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ABSTRACT 

 

 

Latino Parents and College Knowledge: Parents Helping Parents 

 

 

by 

 

Jessica Rose Kwek 

Doctor of Education 

University of California, Los Angeles, 2015 

Professor Mark Kevin Eagan, Co-Chair 

Professor Wellford W. Wilms, Co-Chair 

 

The purpose of this qualitative action research project was to work with Latino parents of 

recent high school graduates to develop a series of workshops to be presented to Latino parents 

of elementary school children.  Latino parents of elementary students benefited from culturally 

sensitive materials, explanations, support, and examples from recent experiences given by those 

Latino parents of recent graduates.  The connection that participants had with parents who have 

gone through the process had a positive impact on the learning process.  They were able to work 

with the parents of younger children to demystify the college application process and help 

parents to feel that it is all within reach. 

This model can serve as a guide to school leaders in search of innovative ways to involve 

parents at all levels. Parents are a crucial part of the education of their children. Teaching Latino 

parents to advocate and ask questions was a critical part of this model. Parent facilitators felt that 
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they had equipped the parent learners with the desire to learn more and the confidence to ask the 

right questions. They learned to be advocates of the education of their children. 
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CHAPTER 1: INTRODUCTION 

  

Latinos are underrepresented in higher education yet are one of the fastest growing 

populations in California and the United States.  Although more Latinos are going to college than 

ever before, they are overrepresented at two-year institutions and do not graduate at comparable 

rates to their White peers (Dolan, 2009; National Center for Education Statistics [NCES], 2012; 

The Campaign for College Opportunity, 2013).  Latino parents have high aspirations for their 

children, even when their children are still in elementary school, and they play an integral role in 

their children’s academic achievement (Medina & Luna, 2000; Rodriguez, 2003; Tornatzky, 

Cutler, & Lee, 2002; Torrez, 2004).  However, schools struggle to engage Latino parents and to 

help them to guide their children to postsecondary opportunities.  Although schools have tried to 

engage parents through informational workshops about college, these interventions are not often 

successful due to the lack of culturally-relevant strategies school administrators could use to 

engage Latino parents ( Tierney, 2002; Tierney, Corwin, & Colyar, 2005; De Gaetano, 2007) 

 Latinos are the largest minority group in the U.S., comprising 14% of the total population 

in 2005 (NCES, 2007).  College graduation rates for Latinos remain among the lowest of all 

ethnic and racial groups (Gandara & Contreras, 2009; Suárez-Orozco & Suárez-Orozco, 2009), 

and Latinos are overrepresented at two-year institutions (Dolan, 2009; The Campaign for 

College Opportunity, 2013).  Only 28% of Latinos graduate from high school in California with 

having successfully completed the courses needed to enter the University of California system, 

compared to 45.5% of White students and 68.5% of Asian/Pacific Islanders (“California 

Postsecondary Education Commission closed its doors…,” 2011). 

 Latinos struggle to complete college for a variety of reasons.  For example, the lack of 
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proper academic preparation has left Latinos vulnerable and stuck in remedial gatekeeper courses 

when first entering college (Young, Lakin, Courtney, & Martiniello, 2012).  Adelman (1999) 

found that the high school curriculum is one of the most important factors in determining 

successful completion of a bachelor’s degree in his landmark longitudinal study examining the 

factors that contribute to the successful completion of a bachelor’s degree.  For example, 

Adelman (1999) found that taking Advanced Placement courses is strongly correlated with 

completion of a bachelor’s degree, more so than college access. Moreover, a rigorous high 

school curriculum has a greater impact for Latino and African American students on their 

chances of completing a bachelor’s degree.  In 2006 in The Toolbox Revisited, Adelman (2006) 

confirmed his original findings: “The academic intensity of the student’s high school curriculum 

still counts more than anything else in precollegiate history in providing momentum toward 

completing a bachelor’s degree” (p. xviii).  

 Aside from curricular adjustments, high schools have attempted to address the issue of 

college readiness by focusing efforts on preparing students for college by providing additional 

support. Over the past 20 years, more college preparation programs have targeted college access 

and postsecondary preparation (Tierney et al., 2005).  Programs such as Advancement Via 

Individual Determination (AVID), Puente, Gaining Early Awareness and Readiness for 

Undergraduate Programs (GEARUP), “I Have a Dream,” Upward Bound, and Mathematics, 

Engineering, Science Achievement (MESA) were born to specifically to provide college 

preparation for underrepresented groups. Sponsored by state and federal government, educational 

institutions, and even schools themselves, these programs have significant allocated resources to 

allow underrepresented groups access to the dream of college (Tierney et al., 2005).  College 
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preparation programs, either targeted or school-wide, seek to engage students while in school 

(mostly high school) and improve their chances of accessing higher education.   

Most college preparation programs focus on school-based approaches with interventions 

rooted in the school day and after school (Camara & Echternacht, 2000). They seek to enhance 

and supplement the academic and curricular programs of the school.  Most college preparation 

programs focus on counseling, academics, and social activities (Tierney & Hagedorn, 2002), and 

many programs do not include extensive involvement of parents (Jun & Tierney, 1999).  There is 

limited data on which programs work (Coles, 1993; Gándara, Larson, Mehan, & Rumberger, 

1998; Perna & Swail, 1998; Tierney et al., 2005), and we know that most programs lack proper 

funding and staffing (Tierney & Hagedorn, 2002). In college preparation programs, parent 

engagement is a critical component of the preparation of underrepresented students, yet many 

programs rarely reach out to parents in effective ways (Tierney & Auerbach, 2005). 

 Parent involvement and support is one of the strongest predictors of college success 

(Fann, Jarsky, & McDonough, 2009a; Horn, Chen, & Adelman, 1998; McDonough, 1999; 

Medina & Luna, 2000; Rodriguez, 2003; Tornatzky et al., 2002). Although Latino parents have 

high aspirations for their children, they lack the resources of other ethnic and racial groups in 

terms of access to college information (McCallister, Elians, & Illich, 2010; Perna & Titus, 2005; 

Torrez, 2004).  Latino parents are often inaccurately perceived as uninvolved and uninterested in 

their child’s education (Anderson & Minke, 2007; Jackson & Remillard, 2005).  These erroneous 

perceptions are often the result of cultural differences; therefore, eliminating barriers and shaping 

outreach in culturally-relevant ways will help administrators reach Latino parents (De Gaetano, 

2007; Tierney et al., 2005). 
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The Problem 

Schools struggle to effectively engage Latino parents and assist them in guiding their 

children to postsecondary opportunities (Tierney & Auerbach, 2005). Latino parents require a 

welcoming environment that connects them to the school (Auerbach, 2006; Delgado-Gaitan, 

1991; Tornatzky et al., 2002).  One possible solution is to create sustainable parent leadership 

roles and encourage parents to teach each other about the educational pipeline (Downs et al., 

2008). When schools use community resources and find ways to connect with parents through 

means that relate to them culturally, parents are more involved and become advocates for their 

children (Auerbach, 2004).   

