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ABSTRACT 

Odums, Madelyn Elaine. Parental Perceptions of Involvement in Texas Schools. 

Doctor of Education (Executive Educational Leadership). May 2022, 

Houston Baptist University, Houston, Texas.   

Parent involvement as a support for student academic growth and development 

has been a topic researched throughout education and has been difficult to measure, as 

researchers have not been able to identify concrete characteristics of the concept. This 

research used Joyce Epstein’s (1995) Six Types of Parent Involvement as the framework 

for the study, which categorizes parent involvement into parenting, communication, 

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

This archival research used pre-existing data from parents’ voluntary responses for a 

survey that was presented to all parents in the selected school district, located in Texas. 

This research study used the instrumentation to identify the mean scores regarding 

communication, parenting, and parents supporting learning at home as they pertain to the 

roles and responsibilities of parental involvement towards students’ academic growth and 

development, in Title I schools across the school district for two consecutive school 

years. The annual survey was comprised of 31 Likert questions to retrieve insight from 

parents regarding their experiences and perceptions, and six multiple choice responses to 

identify demographics, barriers as obstacles, and if parents were knowledgeable of the 

district’s parent involvement polices and expectations. Research data compiled from a set 

of feeder schools, and specific questions that targeted parenting, communication, and 

learning at home over the course of multiple years were analyzed to determine the trends 

of the information provided by the parents of students attending schools in the selected 

district. The data was analyzed and used as a support for stakeholders of the selected 
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district, including parents, teachers, and community stakeholders as a measure to help 

improve parent involvement, provide strategies for improvement at the Title I schools in 

the selected Texas school district, move the learning institutions that pour into the 

families of those attending the schools to the next level, and encourage parents to create 

an environment, that promotes learning and academic growth in the home.  

 

Key Words: low socioeconomic status, parent, parent involvement, and Title I schools. 
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CHAPTER I 

INTRODUCTION 

Background of the Study  

Educating students starts at home with parents providing a safe environment with 

healthy learning experiences, and with support that will encourage them to have a 

positive attitude about school and education (Durisic & Bunijevac, 2017). It is essential 

for parents to become connected and remain associated with their child’s learning and 

development, even as they transition through elementary, middle, and high school. 

Although it seems normal to some parents, many do not know that the most vital variable 

to student learning and development in school is parent involvement (Vukelich, 

1993). When schools and parents work together to help students learn, students tend to 

perform better in school and have a positive attitude about education (James, 2008). 

Parent involvement and decision-making help support students academically, socially, 

and emotionally.  

To support students academically, the federal government provides Title I, Part A 

funds to schools where at least 40 percent of the student population is considered low 

income (U. S. Department of Education, 2018). Schools that receive funding from the 

federal government are to allocate a portion of the funds to increase parent involvement 

by implementing programs, initiatives, and activities at the campus level. When local 

education agencies receive funds from Title I, Part A, then there must be written 

expectations and policies in place that address parental involvement. Federal polices use 

Epstein’s (1995) Six Types of Parent Involvement as a guide to help schools and parents 

focus on parental involvement. Title I provides guidelines and strategies that should be 
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considered for implementation to increase parent involvement. Helping parents 

understand parenting and child development, effectively communicating with parents 

about the student’s academic status, encouraging parent volunteers, creating opportunities 

for parents to learn how to support student learning at home, and collaborating with the 

community to help increase parent involvement, are all considered practices that can be 

initiated by the school or the parent (Vaden-Kiernan & Chandler, 1996). While parent 

involvement is a significant factor in contributing to student success then greater attention 

must be brought to the programs, initiatives, and strategies to determine what is working 

to increase involvement. The purpose of this research was to examine parental 

perceptions of involvement in Texas schools. Although teachers are considered the most 

influential factor regarding student academic growth and development, parent 

involvement is necessary.   

 The U. S. Department of Education (2018) encouraged educators to promote 

parent involvement. The government encourages and supports student achievement by 

helping education agencies increase parent involvement. Hayakawa and Reynolds (2016) 

found that parents of low socioeconomic status want to be involved in student’s 

educational journey, but the turnout is unfortunately low. Children learn from their 

parents, families, educators, and other members of the community, so involvement is 

very significant (Erdener, 2016).   

The Texas Department of Education participates in the transition requirements in 

Section 1118, Title 1 of the Every Student Succeeds Act (ESSA), which requires that 

every district and school receiving Title 1 funds to have a written parent involvement 

policy that is distributed to parents of participating children and must include parents in 
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school improvement. Schools and districts receiving funds must also provide 

opportunities and support to work with schools to plan and implement parent 

involvement activities that will impact student academic learning and development.      

An annual evaluation of what was provided to parents should be conducted and parents 

should be involved in the decision making. Parent involvement strategies and activities 

should include active parent participation to build the schools’ and parents’ capacity for 

strong parental involvement (Texas Education Agency, 2017).   

Parental Involvement: Then and Now  

Parents being identified as an official stakeholder and contributor was initiated by 

way of the Elementary and Secondary Education Act which was signed into law by 

President Lyndon B. Johnson in 1965 as an approach to create equal access to quality 

education for low-income students and to combat racial segregation. The aim of the 

Elementary and Secondary Education Act was to improve the academic growth and 

development for children of low-income families by improving schools and the resources 

provided to support student growth. Title I of the Elementary and Secondary Education 

Act was designed to set parameters for schools that served a student population where 

more than 40% of the students were identified as low-income according to the 

government’s guidelines. Federal funding was allocated to provide instructional and non-

instructional resources and services to close a success gap that was created on the base of 

race and poverty (Office of Education, 1978).  

Title I, Part A of the act was designated to require and encourage parents to 

become involved as stakeholders in student academic growth and development. Parent 

Advisory Councils established in 1968 were one way the U. S. Office of Education issued 
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guidelines for education entities to give parents a voice in the decision making, planning, 

development, and effectiveness of programs aimed at support student growth and 

development. In 1971, all local education agencies were to implement a Parent Advisory 

Council, and in 1974 all schools that were receiving Title I, Part A funds were required to 

have their own council, and parents of students at the Title I schools were to make-up 

much of the council. In 1981, the reauthorization of the Elementary and Secondary 

Education Act no longer required the Parent Advisory Councils, and less parent 

involvement on the grounds of inconsistency across the program. Mandatory parent 

involvement programs were reintroduced to Title I, Part A programs in 1988 

(EveryCRSReport, 2009).  

The mandatory implementation of parent involvement in 1988 was part of an 

educational improvement effort presented by the Hawkins-Stafford Elementary and 

Secondary Education Amendments which authorized federal aid for new programs such 

as parent education programs that would contribute to student academic growth and 

development for disadvantaged children (Education and Public Welfare Division, 1988). 

The Hawkins-Stafford Amendment referred to parents as partners and established four 

objectives to increase parental involvement in Title I programs. Communicating with 

parents, providing support to assist parents with helping their children learn at home, and 

using parents as a resource and advisor for the Title I program. In 1994, the Elementary 

and Secondary Education Act was again reauthorized by the Improving America’s 

Schools Act which identified more defined roles as parents as partners throughout 

education. The act of 1994 introduced two new parental involvement programs to 

education, parent involvement polices, and school-parent compacts, both of which were 
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to be implemented by Title I, Part A. Local Education Agencies and schools. The 

Improving America’s Schools Act charged Title I, Part A education agencies and schools 

with building parents’ and schools’ capacity for improving parent involvement in 

education and providing parents with access to being key contributors as decision 

makers, planners, and evaluators of parent involvement programs implemented at local 

education agencies and schools that received federal funding under the Title I, Part A 

mandate. 

President George W. Bush signed the No Child Left Behind Act into motion in 

2001 as an update to the Elementary and Secondary Education Act. According to the U.S. 

Department of Education (2003), the foci of this mandate were to implement 

accountability for student academic growth and development, parents’ school choice, 

extended control for local education agencies, and using scientific research to support 

educational decisions. No Child Left Behind required schools and districts to inform 

parents of their outlined academic standing based on student performance and how they 

measured to the accountability guidelines that the states established. It was this act that 

afforded parents of students attending low-performing schools the right to choose a 

higher academic performing school that would be better suited for their child’s academic 

growth and development. The U.S. Department of Education (2003) stated that the No 

Child Left Behind Act supported parent involvement because of the positive impacts 

made on child academic growth and development. When schools fail to meet academic 

expectations, they are required by the federal government, to inform parents of ways they 

can be involved in supporting students and the school to meet expectations. Parents are 

presented with various parent involvement options such as being present for parent-
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teacher meetings, volunteer in areas of need, encouraging other parents to become 

involved, and being privy to issues and concerns regarding the school. In addition to the 

parent involvement opportunities, No Child Left Behind also required Title I schools 

receiving to include parents in other parent involvement programs, decision making, 

planning, and training. The No Child Left Behind Act provided more fiscal resources for 

Title I programs to combat the educational plight by supporting the academic 

achievements of disadvantage students, setting a standard for quality educators, 

improving low performing schools, and giving parents more choice.  

The current national educational law, Every Student Succeed Act (ESSA), was 

signed in 2015 as a reauthorization of the Elementary and Secondary Education Act by 

President Barack Obama (Sharp, 2016). The result of a compromise between the bills that 

were passed by the House and those passed by the Senate, was voted upon and signed by 

the president to set forth the national expectations for education (Sharp, 2016). According 

to Sharp (2016), the educational and non-educational authority has been shifted from the 

federal government to the states and local agencies providing more autonomy to meet the 

needs of those they serve. Although much of Title I regarding parent involvement still 

remains, ESSA added and altered various requirements and guidelines as a way to 

provide more support for parents as they are expected to support their children 

academically. The guidelines, according to the National Education Association (2015), 

note that the term, parent involvement, has been replaced with the term parent and family 

engagement, and includes family members as well, when parents are referred to 

throughtout the Title I expectations. School districts are expected to allocate parent 

involvement funding for activties that are aligned in their parent involvement policy, and 
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must include at least professional development, home-based programs, disseminating 

information, partnering with community organizations, and or other activites that support 

the district parenting policy. ESSA also highlights the significance of regular two-way 

communication among stakeholders and the value of commicating in a manner that 

parents and families can understand. After years of reauthorizations, various versions, 

updates, and changes, the objective of the Elementary and Secondary Education Act, now 

ESSA, is still being enforced with the same goal in mind, involving parents and families 

as significant stakeholders while working to provide a quality education for disadvantage 

students.  

Statement of the Problem 

There is a lack of parent involvement in some Texas schools, and it can be 

attributed to parents’ lack of understanding the roles and responsibilities in supporting 

students in their academic development. Parents of low socioeconomic status tend to be 

less involved than other parents; therefore, educators, schools, and districts must 

understand the barriers that low socioeconomic parents encounter in order to increase 

parent involvement. Parent involvement is influential to student academic progress for all 

educational levels, and it is critical to student learning and development (Erdener, 2016). 

Eccles and Harold (1996) found that as students’ grade levels increase, parent 

involvement tends to decrease. Parents are the first, and one of the most influential, 

teachers children encounter, and should work collaboratively with schools (Deplanty, 

Coulter-Kern, & Duchane, 2007).   

Across the country, there has not been a consistent definition of the term parent 

involvement (Robinson & Harris, 2014). Parents, as defined by Title I of the No Child 
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Left Behind Act, include natural parents, legal guardians, grandparents, and step-parents. 

Lee and Bowen (2006) described parent involvement as participating in parent 

conferences, attending programs that highlight students, help with homework, provide 

educational support with activities at home, and volunteer for school activities. Jeynes 

(2012) defined parent involvement as parents being a part and participating in their 

child’s educational experiences and processes, in addition to parents being involved at 

home and school. According to Sahin (2019), the concept of parental involvement could 

suggest that parents have an interest in what the school does, or their personal interest and 

attention towards their child’s academic learning and development. Parent involvement 

has not been successfully defined as one definite statement, and parents and schools may 

have different ideologies about the concept of parent involvement and how it should look 

as a contribution to a child’s learning and development. Parents view parent involvement 

as making sure their children are safe and being responsible for getting their children to 

and from school, whereas teachers and schools have greater expectations of parents and 

their involvement with their child and the school. 

Epstein (2016) noted that no topic creates more discussion and concern about 

school improvement than parent involvement. Some educators expect parents to become 

involved in their child’s education just naturally, and some educators and parents feel it is 

the school’s responsibility to tell parents what to do and they should just comply 

(Epstein, 2016). The Department of Education created a framework to provide resources 

for parents to be more involved with students in education, and to ensure that students are 

receiving support from teachers, parents, and parent programs, while also using strategies 

and activities to help increase parent involvement at schools receiving federal funds from 



9 

 

 

 

Title 1. Teacher views impact parent perceptions and can lead to parents’ misperceptions 

about their roles in the student’s educational process and their involvement with the 

student. Minimal or low parent involvement can impact teachers’ beliefs that parents are 

not interested in being involved, and can result to negative teachers’ beliefs toward 

parents, and parents becoming disconnected (James, 2008).  

Lewis and Forman (2002) stated that educators should be familiar with the issues 

and concerns that keep parents from being involved in parent activities. Therefore, 

parental perceptions of involvement are an important factor in creating effective 

partnerships. Being that parents are a major contributor in a child’s life, it is important for 

the parents to remain actively involved in the child’s educational process. Educators, 

schools, and districts must understand the various obstacles and barriers the uninvolved 

parents may experience, and become more aware of cultural factors and environmental 

concerns contribute to a lack of parental support for children. Teachers and schools can 

increase parental involvement by gaining an understanding of parents’ perceptions of 

parent’s roles and responsibilities as it relates to parent involvement at low 

socioeconomic schools in Texas Education.   

Statement of the Purpose  

The purpose of this research study was to examine parental perceptions of 

involvement as they pertain to parenting, communication, and learning at home in Texas 

schools. Specifically, data was analyzed to further support parent involvement for student 

growth and development by understanding what parents believe their roles and 

responsibilities are at low socioeconomic schools in Texas Education. If schools and 

educators are held accountable for student performance, then it is important that parents 
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understand their roles and responsibilities in how they can assist students academically. 

The student achievement gap is a major focus for education, and with increased 

accountability, educators and schools seeking ways to increase parent involvement 

recognize the important roles parents play in supporting their children.   

Significance of the Study 

The significance of the study is to provide parents, educators, and schools with 

data, strategies, and support to ensure parents are aware of their roles and responsibilities 

that will help the academic growth and development of students. The study will be 

beneficial to parents, educators, and schools in providing meaningful information 

regarding parents’ perceptions of their roles and responsibilities as they relate to parent 

involvement at low socioeconomic schools in Texas. The information and data collected 

will be used to inform and encourage parents of their roles and responsibilities and 

provide evidence and insight for educators and schools to share with parents to become 

more involved in assisting their children academically. For parents and educators to work 

together, educators and schools must implement programs and provide resources for 

parents regarding their roles and responsibilities in a manner that will be beneficial to all 

stakeholders. Programs designed to increase parent involvement are important for student 

learning and development (Christenson, 2004.) 

The Texas school district selected for this research study has an on-campus 

positions entitled, Parent Educators. Those who hold these positions are responsible for 

serving parents with tools, resources, and information aimed towards increasing parent 

involvement which will improve academic growth and development of the students. The 

Parent Educator provides information to meet the needs of parents with emphasis on 
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parent training, literacy, and parental involvement, and they provide resources to enable 

parents, students, and educators to learn. They also offer parent education classes and 

support services for Title I parents. The purpose of the Parent Educator is to provide 

guidance and support for parents and educators, and to be a liaison between the school 

and the local community. The Parent Educator is responsible for coordinating a schedule 

for a variety of activities such as Parental Involvement Week, special holidays, 

Grandparent’s Day, Dad’s Club, the Families Reading Everyday Program, parenting 

sessions, adult English as a second language classes, Spanish as a second language, and 

to coordinate presenters to conduct parenting sessions. They are also responsible for 

visiting students’ families to provide information on the programs available throughout 

the district and conducting home visits to assist parents in learning positive parenting 

skills. The Parent Educator develops an interest among parents in the school system and 

encourages parents to become active participants in their child’s education through 

family literacy and instructional support. It is the Parent Educator’s responsibility to 

arrange visits, conferences, workshops, activities to promote campus goals, and develop 

rapport with students, parents, and school officials in the interest of promoting the proper 

adjustment and progress of the students. Educational agencies and schools receiving Title 

I, Part A funding are responsible for providing insight to stakeholders, parents, educators, 

and the community, about the value and significance of parents and their roles and 

responsibilities as it relates to their involvement and support in contributing to their 

child’s academic growth and development. 
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Research Questions 

Constantino (2016) stated that the parents’ roles are crucial to the success of 

students, and Title I schools are given federal funds to increase parent involvement to 

support student performance, learning, and development. The purpose of this research 

study was to examine parental perceptions of involvement in Texas schools.  

