did you select this one?

5. Can you think of things that you, as (a) parent(s), have done AWAY FROM
HOME, that help your child be a good student?
Here is a list of some things that parents might do away from home to help their
child achieve in school. You probably haven’t done all of them, but you might
have done some. (Show the list; if any is noted, you might want to probe further.
•
•
•
•
•
•
•
•

Meet with one or more of __name____’s teachers
Attend parent/teacher conferences at school
Be a part of the parents’ organization at school (like PTA or some other name)
Meet with __name____’s counselor
Help __name_______ arrange for visits to university campuses or other places
that __name_______ might attend after graduation. (or actually take him/her
there)
Volunteer at __name___’s school to help with activities, either in or out of
school.
Assist with transportation to places away from school for added educational
experiences
Attend programs conducted by in or out of school organizations to help parents
assist their children with their education

6. Of all the things you have done with and for your child AWAY FROM HOME, if
you had done only one of these, and none of the others, which one would it be?
Which one do you believe is the most important? Why did you select this one?

7. You have told me what you as (a) parent(s) has/have done to help __name______
become a high-achieving student.
Do you remember why you chose to do these things with or for __name______?
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8. We’re getting near the end of our time together. You have told me whether you
believe it is important to be a part of _name______’s educational experience.
This question is for you to tell me just HOW important you believe it is for
parents to be involved. I will show you a scale from 1 to 6. If you select 1, you
are telling me you don’t believe it’s important. If you select 6 you believe it is
extremely important. 2-3-4-5 tells me how close you are to the 1 or the 6. 2 and
3 are on the less important side; 4 and 5 are on the more important side.

1

2

NOT IMPORTANT

3

4

SOMEWHAT IMPORTANT

5

6

EXTREMELY IMPORTANT

9. This is the last question and thank you so much for your time. You’ve been very
helpful in my understanding. You’ve told me several things that you have done to
help your child achieve in school, both at home and away from home. What if
you had done none of these things?
Do you believe your child would still be a high achiever in school?

Possible Probes during the entire interview:
•
•
•
•
•
•
•
•
•
•

“What did you mean by ……..”
“Do you have more to add?”
“Would you expand upon that a bit?"
“Why do think that was the case?”
“Could you please tell me more about…. “
“Can you give me an example of …..”
“How did you feel about that?”
“What would that look like?”
“How did others respond to that?”
“How has your approach changed overtime?”
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APPENDIX J
BRANDMAN UNIVERSITY IRB APPROVAL

BUIRB Application Approved: Deborah A. Cardin
Inbox

x

Institutional Review Board <my@brandman.edu>

Fri, Aug
24, 2018,
6:09 PM

to me, ddevore, wbuster, buirb

Dear Deborah A. Cardin,
Congratulations! Your IRB application to conduct research has been approved by the
Brandman University Institutional Review Board. Please keep this email for your
records, as it will need to be included in your research appendix.
If you need to modify your BUIRB application for any reason, please fill out the
"Application Modification Form" before proceeding with your research. The
Modification form can be found at IRB.Brandman.edu
Best wishes for a successful completion of your study.
Thank You,
BUIRB
Academic Affairs
Brandman University
16355 Laguna Canyon Road
Irvine, CA 92618
buirb@brandman.edu
www.brandman.edu
A Member of the Chapman University System
This email is an automated notification. If you have questions please email us
at buirb@brandman.edu.
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APPENDIX K
CONFIDENTIALITY FORM
CONFIDENTIALITY AGREEMENT
Transcriptionist
I, ______________________________ transcriptionist, agree to maintain full
confidentiality in regards to any and all audiotapes and documentations received from
(Deborah Cardin) related to his/her research study on the researcher study titled (Parental
Involvement Factors Impacting the Academic Achievement of Low-SES Students).
Furthermore, I agree:
1. To hold in strictest confidence the identification of any individual that may be
inadvertently revealed during the transcription of audiotaped interviews, or in any
associated documents.
2. To not make copies of any audiotapes or computerized titles of the transcribed
interviews texts, unless specifically requested to do so by the researcher, (Deborah
Cardin).
3. To store all study-related audiotapes and materials in a safe, secure location as long as
they are in my possession.
4. To return all audiotapes and study-related materials to (Deborah Cardin) in a complete
and timely manner.
5. To delete all electronic files containing study-related documents from my computer
hard drive and any back-up devices.
I am aware that I can be held legally responsible for any breach of this confidentiality
agreement, and for any harm incurred by individuals if I disclose identifiable information
contained in the audiotapes and/or files to which I will have access.
Transcriber’s name (printed) _____________________________________________
Transcriber's signature __________________________________________________
Date ___________________________________________________
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APPENDIX L
Artifact Data
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Artifact Data
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