 Research shows that culturally-relevant (De Gaetano, 2007), community-based 

approaches to Latino family involvement are sustainable over time (Auerbach, 2004; Cline & 

Necochea, 2001; Downs et al., 2008).  Developing Latino parents as leaders through a 

community-based, empowerment approach is effective in improving student achievement and 

parent involvement in their child’s education (Aspiazu, Bauer, & Spillett, 1998).  Community-

based efforts have proven to be effective in engaging parents through large-scale efforts 

(Thigpen, Freedberg, & Frey, 2014).  Schools need to find ways to engage Latino parents and 

reinforce their high aspirations for children starting in elementary school (Auerbach, 2004). 

 In order to connect with Latino families, researchers recommend that administrators and 

schools honor the ways in which Latino parents are already involved in the education of their 

children and use those ways as a springboard for future involvement efforts (Auerbach, 2006; 

Delgado-Gaitan, 1991).  Schools can create a supportive environment by working to create a 

more welcoming atmosphere and begin by reaching out to parents (Tierney & Auerbach, 2005).  
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When schools affirm cultural identities and make them part of involving parents in the school, 

they see success in involving Latino parents (De Gaetano, 2007; Tierney, 2002). 

 Latino parents are more likely to be involved and participate when they are able to 

participate in their own language (Auerbach, 2004a; Tierney, 2002).  Simply translating the 

traditional college information workshops for Latino parents is not enough to increase college 

access for Latinos (Fann, Jarsky & McDonough, 2009b; McClafferty, McDonough, & Nunez, 

2002). Schools cannot assume that parents will get involved if they are reaching out to them in 

passive ways such as a letter home about a workshop or traditional back to school nights 

(Delgado-Gaitan, 1991). Schools need to be explicit about communicating the necessity of parent 

involvement to Latino families and they must be proactive about finding alternative ways to tell 

Latino parents that involvement is crucial for their child’s success (Tierney, 2002).  

Scope of the Study 

 In this qualitative action research project, I worked with Latino parents of recent high 

school graduates to develop a series of workshops to be presented to Latino parents of 

elementary school children.  Latino parents of elementary students benefited from culturally-

sensitive materials, explanations, support, and examples from recent experience given by those 

Latino parents of recent graduates.  I expected that the connection participants would have with 

parents who have gone through the process would have a positive impact on the learning process.   

 Through the workshop development process, the parents whose children have gone on to 

college (“parent facilitators”) developed the curriculum for the workshops and create a process 

that is sustainable over time.  The workshops were designed to provide the parents whose 

children have not yet gone through a college search process (“parent learners”) with college 

knowledge that will help them to support their children as they navigate the educational pipeline 
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and pursue higher education.  I worked together with the parent facilitators to develop a protocol 

and system that can be used by other district and site leaders to grow successful community-

based, culturally-relevant parent education programs in similar districts.   

 The following research questions guided my study: 

1. What changes and modifications do Latino parent facilitators make to the curriculum 

and presentation as they implement a college knowledge workshop for parents of 

elementary school children in their own community? 

2.  After participation in a series of parent workshops, what changes do parent learners 

report in their understanding, behaviors, and attitudes about supporting their children 

to plan and prepare for higher education?  

Research Design 

 The study took place in an urban school district in Los Angeles County, California, that 

serves 9,200 students. Ranch Unified School District (RUSD) is located in a community that is 

over 90% Latino.  It is a unified district, serving students in preschool through grade 12, with one 

comprehensive high school.  The population of RUSD is 97% Latino, and 82% of all students 

receive free or reduced lunch. According to Dataquest, only 7% the parents in the district (91% 

reported) have completed college. 

 The workshops served the parent learners at three different elementary schools, Roldan 

Elementary, Southside Elementary School, and River View Elementary School.  The parent 

facilitators were parents of recent high school graduates from the only comprehensive high 

school in RUSD, Ranch High.  Parents were recruited through connections with counselors, the 

AVID program and those involved in previous years at Ranch High.  
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 I used a qualitative action research design for this study.  Since the goal of this study was 

to understand the process of developing the curriculum with a group of parents and 

implementing a series of workshops that will be a sustainable change in the culture of the 

community, a qualitative action research approach was the most appropriate and most adequately 

and accurately captured the feelings and perceptions of these parents, both learners and 

facilitators.  

 I chose action research because the members of the system were not only subjects of this 

study but also participants in this study (Coghlan & Brannick, 2007). The collaborative nature of 

this project and the concurrent actions required an action research cycle.  The process of 

involving the parent facilitators in the action research cycle represented a strength of this study 

and provided an opportunity for us, as a team, to explore the effectiveness of the intervention.  

  The ultimate goal of this action research project was to create a sustainable, community-

based parent education series that empowers Latino parents of high school graduates to become 

leaders in their community and work with future parents of young children.  The data and 

findings from this project were gathered to inform educational leaders about how to empower 

Latino parents and what types of workshops they could be offering parents of elementary school 

Latinos.  This information will inform administrators and teachers as to what they can 

specifically address when approaching parents of first-generation Latinos in elementary school to 

prepare their children for college.  

 In Chapter Two, I start by citing relevant research that guided the research questions of 

this study. Then, in Chapter Three, I outline the research methods. Chapter Four focuses on the 

first research question and the data gathered that relates to findings on the parent facilitators. 

Chapter Five focuses on the findings related to the parent learners and the effect the workshops 
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had on their behaviors. Finally, Chapter Six summarizes the results and discusses their 

implications for school leaders and school communities. School leaders can look at this process 

as a model if they are seeking to involve more Latino parents in the educational process. 

  



  

9 

 

CHAPTER 2: 

LITERATURE REVIEW 

 

 

Introduction 

 Parent information workshops fail because attendees sit and passively listen (Tierney, 

2002). Latino parents require a welcoming environment that connects them to the school 

(Auerbach, 2006; Delgado-Gaitan, 1991; Tornatzky et al., 2002).  One possible solution is to 

create sustainable parent leadership roles and encourage parents to teach each other about the 

educational pipeline (Downs et al., 2008).  In this qualitative action research project, I developed 

a district-approved intervention that empowered Latino parents of high school graduates to 

become facilitators in their community and then work with parents of younger children. This 

intervention, a product the district can implement, supports the parents of elementary school 

children as they prepare for high school and postsecondary opportunities.  This intervention is 

necessary because Latinos continue to be underrepresented in higher education (Dolan, 2009; 

NCES, 2003 2007; O’Connor, Hammack, & Scott, 2010: The Campaign for College 

Opportunity, 2013).  