The following questions were used in the research:  

1. What are parents’ perceptions of parenting and parent involvement at low 

socioeconomic schools in Texas?  

2. What are parents’ perceptions of communication and parent involvement at 

low socioeconomic schools in Texas?  

3. What are parents’ perceptions of learning at home and parent involvement at 

low socioeconomic schools in Texas? 

Research Hypotheses 

1. The parent involvement type parenting is not supported in parent involvement in 

Texas schools.  

2. The parent involvement type communication is supported in Texas schools.  

3. The parent involvement type, learning at home, is not supported in Texas schools.   

Definition of Terms 

Elementary and Secondary Education Act (ESEA): A bill that became a law to support 

underprivileged students, by providing funds to state education agencies to help improve 

the quality of education for elementary and secondary education (U.S. Department of 

Education, 2018).  
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Every Student Succeeds Act (ESSA): An educational law signed in December 2015 to 

reauthorize the Elementary and Secondary Education Act, with a focus on committing to 

equal opportunity for all students (Sharp, 2016).   

No Child Left Behind Act of 2002 (NCLB): A bill signed into law January 2002 to help 

all children have a fair and equal opportunity, high-quality education (U. S. Department 

of Education, 2003). 

Parent: The term parent includes legal guardians or others that stand in such as a 

grandparent or stepparent with whom the child lives with, or one who is legally 

responsible for the child’s welfare (U.S. Department of Education, 2018). Where the term 

parent may be clear, the concept of parent involvement can be considered multifaceted, 

and throughout research it can be inconsistent and difficult to measure because of this.   

Parent Involvement: Epstein (2016) referred to parental involvement in a way that 

schools, families, and communities all take on shared responsibilities for children’s 

development and learning. Throughout the research, parent involvement and family 

partnerships are used synonymously. Toper et al. (2010) shared, “Parent involvement has 

been defined and measured in multiple ways, including activities that parents engage in at 

home and at school and positive attitudes parents have toward their child’s education, 

school, and teacher” (p. 184). In addition to the complex definitions provided by 

researchers, the federal government defines parent involvement as parents participating in 

regular, and meaningful communication which involves student learning and other school 

activities. This includes parents playing an important role in assisting their child’s 

learning, parents being encouraged to be actively involved in their child’s education at 

school, parents being full partners in their child’s education, included as appropriate in 
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decision making, on advisory committees to assist in the education of their child, and to 

carry out other activities that are described in the Elementary and Secondary Education 

Act (ESEA) (U. S. Department of Education, 2004).    

Title I Schools: The federal government defines this as a part of the Elementary and 

Secondary Education Act that provides funds to local education agencies and schools 

with high numbers or percentages of children from low-income families to help ensure 

that all children meet challenging state academic standards (U.S. Department of 

Education, 2018).  

Low Socioeconomic Status: According to the National Center of Education Statistics 

(2012), low socioeconomic status is when a student’s socioeconomic status is identified 

by a parent’s low level of education, a parent has a low-level occupation, and the 

household income in low as identified by the government.  

Theoretical Framework  

As education and society continue to evolve, there have been changes in the way 

schools and parents interact while supporting students’ academic growth and 

development. In the early 19th century, parents and the community had more of an impact 

on the way things were in schools; the value of education was equally supported by 

parents and schools, all with the goal to integrate students into society (Houston & 

Prentice, 1975).     

Several theories have been developed to guide and support the idea of schools and 

parental involvement over the years. Many of the theories are driven by the ideas that 

schools and parents should not work in isolation, the responsibilities should be shared 

between schools and parents, or that responsibilities should be sequential. According to 
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Green, Walker, Hoover-Dempsey, and Sandler (2007), parent involvement is categorized 

as two subtypes and the types are valued when parents make a conscious effort to be 

active participates in school-to-home partnerships. The first type of involvement is 

school-based parent involvement which includes parents attending parent-teacher 

conferences, monitoring student performance in class, helping with fundraisers on 

campus, and attending school-based activities. Other involvement opportunities that are 

categorized as school-based involvement include volunteering for field trips, and 

attending open house. The second subtype of parent involvement, according to Green et 

al. (2007), is home-based parent involvement. Home-based parent involvement entails 

parents’ and students’ interactions outside school, and would include parents assisting 

students with homework, studying for tests and assessments, and observing student 

progress over time.  

The conceptual framework of this research study is based on research by Epstein 

(1995), Six Types of Parent Involvement. The Six Types of Parent Involvement framework 

encompasses parenting, communicating, volunteering, learning at home, decision 

making, and collaborating with community involvement, and derives from a series of 

studies done in elementary, middle, and high schools from 1981 to 1991 (Epstein, 2016). 

The framework is a set of categories with practices that involve parents working with all 

stakeholders with a specific purpose of contributing to student academic growth and 

development.  

Type 1: Parenting   

Parental involvement includes supporting parents with parenting techniques and 

child rearing tips, helping parents understand child and adolescent development, and 
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creating a home environment that is beneficial for students all ages and grade levels. 

Parenting is the category that assists parents in understanding their children and helps 

establish a home environment that support the students’ needs for overall growth and 

development. Type 1, parenting, focuses on providing resources and opportunities for 

parents to enhance their skills as parents, and Epstein et al. (2009) found that providing 

information regarding housing, health, nutrition, clothing, and safety are all significant. It 

is also important that schools understand family backgrounds, cultures, and goals for their 

children. Students tend to have a better balance with chores, homework, and other 

activities, when parents are provided with information about parenting (Epstein et al., 

2009). Type 1 involvement provides suggestions for home conditions that support 

students at each grade level. Educators and schools may be faced with challenges when 

trying to reach all parents that are interested, not just those that are available to attend, 

participate, and are involved. The goal with Type 1 parenting is to maximize student 

learning and development and to help parents establish a home environment that is more 

conducive to academic growth and overall development. Epstein et al. (2009) described 

parenting as parents being aware of the growth and development their children may 

experience, in addition to parents needing support from educators about parenting. 

Children spend 70% of their waking hours outside of the school and parent-teacher 

relationships are significant for the student’s academic performance, growth, and 

development (Hiltz, 2015). Parent involvement can be identified in various forms, and 

include practices aside from visiting the school and participating in activities within the 

school (Jeynes, 2011). Research has revealed that parents 20 years ago were expected to 

attend open house, school plays, or make sure homework was completed, and today the 
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expectations still stand, as well as participating and supporting school councils, 

neighborhood councils, and being engaged in political reform (Horvat & Baugh, 2015). 

As the federal government and local education agencies continue to increase expectations 

for parents, educators must acknowledge that parents are unique with various barriers and 

obstacles, and can result in a lack of academic skills, time, and resources which are 

necessary to support their children in school (Horvat & Baugh, 2015).  

In addition to a lack of resources, understanding the academic curriculum and 

being aware of the equity issues that arise are also problematic for student academic 

growth and development. In contrast, there are parents that are better informed about 

education policy and their legal rights. Parents not only have a right, but they are also 

responsible for being involved in their child’s education. Hiltz (2015) identified parents 

that are overly or deeply involved in a student’s educational experiences at school as 

helicopter parents, and the term refers to the parent’s behaviors and interactions on a 

school campus that impact the child’s learning and academic growth. When parents, 

educators, schools, and communities work together, the student’s academic learning and 

overall development increases (Glasgow & Whitney, 2009). It is important that educators 

spend time getting to know parents and allow them to share information about their child, 

their cultural beliefs, and their perspective as it relates to education. Matthews et al. 

(2017) stated the importance of parents’ attitudes, in that if their views and involvement 

are not taken into consideration by educators, schools, and local education agencies, then 

their level of parental involvement decreases. Epstein et al. (2009) found that parenting 

activities show how schools value the understanding of parents’ awareness of students’ 
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and their interest, while supporting parents in meeting their parenting responsibilities at 

each grade level of their child’s academic experiences.    

Lundberg and Pollack (2015) identified marriage as a factor for how and why 

parents may or may not invest in their children, and have found that parental investments 

are attributed to the various spectrum of resources between high- and low-income 

families since 1980. The research suggested that parents that have more education spend 

more time with their children, parents with more income spend more money on their 

children, and the difference between the time and money parents spend on raising their 

children also reflects parenting practices and attitudes (Lundberg & Pollak, 2015). In 

addition to marriage, social class is a contributing factor in how parents invest in their 

children. The research stated that middle class parents are more likely to invest time and 

money in their children’s recreational and leisure activities, and they themselves support 

their children with academic expectations to assist with their academic and social growth, 

while working and poor-class parents recognize successful parenting as providing 

necessities such as food and shelter (Lundberg & Pollak, 2015). Class differences also 

contribute to the parental preferences and how parents choose to invest in their children, 

but even if preferences are similar among various social classes income and finances are 

still relevant to the type of investment parents contribute to their child’s learning and 

development. Parental financial contributions, access to resources, and productivity time 

are significant variables in the outcome of the parent’s practices and involvement. 

Lundberg and Pollak (2015) found that cooperative, joint, marital arrangements support 

long term, willingness of intensive parental investments in their children even though 

variances in education, income, information resources, and preferences all impact parent 
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childrearing practices. In addition to marriage, the expected returns from parental 

investments also depend on school, neighborhood environment, and society’s investment 

that impact children (Lundberg & Pollak, 2015).   

Type 2: Communicating   

            Communicating connects parents to student progress, activities, and programs at 

the school. Communication can be delivered in two ways: from school-to-home and from 

home-to-school. School-to-home communication is comprised of memos, notices, report 

cards, conferences, newsletters, phone calls, emails, and using web sites. Parent 

involvement Type 2 communication, school-to-home might also include, information that 

pertains to state tests, children’s overall progress, information on choosing and changing 

schools, courses offered, and other school activities. Home-to-school communication is 

also beneficial in that it allows parents to ask questions, offer suggestions, and become 

interactive in various ways. Epstein et al. (2009) reported that when communicating with 

parents it may be difficult to make all communication clear and understandable for all 

families, and it can also be a challenge when trying to obtain information from parents 

regarding what is more beneficial for them. Type 2 involvement is designed to support 

effective forms of two-way communication, so parents are informed and aware of 

information regarding the student and the school. It suggests that teachers conduct 

conferences with all parents at least once a year and sending home weekly or monthly 

folders of student work with comments regarding student progress. Ramirez (2001) 

reported that poor communication is one of the initial issues that contribute to the 

ineffective relationships between parents and educators. Effective communication would 

include schools sending communications home, and parents communicating with schools. 



20 

 

 

 

According to Ramirez (2001), parents prefer to communicate with school counselors 

instead of with classroom educators because they feel they receive a quicker and more 

productive response. At a minimum, classroom educators should encourage two-way 

communication with parents, providing parents with skills and strategies from the 

classroom to help them understand everyday learning (Hiltz, 2015). Parents can benefit 

from effective communication as it helps them understand school policies and programs, 

and assists them with becoming more comfortable when interacting with educators and 

the school (Epstein et al., 2009).  

Type 3: Volunteering    

      Parent involvement Type 3, volunteering, is that which improves recruitment for 

parents, work for parents, training parents, and having schedules that involve parents as 

volunteers at school and other locations that will support students and school programs. It 

is working with stakeholders that assist schools and student activities at home and school. 

Type 3, volunteering, is aimed to improve parent involvement, and working with 

stakeholders who assist students and school-wide activities. Type 3 involvement might 

entail school volunteer programs, class parents, or committees of volunteers to support 

the classes on campus. Volunteers can also assist administrators, educators, and students 

as aides, tutors, coaches, chaperones, and mentors. Type 3 parent involvement, can be 

problematic for Title I schools, as it may be difficult to recruit widely, provide training 

for volunteers, and create schedules that are flexible enough so parents feel that their time 

and talents are valued (Epstein et al., 2009). The goal is to recruit and organize parents 

who will help and support the students and the school. Campus volunteers are beneficial 

to the school’s learning environment. Students learn to communicate with adults who 
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volunteer. Parents gain a greater understanding of their own role and responsibilities, and 

the role of the educators involved, and they become more confident in their ability to 

work with classroom educators and the students. Schools receiving federal funding to 

support student academics should conduct annual surveys to collect information 

regarding parent volunteers and opportunities.  

Type 4: Learning at Home   

Type 4, learning at home, is parent involvement that includes parents working 

with their children on learning activities at home, as it provides information to help 

parents assist students with homework, other academic activities, and learning 

experiences. It provides tools for parents to assist students at each grade level, including 

information to pass each subject, and helps parents understand the value of having a 

regular schedule for students to discuss what they learned at school in addition to 

assisting parents with ways to help develop student’s skills and talents. Type 4, learning 

at home, includes giving parents calendars with daily topics for discussions between 

parents and students. Type 4 is beneficial for students in that it improves students’ skills, 

abilities, and test scores that are linked to student academic performance. Type 4 boosts 

students’ confidence and engenders a more positive attitude about school and their 

academic experiences. When parents support student learning at home, students become 

aware of the alignment and connections between school and how they relate (Epstein et 

al., 2009). Parents can engage in academic and educational discussions with their 

children, have a greater understanding of curriculum, and support their children 

academically when a learning at home environment is created and encouraged. Type 4 

parent involvement, learning at home, gives teachers a greater respect for parents and 
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family time, and it allows them to recognize that single-parents, dual-income, low-

income parents, and parents of all backgrounds can motivate and reinforce student 

learning. 

Type 5: Decision Making   

When it comes to decision making, parent involvement includes parents and 

families as active participants in school decisions, advocacy, governance, school 

councils, committees, and other parent organizations. Decision making is a process that 

allows parents to share views, assist with problem solving, and act toward shared goals 

for the betterment of student education and success. Type 5, decision making, encourages 

parents from all backgrounds, and various social classes to actively participate as 

decision making committee members as they contribute to making decisions for the 

students and schools. Type 5 involvement encompasses Parent Teacher Associations 

(PTA), Parent Teacher Organizations (PTO), School Improvement Teams, advisory 

councils or other committees and groups that make the decisions to support students and 

their educational advancement. In addition to groups and committees, Type 5 decision 

making, may be comprised of parents and community stakeholders who monitor the 

school and work to attain school improvement. Decision making, from the parental 

involvement perspective, is designed to gather information and data from parents to 

determine what works, and what improvements should be made. Parent involvement and 

participation in decision making allows students to see that their parents have a voice, 

parents become more aware of polices that impact student education, and parents develop 

leadership skills that position them to becoming representatives for other parents and 

families. Educators also gain from Type 5 involvement as it increases teachers’ 



23 

 

 

 

awareness of parents’ perspectives about policies and educational decisions (Epstein et 

al., 2009). Decision making about a child’s growth and development can be made by 

parents and educators based on conversations and relationships that are equally balanced, 

but laws make educators responsible for involving parents in the decision-making 

processes (Connor & Cavendish, 2018). According to Horvat and Baugh (2015), parents’ 

responsibilities for being involved in their children’s education has shifted over the last 

20 years, and one key area is school choice. Parents’ decisions about where their children 

attend school has become one of the most prevalent forms of decision making in 

education (Altenhofen, Berends, & White, 2016). Over the past 20 years, parents have 

been presented with an increase of options about school choice including charter schools, 

home schooling, special-selection schools, and magnet schools within traditional public 

schools (Horvat & Baugh, 2015). Public charter schools and the transfer options 

presented by NCLB are the foundation of policies that now expand school choice options 

with goals set for parents to choose the best fit for their children (Lovenheim & Walsh, 

2018). All education systems require parents to have some skills to navigate through the 

school choice options, which potentially increases the pressure for parents to find a good 

school for their children.  However, poor and minority parents may miss out on school 

choice options, and increased expectations can encompass parents signing contracts 

describing their involvement (Horvat & Baugh, 2015).   

Altenhofen et al. (2016) conducted a study to examine the importance of various 

factors that influenced how high-income parents became interested in charter schools, 

important reasons for why parents applied to charter schools, and what sources of 

information played an important role in helping the parents make decisions about various 
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charter schools. The research included survey data from 553 (62%), of the 897 parents 

that applied to at least one of the six random admission lottery charter schools that were 

in four different school districts in Denver, Colorado in 2010 (Altenhofen et al., 2016). 

The districts in the study had student populations that were predominately White 

(Altenhofen et al., 2016). One district included three of the studied schools and was 

comprised of 75% (Altenhofen et al., 2016). The other schools in the study served student 

populations that were 71%, 75%, and 81% White (Altenhofen et al., 2016). From the 

schools studied, between 2% to 27% of the students received free- or reduced-priced 

meals, and at the time of study about 56% of the nation’s elementary schools were 

eligible for the free and reduced meals (National Center for Education Statistics, 2015). 