 In this chapter, I discuss the history of the problem of underrepresentation of Latinos in 

higher education.  I then examine various pre-college outreach programs and interventions, 

specifically those for Latino students and other underrepresented groups.  Next, I review the 

importance of parents in preparing students for college and their role in academic achievement; I 

then support the argument to target parents in this action research project.  At the crux of my 

study is the decision to target suitable parents and work with them as facilitators in this action 

research project.  This choice is supported by the research on effective Latino parent engagement 

strategies (Auerbach, 2004a, 2004b; Downs et al., 2008).  
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Latinos and Higher Education 

 

 Latinos are one of the most underrepresented groups in higher education (Dolan, 2009; 

NCES, 200, 2007 2012; The Campaign for College Opportunity, 2013). Latinos are the largest 

U.S. minority group, comprising 38% of the population in California in 2010 (U.S. Census, 

2010). In the United States, between the 2000 and 2010 censuses, the Hispanic population grew 

by 43% − compared to the total population growth of 10% − comprising 16% of the total 

population of the U.S. (U.S. Census, 2010).  Latinos are expected to become the majority in 

California within the next 40 years (Pitkin, John, Myers, & Dowell, 2012). Continued college-

going underperformance (Gandara & Contreras, 2009; NCES, 2007; Suárez-Orozco & Suárez-

Orozco, 2009) places Latinos and the nation at risk, particularly as the importance of a college 

education increases (Young et al., 2012). 

 In California, only 55% of Latinos graduate from high school (Young et al., 2012).  

Further, Latinos are not graduating from high school ready for college (Wiley, Wyatt, & Camara, 

2010).  Only 28% of Latinos graduate from high school in California having successfully 

completed the A-G requirements necessary for admission to the University of California system, 

compared to 45.5% for White students and 68.5% for Asian/Pacific Islanders (CPEC data 

online). Nationwide, only 17.8% of Latinos were considered college-ready for the class of 2009.  

Of the Asian students, 42.7% were college-ready and 38.2% of the White student were college-

ready (Wiley et al., 2010).  

 The lack of proper academic preparation has left Latinos vulnerable once in college and 

stuck in remedial gatekeeper courses (Young et al., 2012).  For Latino students, entering college 

directly after completing high school increases their chances of completion of a bachelor’s 

degree and closes the gap with their White peers from 22.2% to 16.4% (Adelman, 2006).  
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Latinos are more likely to attend low-performing, under-resourced schools that do not offer a 

rigorous, college-preparatory curriculum (Dolan, 2009; Gandara & Contreras, 2009; Portes & 

Rumbaut, 2001; Zambrana & Zoppi, 2002). Latino students are disproportionately attending 

segregated schools and are more likely to have a less-challenging curriculum (Young et al., 

2012). One of the keys to success in college is a rigorous high school curriculum (Adelman, 

2006).  

Underrepresentation in Higher Education  

As a result of this underpreparedness, Latinos are underrepresented in institutions of 

higher education and are not obtaining degrees at acceptable rates (Dolan, 2009). In California, 

Latinos comprised 52.7% of the more than six million students enrolled in K-12 education 

during the 2012-13 school year (Ed-Data online, 2014).  According to the U.S. Census Bureau’s 

2011 report, 11% of Latino adults have earned a bachelor’s degree or higher, compared to 39% 

of White adults. Although enrollment in college has increased for Latinos in California since 

2000, they mostly enroll in California community colleges (The Campaign for College 

Opportunity, 2013).  In 2006, 56.2% of Latinos enrolled in postsecondary education were 

enrolled in a two-year institution and 36.4% were enrolled in a four-year institution (NCES, 

2012).  The majority of Latinos who enter higher education start at the community college level 

(Dolan, 2009; Young et al., 2012) and have low transfer rates to four-year institutions (Young et 

al., 2012).  Latinos are overrepresented in two-year institutions, even when they qualify to attend 

four-year institutions (O’Connor et al., 2010; The Campaign for College Opportunity, 2013). Of 

college-qualified students (i.e., students who qualified to attend four-year institutions), 37.9% of 

Latinos students started at a two-year institution, while only 25.4% of White students made that 

same choice.  Of those same students, 62.6% of the White students transferred and only 55.8% of 
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the Latinos transferred.  Of those entering the two-year institutions, 37.5% of White students 

completed their bachelor’s degree and 26.3% of Latinos completed their bachelor’s degree 

(O’Connor et al., 2010).  

 Overall, while young adults are going to college more than ever, the gap between Latinos 

and Whites has increased (Dolan, 2009).  From 1974 to 2006, the percentage of young adults 

who ever attended a postsecondary institution has increased nationwide from 63.4% to 77.6% 

(NCES, 2012).  Although enrollment for Latinos was higher in 2006 relative to 1974, the Latino-

White enrollment gap has increased: in 1974 the difference was 5% and in 2006 that gap was 

14% (NCES, 2012).  Latinos have reduced college enrollment and completion rates in part due to 

a deficiency in academic skills (Young et al., 2012).   

 While Latinos do not enroll in institutions of higher education at the same rate as their 

White peers (Dolan, 2009; O’Connor et al., 2010), we know that families have high aspirations 

for their children (Medina & Luna, 2000; Rodriguez, 2003; Tornatzky et al., 2002; Torrez, 

2004).  The underrepresentation of Latinos in higher education exists for a variety of reasons, 

many of which are rooted in family dynamics, including the lack of parental knowledge on the 

steps needed to get to college (Gándara, 2002; Gándara et al., 1998; Kao & Tienda, 1998).  

Financial concerns also leave parents in the dark and fearful of the burdens they may be taking 

on if their children go to college (Brown, Santiago, & Lopez, 2003; Fann, Jarsky, et al., 2009b; 

Kao & Tienda, 1998; McCallister et al., 2010). Poor curricular choices (Torrez, 2004), about 

which parents have limited knowledge, leave Latinos at a disadvantage when they are hoping to 

enter postsecondary institutions.  College enrollment rates are higher for students who participate 

in a rigorous college preparatory curriculum in high school (Adelman, 1999, 2006; Alexander & 

Eckland, 1977; Hossler, Braxton, & Coopersmith, 1989; Perna, 2000).  Parents who have 
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knowledge of college-preparatory curriculum can better advise their children (Torrez, 2004).  

 In the landmark longitudinal study that explored the factors that contribute to the 

successful completion of a bachelor’s degree, Adelman (1999) found that the high school 

curriculum is one of the most important factors in determining successful completion of a 

bachelor’s degree.  In general, Latinos lack access to schools that adequately prepare them for 

higher education (Perna, 2005).  Taking Advanced Placement courses is strongly correlated with 

the completion of a bachelor’s degree, more so than college access (Tierney & Auerbach, 2005). 

Moreover, a rigorous high school curriculum has a greater impact for Latino and African-

American students than White and Asian students on their chances of completing a bachelor’s 

degree (Adelman, 1999).  Completing one course beyond Algebra II in high school more than 

doubles the chances of successfully completing a bachelor’s degree (Adelman, 1999).  In 2006 in 

The Toolbox Revisited, Adelman confirmed his original findings: “The academic intensity of the 

student’s high school curriculum still counts more than anything else in precollegiate history in 

providing momentum toward completing a bachelor’s degree” (p. 8). Yet Latino parents have 

little knowledge of these benefits and the impact they have on their children’s future (Torrez, 

2004). 