Altenhofen et al. (2016) used closed- and open-ended questions to report the importance 

of various factors that supported the parents’ decision making about charter schools. The 

open-ended question that captured information about how parents became interested in 

charter schools produced several themes, but the most frequent themes included social 

networks, doing research, the push from traditional public schools, pull toward charter 

schools, and academic quality (Altenhofen et al., 2016). The responses revealed that 

50.63% of the participants referred to how important parent’s social networks were, and 

identified that the networks included friends, neighbors, school staff, other parents, and 

coworkers which were responsible for sparking parent’s interest in charter schools 

(Altenhofen et al., 2016). Academic quality was also mentioned as the fifth most frequent 

response, 12% of parents reported using terms related to the general category of academic 

quality (Altenhofen et al., 2016). Parent involvement made up 3.80% of the open-ended 

responses mentioned to support how parents became interested in applying to charter 
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schools for their children (Altenhofen et al., 2016). Altenhofen et al. (2016) reported the 

very important reasons parents applied to charter schools included good teachers (92%), 

academic quality (91%), safety (83%), small class sizes (78.3%), and well-disciplined 

students. The research also revealed that 47.4% of the parents surveyed reported that 

opportunities for parent involvement was a very important factor, and 41.2 % reported 

that the level of parent involvement was also a very important factor as to why parents 

applied to charter schools (Altenhofen et al., 2016). In addition to how parents became 

interested and why they applied to charter schools, the studied also included the sources 

of information parents used to make decisions about applying to charter schools 

(Altenhofen et al., 2016). Altenhofen et al. (2016) found that 95% of parents used their 

social network, family, friends, neighbors, and coworkers to provide them with 

information about charter schools. School websites were reported by 93% of parents to 

gather information about the school’s performance, 79% reported using school visits as a 

source of information about the charter schools (Altenhofen et al., 2016). The study 

found that parents rely on their social networks as a key contributor for making decisions 

about their children going to charter schools (Altenhofen et al., 2016). While parents have 

been presented with various school choice options, policy makers and parents see things 

differently about choice, and the differences created a burden for parents when it comes 

to making decisions about where their children will attend school (Horvat & Baugh, 

2015). Policy makers believe school choice should be beneficial for parents as they 

assume parents should be knowledgeable of the available choices, and aware of their 

educational needs.   
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Type 6: Collaborating with the Community  

Type 6, collaborating with the community, creates opportunities for businesses, 

agencies, and other organizations to provide resources and services for students, parents, 

and schools. It allows the community to contribute to educator, school, student, and 

parent growth, while creating an avenue for schools, parents, and educators to contribute 

to the community. Type 6 involves collaborating with all stakeholders to find resources 

and services that can be utilized as a support to increase student growth and development. 

Type 6 involvement is also designed to build on the strength of the local school 

community, collaborate a variety of exchanges with the community, identify and utilize 

different community groups and organizations that can provide resources to the students 

and families, while establishing connections among all stakeholders that share the 

responsibility for student academic growth and overall development. Collaborating with 

the community could be problematic in that everyone in the community and school may 

not be aware of the opportunities that exist. However, when stakeholders collaborate, 

students create a sense of belonging, parents become knowledgeable of resources and 

services that are available, and educators gain information and resources that will enrich 

student learning experiences.  

The Epstein’s Six Types of Parent Involvement was adopted by the National 

Parent Teacher Association and serves as the National Standards for Family-School 

Partnerships (Epstein, 2016). NCLB used Epstein’s (1995) Six Types of Parent 

Involvement to outline activities in its guidelines to support and increase parent 

involvement (U. S. Department of Education, 2003). No topic related to improving 

schools has created more rhetoric than the issue of parent involvement (Epstein, et al., 
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2009). However there remains uncertainty about which practices of involvement are 

significant and how to increase parent involvement. The use of Epstein’s (1995) Six 

Types of Parent Involvement is relevant to educators as it helps to increase parental 

involvement, support parents in being aware of their roles and responsibilities, and stay 

connected with the educational process while students are at school and home. According 

to Yamauchi, Ponte, Ratliffe, & Traynor (2017), while Epstein’s (1995) Six Types of 

Parent Involvement is one of the most used frameworks to research parent and family 

involvement, it does so by letting the schools set the agenda for how parents should be 

involved in their child’s academic growth and development, and it does not emphasize 

the power relationships and roles of all stakeholders. (VanValkenburgh, Putnam, & 

Porter, 2021) 

Limitations 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. The instrumentation tool used for the study was designed 

by the selected district. The time frame for the participants to complete and return the 

survey was decided upon by the selected school district, in addition to the method of 

dissemination. Responses from the survey were collected from parents of students who 

attend Title I schools in the selected school district. The tool used was disseminated to 

parents electronically, and shared as a hard copy by some schools. The school district 

administered the survey for two years consecutively. Information from the questionnaires 

were not generalizable to all schools that are considered low socioeconomic. The study 

focused on parent perceptions regarding parenting, communication, learning at home 

involvement and parent involvement at low socioeconomic schools as identified by the 
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federal governments criteria for Title I schools. The concept of parent involvement is 

inconsistent throughout the research, and causes schools to have discretion with the 

strategies and tools used to incorporate and implement parent involvement; therefore, 

parent involvement looks different at each school, even when the same programs and 

strategies are implemented. Parents also have various ideologies about parenting, learning 

at home, and communicating with educators as it relates to supporting their children 

academically and partnering with the schools and local education agencies. In addition to 

various parental ideologies, parent efficacy is also a limitation for the study. Parents with 

children in elementary and secondary education present various background experiences 

that contribute or impact their ability, knowledge, skills, and awareness to providing 

support for their children and their academic encounter throughout education.  

Delimitations 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. Information was gathered and analyzed from preexisting 

data which was collected from participants from one feeder pattern of schools in the same 

school district. The focus of this study encompassed three of the six parent involvement 

types which include parenting, learning at home, and communication. The 

instrumentation tool was analyzed to select only the questions that were pertinent to the 

topic and purpose of the research that was conducted.  

Assumptions 

It is assumed that the participants from the preexisting data used for the research 

study provided honest and accurate information regarding their perceptions as it relates to 

parenting, communication, learning at home, and parent involvement, and the survey 
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conducted was valid. It is also assumed that the parents who participated in the survey 

from the preexisting data answered every question to the best of their ability. 

Additionally, it is assumed that parents who provided responses had a clear 

understanding of their roles and responsibilities, the concepts and information presented 

on the instrument as it pertained to being involved parents as a support to their child’s 

academic growth and development. The conclusions and recommendations from the 

study are relevant to schools identified as low socioeconomic schools and parents who 

have students attending schools identified as low socioeconomic schools throughout 

kindergarten through twelve (K-12) learning public schools, as well as pertinent to the 

administrators of the schools in the districts feeder pattern of schools selected. 

Organization of Study 

This research study is presented in five chapters. Chapter I provides information 

to support the research. The chapter is comprised of the background of the study, 

statement of the problem, the purpose and significance of the study, the terms and 

definitions that are relevant to the research, the theoretical framework of the six parent 

involvement types, the research questions that guided the research, limitations, 

delimitations, and the assumptions of the study. Chapter II presents the historical 

overview of the contributing theories and frameworks that support the basis of the 

research. The Coleman Report, Bronfenbrenner’s ecological systems theory, and the 

overlapping spheres of influence all provide insight and principles that guide and steer 

the overall concept of parent involvement. Chapter II also entails the connections 

between the Elementary and Secondary Education Act and its reauthorization. No Child 

Left Behind, the current mandate Every Student Succeeds Act, parents’ perceptions 



30 

 

 

 

regarding parent involvement, barriers that prevent parents from being involved, and 

strategies to improve parent involvement are all explored in Chapter II. Chapter III 

describes the methodology that was used for the archival research study, and includes the 

selection of participants, instrumentation, data collection, and the data analysis. Chapter 

IV presents the study’s findings for the research questions, and the data and results of the 

data for the three research questions. Chapter V provides a summary of the entire study, 

discussion of the findings, implications of the findings for theory and practice, and 

recommendations for further research, and conclusions.  

Summary  

The expectation for parents’ involvement in education has been on the rise over 

the last 20 years (Horvat & Baugh, 2015). As educators and schools try to become more 

inclusive in involving parents, it is important that they continue to build relationships that 

will support student growth and development, while partnering with parents as the 

demands for parent involvement continue to increase (Horvat & Baugh, 2015). Parents 

not only have a right, but they are also responsible for being involved in their child’s 

education. When parents, educators, schools, and communities work together the student 

learning and development increase (Glasgow & Whitney, 2009). In the current shift of 

education reform, schools and educators have had to shift to considering parents as 

customers. Parents are not just a child’s first teacher, but they are also their first role 

model and their first advocate. Durisic and Bunijevac (2017) recognized that when 

parents can identify their roles, responsibilities, and understand them then they are more 

involved willingly and it is a major contribution. Parent involvement is vital to student 

success at all academic levels, but as students transition into middle and secondary levels, 
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parent involvement tends to decrease; consequently, shifting educators into finding ways 

to increase parent involvement (Despain, Conderman, & Gerzel-Short, 2018). As 

research about the impact of parent involvement on student learning and performance is 

still developing, the reality is that parents do have the greatest potential effect on students 

(Hiltz, 2015). Despain et al. (2018) stated that if schools become a place where parents 

can find resources to help them it will encourage them to be more involved frequently, 

and although it can be a challenge for middle and high schools the commitment can lead 

to stronger school-parent partnerships to help promote student academic growth and 

development.   
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CHAPTER II 

REVIEW OF LITERATURE 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. Parents and educators both impact the lives of students; 

however, they function in different capacities. Just as students are unique, parents are also 

just as unique, and this suggests that educators should consider the family dynamics and 

parent involvement when as it relates to student learning and development. Educators 

want parents to support student learning, parents want educators to help them support 

children at home, and students want parents to be more supportive and knowledgeable 

about how to help them at home (Epstein, 2016). Federal legislation, NCLB of 2002, 

recognized the importance of multi-level leadership as it relates to improving 

partnerships between parents and schools, and redirected the state and district leaders to 

shift from just monitoring compliance to actively supporting schools in improving the 

performance of parent programs and involvement. In the 1960’s programs sponsored by 

the federal government acknowledged that parents needed support from educators to keep 

their children from failing in regular schools. Although the parents lacked advanced 

education the schools realized the children still needed them as a support for education 

(Epstein, 2016). As a result, the federal government required parents to be involved on 

advisory councils which led to parents being more involved with student education. 

Green et al. (2007) found that parent involvement lowered as the student’s age increased, 

and the decrease of parent involvement was a contributing factor for student overall 

learning and development once entering middle and high school. Soon after, the 
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Elementary and Secondary Education Act (ESEA), was passed in 1965, and it was 

regularly scheduled for reviews and renewals every four to five years (Jennings, 2015).  

The Elementary and Secondary Education Act and No Child Left Behind outlined 

the expectations, roles, and responsibilities for both educators and parents and how 

significant the roles are to student performance and success. Within the last two decades 

the roles and responsibilities of educators and parents have shifted in education, and 

much of the accountability is on the educator. Conducting research at the elementary, 

middle, and high school level, Epstein (1986, 1995, 2016) shared an idea of what parent 

involvement should entail when getting parents more involved in student learning and 

success. The framework encompasses six types of involvement. These are embedded into 

the 2002 No Child Left Behind Act which reauthorized the Elementary and Secondary 

Education Act of 1965 with a goal to implement programs that would improve teaching 

and learning. One major component of NCLB was Title I, Part A. The purpose of Title I 

is to improve the academic achievement of the disadvantaged. One of the components 

focuses on providing parents with tools, resources, and opportunities to enable them to 

become involved with student learning and development. Title I, Part A, was designed to 

increase student achievement and includes provisions to create shared responsibility 

between educators and parents, with an expectation that states submit plans that will 

outline how they will increase parent involvement (U. S. Department of Education, 

2004). As part of the plan, Title I requires three parental involvement strategies: a.) 

including parents in decision making, b.) establishing school-parent compacts to support 

student learning, and c.) forming school-parent partnerships as an avenue to collaborate 

on school improvement projects. These strategies have specific guidelines and mandates 
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for states, districts, and schools, while providing funding and flexibility to support the 

parent involvement initiatives. No Child Left Behind, was presented to the nation by 

President George W. Bush to enforce and support ESEA by making the federal 

government more accountable for student performance. NCLB was established to focus 

on students that are categorized as English-language learners, special education, racial 

minority groups, and students that are from low socio-economic families and 

backgrounds. 

The Historical Perspective 

The Equality of Educational Opportunity, also known as the Coleman Report, was 

conducted to determine the extent of racial segregation and to discover how segregation 

negatively affected educational opportunities for black students in schools in the United 

States of America (Rivkin, 2016). Rivkin (2016) stated that the report served to spark 

fundamental change in education, and it is the foundation of educational debates among 

policymakers, educators, and citizens. James Coleman, then a faculty member at John 

Hopkins University, lead the research and investigation responsible for gathering data 

and research about the racial composition of schools and student learning in the United 

States (Alexander & Morgan, 2016). The research was commissioned by Congress in the 

Civil Rights Act of 1964, to conduct a survey and create a report concerning the lack of 

availability of equal opportunities based on race, color, religion, or national origin for 

students receiving public education in the United States. Coleman et al. (1966), used four 

questions to gather information about racial inequalities in public education. The first 

question was to investigate the extent of racial and ethnic segregation in public schools. 

The second question was to determine if students were offered equal opportunities. The 
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third question was to identify how much students learned according to standardized tests. 

And, last, the fourth question was to determine relationships, if any, between student’s 

achievement and the kinds of schools they attended (Coleman et al., 1966). The research 

conducted found that Blacks were the most segregated minority group, but White 

students were by far the most represented group in the public schools at the time of 

research (Coleman et al., 1966). More that 65% of all Black students in 1st grade attended 

schools that were between 90 and 100 percent Black (Coleman et al., 1966). Blacks made 

up 50% of the student population, in some schools and 100% in others (Coleman et al., 

1966). There were similar patterns of segregation for teachers in public schools, where 

Black students attended elementary schools and 65% of the teachers were Black, and the 

average White elementary student attended a school where 97% of the teachers were 

White (Coleman et al., 1966). At the secondary level, White teachers were more 

prevalent (Coleman et al., 1966). The report found that there were a number of schools 

where there was no match between the race of teachers and students, and the trend was in 

one direction where White teachers taught Black children, but Black teachers seldom 

taught White children (Coleman et al., 1966).   

Coleman et al. (1966) found that integration in some schools was comprised of 

primarily Black children attending predominately White schools, but very seldom found 

White students in Black schools. The report not only measured the student and teacher 

composition ratio, but also the characteristics and school environment of the schools in 

the United States (Coleman et al., 1966). The researchers collected data from teachers 

and administrators regarding the school’s facilities, the teachers’ level of education, the 

availability and condition of resources, number of students in a classroom, and income 
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variations across the United States (Coleman et al., 1966). The data gathered about the 

conditions of the schools and the environment were completed by students, teachers, 

school and district personnel, including administrators and superintendents. The data was 

collected in September and October of 1965 from four thousand public schools. Teachers 

and school personnel were surveyed about the physical characteristics of the school, their 

level of education, their philosophy of education, and they shared their ideas about the 

socioeconomic conditions of the neighborhoods near the schools. There were 645,000 

students involved in the survey, and their contributions included information about their 

socioeconomic backgrounds, their parents’ level of education, the resources available at 

home, such as, encyclopedias and newspapers, their academic goals, and attitudes about 

school (Coleman et al., 1966). The data suggests that the average Black student attended 

schools with classmates where fewer of their mothers graduated from high school, their 

families were larger than those of White students, the students were less likely to be 

enrolled in college preparatory classes, and they took fewer classes in English, math, 

foreign languages, and sciences (Coleman et al., 1966).  

             In addition to gathering data from teachers and students, the researchers also 

gathered data about the schools themselves. Coleman et al. (1966) found that schools in 

certain regions revealed certain data, such that White students in secondary schools had 

smaller class averages than minorities, except for Native Americans, and across the 

nation, Black students had less access to facilities that had an impact on student academic 

achievement. Black students had less access to learning labs for certain courses, less 

books in their libraries, less access to college preparatory and college curriculums and 

extracurricular activities. The research conducted also suggested that if a White student 
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was from a family in which education was valued and attended a school that was made of 

students unlike the White student, then there would be little change to the White student’s 

academic performance (Coleman et al., 1966). Yet, if a Black student was from a family 

in which education was not valued and attended a school with classmates who value 

education, then the Black student’s academic performance was likely to increase 

(Coleman et al., 1966). Serving more than a half million students, the Equality of 

Educational Opportunity was a massive national survey that used what was then 

identified as the best statistical methods available to gather data about the experiences 

and disparities between minority and majority students from across the nation (Alexander 

& Morgan, 2016). Although the survey has been known for its path breaking 

contributions, there were still limitations that are to be considered. Alexander and 

Morgan (2016) identified the time constraints given to conduct the research, the political 

climate at the time of research, the state of technology, the idea that some large school 

districts and districts in the South declined participation in the study, and the limits to the 

amount of information gathered about family conditions. The researchers also identified 

the data collected regarding per student funding was from the school districts rather than 

from the campuses (Alexander & Morgan, 2016). Alexander and Morgan (2016) 

described the Equality of Educational report as being central to education and how to 

advance the cause of school desegregation which has been a compelling issue since the 

Civil Rights Act and remains an issue today.  

The Evolution of the Elementary and Secondary Education Act of 1965 

The Elementary and Secondary Education Act (ESEA) of 1965 was a broad 

statute that provided financial support to elementary and secondary education with a 
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focus on high standards and accountability. ESEA brought education to the forefront as a 

method to attack the nation’s issue on poverty and was established to provide equal 

access to quality education for students in need (Jeffrey, 1978). The act mandated that 

funds be allocated to support professional development, instructional materials, resources 

for educational programs, and to help increase parent involvement. Concrete policy 

changes included annual testing as a response to NCLB, funding for preschool programs 

for children with disabilities, funds allocated for immigrant students to learn English, and 

extra instruction and supports were funded for students who struggled to keep up 

academically (Jennings, 2015). ESEA was signed in 1965 and was to be carried out for 

five years; however, it became subsequently reauthorized every five years. Jennings 

(2015) stated ESEA directed educators and administrators to focus more on better serving 

students that were economically and educationally disadvantaged. Nearly all public 

schools and many private schools received books and audiovisuals to improve libraries, 

many districts received funds for innovative programs, and educational research was 

extended. In addition to resources and funding, state governments were pushed to play a 

stronger role in school improvements, and public and private schools were encouraged to 

build relationships with parents from low-income families (Jennings, 2015). ESEA’s 

efforts had its inadequacies, but overall funding assistance supported students’ academic 

growth and overall development.   

                    No Child Left Behind was the 21st century update of ESEA, and its ideals 

connected back to Brown v. Board of Education, when the courts declared segregation in 

public schools unconstitutional (U.S. Department of Education, 2003). In 2002 George 

W. Bush signed NCLB into law with the purpose of guaranteeing accountability, 
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flexibility, and equal access to significant opportunities of high-quality education for all 

students (U. S. Department of Education, 2003). Once NCLB was implemented, Title I 

was amended to improve academic achievement of the disadvantaged (U. S. Department 

of Education, 2003). It was designed to support schools and districts that serve a high 

percentage of low-income families (U. S. Department of Education, 2003). Title I is 

known for receiving the most attention from the political perspective as it accounts for 

the funds approved by ESEA (Social Welfare Project, 2016).   

In 1966, school districts were required to consult with community agencies for 

support in operating Title I programs; however, schools and school districts were not 

legally required to involve parents until 1971. The Parent Advisory Council (PAC) 

emerged as the result of Congress’s decision to strengthen the parent involvement 

provisions of Title I (Social Welfare Project, 2016). Although PAC is considered an 

advisory group, Congress made the decision that at least more than half of the members 

must be parents of those receiving support from Title I, and they must be involved in 

planning, operation, and evaluating Title I programs. The U.S. Department of Education 

(2002) provided the general provisions for those local education agencies that provide 

basic services such as parent involvement. Federal funds are provided only to those local 

educational agencies that implement parent involvement programs, activities, and 

procedures that include decisions made by parents of participating children. All policies 

and expectations of parent involvement should be a part of the local education’s plan. 

The written policies and expectations of the local education agency are to entail 

information about how the agency will: a.) work with parents to develop a plan and 

process for improvements, b.) provide support, resources, and assistance to schools that 



40 

 

 

 

have parent involvement activities to help increase student and school performance,      

c.) give schools and parents more information regarding parental involvement,                

d.) provide a variety of parent involvement strategies, e.) conduct annual evaluations, 

with parent involvement, to determine the effectiveness of the parent involvement policy 

with regard to the academic quality of the school, and use the information to make 

necessary improvements, f.) include parents in activities (U.S. Department of Education, 

2002). NCLB was designed with the goal of creating new ways for parents to become 

involved in student education.   

The newest federal statute, Every Student Succeeds Act (ESSA), Title I Part A, is 

to upgrade a school’s entire educational program to improve achievement of the lowest-

achieving students. As ESSA takes the place of ESEA, there are new guidelines that 

schools are expected to follow. A new requirement for schools to be eligible and qualify 

for Schoolwide Title I, Part A is if the school serves students from an attendance area that 

is less than 40% low income, or less than 40% of the enrolled population is from low-

income, then the school may receive a waiver from the state education agency to provide 

a schoolwide program (U. S. Department of Education, 2004). In addition to the 

minimum 40% of students being from a low-income family, the guidelines also state that 

every schoolwide program must: a.) develop a comprehensive needs assessment,              

b.) develop a schoolwide program plan, and c.) annually evaluate the program plan.  

Once schools have been identified as Title I, the entire school will be assessed and 

held accountable for the academic achievement of students, with a focus on students who 

are failing or at-risk of failing the state academic standards as well as other factors 

determined by the local education agency (Govinfo.gov, 2015). Schools may provide a 
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description of the strategies and methods used to address student needs and are to include 

necessary courses that will support students in having a well-rounded education, not just 

an academic education (Govinfo.gov, 2015). ESSA, Title I, Part A considers a variety of 

activities that focus on addressing student needs which include school-based mental 

health programs, specialized instruction and support services, strategies that support 

student learning beyond academics, allowing students to earn college credits in high 

school, the implementation of a school-wide approach to prevent and target problem 

behavior, and educators and other personnel participating in professional development 

that will help improve instruction and use data from academic instruction (Govinfo.gov, 

2015). ESSA also states that the schoolwide plan shall specify the state education agency 

and the local education agency program funds that will be consolidated for the 

schoolwide program (Govinfo.gov, 2015). Funding for schoolwide programs can also be 

utilized for dual or concurrent enrollment programs that target the needs of students that 

are low achieving or at-risk of meeting the state’s standards. Funding can be allocated to 

cover costs associated with training for educators, tuition and fees, books, required 

instructional materials, and transportation (Govinfo.gov, 2015). In addition, schoolwide 

services may be delivered by non-profit or for-profit external providers that are expertise 

in providing evidence-based strategies to help improve student learning and development 

(Govinfo.gov, 2015). 

ESSA also states that school districts must have programs that involve parents and 

include meaningful parent input. Title I schools must develop a policy that describes how 

the school will carry out activities that involve parents, and parents must agree to the 

policy. Parents should provide contributions for the school planning and improvement of 
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the campus Title I program. Schools must develop a school-parent compact that includes 

how parents, students, and school staff will share responsibilities for student learning and 

development, and how parents and teachers will communicate. ESSA also includes 

guidelines regarding districts and schools having a responsibility to build capacity for 

involvement. Building capacity might include helping parents understand the educational 

system and standards and providing resources and training to help parents support their 

children. All educators, school leaders and other staff, should be instructed on how to 

increase parent involvement and engage families effectively. While ESEA has evolved 

overtime, the current federal guidelines and regulations still focus on student learning and 

development. Parent involvement has been, and still is relevant when considering student 

learning and development. The statues still include expectations, regulations, and 

guidelines that promote parents being involved in the academic and educational focus for 

students, especially students that are identified as low-achieving and at-risk of meeting 

state academic standards and expectations.  

The Ecological Approach   

          According to Hampden-Thompson and Galindo (2017), Bronfenbrenner’s (1979) 

ecological systems theory supports student growth and development, and is nested in 

systems that are affected by the child, processes, and institutions and all levels which 

include the child’s family, the school they attend, and society. The ecological system is 

comprised of five layers: microsystem, mesosystem, exosystem, macrosystem, and the 

chronosystem (Hampden-Thompson & Galindo, 2017). The processes in each system are 

unique to the individual layers. It is in the microsystem, the smallest and most immediate 

system, that a child is in the home environment, school, and community groups 
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(Hampden-Thompson & Galindo, 2017). The microsystem is the layer of systems where 

the child interacts with parents, educators, classmates, and caregivers, and is generally 

involved in relationships that will impact a child’s growth and development (Hampden-

Thompson & Galindo, 2017). In the mesosystem interactions from various microsystems 

that children are exposed to link the microsystems together, such as a child’s home life 

and school (Hampden-Thompson & Galindo, 2017). The exosystem is when two or more 

of a child’s settings are connected, such as the child’s extended family, or the child’s 

neighborhood, and the child might be impacted by the setting, but may not be directly 

involved in the setting (Hampden-Thompson & Galindo, 2017). It is the ecological 

model’s macrosystem that is comprised of the child’s values, belief systems, economic 

and political stance that significantly impacts the child, and is identified as the largest 

most distant system that includes people and places of influence to the child’s growth and 

development (Hampden-Thompson & Galindo, 2017). Then there is the chronosystem, 

which recognizes influential factors such as time and change, a child’s family structure, a 

parent’s employment status, societal, and economic changes that impact children and 

how they grow (Bronfenbrenner, 1979).  

Burns, Warmbold-Brann, and Zaslofsky (2015) conducted a study and found that 

school psychologists have often used the ecological systems theory as a framework to 

determine effective student services by evaluating five criteria: the actual environment 

context of the assessment, the environmental context of the intervention and if it 

represents a real-life situation, the student and personal characteristics and traits such as 

age, gender, and personality, multiple environments and the student’s interactions with 

the multiple environments should be considered for research, and lastly, the process. The 
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process being the complex interactions between the student, other people, objects, and 

other influences in the immediate external system. Some educators and parents are 

uncertain of the significance of parents being involved in schools and partnering with 

educators and schools to help support student learning and development.  

Comer and Haynes (1991) conducted a study that included two schools, 770 

students that were in a low-income neighborhood, with over 80% of the students 

receiving free or reduced lunch. The parent involvement issue was analyzed from a social 

ecological approach and considered interactions between individuals in groups in a social 

system (Comer & Haynes, 1991). The study evolved over a 5-year period and included a 

nine-element program which is referred to as the School Development Program (Comer 

& Haynes, 1991). The program contains three components, one being the Parent Program 

(Comer & Haynes, 1991). The Parent Program focused on supporting social programs 

that were designed to help parents and educators work together to assist student social 

development (Comer & Haynes, 1991). Effective parent involvement is essential to 

student success in school (Comer & Haynes, 1991). Parents and educators are influential 

to student success and the best results are achieved when they work together. Parents 

provide the social, cultural, and emotional supports, and educators must provide 

opportunities for children to have positive interactions with others that impact their home 

life and experiences (Comer & Haynes, 1991). Comer and Haynes (1991) further stated 

that parent involvement programs work best when they are part of an integrated 

ecological approach. The ecological approach considers the idea that students are 

influenced by educators and parents and the interactions between the educators O’Connor 

and parents affect students learning and development (McCormick, Cappella, O’Connor, 
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& McClowry, 2013). Hampton-Thompson and Galindo (2017) conducted a multivariate 

analysis to examine the role of school-parent relationships, parents’ school satisfaction, 

and their associations with student academic achievement. The researchers used the 

ecological systems theory as the conceptual framework to collect data from 10,572 

participants, starting in 2004 until 2015, from the Longitudinal Study of Young People in 

England, which is responsible for measuring factors that influence student transitions 

through secondary, postsecondary education, and career pathways (Hampton-Thompson 

& Galindo, 2017). Hampton-Thompson and Galindo (2017) found that there is a positive 

connection between a strong parent-school relationship and student academic growth and 

development, and that a parent’s school satisfaction is also a contributing factor between 

school-parent relationships and a student’s academic growth as well.  If parents are 

involved all stakeholders benefit, schools function effectively, families become closer, 

and students improve. 

Overlapping Spheres of Influence  

The theory of overlapping spheres of influence suggests that students perform 

best when all stakeholders work together to support and nurture student learning and 

development (Epstein, 1986, 1995, 2016). The sphere focuses on the unique overlapping 

influences on students through interactions of parents, educators, the community, and 

students, with students being the center of the sphere. It includes the community as an 

important support of adolescent learning. In the overlapping sphere each context, home, 

school, or community, moves closer to, or farther from one another depending on the 

external and internal interactions. Epstein (1986) recognized the overlapping of the three 

spheres (family, school, and community) as partnerships, emphasizes the need for a 
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shared responsibility. The overlapping spheres also draw attention to the value of parent-

educator communication to make parents more comfortable overall in the academic 

setting.  

The external component recognizes that the environments in which the students 

are involved in may be drawn close together or they may be pulled far apart, and the 

amount of interaction among the external component is dependent upon time and 

experience (Epstein, 1986). When considering the external component, it depends on the 

situation at hand, for some circumstances require a student’s home environment and 

school environment work separately, and some require they work together, but either way 

it is what benefits the student’s learning and development (Epstein, 1986).    

The internal component indicates the degree of complexity of interpersonal 

relations and patterns of influence that develop between individuals at home, at school, 

and in the community (Epstein, 1986). The internal component deals with the social 

relationships started by the school at individual and institutional levels with both families 

and the community. However, the situation presented will determine the direction of the 

rotation of the spheres. The connections between all three spheres support students 

significantly, by reinforcing the value of education, and create a holistic environment for 

student development (Mattingly, Prislin, McKenzie, & Kayzar, 2002). Researcher 

Alexander (2016) stated that families, schools, and neighborhoods all play a part in a 

child’s academic growth and development. The amount of interaction between the 

spheres, families, schools, and the community have significant effects on the students’ 

academic success or failures, the roles and responsibilities of parents and teachers, 

operations of the school and family, and overall family school relations (Epstein, 1986). 
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Yamauchi, Ponte, Ratliffe, and Traynor (2017), proclaimed that although Epstein’s 

overlapping theory is an explanation of Bronfennbrenner’s (1979) ecological theory that 

is exclusive to family and school connections, it has been identified as a theory that lends 

itself to the school’s views and how parents should connect, while limiting the voice and 

perspectives of the parents and families.   

Selected Parent Involvement Types 

Parent involvement can be identified in various forms, including forms aside from 

visiting the school and participating in activities within the school (Jeynes, 2011). 

Research stated that parents 20 years ago may have been expected to attend open house, 

school plays, or make sure homework was completed, and today the expectations still 

stand, in addition to being involved in school councils, neighborhood councils, and 

participate in political reform (Horvat & Baugh, 2015). According to Green et al. (2007), 

parent involvement is categorized as two sub-types and the types are valued when parents 

make a conscious effort to actively participate in school-to-home partnerships.   

Learning at Home   

Parent involvement at home, participation in learning activities in the home, and 

the home learning environment have been identified as key components of a child’s 

learning and development (Tamis-LeMonda, Luo, McFadden, Bandel, & Vallotton, 

2019). According to Sahin (2019), learning at home is about factors that contribute to 

parents monitoring their child’s education at home, including supporting their child’s 

homework, identifying issues they might have and assisting them. In addition to 

homework support, and creating a learning environment at home, this type of 

involvement could also entail parents having conversations with their child about school, 



48 

 

 

 

identifying academic needs, and discussing the best options about what courses are best 

for their child (Yamauchi, Ponte, Ratliffe, & Traymor, 2017). 

Researchers Moe and Katz (2018) conducted research to determine the effects of 

parents’ emotions regarding homework and how it impacts students’ emotions about 

homework. The results of the study found that parents can have a significant impact on 

how their child engages with homework by adopting autonomous motivation and being 

positive (Moe & Katz, 2018). Therefore, to improve students’ homework and self-

efficacy, parents should remain positive with autonomous motivation regarding 

homework.   

Parenting   

As the federal government and local education agencies continue to increase 

expectations for parents, educators must acknowledge that parents are unique with 

various barriers and obstacles, and can result in a lack of academic skills, time, and 

resources which are necessary to support their children in school (Horvat & Baugh, 

2015). In addition to a lack of resources, understanding the academic curriculum, and 

being aware of the equity issues that arise is also problematic for student academic 

growth and development. In contrast, there are parents who are better informed about 

education policy and their legal rights. Parents not only have a right, but they are also 

responsible for being involved in their child’s education.   