The Role of Latino Parents’ College Knowledge and Students’ Access to Higher Education  

 Tied to the lack of access to rigorous high school curricula is Latino families’ lack of 

knowledge of the steps involved to go to college (Gándara et al., 1998; Gándara, 2002; Kao & 

Tienda, 1998). Latino families suffer from lack of information, not lack of values when it comes 

to helping their children to be successful in higher education (Brown et al., 2003).  The lack of 

college knowledge has been linked to Latino parent resistance to higher education due to the fear 

of the unknown (Auerbach, 2004b). Families want to support their children’s academic abilities 
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and have aspirations for them to go to college, but they lack the information and experience to 

guide them through the process (Medina & Luna, 2000; Rodriguez, 2003; Torrez, 2004). Their 

fears often paralyze them into not allowing their children to pursue higher education when work 

opportunities can provide more financial stability (Harklau, 2013).  Latino parents and students 

often have high aspirations and even have specific career goals in mind, yet they do not 

understand the academic steps needed to achieve those goals (Jones & Velez, 1997; Kao & 

Tienda, 1998; Tornatzky et al., 2002) 

 This lack of parent knowledge can be linked to the fact that teachers and the school are 

highly respected in the Latino culture (Olivos, 2009). Parents often trust that the school 

administration and teacher have the best interest of their child in mind when making decisions 

(Olivos, 2009; Tinkler, 2002).  Thus, Latino parents are typically not involved in curriculum 

choices while their children are enrolled in middle and high school; they allow the school to 

make these decisions for their children and often do not understand the importance of a college 

preparatory curriculum (Torrez, 2004).  

 Schools understand that Latino parents lack knowledge and thus attempt to educate them 

by providing college workshops.  However, simply translating the traditional college workshops 

presented to parents of high school students into Spanish is not enough to reach the Latino parent 

community (Fann, Jarsky et al., 2009b). Linguistically and culturally diverse, Latinos need 

access to the information about college and financial aid in order to increase access to higher 

education in ways that are not traditionally presented (Auerbach, 2002; Fann, Jarsky, & 

McDonough, 2009; Tornatzky, Cutler, & Lee, 2002). Latino immigrant parents need specific 

information about college life, safety, and the financial benefits. Perhaps most important, many 

Latino parents need to be educated on the role of immigrant status in higher education, 
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specifically about information for students who are not citizens (Fann, Jarsky et al., 2009b).  

Lack of information leads to fear of college for many Latino parents.  

 One of the most prominent fears for parents (and students) in the Latino community is the 

financial burden college seemingly presents (Antonio, 2002; Brown et al., 2003; Kao & Tienda, 

1998; McCallister et al., 2010). Latinos typically do not understand financial aid and financing 

college, especially for those who are qualified to attend four-year institutions (O’Connor et al., 

2010).  Many Latino families often do not even consider college because of its rising cost and 

their limited understanding of the system (Brown et al., 2003). Furthermore, Latino parents often 

overestimate the cost of college (Antonio, 2002) and are less likely than White parents to save 

money for college or seek information about financial aid (O’Connor et al., 2010).  Yet Latino 

students benefit most when parents inquire and take action about financial aid (O’Connor et al., 

2010).  Of Latinos entering in postsecondary institutions, 43% reported taking at least one 

remediation course, costing them more money and putting them at higher risk of dropping out of 

college (Aud et al., 2011).  

 McCallister, et al. (2010) found that over two-thirds of parents of students in grades four 

through eight believed that their children would receive some sort of academic scholarship only 

to learn that this is not a reality when it is time to apply for college.  Many Latino families do not 

understand the true cost of education and sources of financial aid because they are first-

generation and have not attended higher education in the U.S. or been educated on the financial 

aid system (Brown et al., 2003; McCallister et al., 2010).   

 In summary, parents are the most important source of information for Latino children to 

help them gain access to college, yet they are often the source of inaccurate information such as 

its cost (Antonio, 2002; Post, 1990). Colleges do not often reach out to Latino parents using a 
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culturally-relevant approach which further contributes to a growing information gap (Tierney & 

Auerbach, 2005). Reaching out to families early on in the educational pipeline will help them be 

more prepared when they enter high school through both academic preparation for the student 

and college knowledge preparation for the parents (Tierney & Auerbach, 2005). 

Existing College Outreach Program and Interventions 

 Over the past 20 years more college preparation programs have targeted college access 

(Tierney et al., 2005).  Programs such as AVID, Puente, GEARUP, I Have a Dream, Upward 

Bound, and MESA were born to specifically provide college preparation for underrepresented 

groups. Sponsored by state and federal government, educational institutions, and even schools 

themselves, these programs have received significant resources to attempt to allow 

underrepresented groups to have access to the dream of college (Tierney et al., 2005).  College 

preparation programs, either targeted or school-wide, seek to engage students while in school  

(mostly high school) and improve their chances of accessing higher education.  Most college 

preparation programs focus on school-based approaches, with interventions rooted in the school 

day and after school (Camara & Echternacht, 2000). They seek to enhance and supplement the 

academic and curricular programs of the school.   

Most college preparation programs focus on counseling, academics, and social activities 

(Tierney & Hagedorn, 2002), and many programs do not involve extensive involvement of 

parents (Jun & Tierney, 1999).  There is limited data on which programs work (Coles, 1993; 

Gándara et al., 1998; Perna & Swail, 1998; Tierney et al., 2005), and we know that most 

programs lack proper funding and staffing (Tierney & Hagedorn, 2002). In college preparation 

programs, parent engagement is a critical component in preparation of underrepresented 

students, yet many programs rarely to reach out to parents in effective ways (Tierney & 



  

17 

 

Auerbach, 2005). 

 College preparation programs are common today and have existed in the United States 

for several decades. In the 1960s, the federal TRIO programs, Upward Bound, Talent Search, 

and Student Support Services were created to target historically underrepresented groups in 

higher education (Swail, 2000).  College outreach programs have had positive effects on 

students’ educational outcomes; specifically, programs that target students who have low 

ambition have the highest effect on educational outcomes (Domina, 2009).  Early outreach 

programs would have better effect if they targeted non-educationally-motivated students 

(Domina, 2009).   

 While examining program effectiveness, many college outreach programs can be 

considered unnecessary because they are voluntary.  Most students who participate are 

educationally-motivated and likely would have done well even if they had not participated in 

such a support program (Domina, 2009; “Reports Highlights,” 2005).  Upward Bound, for 

example, focuses on tutoring high school students who come from underrepresented groups by 

providing them with a support system (“Upward Bound Program,” 2014). In Upward Bound’s 

2005 report, researchers found that program participation was most beneficial for students who 

had low expectations of their postsecondary plans.  Findings also showed that participation in 

Upward Bound had minimal effect on students’ academic preparation for college and academic 

achievement (“Reports Highlights,” 2005).  However, early interventions, such as those starting 

in eighth grade, are more effective than later interventions because student academic behaviors 

change more prominently in those educational years and the level of parent involvement is 

higher when children are younger (Domina, 2009).  