Hiltz (2015) identified parents who were overly or deeply involved in a student’s 

educational experiences at school as helicopter parents, and the term refers to the 

parent’s behaviors and interactions on a school campus that impact the child’s learning 

and academic growth. When parents, educators, schools, and communities work together, 
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the student’s academic learning and overall development increases (Glasgow & Whitney, 

2009). It is important that educators spend time getting to know parents and allow them 

to share information about their child, their cultural beliefs, and their perspective as it 

relates to education. Matthews et al. (2017) stated the importance of parents’ attitudes, in 

that if their views and involvement are not taken into consideration by educators, schools, 

and local education agencies, then their level of parental involvement decreases. Epstein 

et al. (2009) found that parenting activities show how schools value the understanding of 

parents’ awareness of students and their interest, while supporting parents in meeting 

their parenting responsibilities at each grade level of their child’s academic 

experiences.    

Lundberg and Pollack (2015) identified marriage as a factor for how and why 

parents may or may not invest in their children and have found that parental investments 

are attributed to the various spectrum of resources between high- and low-income 

families since 1980. Research has suggested that parents who possess a higher level of 

education spend more time with their children, parents with more income spend more 

money on their children, and the difference between the time and money parents spend 

on raising their children also reflects parenting practices and attitudes (Lundberg & 

Pollak, 2015). In addition to marriage, social class is a contributing factor in how parents 

invest in their children. Research has stated that middle class parents are more likely to 

invest time and money in their children’s recreational and leisure activities, and they 

themselves support their children with academic expectations to assist with their 

academic and social growth, while working and poor-class parents recognize successful 

parenting as providing necessities such as food and shelter (Lundberg & Pollak, 2015). 
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Class differences also contribute to the parental preferences and how parents choose to 

invest in their children, but even if preferences are similar among various social classes, 

income and finances are still relevant to the type of investment parents contribute to their 

child’s learning and development. Parental financial contributions, access to resources, 

and productivity time are significant variables in the outcome of the parent’s practices 

and involvement. Lundberg and Pollak (2015) found that cooperative, joint, marital 

arrangements support long term, willingness of intensive parental investments in their 

children even though variances in education, income, information resources, and 

preferences all impact parent childrearing practices. In addition to marriage, the expected 

returns from parental investments also depend on school, neighborhood environment, and 

society’s investment that impact children (Lundberg & Pollak, 2015). 

Communication  

In education, it is important for schools and organizations to understand that 

communication is not only important for administrators, educators, and students, but also 

for parents. Communication between educators and parents is essential in that it provides 

information about students’ performance in the class, it helps educators gain a better 

understanding of students’ challenges, it increases parent support in education, and it 

ultimately increases students’ motivation and support (Ozmen, Akuzum, Zincirli, & 

Selcuk, 2016). Researchers VanValkenburgh, Putnam, and Porter (2021) exressed a 

belief that for significant, permanent change in parent involvement to take place, all 

stakeholders must be willing to understand, acknowledge, and respect the opinions of one 

another, and the first step to be considered with parent involvement is communication. 

Epstein (2016) identified communicating with parents as one of the most important 
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factors when trying to build strong working relationships between educators and parents, 

and strong educator-parent relationships benefit the development of schools and the 

community. If educators manage to build strong functional relationships where parents 

can give feedback and their perspectives are acknowledged, it influences and impacts the 

communication with educators and parents. The strong relationships create a situation 

where students can grow academically. Matthews et al. (2017) conducted a study to 

examine how the relationships with parents and educators vary between the poverty 

levels of students. The focus of the study was to evaluate the importance of volunteering, 

outreach, and communication as it relates to parent’s relationships across income levels 

(Matthews et al., 2017). One hundred eighty-nine middle school parents answered a 

parent involvement survey that covered three variables: volunteering, outreach, and 

communicating (Matthews et al., 2017). The researchers conducted an independent 

sample t-test to compare the variables (Matthews et al., 2017). Matthews et al. (2017) 

found that there was a significant difference in how educators communicate with parents 

from different income levels. Low-income parents were less satisfied with the way 

information was communicated with them, and there was no significant difference in 

volunteering, and outreach (Matthews et al., 2017). The data collected showed a 

significance in communication, and the researchers concluded that non-poverty parents 

tend to have more positive attitudes about communicating and more direct 

communication with educators (Matthews et al., 2017). When parents and educators have 

an open avenue of communication it provides multilayered benefits to educators and 

parents. According to Nitza and Roman (2017), effective educator-parent communication 

generally takes form in a traditional format. One traditional format is the parent-educator 
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conference which is designed for educators and parents to become more cohesive about a 

student’s academic and social performance. Educators and parents plan and decide the 

best method for communication and whether it will be electronic via email, social 

platform, face-to-face, or telephone. Nitza and Roman (2017), from Ariel University in 

Israel, examined parent-educator meetings in the technological era to determine if parent-

educator meetings are still relevant, and if there should be a change in how the meetings 

are structured. The researchers recognized parent-educator meetings to be one of the most 

significant channels used to create partnerships between the home and school (Nitza & 

Roman, 2017). The researchers also identified the following three types of teacher 

meetings: the general parent-teacher meeting where the teacher meets with all parents, 

the individual parent-teacher meeting where the parents meet with teachers individually, 

and the unofficial encounters (Nitza & Roman, 2017). The unofficial encounters are 

when parents have open access to teachers, engage in direct conversations, and teachers 

provide information and guidance about the happenings in the class and the school. The 

research study concluded that the unofficial encounters promote and increase parent 

involvement in the classroom and school (Nitza & Roman, 2017).   

Nitza and Roman (2017) also used identical questionnaires for parents and 

teachers to determine whether there was an association between computer-assisted 

communication and parent involvement, and between parent involvement and parental 

understanding. The study consisted of 107 participants from all regions of Israel, 

including 78 women and 29 men, 58 of the participants were parents and 49 were 

teachers (Nitza & Roman, 2017). The researchers found that the more computer-assisted 

communication used, then the greater the parent involvement, and the greater the parent 
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involvement then the greater the parental understanding (Nitza & Roman, 2017). The 

research questionnaire also found that the greater the parental understanding the greater 

the parent involvement (Nitza & Roman, 2017). In a technological era, it is important that 

educators find ways to connect with parents to continue to improve parent involvement. 

The most commonly used ways of communicating include e-mail correspondence or 

texting, and these opportunities create avenues of communication without being face-to-

face. The benefits of e-mail and text messaging makes it possible for parent and teacher 

information to be sent to a group of people at the same time (Nitza & Roman, 2017). 

However, according to Docherty, James, Spalding, and Walker, (2018), the most 

engaging form of communicating and connecting with parents is face-to-face. When 

parents and educators communicate face-to-face it allows parents to benefit from the 

connection as it allows them to clarify information and seek a greater understanding of 

their child’s academic learning experiences. There are various ways to communicate with 

parents, and using technology is one of them. It is important that educators implement 

several forms of communication to meet the various communication needs of parents.   

Parent Perceptions  

Parent involvement in secondary education is found to be a different level of 

involvement as that at the elementary level, but it is still an important element of student 

learning and development (Wright, 2009). In many situations, as the students increase in 

age and grade level, parents become unsure of how to support them at home as well as 

assist with homework, and parents become more reliant of the educator to help them 

understand. This causes teachers to believe that parents are incapable of supporting their 

child’s learning (Harris & Goodall, 2008). Therefore, it is important that educators and 
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parents have a rapport, so parents become aware of what drives their thoughts, actions, 

and become knowledgeable of their roles and responsibilities in parental involvement 

(Veitch, 2017). Ultimately parents want to be informed about student progress, and they 

want to hear both positive and negative information (Miretzky, 2004.)   

If parents’ and educators’ perceptions are not aligned regarding the roles and 

responsibilities to support the child, then it presents obstacles when trying to assist the 

child’s academic growth and development (VanValkenburgh, Putnam, & Porter, 2021). 

Parents must feel that their involvement and contributions to their child’s education are 

important and valued by the school, and if parents and educators have the same beliefs 

regarding involvement, it helps to eliminate miscommunications and prevents parents and 

educators from finding fault when it comes to student difficulties (Anderson & Minke, 

2007). According to research, a mother’s memories of her own school experiences have 

an impact on her child’s value for education and the learning environments at home as 

well (Veitch, 2017). Veitch (2017) conducted a study to understand how the educational 

experiences of mothers contribute to their attitudes about their child’s educational 

experiences and the similarities and differences of the experiences between high-income 

and low-income parents. The researcher found that mothers from both high and low-

income families had a concern about their child’s academic experiences and they relied 

on their own encounters to guide them through how they were involved with their child 

experiences (Veitch, 2017). The researcher revealed that both samples of parents wanted 

their children to experience the positive experiences and dismiss and avoid the 

experiences that were not favorable (Veitch, 2017).   
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Another study was conducted in Turkey to investigate parents’ perceptions of 

their involvement in their child’s schooling, explore cultural influences on parents’ 

involvement in Turkey, and examine the differences among parent factors such as income 

and level of education (Erdener & Knoeppel, 2018). Erdener and Knoeppel (2018) used 

Epstein’s (1995) Six Types of Parent Involvement to help examine parents’ perceptions 

regarding effective parent involvement. An additional component was added to the 

instrument to gather information about parent expectations and perceptions. The study 

included 742 parents from three elementary schools (Erdener & Knoeppel, 2018). Three 

hundred sixty-eight (49.6%) participants did not have a high school diploma, 199 

(26.8%) graduated from high school, 76 (10.2%) some college, 93 (12.5%) had 

bachelor’s degree, and 6 (0.8%) had graduate degrees (Erdener & Knoeppel, 2018). 

Three hundred ninety-one (52.7%) of the families were considered low income and had 

1,000 Turkish liras (TL) or less monthly (Erdener & Knoeppel, 2018). The researchers 

collected data that indicated that family income had a significant impact, and there were 

significant differences between family income on the combined factors of parent 

involvement (Erdener & Knoeppel, 2018). In addition, the study also found that parents 

believe that the parents who are involved in the decision-making process are those that 

are educated and are involved in the decision-making process about their child’s post-

secondary education and career goals (Erdener & Knoeppel, 2018). The researchers also 

gathered that parents in the area studied believe children from high-income families are 

more successful (Erdener & Knoeppel, 2018). The researchers concluded that 

professional development would be a contributing factor to provide support for school 

administrators and educators to increase parent involvement (Erdener & Knoeppel, 
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2018). Pre-service teachers could also benefit by obtaining information about why parent 

involvement is important and ways they can build relationships with parents. According 

to Veitch (2017), it is important that parents have a voice and educators should listen to 

parents from early on and throughout a child’s entire educational experiences.  

 Barriers to Parent Involvement  

Research suggests that parents, even when interested, are faced with challenges 

such as time, work, lack of motivation, lack of education, and communication which 

prevent them from being involved (Mawjee & Grieshop, 2002). Other parents tend to 

minimize involvement as their child increases in age and enroll in higher grades, because 

parents believe they no longer need to be involved (Smith, Stern, & Shatrova, 2008). It is 

also critical to understand that cultural differences affect parent involvement. Anderson 

(2010) proposed that the parent’s culture along with the school’s climate should be 

considered when involving parents. The study conducted by Anderson (2010) found that, 

quite often, economically disadvantaged parents report negative encounters and 

experiences with schools and educators. According to Panferov (2010), it is important for 

educators to be aware of factors that pose challenges which keep parents from being 

involved in supporting student academic growth and development. Gaining parent 

involvement is also challenging when English is not the parents’ first language, and if 

they have had unpleasant experiences with educators and the school. After conducting 

research with parents and English Language Learners (ELLs), Panferov (2010) 

recommended that educators should be actively involved in building collaborative 

relationships with parents which would increase parent involvement.   
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Communication between parents and educators provides support to parents, 

educators, and students. A relationship between parents and educators based on trust and 

communication is beneficial as it allows stakeholders to identify problems and solutions 

that impact student academic learning and overall development. However, 

communication barriers can prevent healthy relationships between parents and educators 

from forming. Educators and parents experience obstacles that interfere with meaningful 

communication. Barriers can be contributed from school-related obstacles or parent and 

family related obstacles (Ozmen, Akuzum, Zincirli, & Selcuk, 2016). School-related 

barriers are described as an inability to provide communication support, lack of 

knowledge about the system, and failure to have strategies and procedures in place. 

Parent-related barriers may be attributed to family status, time, and previous encounters 

with schools.  

Ozmen et al. (2016) conducted a study where 514 teachers from a total of 15 

schools were surveyed in Elazig, Turkey to determine the barriers to effective 

communication between educators and parents based on educators’ perceptions. The 

sample indicated that 42.2% were female, and 57.8% were male (Ozmen et al., 2016). 

The educator participants also identified as 77.4% social science teachers, 14.4% physical 

science teachers, 7.8% arts and special talents teachers, with 56.8% of teachers having 

five or fewer years in the profession, 37% with 6-15 years, and 6.2% with 16 or more 

years of experience (Ozmen et al., 2016). The questionnaire was comprised of 21 

questions and participants responded using a Likert-style scale where the responses were 

identified based on the mean rank (Ozmen et al., 2016). The variables in the study were 

labeled personal barriers, socio-cultural barriers, accessibility barriers, and field and 
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status barriers (Ozmen et al., 2016). The researchers identified personal barriers to be 

presented by the parents, which included issues with the school or teacher, parents lack of 

knowledge, concerns with getting negative feedback about children, and other issues with 

school personnel (Ozmen et al., 2016). Socio-cultural barriers were identified as parents’ 

religious preferences, poor socio-economic conditions, low level of education, and 

parents’ aspirations for their children to be successful (Ozmen et al., 2016). The 

accessibility barriers included the lack of information shared openly, parents not being 

accessible when there is a need, and lack of time spent supporting parents (Ozmen et al., 

2016). The last variable, field and status, was categorized as barriers that arise when the 

family lives some distance from the school, lack of space at the school where parents and 

educators can communicate, and social clashes between parents and teachers (Ozmen et 

al., 2016). The researchers found that compared to male educators, female educators 

encounter more barriers that are identified as personal, but educators from all subject 

areas encounter personal barriers with parents (Ozmen et al., 2016). The study also found 

that educators who teach fine arts experienced socio-cultural barriers most, educators 

with five years or less, experienced personal barriers, socio-cultural barriers, and field 

and status barriers more than other educators (Ozmen et al., 2016). The researchers 

suggested that educators be knowledgeable of the cultural and socio-economic structure 

of the family, parent meetings should be planned for the year with agendas to help 

parents make necessary arrangements, and educators and schools should work to build 

relationships to eliminate personal barriers (Ozmen et al., 2016).    
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Strategies to Improve Parent Involvement  

It may not be obvious that strong relationships between parents, educators, and 

schools would be critical to a student’s academic performance and outcomes, but they are 

(Sheldon & Jung, 2018). The Flamboyan Foundation, a family funded organization in 

Washington D.C., conducted a pilot that supports educator home visits as a way for 

educators to build relationships with parents that would improve student performance 

(Kronholz, 2016). The organization is responsible for training teachers at 122 of 

Washington D. C.’s 300 schools, and the research they conducted involved six 

elementary and two middle schools, and eventually became an independent non-profit, 

after partnering with the Parent-Teacher Home Visit Project (Kronholz, 2016). The 

purpose of the home visits designed by the organization were for educators and parents to 

become more acquainted with one another, a time for educators to invite parents to a 

specific event at the school, create positive relationships that were not just academic, but 

also a time for the parents and educators to share expectations and interests for the child. 

Educators report to the home in pairs, for safety and reflection purposes (Kronholz, 

2016). The Flamboyan Foundation also trained educators to visit homes empty handed so 

parents would be more comfortable sharing information with educators (Kronholz, 2016).  

More than 50 years of research support the impact of parent’s influence on their 

child’s growth and development before children enter school and throughout their time in 

school (Sheldon & Jung, 2018). The Parent Teacher Home Visit Approach (PTHV) is a 

strategy that was developed to build trust between schools and communities, to 

encourage parents and educators to work together, and impact educator’s culturally 

responsive practices to support student growth and achievement (Sheldon & Jung, 2018). 
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In the past 20 years, the organization has worked across 700 communities in 25 states, 

and have partnered with school districts, teachers, and community members to implement 

PTHV (Sheldon & Jung, 2018). With five core practices which include, voluntary 

meetings for parents and educators, compensation for educators that are trained, initial 

visits are to build relationships between parents and educators, no target groups for 

homes visited, and educators work in pairs to reflect on visit once conducted, the goal of 

the approach is to help educators and parents communicate, collaborate, and encourage 

relationships that are mutual in supporting student success (Sheldon & Jung, 2018). From 

2015-2017, four large urban and highly diverse school districts reported data from at least 

1% of 300,000 students who attended 110 schools, that allowed researchers to compare 

the outcomes of schools that participated in home visits to schools that did not participate 

in home visits (Sheldon & Jung, 2018). The study found that, on average, schools that 

implemented the parent-teacher home visit approach experienced less student absences 

than schools without implementation, and students performed better on assessments 

compared to other schools in the district (Sheldon & Jung, 2018). The researchers 

gathered that by using large data sets from various schools across the country, the parent-

teacher home visit approach promoted the improvement of parent-teacher relationships 

and created a foundation for helping student’s grow and develop (Sheldon & Jung, 

2018). Teachers, school staff, and parents participating in home visits has been identified 

as one of the most effective ways to improve parent involvement, and helps parents and 

students become more involved and interested in academics (Sheldon & Jung, 2018).   