 All college preparation programs have the same goal: to increase enrollment for 
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underrepresented groups (Domina, 2009).  Take, for example, the TRIO program Talent Search 

which provides students with academic, career, and financial counseling, the goal being to 

increase enrollment in and completion of postsecondary education by targeting disadvantaged 

youth and including workshops for families (“Talent Search Program,” 2014). Talent Search 

students were more likely to enroll in postsecondary education when compared to non-

participants (Constantine, J. M., Seftor, N. S., Martin, E. S., Silva, T. & Myers, D., 2006). 

Parents were not as involved in the Talent Search program as they were in programs such as 

AVID, GEARUP, and Puente. 

 The AVID Program (Advancement Via Individual Determination) cites the goal of 

increasing access to college, particularly a four-year institution (AVID website, 2014).  Parent 

involvement is listed as a component but is not a foundational support.  The AVID program can 

be implemented in elementary and middle school, with some key components such as its social 

aspect and support system − having been cited for its success. The parent component, though 

mentioned, is sometimes non-existent (Shaughnessy, 2005; Swanson & Others, 1993). 

 Of all of the preparation programs examined here, GEARUP has one of the largest parent 

components (Tierney et al., 2005).  GEARUP is a program designed to increase the number of 

low-income students who are prepared to enter and succeed in postsecondary education 

(“Gaining Early Awareness and Readiness for Undergraduate Programs [GEAR UP],” 2014).  

Although parent involvement and educating parents are indicated as possible components of the 

GEARUP program, they are not requirements.  Many schools that capitalize on the parent 

involvement component of GEARUP, however, find that it enhances their program (Domina, 

2009). 

 The Puente program has shown the most success with working with parents and 
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considers parents an essential component (Gándara, 2002).  The Puente program is designed as a 

college preparation program as well as a form of parent education (Grubb, Lara, & Valdez, 

2002).  Parents have an important voice in the Puente program and are brought into the school on 

a more frequent basis when compared to other pre-college outreach programs (Gándara, 2002).  

Counselors have frequent, regular interactions with parents and family members through 

workshops and one-on-one counseling sessions (Grubb et al., 2002).  The program also 

emphasizes the importance of having bilingual counselors so that they can communicate with 

families in their native language and build a positive rapport with parents and students (Grubb et 

al., 2002).  Parents are viewed as partners in the education process and schools seek to involve 

parents through a culturally-relevant framework as part of the Program (Tierney, 2002). Gándara 

(2002) found that the most significant differences between Puente and non-Puente students were 

seen in college preparation, attitudes towards school, college aspirations, and actual percentages 

of students attending a four-year institution. For example, 74% of Puente students reported 

completing the A-G coursework required to attend a four-year institution in California compared 

to only 62% of non-Puente students.  In reference to college-going outcomes, 84% of Puente 

students attended college compared to 75% of the non-Puente students.  Of the Puente students, 

43% enrolled in a four-year institution compared to 24% of the non-Puente students (Gándara et 

al., 1998; Gándara, 2002). 

Parent Involvement Literature 

 Research has provided abundant evidence linking parent involvement to academic 

achievement, especially for low-income students (Ascher, 1988; Baker & Soden, 1998; Chavkin 

& Gonzalez, 1995; Chavkin, 1993; Epstein, 1996; Fan & Chen, 2001; Floyd, 1998; Inger, 1992; 

Peterson, 1989; Thigpen et al., 2014).  Parents play a key role in college readiness through their 
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support (Leonard, 2013; Martinez & Klopott, 2005).  However, school-centered approaches to 

parent involvement are not effective when reaching out to Latino parents (Henderson & Mapp, 

2002).   

 Researchers have emphasized the critical importance of increasing parent and student 

knowledge about navigating the educational pipeline and understanding the steps it takes to get 

to college better (Auerbach, 2002, 2004; Gándara, 2002; Torrez, 2004). Parents serve as an 

important resource for students when it comes to college information and support, yet parents are 

often the source of misinformation about the cost of college, financial aid, and other pertinent 

information (Antonio, 2002; Post, 1990). Latino parents are often armed with inaccurate beliefs 

about college, misconstruing college as a threat and thus discouraging their children to pursue 

higher education (Auerbach, 1999, 2003). Schools often fail to reach out to Latino parents and 

students in culturally-relevant ways that are effective in increasing access to higher education 

(Tierney & Auerbach, 2005). 

Barriers to Parent Involvement 

Latino parents often avoid coming to school for various reasons, ranging from linguistic 

barriers to shame to feelings of alienation (Auerbach, 2006; Gandara, 1995; Gregg, Rugg, & 

Stoneman, 2012; Tornatzky et al., 2002).  Language is one of the most significant barriers to 

Latino parent engagement; often parents receive translation through their children and they miss 

information (Tornatzky et al., 2002). Latino parents have work schedules, childcare, and 

transportation needs that conflict with their ability to get involved in their child’s school in a way 

that satisfies the school’s idea of involvement (Gandara, 1995; Valdez, 1996).  Furthermore, 

schools tend to marginalize Latino parents by not validating their culture, failing to 

accommodate such needs as needing childcare at events, and creating a less than welcoming 
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environment (Auerbach, 2006; Delgado-Gaitan, 1991; Tornatzky et al., 2002).  

 Schools and Latino parents have differing views of what it means to be “involved” in 

their child’s education (Delgado-Gaitan, 1994; Tinkler, 2002).  Most school administrators view 

homework help and attendance at school events, usually associated with White, middle-class 

parents, as valid parental involvement (Delgado-Gaitan, 1991).  School staff do not realize that 

when Latino parents feel that their child is motivated, they tend to take a more hands-off 

approach and offer moral support when it is needed (Auerbach, 2006; Jones & Velez, 1997).  

The role of Latino parents in providing support for their children as they prepare for college is 

“fundamentally different” than the role of Asian or White parents (Auerbach, p. 287, 2006).  

Higher socio-economic status (SES) students rely more on their families and parents for support 

and their parents serve as their role models (McDonough, 1997).  Latino parents often offer 

encouragement and consejos (advice) for their children as they are motivated to attend college 

(Auerbach, 2006; Delgado-Gaitan, 1991).  Auerbach (2007) coined this type of support as 

“moral capital” when compared to economic, cultural, and social capital.  Immigrant Latino 

parents felt that the moral capital was their greatest contribution to their child’s education.  

Educators must learn to respect the parents’ contribution of moral support as an important part of 

preparing for higher education (Auerbach, 2006).  

 Traditional ways of thinking about parent involvement such as PTA (Tornatzky et al., 

2002) and family science night (Barton, Drake, Perez, Louis, & George, 2004) are not 

necessarily effective in helping Latino parents to learn more about college.  It is important for 

schools to understand the culturally different ways that Latino parents are involved in the 

education of their children (Auerbach, 2004; De Gaetano, 2007; Delgado-Gaitan, 2004; Tierney 

et al., 2005).   
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Connecting to Latino Parents  

Latino parents are often inaccurately perceived as uninvolved and uninterested in their 

child’s education (Anderson & Minke, 2007; Jackson & Remillard, 2005).  These erroneous 

perceptions are often the result of cultural differences; therefore, understanding barriers and 

shaping outreach in culturally-relevant ways will help administrators reach Latino parents (De 

Gaetano, 2007; Tierney et al., 2005). Schools are not recognizing the power of the socio-cultural 

capital that Latino parents provide through their close relationships with their children in order to 

foster academic achievement (Gonzalez, Moll, & Amanti, 2005; Jones & Velez, 1997; Snow, 

Barnes, Chandler, Goodman, & Hemphill, 1991; Valdez, 1996). An awareness of the various 

lenses through which to view parent engagement in schools helps schools and administrators 

improve outreach to parents.  Traditional descriptions of parent involvement are not effective in 

increasing social capital for Latino students and their parents (Barton et al., 2004). When schools 

use community resources and find ways to connect with parents through means that relate to 

them culturally, parents are more involved and become advocates for their children (Auerbach, 

2004).   

 Schools often fail to take into account the importance of the family and social network 

for Latinos (Auerbach, 2006, 2010; Delgado-Gaitan, 1994; Delgado-Gaitan, 2004; Kiyama, 

2010).  Latino families’ social networks are critical for their growth (Kiyama, 2010; Valdez, 

1996), and families will often base decisions on what they learn from their social networks 

(Kiyama, 2010). An understanding of the dynamics of parent-child roles for Latino families will 

help schools effectively engage parents so that they can learn more about the educational 

pipeline and start talking to their children about higher education (Auerbach, 2006).  Even the 

most motivated Latino students will not enroll in college if they do not have strong moral support 
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from their family (Auerbach, 2006).  Finding innovative ways, such as making college tours 

accessible to Latino parents, can improve parent engagement (Dougherty, Nienhusser, & Vega, 

2010):  “One of the most rewarding and important outcomes of the cultural approach to parental 

involvement was the growing sense that parents were becoming more aware and active about 

social issues that affected them and were feeling more empowered to act” (De Gaetano, 2007, p. 

159). 

Effective Methods of Engaging Latino Parents 

 As stated earlier, traditional ways of presenting college information to parents are not 

effective in reaching Latino parents (Auerbach, 2002; Fann, Jarsky, & McDonough, 2009; 

Tornatzky, Cutler, & Lee, 2002). Latino students and families, as compared to White students 

and families, are overly-dependent on school personnel when it comes to information about 

college (Cabrera & Nasa, 2001; Ceja, 2001; Fund, 2004; Horn, Chen, & Chapman, 2003; 

Tornatzky et al., 2002).  Since schools often fail at connecting with Latino parents due to the 

differing views of what it means to be involved (Delgado-Gaitan, 1994; Tinkler, 2002), it can 

help administrators to understand that Latino parents feel validated when they learn from each 

other and hear the experiences of their peers (Kiyama, 2010).    

 Research shows that culturally-relevant − that is connecting to the audience in a way that 

they can understand the content in their own cultural context (De Gaetano, 2007) − community-

based approaches to Latino family involvement are sustainable over time (Auerbach, 2004; Cline 

& Necochea, 2001; Downs et al., 2008). Developing Latino parents as leaders through a 

community-based empowerment approach is effective in improving student achievement and 

parent involvement in their child’s education (Aspiazu et al., 1998).  Community-based efforts 

that start by engaging a group within their own community have proven to be effective in 
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engaging parents on a larger scale, such as across a district (Thigpen et al., 2014).  Auerbach 

(2004) recommends that schools find ways to engage Latino parents and reinforce their high 

aspirations for children starting in elementary school. “If college preparation programs began 

partnerships with parent engagement programs at elementary and middle schools, they could 

cultivate a base of students who came to high school with more college knowledge and better 

academic preparation” (Tierney & Auerbach, 2005, p. 46). 

The Important Role of Administration  

School principal leadership is a critical to involving parents (Sebring, Allensworth, Bryk, 

Easton, & Luppescu, 2006; Thigpen et al., 2014) and the principal plays a crucial role in making 

parents feel welcome at the school (Sebring et al., 2006; Warren, Hong, Rubin, & Uy, 2009). 

Often parent involvement programs that are community-based are not directly supported by the 

administration at the school site and they are not sustainable (Downs et al., 2008). However, one 

of the key elements to sustainable success of parent education programs is the support and 

involvement of school site administration (Auerbach, 2009, 2010; Downs et al., 2008; Thigpen et 

al., 2014).  Lack of involvement from school administrators, counselors, and teachers sends a 

strong message to families that the school is not interested in them participating or being 

involved (Downs et al., 2008).   

 In order to connect with Latino families, researchers recommend that administrators and 

schools honor the ways in which Latino parents are already involved in the education of their 

children and use those ways as a springboard for future involvement efforts (Auerbach, 2006; 

Delgado-Gaitan, 1991): “Parent volunteers should be given as much responsibility for the 

program as possible in order to facilitate community ownership and the long-term success of the 

program”(Downs et al., 2008).  Schools can create a supportive environment by working to 
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create a more welcoming atmosphere and should begin by reaching out to parents (Tierney & 

Auerbach, 2005).  When schools affirm cultural identities and make them part of involving 

parents in the school, they see success in involving Latino parents (De Gaetano, 2007; Tierney, 

2002). 

 Further, parents are more likely to be involved and participate when they are able to 

participate in their own language (Auerbach, 2004a; Tierney, 2002).  Simply translating the 

traditional college information workshops for Latino parents is not enough to increase college 

access for Latinos (Fann, Jarsky, et al., 2009b; McClafferty et al., 2002). Schools cannot assume 

that parents will get involved if they are reaching out to them in traditional ways such as sending 

home a letter or flier (Delgado-Gaitan, 1991).  Latino parents will not understand the importance 

of participation nor that the school is making a few suggestions of involvement (Tierney, 2002).  

Successes  

Auerbach (2004) found success in engaging Latino parents by using a community-based 

approach.  The Futures & Families program (F&F) sought to increase parental college 

knowledge, increase family social networks, and improve parental communication with their 

children about college.  Workshops were presented over three (sophomore through senior) years 

by the school’s bilingual community liaison. The liaison was highly-valued and a critical 

component to link parents, staff, and students. Meetings were created in response to parent needs 

and involved informal presentations, hands-on workshops, guest speakers (Latinos), panel 

discussions, and small group discussion.  The F&F meetings were the primary source of college 

knowledge for nearly all the parents involved.  The secondary source was their high-school age 

children.   

Parents felt that the personal testimony of guest speakers, which involved stories of 
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success, was one of the most valuable aspects of the program.  Parents heard from parents of 

Latino college students who were quite honest with the parent participants about their fears and 

misconceptions about higher education.  It was the personal testimony about paying for college 

that gave them hope as they prepared to send their children to college.  Hearing from people who 

came from their community and had similar struggles helped parents to feel that college was 

within reach.   