            Since parenting is a key component in increasing parent involvement in low-

socioeconomic schools, it is important that parents understand the roles they can play in 
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contributing to the improvement. While parents from low-socioeconomic backgrounds 

are faced with barriers which interfere in their child’s academic growth and development, 

researchers Docherty et al. (2018) found that learning journals removed many of the 

perceived barriers. The researchers conducted a study to determine if the use of 

technology would help increase parent involvement among families with social and 

economic deficiencies, and discovered that parents were more connected to their child’s 

learning experiences when the classroom teacher sent videos home from the classroom 

learning, images, shared the concepts that were being taught, and were allowed to ask 

questions (Docherty et al., 2018). These learning journals allowed parents to see their 

child engaged in learning, it increased academic conversations between parents and their 

children, and allowed the children to encourage their parents to become more involved in 

their learning (Docherty et al., 2018). The researchers discovered that the learning 

journals provided parents with insight about classroom experiences that other 

communication did not provide (Docherty et al., 2018).  

According to researchers, parents can support student academic performance and 

development by ensuring that their children attend tutorials for academic support, taking 

their children to and from school when possible, being available to listen to their children, 

working with their children on learning activities at home, communicating with other 

parents and families, creating a unified family, and meeting with educators and being a 

part of parent organizations (Maryani et al., 2018). Middle school educators can also 

consider various strategies such as connecting with students’ parents prior to negative 

encounters as a method to establish a positive rapport with the parents. School educators 

can ensure that parents have contact information for all school staff, inform parents of 
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important dates throughout the year, have a positive demeanor when communicating with 

parents over the phone or face-to-face, provide a parent resource library, host forums and 

open discussion opportunities for parents to share their views and ideas about various 

topics, identify the way parents want to communicate, connect with new parents and 

utilize various communication tools based on parental preferences (Despain et al., 2018). 

When educators become resources for parents it allows parents to become more 

knowledgeable and informed about their roles and responsibilities regarding being 

involved parents with their children, to ensure student academic growth and 

development.  
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CHAPTER III 

METHODOLOGY 

Introduction  

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. Research has purported that parent involvement is a key 

component of a child’s academic growth and development (Sheldon & Jung, 2018). 

Parent involvement is a continuous and systemic approach to provide knowledge and 

information which involves collaborative relationships and communication that support 

students’ academic growth and overall development (Lindberg, 2014). Research has also 

acknowledged that parent involvement is common in elementary schools but is important 

for students in secondary schools although opportunities may be limited (Epstein et al., 

2009; Lindberg, 2014). There is a need to gather research to identify parents’ perceptions 

to identifying potential factors that will contribute to greater parent involvement in Title I 

schools. This chapter will be used to provide details of the methodology used in the 

research study, including the research design that was used to gather data, participant 

selection, instrumentation, and how the data was collected and analyzed.   

Research Design and Research Questions 

In this archival research study, the research was used to examine parental perceptions 

of involvement at low socioeconomic schools in Texas regarding parenting, 

communication, and learning at home as they relate to parent involvement. The research 

study used preexisting, archival data to identify factors to improve parent involvement in 

Texas schools. The research questions used in this study, to understand parent 

involvement, included the following:   
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1. What are parents’ perceptions of parenting and parent involvement at low 

socioeconomic schools in Texas?  

2. What are parents’ perceptions of communication and parent involvement at low 

socioeconomic schools in Texas?  

3. What are parents’ perceptions of learning at home and parent involvement at low 

socioeconomic schools in Texas? 

Setting  

The schools selected for this research study are part of a district that is comprised 

of Title I and non-Title I schools at each level of education: elementary schools, middle 

schools, and high schools. The selected district has a total of 256 Title schools: 158 

elementary schools, 52 middle schools, and 46 high schools (Texas Education Agency, 

n.d.). The selected school district also serves students at 20 schools that are non-title 

schools (Texas Education Agency, n.d.). During the 2017-2018 school year, the district 

was responsible for 213,528 students of which 51,211 were African American, 131,795 

Hispanic, 18,832 White, 496 American Indian, 8,612 Asian, 173 Pacific Islanders, and 

2,409 who identified as Two or More Races (Texas Education Agency, n.d.). The 

students for the 2017-2018 school year consisted of 160,252 economically disadvantaged, 

53,276 non-educationally disadvantaged, 67,347 English Learners, and 153,062 students 

at-risk (Texas Education Agency, n.d.).  

In 2018-2019 the same district reported a student total of 209,040 (Texas 

Education Agency, n.d.). The district was comprised of 48,808 African American 

students, 129,572 Hispanic students, 18,799 White students, 463 American Indian, 8,738 

Asian students, 140 Pacific Islanders, and 2,520 students identified as Two or More 
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Races (Texas Education Agency, n.d.). The students in the district for the 2018-2019 

academic year, were comprised of 167,106 students categorized as economically 

disadvantaged, 41,934 as non-economically disadvantaged, 66, 394 as English Learners, 

and 136,566 categorized as at-risk students (Texas Education Agency, n.d.).  

 The selected schools for this research are all part of a feeder pattern of schools 

within the district, comprised of one elementary school, one middle school, and one high 

school. Each school selected for the study has been designated as a Title I school. For the 

research study, schools were identified as Elementary School A, Middle School B, and 

High School C.  

Elementary School A is a Title I elementary school with a student enrollment of 

598 that served students from prekindergarten to fifth grade in 2017-2018 (Texas 

Education Agency, n.d.). The student demographics at Elementary A included 251 

African American, 339 Hispanic, four White, one Asian, and three who were categorized 

as Two or More Races (Texas Education Agency, n.d.). The student composition at 

Elementary School A included 552 students categorized as economically disadvantaged, 

46 non-educationally disadvantaged, 218 English Learners, and 462 students at-risk of 

not graduating (Texas Education Agency, n.d.). During the 2018-2019 school year, 

Elementary School A supported a student population that was comprised of 551 students 

from prekindergarten to fifth grade (Texas Education Agency, n.d.). There were 233 

African Americans, 314 Hispanics, one White, one Asian, and one student who identified 

as Two or More Races (Texas Education Agency, n.d.). Data collected from Elementary 

School A, identified 484 students as economically disadvantage, 67 non-educationally 
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disadvantaged, 194 English Learners, and 453 students were categorized as at-risk during 

the 2018-2019 school year (Texas Education Agency, n.d.). 

Middle School B had a total of 1,105 students between sixth and eighth grade in 

the 2017-2018 school year and 1,205 students in the 2018-2019 school year (Texas 

Education Agency, n.d.). The student population was comprised of 368 African 

American Students, 712 Hispanic students, 11 White students, six American Indian 

students, two Asian students, and six students who were of Two or More Races in 2017-

2018. Eight hundred and seventy-one of the students were identified as economically 

disadvantaged, 234 non-educationally disadvantaged, 370 English Learners, and 901 

categorized as at-risk during the same academic school year (Texas Education Agency, 

n.d.). During the 2018-2019 academic year, Middle School B had an enrollment of 435 

African American, 754 Hispanic, eight White, three American Indian, four Asian, and six 

Two or More Races (Texas Education Agency, n.d.). The student demographics of 

Middle School B included 1,162 identified as economically disadvantaged, 48 non-

educationally disadvantaged, 433 English Learners, and 900 students at-risk (Texas 

Education Agency, n.d.). 

In 2017-2018, High School C was comprised of 1661 students, which included 

659 African American, 970 Hispanic, nine White, four American Indian, 11 Asian, two 

Pacific Islander, and six students that identified as Two or More Races (Texas Education 

Agency, n.d.). In the school year 2018-2019, the students attending High School C were 

comprised of 1,234 economically disadvantaged, 427 non-educationally disadvantaged, 

310 English Learners, 31 students disciplinary placed, and 1,480 students identified as at-

risk (Texas Education Agency, n.d.). The following academic school year, 2018-2019, 
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High School C reported 1,736 students, which 667 were African American, 1,035 

Hispanic, ten White, five American Indian, eight Asian, two Pacific Islanders, and nine 

Two or More Races (Texas Education Agency, n.d.). The student’s demographics for the 

2018-2019 school year were further categorized as 1,335 economically disadvantaged, 

401 non-educationally disadvantaged, 372 English Learners, and 1,351 categorized as at-

risk (Texas Education Agency, n.d.).  

Participants 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. The participants for this study were volunteers from the 

schools in the selected Texas school district and identified as persons responsible for 

caring for the students who attend the schools in the identified district. Participants were 

asked to volunteer to provide the information pertaining to their personal experiences as 

it was relative to parent involvement and their child’s school. Participants were 

encouraged to participate in the study only once if they had multiple children who 

attended the same school, and multiple times if they had multiple children who attended 

multiple schools in the identified school district. All parents of students attending schools 

in the identified school district were given the opportunity to participate, even if the 

English Language was not their language of choice. Participants from all schools in the 

identified school district were encouraged to voluntarily participate, whether their child 

attended a school that was categorized as a Title I school or not. The data set used was 

collected from a pre-existing, archival data set, and the information gathered was not 

connected to the initial participants of the data set. The participants for the research study 

are unidentifiable, and the participants’ information has been retracted from the data that 
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is presented for public use and could not be provided to this research study. The 

information collected was retrieved from parents who volunteered to take a parent survey 

that was provided to them by their child’s school. Each parent was encouraged to 

complete the survey and return it to their child’s school. According to Bogdan and Biklen 

(2003), “The method of sampling in analytic induction is purposeful sampling. The 

researcher may choose particular subjects to include because they are believed to 

facilitate the expansion of the developing theory” (p. 65). All parents who had students 

attending the Title I schools, with children in grades K-12, were invited and encouraged 

to voluntarily participate in the survey. The parents of the 209,309 students, who were 

accounted for, were given the opportunity to complete the parent survey. The survey was 

sent to parents by various methods. Parents had access to the survey by using the parent 

portal used by the identified district, and the survey was also sent to parent email 

addresses that were provided by parents.  

Instrumentation 

The theoretical framework used for this study is supported by Epstein’s (1995) Six 

Types of Parent Involvement. The school district instrument utilized for this study was 

identified as the Measure of School, Family, and Community Partnerships (Appendix A). 

This instrument was designed to measure how schools connect to involve stakeholders in 

a way that supports students’ growth and development. The identified school district 

selected for the study used this instrument to retrieve information from the parents about 

their involvement experiences for the school year. The parent survey was conducted for 

two consecutive school years in the selected district. The data used for this research study 

was collected from the instrument used by the district. The tool used was intended to 
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measure the parents’ level of involvement and responsibilities as stakeholders with their 

children’s schools. The parent involvement survey was comprised of 12 questions, which 

included the parent’s demographics. Question 1 was designed to determine if parents 

received information about the school’s parent involvement policy. Questions 2 through 5 

were Likert questions to collect information from parents about topics that include 

parenting and communication. Question 6 was used to distinguish barriers parents might 

experience that would keep them from being involved. Question 7 was a Likert-style 

question to gather insight regarding the parent’s support to the child’s learning at home, 

and the information was collected from 6 sub-questions for question 7. Question 8 was 

also connected to the learning at home. The participants of the survey were asked to 

provide demographic information in Questions 9 through 12. The parents were given the 

opportunity to submit their responses to their child’s school. The data collected from the 

instrument was gathered from the district’s website and analyzed to identify trends from 

the parents’ responses to identify the parents’ perceptions regarding their roles and 

responsibilities with parent involvement as it pertains to parenting, communication, and 

learning at home. Data from six of the survey items specific to parenting, communication, 

and learning at home were used in this research study. The six selected items, two from 

the parenting type, two from the communication type, and two from the learning at home 

type, were analyzed for each of the three schools (Elementary School A, Middle School 

B, and High School C) in the selected district over two school years, and provided data 

for the parent involvement types parenting, communication, and learning at home.  
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Validity and Reliability 

Creswell (2013) stated that validity is when one can draw meaningful and useful 

inferences from scores on instruments. The instrument selected for the study has been 

used to collect information from the parents of the children that attend the schools in the 

identified school district. The instrument used was to collect data that relates directly to 

communication, parenting, barriers of parent involvement, and parents supporting their 

child’s learning at home. This instrument has been used for multiple years across the 

entire school district to obtain information to gather insight from parents as a measure to 

improve parent involvement at the schools. Research reveals that parent involvement in 

education has been a relevant factor for growth and development for students at all grade 

levels (Sheldon & Jung, 2018).                

In addition to validity, other criterion for research includes credibility, 

transferability, and confirmability (Lincoln & Guba, 1985). Credibility ensures that the 

results from research are believable from the participants’ perspectives in the research. 

Credibility in this study was addressed by asking the participants for their experiences 

regarding parent involvement and allowing the participants the opportunity to review 

their responses before they were submitted increased the credibility of the responses 

given by the participants. Transferability in research is the degree at which the results of 

the study can be transferred or generalized to other contexts or settings, similar to those 

described by the researcher. In this study, the instrument allowed for transferability of the 

information by asking questions that provided demographic information, number of 

students at the Title 1 schools, and the knowledge and information submitted by parents 

regarding parent involvement. Having access to such information will allow others to 
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analyze similarities and differences from the context of the study to their context and use 

the information to determine transferability. Guba and Lincoln (1985) stated that the 

person who transfers results to a different context is responsible for the degree of 

transferability. Confirmability is the degree by which the results can be confirmed or 

corroborated by others (Lincoln & Guba, 1985). This research study used pre-existing, 

archival data that was collected by the selected school district. The participants’ 

responses were anonymously submitted and posted for public use. The responses 

submitted were used for the archival evaluation.  

Data Collection 

The federal government provides funds to the identified schools in the selected 

district, that are categorized as a Title I school, to improve the parent support and 

involvement at the Title I schools. Parents with children attending schools in the selected 

Texas school district were asked to voluntarily participate in an annual survey that would 

provide insight regarding their involvement as a support to their children’s academic 

growth and development. The surveys were distributed electronically to parents via the 

email address they provided to the school their child attends. Each school also attached a 

link leading to the survey on their websites. Each school in the district distributed the 

same survey to parents districtwide to include all grade levels, to both elementary and 

secondary, to both Title I, non-Title I schools, and to specialty schools as well. The 

survey was sent out at the end of every fall semester, and shared with parents in multiple 

languages, including English, Spanish, and Vietnamese. The superintendent of the district 

also encouraged parents to complete the annual survey. The electronic surveys were 

collected via email, and the data was analyzed by the research and accountability 
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department of the district. An annual report was shared on the district’s website. The 

district’s data from the parent involvement surveys that were sent to parents were 

analyzed annually to identify trends. The 31 Likert questions from the same survey used 

from the 2017-2019 academic school years were placed in categories identified as 

parenting, communication, and parent support of learning at home. The multiple response 

questions were used to identify the barriers parents experienced from the 2017-2019 

school years also. The data was interpreted and placed in tables to show the information 

collected from the data collection by the parent involvement survey from the selected 

school district. The six questions used to collect information specifically aligned to 

parenting, learning at home, and communication were analyzed to identify trends, gaps, 

and other connections, relative to the purpose of this research study, were categorized.  

Research Bias  

Researcher bias is an extremely relevant factor in research. Creswell (2013) used 

the concept of reflexivity to describe the researcher’s biases, values, and experiences that 

are brought to the research study. The researcher for this study is an African American 

educator, the parent of two, one of whom is currently attending a school that has been 

categorized as a Title I middle school. The researcher also has 16 years of experience 

working with Title I student populations and parents of students who attend Title I 

secondary schools. The researcher has also experienced a lack of parent involvement, 

from the parents of students she has worked with over the years, in the areas that are 

being researched for this study and understands it is important to put aside personal 

biases and remain open-minded when analyzing the data that will be used in this 

research.  
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Data Analysis  

This section will be used to describe the procedure that was used to analyze the 

data that was collected. The archival data used for the questions from the Likert survey 

that provide multiple responses and address the three research questions that are 

connected to parenting, learning at home, and communication as they relate to the 

perceptions of parents’ roles and responsibilities with parent involvement at the Title I 

schools in the selected school district. The survey responses were used to analyze the 

mean scores for the six questions from two years, organized in tables to differentiate 

between the various questions and sub-questions that will provide insight regarding the 

parents’ responses for learning at home, parenting, and communication. The data was 

collected and analyzed from the same feeder pattern schools (Elementary School A, 

Middle School B, and High School C) over two consecutive school years (2017-2018 and 

2018-2019). The data gathered from parents, was sorted, analyzed, and organized to 

identify existing patterns. 