Parents felt empowered through the information they received as participants in the F&F 

program.  These meetings presented parents with the unique opportunity to build a college-

relevant social network with parents like them.  Parents felt that the meetings allowed them to 

provide more support for their high-school age children as they prepared for college.  As a result, 

Auerbach (2004) made specific recommendations for engaging Latino parents: start early (as 

early as elementary school), deliver workshops in the parents’ language (small and personal 

workshops are better), invite guest speakers of similar backgrounds, reinforce basic information 

in a variety of ways, tailor workshops to the needs of Latino parents, give parents the opportunity 

to meet in smaller groups with school and college representatives, help parents through the 

college planning process as a group and recognize the barriers to college access for Latinos, and 

encourage parents to learn about educational inequalities. 

 In a rural community, Downs et al. (2008) developed an effective, efficient, and 

sustainable college knowledge program for Latino parents called Parents Teaching Parents (PTP) 

which involved parent volunteers who developed a college and career preparation curriculum for 

other parents within an isolated rural community.  Participants were families whose children 

attended a small junior/senior high school of less than 400 students.  School administrators 

played a key role in the recruitment of eight key, highly-motivated parent volunteers of varying 
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education levels who served as the leaders of the workshops (Downs et al., 2008). 

 Much time was spent on the planning of curriculum to be delivered in both English and 

Spanish.  Many parents were apprehensive about presenting the six-week curriculum − at first.  

Some parents were more comfortable than others to deliver the material.  Over the course of the 

sessions, the workshops evolved to more of a pot-luck format and parents started bringing food 

and engaging in rich discussion.  At the end of the six-week course, parents recognized their 

ability to take over the delivery of the program and a true community-based, sustainable program 

was born.  They no longer had to rely on any outside agencies or professionals. 

 Downs et al. (2008) also developed several recommendations for future programs that 

mirrored the recommendations of Auerbach (2004).  Programs should be culturally-appropriate 

and meet the needs of the community.  Additionally, specific content should be developed in 

collaboration with the parent leaders and parent leaders should be given significant 

responsibility. 

Conclusion 

 When students (and parents) plan to attend college early in the educational pipeline, they 

are better academically prepared to enter college when they graduate from high school (Cabrera 

& La Nasa, 2000a, 2000b).  The level of parental involvement is directly related to children 

being academically prepared for college (Cabrera & La Nasa, 2000a, 2000b). 

 In order to address the critical role of Latino parents in preparing their children for higher 

education, schools must engage parents in unique and creative ways that move away from the 

traditional ways of middle-class communities.  Successful outreach to Latino parents should be 

culturally-relevant and community-based (Auerbach, 2004a; Cline & Necochea, 2001; De 

Gaetano, 2007; Downs et al., 2008).   
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 This study aimed to address the underrepresentation of Latinos in higher education by 

reaching parents early in the academic pipeline through a community-based sustainable approach 

that fosters leadership in the Latino community. I worked with parent leaders in the community 

who have personal experience in preparing their Latino children for postsecondary opportunities 

so that they can share their stories with their fellow community members.  This creation of a 

social network has proven to be effective in reaching Latino parents (Cline & Necochea, 2001; 

Kiyama, 2010). 

  



  

29 

 

CHAPTER 3: 

METHODS 

 

 

Introduction 

 

 The purpose of this qualitative action research project was to develop and refine an 

intervention that empowers Latino parents of children who have gone to college to become 

“facilitators” of the process for those who follow. These parents become leaders in their 

community as they work with parents of younger children and thus help close the gap between 

Latino children and college.  

These knowledgeable parents and I created and refined a two-hour workshop to deliver to 

the parent “learners” at three different elementary schools in their own Latino community.  

Together we identified and refined the successful components of parent-developed and parent-

facilitated workshops.  The development of such parent facilitators has been proven to be 

effective in community-based parent involvement efforts, specifically in the Latino community 

(Aspiazu et al., 1998; Auerbach, 2004b; Cline & Necochea, 2001; Downs et al., 2008; Thigpen 

et al., 2014).  However, we know little about the process of developing parent leaders in the 

Latino community, nor the potential effect on parent learners. The following questions guided 

my study: 

1. What changes and modifications do Latino parent facilitators make to the curriculum 

and presentation as they implement a college knowledge workshop for parents of 

elementary school children in their own community? 

2. After participation in a series of parent workshops, what changes do parent learners 

report in their understanding and behaviors supporting their children to plan and 

prepare for higher education?  
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Overview of the Research Design 

 To investigate the process of developing a curriculum with parent facilitators in the 

Latino community, this project employed a qualitative action research cycle. As defined by 

Coghlan and Brannick (2007), this cycle includes the following crucial steps:  

1. “Systematically generating and collecting research data about an ongoing system 

relative to some objective or need;  

2. Feeding the data back to relevant others;  

3.  Conducting a collaborative analysis of the data;  

4. Planning and taking collaborative action based on the diagnosis; and, 

5. Jointly evaluating the results of that action, leading to further planning” (p. 73).   

We repeated the cycle twice. As a team, we analyzed data from each iteration of the workshop to 

improve the content and delivery of the workshop.  The process of involving the parent 

facilitators in the action research cycle provided an opportunity for us, as a team, to explore the 

effectiveness of the intervention.  This action research cycle allowed us the opportunity to refine 

the process. 

 Qualitative methods such as observations and interviews enabled me to capture the 

knowledge and behaviors of parent facilitators and parent participants as they worked with each 

other to become informed members of the school community. Interviewing is the best method to 

use when working with a few select individuals (Merriam, 2009) and trying to capture their 

change in knowledge and the workshop effectiveness: “Interviewing is necessary when we 

cannot observe behavior, feelings, or how people interpret the world around them” (Merriam, p. 

88, 2009).  Interviews and observations represented effective strategies for understanding the 
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process of change and perceptions of parent learners during the workshops, as well as that of the 

parent facilitators as they developed, refined, and implemented the program.  

 To assess changes that parent learners reported in their understanding and behaviors 

supporting their children to plan and prepare for higher education, I administered a pre- and post-

workshop questionnaire for all parent learners. Quantitative analyses of these questionnaires 

provided evidence of the extent of knowledge gains and changes in self-reported behaviors from 

the parent learners that could be attributed to the workshops. The research questions of this 

study, therefore, require a qualitative action research design, with a minor pre- and post- 

assessment of learning.  

Site 

 This study required a school district with a predominantly Latino population and the 

Ranch Unified School District (RUSD) was an ideal setting for this action research project.  The 

district has 9,000 students and is comprised of eight elementary schools, three middle schools, 

one continuation high school, and one comprehensive high school.   