Summary  

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools specifically pertaining to parenting, communication, and 

learning at home. The selected schools in the identified school district were categorized 

as Title I schools. The identified district administered a parent involvement survey to gain 

an awareness of parent’s perceptions as they pertained to parent involvement as a support 

for their children’s academic growth and development. The same survey was shared with 

parents for two consecutive school years, and was used to gain insight about parenting, 

communication, learning at home, as well as the barriers and obstacles that posed as 
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problematic to parents being involved as a support for their children. The instrument used 

was a survey comprised of Likert-style questions and was sent to all parents of students 

attending schools in the identified school district, including the selected feeder pattern. 

The district received federal funding to help increase parent involvement and used the 

survey to gather data to gain an understanding of the parents and their perceptions 

regarding parenting, communication, learning at home, and barriers that were 

problematic to the parents. The purpose of this research study was to identify 

relationships and connections over the 2017-2018 and 2018-2019 school years, 

specifically concerning parenting, communication, and learning at home. Of the thirty-

one Likert-style questions and the six multiple response questions, the research study 

focused on six questions. Two questions were selected from each of the three parenting 

types, parenting, communication, and learning at home. The data was analyzed for each 

school in the feeder pattern over the two school-year periods to connect with parents’ 

perceptions of their roles and responsibilities of parent involvement as they pertain to 

parenting, communication, and learning at home.  
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CHAPTER IV 

ANALYSIS OF DATA AND FINDINGS 

Summary of Study 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools as they pertain to parenting, communication, and learning 

at home. The design used for this study included analyzing archival data to determine the 

parental perceptions of parent involvement, for a feeder pattern of schools in a Texas 

school district over the course of two consecutive school years. This chapter will 

highlight the mean difference in the data collection from the parent survey that was used 

to determine parental perceptions of involvement at an elementary, middle, and high 

school, for two consecutive school years. The researcher conveyed the necessary methods 

to be used to conduct the research to the HBU IRB and received an exemption for the 

research study (Appendix B). This chapter presents the results of the data collected and 

the analysis for the research questions presented.  

The parent involvement survey instrument was used to provide the findings of the 

research questions for the study. An analysis of the surveys collected over two 

consecutive academic years was conducted to determine the mean difference in parent 

responses for each of the parent involvement types: parenting, communication, and 

learning at home. The perceptions of parental involvement types that were analyzed 

included a set of selected questions from each type: parenting, communication, and 

learning at home.  
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Research Questions 

The following research questions were evaluated in response to the purpose of the 

research: 

1. What are parental perceptions of parenting and parent involvement at low 

socioeconomic schools in Texas? 

2. What are parental perceptions of communication and parent involvement 

at low socioeconomic schools in Texas?  

3. What are parental perceptions of learning at home and parent involvement 

at low socioeconomic schools in Texas? 

Parent Involvement Surveys 

The parent involvement survey used by the district during the 2017-2018 and  

2018-2019 school years were used to collect parental perceptions of involvement at Title 

I schools. The archival data from the surveys included the same questions for parental 

perceptions about parenting, communication, and learning at home each year the survey 

was given. The two parenting type questions used for research analysis included 

parenting Q1, the school provides helpful suggestions on how my family and I can help 

improve my child’s progress and parenting Q2, the school values my opinions and 

experiences as they relate to decisions concerning my child’s education. The 

communication type questions selected for research analysis included, communication 

Q1, the school communicates with me in a timely manner regarding the academic 

progress and needs of my child, and communication Q2, the school communicates with 

me in a manner that I can understand. The learning at home involvement questions 

selected for research were, learning at home Q1, I help my child complete homework or 
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school related projects, and learning at home Q2, asked parents if they seek outside 

resources to support their child’s learning. The data collected by the district only 

highlighted parents who responded, “strongly agree,” “agree,” “often,” or “usually” to the 

survey questions. Tables 1 and 2 report the percentage of parents’ responses for the set of 

parenting type questions selected from the Likert survey administered at the selected Title 

I, feeder (Elementary School A, Middle School B, and High School C) in the selected 

Texas school district.  

Table 1 

Parent Involvement for the 2017-2018 School Year from Selected Feeder Schools 
 

 Elementary A Middle B High C 

Q1 Q2 Q1 Q2 Q1 Q2 

 N % N % N % N % N % N % 

             

Parenting * * * * 38 68.4 38 73.7 11 81.8 10 70.0 

 

Communication * * * * 39 71.8 37 75.7 11 72.7 11 72.7 

 

Learning at 

Home 

169 92.3 165 55.2 37 70.3 39 61.5 11 100 9 66.7 

 

Note: This table includes Q1 and Q2 to represent the set of questions selected from  

the survey questions used to collect parent involvement responses for parenting, 

communication, and learning at home. *The archival data was collected from the  

Title I feeder schools in the Texas school district, and the data for elementary  

school parenting and communication responses were not submitted.  
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Table 2 

Parent Involvement for the 2018-2019 School Year from Selected Feeder Schools 
 

 Elementary A Middle B High C 

Q1 Q2 Q1 Q2 Q1 Q2 

 N % N % N % N % N % N % 

             

Parenting 123 86.2 120 82.5 40 92.5 40 100.0 3 * 3 * 

 

Communication 121 86.0 121 90.1 40 97.5 39 97.4 3 * 3 * 

 

Learning at 

Home 

121 90.9 118 51.7 40 90.0 39 61.5 3 * 3 * 

 

Note: This table includes Q1 and Q2 to represent the set of questions selected from  

the survey questions used to collect parent involvement responses for parenting, 

communication, and learning at home. *The archival data was collected from the  

Title I feeder schools in the Texas school district, and the data for elementary  

school parenting and communication responses were not submitted.  

 

The same survey questions were presented to participants for two consecutive 

school years. Figure 1 shows the mean scores of the parents’ responses from each of the 

selected parenting involvement types: parenting, communication, and learning at home 

for the 2017-2018, and 2018-2019 school years for the Title I feeder schools (Elementary 

School A, Middle School B, and High School C). This information collected supported 

the research questions used for the study.  
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Figure 1  

Mean Score for parental involvement responses for 2017 – 2019 school year  
 

 

Note: This figure displays the feeder pattern elementary, middle, and high school  

mean scores for the percentage of parents’ responses for the selected questions from  

the parent involvement survey for two consecutive school years. *The percentage of 

responses indicate parents who selected agree or often to the survey questions.  

 

Results, Research Question 1 

The first research question was used to analyze parental perceptions regarding 

parenting and parent involvement. Parents from the elementary, middle, and high school 

were asked to share their thoughts by using Likert Questions on an alphabet scale, using 

letters a–d to correspond with response options “strongly agree,” “agree,” “disagree,” and 

“strongly disagree.” The mean score from parenting Q1, the school provides helpful 

suggestions on how my family and I can help improve my child’s progress and parenting, 

for both school years resulted in an average of 43.1% of elementary responded that 

0 20 40 60 80 100

Parenting: suggestions

Parenting: valued opinions

communication: timely

communication: understand

learning at home: homework

learning at home: outside

resources

Percentage of Parent Reponses

P
ar

en
t 

In
v
o
lv

em
n
t:

 S
u
rv

ey
 Q

u
es

ti
o
n
s 

High School

Middle School

Elementary School



80 

 

 

 

parents are given suggestions on parenting as support for the child’s academic progress, 

80.45% of middle school parents responded they received suggestions, and 40.9% of high 

school parents received suggestions on parenting. For the parenting Q2, the school values 

my opinions and experiences when it comes to decisions concerning my child’s 

education, the data results showed an average of 41.2% of the elementary parents felt 

their opinions were valued, 86.85% of middle school parents, and 35.0% of the high 

school parents replied that for the parenting type, their views and experiences were 

valued when it came to their child’s education. The data also showed that the Title 1 

middle school parents provided more responses than elementary or high school parents 

for both parenting questions, Q1 and Q2. The middle school parents provided a greater 

percentage of responses to parenting Q2 which identify the school values their opinions 

and experiences, than they did to parenting Q1, that refers to being provided suggestions 

on supporting their child’s education. The elementary mean score for the two school 

years resulted in an average of 45.05% 

Results, Research Question 2  

Communication and parent involvement was the purpose of research for question 

two. The mean score for the data collected for the 2017-2018 and 2018-2019 school 

years, and the communication questions from the parent involvement survey were used to 

gather information from elementary, middle, and high school parents for research 

question two. The alphabet Likert scale used the letters a–d, were paralleled to the 

response options also being “strongly agree,” “agree,” “disagree,” and “strongly 

disagree.” The data collection only included the responses of parents who indicated 

“strongly agree,” or “agree.” For year one (2017-2018), the Title 1 elementary school did 
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not report data for parent responses for the communication questions selected from the 

parent involvement survey (Table 1). Although there were no responses for year one, the 

data analysis indicated an average for the two school years was 43.0% of the Title I 

elementary parents responded to the communication type Q1, which indicated parents 

received timely communication about their child’s academics (Figure 1). The data 

collected also identified 84.65% of the middle school parents reported that they received 

timely communication. The archival data from the parent involvement survey showed 

that for year two (2018-2019), the high school only reported three surveys, but there were 

no responses collected for the parent involvement type, communication (Table 2). In 

Figure 1, however, the high school average for communication Q1 indicated 36.35% of 

the high school parents shared that they received timely communication about their 

child’s education for two school years. The analysis of the data also included the findings 

for the communication Q2 which highlighted parents’ responses about receiving 

communication in a manner that they could understand. Elementary parents had a mean 

score of 45.05%, noting that they received communication in a manner they could 

understand (Figure 1). This was a result of no responses reported for communication by 

the elementary parents for year one of data collection for the survey. The middle school 

parents showed a mean score of 86.55%, which indicated they received communication 

in a manner they could understand, and the high school parents’ mean score was 36.55% 

(Figure 1). The data analysis showed that Title I middle school parents reported more 

responses for both communication questions selected from the parent involvement survey 

than elementary or high school parents. The data analysis indicated that middle school 
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parents responded more to receiving communication that they could understand from the 

two years of data collected from the parent involvement survey. 

Results, Research Question 3 

The data analysis for the parent involvement type learning at home was used to 

determine the mean score for the data collection which included the two selected survey 

questions used to collect data from parents’ thoughts about student learning at home and 

parent involvement in Texas schools. The alphabet scaled Likert questions provided 

parents responses to show if parents responded “always,” or “usually” to the parent 

involvement questions for the parent involvement type learning at home. The responses 

from the elementary parents for learning at home Q1 indicated that 91.6% of parents 

supported their child with homework or other school projects for the two years that the 

data was collected (Figure 1). It also showed the mean score of 80.15% of the middle 

school parents supported their children with homework or other school-related projects. 

The learning at home parent type showed that for the two consecutive school years, the 

mean score for parents’ responses indicating if they supported their child with homework 

and other school projects was 50.0%. In addition to supporting children with homework, 

research question three also analyzed data about parents providing outside resources to 

assist their children with learning at home. For learning at home Q2, the elementary 

parents had a mean score of 53.45%, the middle school parents had a mean score of 

61.5%, and the high school parents had a mean score of 33.35% for the two years of data 

collected from the parent involvement survey (Figure 1).  
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Organization of Study  

Chapter V will entail an overall summary of the research conducted, the process, 

and procedures that were used to conduct the study. The following chapter will also 

include a discussion of the findings from the research, and limitations that were presented 

during the process. In addition, Chapter V will highlight implications for practice and 

recommendations for further research that could extend the current literature and 

awareness of parent involvement and what is already known.  
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CHAPTER V  

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 

Introduction 

The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. Chapter V will include a summary of the study, discussion 

of the findings, implications for practice, recommendations for further research, and a 

conclusion of the study. The purpose of this chapter is to discuss additional findings from 

the data and further understandings to parent involvement in education. This chapter will 

also expand on the concepts that parents, educators, and community stakeholders can 

utilize to impact parental involvement as a factor to support student academic growth and 

development throughout their elementary and secondary educational experiences. 

Summary of Study   

 Epstein’s (1995) Six Types of Parent Involvement was designed to connect parents 

to education. In 2002, all six types were identified as the parent involvement framework 

to be used as a structure to give insight to the roles parents and educators play in 

including parents in contributing to student academic growth and development (U. S. 

Department of Education, 2003). This research was designed to examine parental 

perceptions of involvement in Texas education as they pertain to parenting, learning at 

home, and communication. The findings of the study will be discussed in relation to the 

mean score of parental perceptions from elementary, middle, and high school parents of 

students attending a feeder school in the selected school district for the 2017-2018 and 

2018-2019 school years.  
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Archival data collected was used to determine and analyze the mean scores for 

parent responses from the administered parent involvement surveys given to parents 

during the school years from 2017 to 2019. Participants responded to alphabet Likert 

scale questions where the letters a-d measured parents’ responses as “strongly agree,” 

“agree,” “disagree,” and “strongly disagree.” Data was collected from the responses to 

two questions which were posed to three parent involvement types: parenting, 

communication, and learning at home. During the first year of data studied, there were 

3,450 students enrolled at the selected elementary, middle, and high school in total, and 

surveys were distributed for parents to voluntarily participate. During the second 

consecutive year of data collection, there were 3,094 total students enrolled in the 

selected elementary, middle, and high school where the surveys were distributed to 

participating parents. The data collected was analyzed based on the responses, “strongly 

agree,” “agree,” “usually,” and “often.”  

Research Questions 

This research study included three research questions:  

 1. What are parents’ perceptions of parenting and parent involvement in Texas  

                schools?  

 2. What are parents’ perceptions of communication and parent involvement in  

  Texas schools?  

 3. What are parents’ perceptions of learning at home and parent involvement in    

  Texas schools? 

 For each of the three research questions the mean score was analyzed to 

determine the average of parents who responded to the parent involvement survey in 
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2017-2018 school year and the parents who responded to the same survey one school 

year later, using the same instrument.  

Discussion of the Findings   

 The involvement of parents in education has been a consistent topic of discussion; 

however, defined roles, responsibilities, and parent contributions, as they relate to 

education, have been inconsistent. The goal of this study was to determine parents’ 

perceptions about parent involvement as a support for student academic growth and 

development. The research questions to support this study were to determine parental 

perceptions of parent involvement as it pertains to parenting, communication, and 

learning at home, three of the six types of parent involvement.  

Hypothesis One: The parent involvement type parenting is not supported in parent 

involvement in Texas schools.  

 As in research question one, the involvement type examined was parenting, and 

the results from the research does not support hypothesis one. Parenting, as defined by 

Epstein’s (1995) Six Types of Parent Involvement framework, is the idea that parents are 

aware of what resources children need as they grow and get older, and if parents can 

provide safety and basic needs for their children as they grow from grade-to-grade in 

education (Epstein et al., 2009). In addition to parents understanding their children and 

establishing a home environment that supports learning and education, it is important that 

parents have opportunities and resources available to enhance their skills as parents. The 

archived parent involvement survey questioned parents about their perceptions of the 

involvement types as they pertained to their child’s school specifically. This study 

selected two questions from the instrument connected to parenting to gain insight about 
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their thoughts regarding whether their child’s school provided resources and tools to help 

parents support their child’s progress, and if schools valued parents’ opinions about their 

child’s learning and education. The questions are an extension of the literature, in that the 

framework used for the study noted that parenting is identified as parents having the tools 

and resources to support their child’s academics, and parents’ views and opinions should 

be considered toward their child’s education (Matthews et al., 2017). The data results for 

parenting were not reported for the elementary school for the 2017-2018 school year; 

therefore, the mean for the two-year period was less than 50%. However, the data 

indicated that more than half the elementary parents agreed that parenting as an 

involvement type took place at their child’s school during the 2018-2019 school year.  

For the middle school results, more than half of the parents responding to the survey 

parenting questions suggested that parents strongly agree or agree that parenting is of 

value to parent involvement in education, and the school is supporting that parent 

involvement type for both school years examined. The results for the high school 

parenting questions also indicated that more than half of the participants who submitted 

responses also agreed that support for the parenting involvement type was done during 

year 2017-2018, but there were no responses submitted for the high school parenting type 

of involvement for the 2018-2019 school year. The parenting type of involvement results 

clearly indicate that the schools and parents are contributing to this component of parent 

involvement. If parents are not aware of resources or tools necessary to better support 

their child’s academics, then schools are charged with the responsibility of not only 

having the information, but also getting it to the parents. The data analyzed for the 

parenting type of involvement showed that Title I middle school parents are acutely 
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aware of the value of receiving suggestions about parenting, and that their views and 

experiences about their child’s academic development are relevant to supporting their 

child’s educational experiences. The data also indicated that additional methods for the 

parenting involvement type can be considered to support more elementary and high 

school parents.  

Educators and administrators can conduct surveys to access parents’ needs for 

resources that would be beneficial to providing support for their children as they develop 

and grow throughout their academic experiences. Identifying community resources and 

stakeholders with knowledge of skills and information about parenting can be utilized to 

give parents a plethora of suggestions to build their parenting toolkits to support their 

children in K-12, Title I schools at all grade levels. Increased knowledge and access to 

community resources can create avenues for parents to share opinions about their child’s 

academic experiences and encounters on a routine basis, and it shows parents that their 

opinions matter. The exchange of information among parents, teacher, and administrators 

will promote an increase in parent knowledge and awareness and improve parent 

involvement.  

Hypothesis Two: The parent involvement type communication is supported in Texas 

schools.  

The second research question examined parents’ views regarding parent 

involvement and communication. Epstein’s (1995) Six Types of Parent Involvement 

framework described communication to be effective when it is two-way, can be initiated 

by the parents or the school, and should be clear for all parents to understand (Epstein et 

al., 2016). Although communication has been identified as one of the six parenting types, 
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researchers have also noted that it is one of the barriers to parent involvement (Mawjee & 

Grieshop, 2002). The results from the research support the hypothesis for research 

question two that is aligned with the parent involvement type, communication. The two 

selected questions that align with communication from the parent survey asked parents to 

share their thoughts about how timely information about their child’s academics was 

communicated, and if it was in a manner that they could understand what was being 

communicated. These questions were linked to the literature, in that researchers 

VanValkenburgh, Putnam, and Porter (2021) believed that for significant change to take 

place with parent involvement all stakeholders have to be understood, and the most 

influential factor for change is effective communication. There was no data collected for 

the elementary school for communication for the school year 2017-2018, so there were 

no results reported. Although the mean score for both school years indicates that 

elementary parents did receive timely and understandable communication, less than half 

of the parents who participated responded to the two communication questions. The 

middle school results indicated that more than half of the participants agreed that 

communcation about their childs’ academic progress was timely and understandable. The 

data presented an average of 84.65% for receiving timely communication, and 86.55% 

for the communication being understandable. Middle school communication responses of 

timeliness and information being understandable presented two of the greatest number of 

responses reported from the selected six questions about parenting, communication, and 

learning at home. For year one, there were eleven surveys reported, but of the eleven, 

72.7% of the parents responded that communication was timely and in a manner that they 

could understand. The second year the survey was administered there were no reports of 
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high school parents responses; therefore, the mean score for both years was less than 

50%. During the years the survey was administered to parents, the high school was 

experiencing changes with campus administration, which may have had an impact in the 

number of parent survey submissions and responses received.  

The onus for communication lies with both the school and the parents to ensure 

that its effectiveness supports the child’s academic progress, growth, and overall 

development. The results from the study imply that communication is a key factor, one 

that also poses as an obstacle for parents of students who attend Title I schools. It should 

also be highlighted that although research identifies a parent’s involvement by 

communication and also as a barrier, the goal is to minimize the obstacles so that a 

child’s academics do not suffer. The research shows that the schools in the feeder pattern 

connect with parents and provide communication in a manner that parents can 

understand, but there is room for improvement. Remedies for the parent involvement type 

communication could entail administrators partnering with the teachers on their campus 

to determine what is already being implemented, what works, and ways to improve, and 

using the teachers that implement effective strategies to provide training for the campus 

staff. Another remedy to improve communication is to consider the implementation of a 

parent portal. The platform will utilize technology to offset barriers with communication 

using social media to conduct routine live meetings that are hosted by staff, share 

information about academic insight, and non-academic information while also allowing a 

time for parents to ask questions and give comments and feedback during the live 

segments. The portal would also serve as a tool for teachers to connect direcly to their 

students’ parents regularly. The parent portal informative sessions could be used with 
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newsletters at the elementary level. Secondary schools could utilize the portal as a 

method to minimize emails and newsletters, but still creating an avenue for parent voice 

to support their child’s academic performance.  

In addition to the parent portal, administrators could use Title I funding to provide 

all-day parent conferences for each grade level, elementary, middle, and high school. The 

conference days would be designed to provide parents the opportunity to meet with 

teachers to gain specific details about their childs’ academic growth and development, 

while also having the opportunity to ask questions or share concerns about their childs’ 

educational experiences. The strategies noted would eliminate misconceptions about 

stakeholder expecatations, provide a space for shared responsibilities for stakeholders, 

and create a parent-educator partnership as a method to increase parental involvement. 

Educators connecting and communicating with parents via social media platforms could 

minimize the amount of time parents have to phyically be present at the school, motivate 

them to be more involved, and provide them with the academic insight they need to 

support their children. The implementation of the parent portal and social media tools 

would increase parent involement while also improving student academic learning and 

overall development for students attending Title I schools.  

Hypothesis Three: The parent involvement type, learning at home, is not supported in 

Texas schools.   

  As evidenced by the research, learning at home is not just helping a child with 

homework, but it also entails creating a learning environment at home, parents having 

conversations with their child about school, identifying academic needs, and discussing 

the best options about what courses are best for their child (Yamauchi, Ponte, Ratliffe, & 



92 

 

 

 

Traymor, 2017). Epstein’s (1995) Six Types of Parent Involvement framework noted that 

learning at home is not limited to assisting with homework. It encompasses parents being 

able to support children with various learning activities, and being aware of the skills and 

concepts children need for each grade level from elementary to high school. The results 

aligned to research question three do not support the researcher’s hypothesis three which 

connects to parent involvement type learning at home. The selected questions from the 

archived parent involvement survey examined learning at home by asking parents to 

respond to the alphabet Likert scale questions that asked if parents “always” or “usually” 

helped their child complete homework and other school-related projects, and if they 

supported their child by seeking outside resources to assist with their child’s learning. 

The results show that during the 2017-2018 school year, more than half of the parents 

who participated in the survey, elementary, middle, and high school, responded that they 

“usually” or “always” help their child with homework or projects. The results also show 

that more than half of the middle school and high school parents also responded “usually” 

or “always” to seeking outside resources as a support for their child’s academic learning. 

The results for the elementary school indicated that fewer elementary parent participants 

responded “usually” or “always” to seeking outside support for their children’s learning. 

Since there were fewer elementary parent responses for seeking outside resources for 

both years, the mean score for learning at home using outside resources was the lowest 

for the three grade levels. The results imply that parents of elementary students are more 

comfortable helping students with academics, but secondary parents use additional 

resources outside the home to help support their child’s academic growth. It also implies 

that parents of elementary students at Title I schools do not need as much support from 
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resources outside the home to assist their child’s academics, as the middle and high 

school parents. This indicates that parents of high school students do understand that 

children will need support throughout their years from elementary to high school. The 

results from the data align with the research that states parent involvement in secondary 

education may look different to that at the elementary level, but it is still important to 

student learning and development (Wright, 2009). A note of caution is warranted 

interpreting the findings: not all schools selected may have completed the surveys both 

years, and only a small percentage of the responses collected from the sample were 

reported in the data submitted.  

The implication is that each school administers the survey, but their influence for 

submission maybe at the discretion of the campus administrators. As students advance in 

grade level, transitioning from elementary, middle, and high school, it would be 

beneficial for campus administrators and educators to share the academic expectations 

with parents by grade level, by content, by lesson cycle, and even by assignments. Some 

parents support their children at all grade levels, but all parents may not understand that 

as their children grow academically and socially, greater supports are needed. While this 

research study indicated that elementary parents support their children with homework, 

and secondary parents seek more support outside the home, administrators could consider 

campus-based homework help and inform parents that learning at home can also be 

supported by the school. Campus administrators and leaders can identify community 

partnerships where homework hubs could be established in the community to conduct 

tutorials and homework help beyond the teacher work day. Homework hubs can also be 

implemented using technology tools to meet the grade-level specific learning 
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expectations for each level. Educators and campus administrative teams can identify 

community stakeholders willing to provide learning experiences for students throughout 

the school year that directly align to the formal, in-class learning encounters. Educators 

might also consider hosting content camps for parents and students throughout the year 

on campus, and in the community, to empower parents of the content students are being 

taught. The parent involvement type: learning at home works if parents have an 

understanding about how and what their children need as they grow academically. 

Educators have a charge to help parents realize that the older children get, the more 

support they need overall, academically and socially.  

Recommendation for Further Research  

 The purpose of this research study was to examine parental perceptions of 

involvement in Texas schools. Archival data was analyzed to test three research questions 

to examine parent perceptions of involvement as they pertain to parenting, 

communication, and learning at home. The information was studied and significant 

findings resulted from the research. Although the examined data provided results, there 

were limitations. The highlight of the study was parents’ perceptions of parent 

involvement, and the data only came from a selected feeder pattern of schools that were 

identified as Title I. This study also investigated only the following three of the six types 

of parent involvement: parenting, communication, and learning at home. The research 

methodology also presented limitations to the results of the study. The lack of 

explanations for the selected responses to the survey questions provided by parents 

presented limited insight about the support given for each of the parenting involvement 

types. The research questions examined parental perceptions of a different parent 
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involvement types for a two-year period, prior to the COVID pandemic. The goal was to 

determine the mean difference for the elementary and secondary parents’ responses, and 

although the data was from district archives the data collected was inadequate due to the 

inconsistency of elementary and high school participant responses. There was no mention 

noted regarding the data collected from elementary parents for the lack of responses for 

questions in the first year. During the time the survey was conducted, the high school was 

experiencing transitions with administration, and it may have impacted the priority of the 

survey being administered. One consideration would be to administer the survey more 

frequently and include data post the COVID pandemic to examine the results of the data 

for new or recurring results. Due to COVID, many parents have experienced their child’s 

academic encounters while children were attending school virtually. Conducting research 

to examine parental perceptions pre-and post-COVID would provide stakeholders with 

insight about views and thoughts regarding parent involvement for all grade levels. 

Educators could use the data to continue utilizing strategies that work, and implement 

new strategies to further support parents as a method for improving student academic 

performance. 

The survey used for the study provided parent responses connected to parent 

involvement, but there were limited responses provided by some groups of parents at 

various grade levels. Conducting a phenomenological study and collecting data from 

interviews and focus groups would be beneficial for gaining a greater understanding of 

parents’ responses about influences and the significance of parent involvement toward 

student performance. Qualitative studies could be used to identify relationships among 

variables and go beyond discovery of parent responses from Likert scales. In addition to 
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the phenomenological study, a case study could be administered about a district to 

determine greater details among schools that implement parent involvement techniques to 

support student academics. The studies would provide a deeper understanding of parents’ 

views and experiences regarding parent involvement and the contributing factors to their 

child’s academic growth and development.  

 Further research into parent involvement should encompass the perspectives of 

various stakeholders. The focus of this research study was to capture parents’ 

perceptions, but future research could include educators’ perceptions about parent 

involvement also. The educators’ perceptions could include preservice educators, novice, 

and veteran educators. Collecting data to show others’ perceptions could be used to 

identify themes and gaps about the ideals revolving Epstein’s (1995) Six Types of Parent 

Involvement as a strategy to improve student academics. Professional development could 

be administered to share insight regarding the various researched parenting involvement 

strategies that can be utilized to support student growth. 

The research conducted was supported by Epstein’s (1995) Six Types of Parent 

Involvement framework, and the framework was directly aligned to the instrument used 

to collect parents’ responses. A general recommendation would be the design of a 

framework that encompasses parental views, knowledge, and awareness as important as 

educator views, and providing students with more responsibilities to take ownership as a 

stakeholder for their own academic growth and development. According to Yamauchi et 

al. (2017), Epstein’s (1995) Six Types of Parent Involvement framework sets the agenda 

for parents and gives educators and local education agencies tools to guide overall 

parental involvement as a support to improve student academic growth and development. 
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The framework has been a central focus for much of the work and insight connected to 

parent involvement, but a conceptual framework that provides more detailed roles and 

responsibilities for stakeholders would bring greater awareness and add more to the field 

of research. 

 This research study has shown that it is not enough to provide federal funding to 

Title I schools. Provision of this funding tend to assume parents understand concepts 

aligned to parent involvement and how they can provide support to students’ academic 

growth and development and that educators understand how to best serve parents by 

providing them with resources to support their children. In addition to this federal 

funding, carefully thought-out mechanisms should be put in place to ensure an overall 

understanding of the objectives of parent involvement, utilization of workable tools in 

improve parent involvement, and greater collaboration of all stakeholders which will 

cultivate desired outcomes.  

Conclusion 

 The findings from this study extended the work that has been done by researchers 

in education to add value to parents contributing to student performance in low 

socioeconomic schools and how their involvement plays a role in supporting their 

children academically. Parents provided their insight regarding how they felt about 

parenting, communication, and learning at home, and the study revealed that parents are 

seeking academic support outside the home for their middle and high school students. 

Therefore, this research study suggests that the parents do want to help their children, and 

educators are supporting parents through communication. This research study showed 

that although schools are receiving federal funding to improve parent involvement at 
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Title I schools, there is still greater insight needed to help schools provide support to 

parents, so schools identified are utilizing the funding in a manner that can be measured 

as gains for student achievement. To continue to make gains, it is imperative that parents 

have a voice from early on and throughout a child’s entire educational experiences 

(Veitch, 2017). 
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Project Invest Mentor, Missouri City Middle School 

• Observed teacher during class time and provided feedback  

• Coached teacher through Lesson Cycle  

• Monitored teacher-student relationships 

• Provided support and insight to first year teacher when necessary 

• Assisted teacher in creating assessments 
 

Middle School History Team Leader, Missouri City Middle School 

• Conducted grade level meetings weekly  

• Documented meeting minutes  

• Supported team through lesson planning process 
 

Teacher Leadership Consortium, Fort Bend Independent School District 

• Attended teaching and leadership professional development  

• Facilitated professional developments  
 

Building Data Team Member, Missouri City Middle School 

• Collected school-wide data, included teacher performance and student  

behavior and achievement data 

• Analyzed and assessed data for decision making 

• Implemented strategies to support teacher and student progress 
 

Middle School Data Team Leader, Missouri City Middle School  

• Facilitated grade level data meetings weekly 

• Collected data based on student academic performance                                          

• Analyzed and assessed data to help guide teacher instruction                                  

• Selected and implemented instructional strategies that would be utilized 

 

 
2012 

 
 

 

 
 
 

2011-2013 

 
 
 

 

2011-2014 
 

 
 

2011 
 

 

 
 
 

2010-2012 

 
 

 

 
 

 

Madelyn Odums  
14125 Regg Dr. 

     713-419-0272                                               Houston, Texas 77045                                        Missodums@gmail.com 
 

                       

Education 
 

Houston Baptist University 

• Doctor of Educational, Professional Leadership 
 

 

2022 

Houston Baptist University 

• Master of Education in Curriculum and Instruction 
 

2012 
 
 

Prairie View A&M 
• Bachelors of Science in Criminal Justice 

 

2005 

Certifications 
 

 
Renewed 2020 
 

2011 
 

2015 
 

2016 

Texas Classroom Teacher, Generalist 4-8 
 

Certified Life Coach 
 

Google Educator 
 

Certified AVID Staff Developer 

Teaching Experience 
   
Middle School AVID Teacher/Coordinator, Missouri City Middle School  
 

• Coordinate student recruitment, interview, and selection process 

• Collect documentation to meet certification standards 
• Monitor student academic progress 

• Implement and facilitate parent meetings and manage tutors  

• Maintain certification and data collection  

• Lead monthly staff development; provide support to staff  

• organize annual student activity calendar 
 

Middle School General Education Teacher, Missouri City Middle School  

• Monitored student performance  

• Administered student assessments  
• Coached staff members for implementation of new instructional technology 

 

Additional Leadership Experience 
 

Professional Learning Lead, Missouri City TX 

• Designed professional developments  

• Delivered professional developments  

• Provided coaching to professional development participants 
 

Campus Based Leadership Team, Missouri City Middle School 

• Reviewed and modified Campus Improvement Plan 

• Met with community members and parents to discuss implementation of 

Campus Improvement Plan 

• Identified areas of need and discussed resources and possible solutions  
 

Parent Action Committee Member, Missouri City Middle School 

• Administered campus surveys regarding campus culture and climate  

• Collected data from parent and student surveys  

• Analyzed and assessed data from surveys  

• Implemented strategies to improve campus climate and campus culture 
 

 

 
2013-present 

 

 
 

 
 

 

 
 

2009-2013 
 

 
 

 

 
 

2018-2020 

 

 
 
 

2012-2019 

 
 

 

 
 

2012-2014 
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• Collected school-wide data, included teacher performance and student  
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