 The population of the RUSD community and the district is 97% Latino. State statistics 

show the parent education level in RUSD to be 2.33 on a scale in which 1 represents “not a high 

school graduate” and 5 represents “graduate school”.  In comparison to other districts in 

California, RUSD is in the middle as far as parent education level. Compared to surrounding 

communities and populations, RUSD has a comparable population to many other districts that 

would be able to utilize an intervention like the one in this study.  I had access to this district and 

discussed this project with the superintendent and the principals of three elementary schools; 

they all felt that the goals aligned with the work they want to do with parent involvement. 
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Participants 

Parent Facilitators  

The parent facilitators for the study included six Latino parents with children who have 

recently started attending college or who have successfully graduated from college.  Other than 

being Latino, there was no educational or demographic requirement to be a parent facilitator for 

this study. The criteria for parent facilitators were based on their willingness to act as a facilitator 

of the workshops and their commitment to educating parents in the community. The parent 

facilitator volunteers had at least a minimal baseline understanding of the behaviors to support 

their children to plan and prepare for higher education.  I sought parents who were bilingual so 

that we could deliver workshops in both English and Spanish.  I was able to recruit one English-

speaking parent and five Spanish-speaking parents.  I explained the purpose of the project and 

distributed a small interest card that asked for basic demographic information. I collected the 

interest cards and contacted these parents via telephone to follow up.  I was targeting parents 

who wanted to be part of a community effort.  

 There were many opportunities for me to recruit parent facilitators for this study.  I 

reached out to counselors, the AVID Coordinator at Ranch High, and a former GEARUP 

coordinator to identify potential parent facilitators who now have children enrolled in or 

graduated from college.  

Parent Learners  

The parent learner population selected included parents of Latino children enrolled in 

RUSD elementary schools: Roldan Elementary School, Southside Elementary School, and River 

View Elementary School.  Parents of any elementary school-age child in the district were 

welcome at the workshops, but recruitment focused on the three elementary schools where the 
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workshops took place.  I worked with the principals of these three elementary schools to recruit 

parents to attend the workshop using means that they have found successful at other parent 

events such as fliers, phone tree, and word of mouth.  I distributed a flier to the principals to use 

and reiterated that this is a voluntary, yet useful, workshop for parents of elementary school 

children. I also created posters for them to post at the high traffic areas for parents to see. 

Data Collection Methods 

 This qualitative action research study used a variety of data collection methods − 

interview, observation, and questionnaire − to answer the research questions.  During the 

curriculum development process, I acted as a participant observer and recorded all Action 

Research Team (AR Team) meetings. 

 After recruiting the six parents to serve as parent facilitators, we had a series of three 

meetings to design the curriculum.  To develop the curriculum, we began by examining the work 

of McDonough and colleagues that focuses on how to increase college enrollment by increasing 

efforts at the site level. We explored the nine principles essential to building college culture 

(McClafferty et al., 2002):   

• College Talk 

• Clear Expectations 

• Information and Resources 

• Comprehensive Counseling Model 

• Testing and Curriculum 

• Faculty Involvement 

• Family Involvement 

• College Partnerships 

• Articulation 

  To further review the research, we considered a recent work from Conley and Seburn 

published in Postsecondary Play: The Role of Games and Social Media in Higher Education 

(2014), which focuses on transition readiness and the shift from high school to college. The 
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focus is to teach parents and students how to access the information necessary to have a 

successful transition from high school to college (Conley & Seburn, 2014). 

 At each workshop, I administered pre-questionnaires (Appendix A) to all of the parent 

learners in attendance in order to gauge their knowledge and behaviors. The main purpose of the 

pre-questionnaire was to understand what knowledge and confidence parent learners brought 

with them to the workshop so that we could see if they had gained knowledge through the 

workshop: What aspects of college preparation did they feel are most important before the 

workshop? What behaviors do they feel support their children in preparing for college before 

participation in the workshop? At the end, I administered an identical post-questionnaire to 

measure knowledge and behavior changes: How did their knowledge of behaviors to support 

their children change as a result of the workshop?   

 Within a week of the workshop, I followed up with a short interview with five to seven 

parent learners via telephone (Appendix B). These follow-up questions probed deeper into 

answering the second research question: After participation in a series of parent workshops, 

what changes do parent learners report in their understanding and behaviors supporting their 

children to plan and prepare for higher education? The post-questionnaire alone would be 

useful, but following up with parents within one week of the workshop allowed me to gather data 

on any changes in behavior. The questions were focused on self-reported changes in behavior of 

the parent learners and understanding of supporting their children as they plan and prepare for 

higher education. I also asked two questions about workshop delivery, which helped me answer 

the first research question: What components of the workshops were most helpful? What can we 

do in the future to improve the workshop?  The data from these interviews were shared with the 

parent learners to help in the planning of the next workshops in the action research cycle. 
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Transcription of Workshops 

 At the end of each workshop, the AR Team used the guiding questions to collect data 

from the parent facilitators.  We asked which specific behaviors they felt had changed and what 

they found most useful about the process of delivering a workshop. I asked if they had any 

suggestions for the next workshop(s) and what we could improve upon. I asked how they felt 

about presenting to their peers and their impressions of the pre-/post-questionnaires. I asked what 

they thought about their role as a facilitator. The results from the AR Team meeting helped me 

better understand the process of cultivating parent learners in the Latino community. I assumed 

the role of a participant observer (Stringer, 2004) to collect and record the data for this action 

research project.  I used observation protocols (Appendices D & E) with guiding questions and 

interviews with the parent facilitators and parent learners to collect data for this study.  

 To understand the process of cultivating parent facilitators in the Latino community as 

they develop, refine, and implement a program to enhance postsecondary knowledge and support 

for other parents, I conducted observations and engaged in the questioning of parent facilitators 

at various points in the process. I conducted observations at the site of the workshops for each 

workshop to document the delivery of the workshop.  I used the series of questions outlined in 

the observation protocol to collect data. I also used a guiding question protocol with the parent 

facilitators to gather their thoughts and feeling about the process at various points (Appendix C). 

The questions guiding the protocol focused on the first research question to understand the 

process of developing a program to enhance secondary knowledge and support for other parents. 

For example: 

• What are parent facilitators doing during the curriculum development process?  

• How comfortable are they with the material?  
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• How do they interact with each other and with the facilitator?  

 In order to capture the changes that parent learners reported in their understanding and 

behaviors related to postsecondary opportunities and how they can support their children to plan 

and prepare for higher education, I interviewed parents and conducted observations.  

Data Analysis Methods 

 The collection and analysis of the data in this action research study are interdependent. 

The timely analysis of data is a crucial component in the iterative process of the intervention’s 

design, implementation, and evaluation. Data collected was reviewed by the AR Team within 

one week of collection and was used to inform the intervention (i.e., workshops); ongoing 

analysis was critical to the workshop’s design and delivery.   

 I used a digital recording device to capture the interview and AR Team discussion data.  

After verbatim transcription by an outside source, I analyzed the recorded interviews upon 

completion of each data collection looking for patterns and themes related to parent learners’ 

changes in behavior. The data collected from the action research group was examined for 

patterns and themes related to how they felt about their facilitator role and the development and 

implementation of the workshops. In considering the work of Auerbach (2004) and Downs et al. 

(2008), I looked for the point at which parents felt that they could take over the delivery of the 

program and felt confident to work with their peers: At what point did they feel a sense of 

ownership? What were they doing that made them feel empowered to help other parents? I also 

looked for changes in perceptions by parent facilitators: When did they feel confident in front of 

their peers? I performed member checks with the parent facilitators after the interviews which 

gave them an opportunity to correct or add information to the interview (Stringer, 2004).  

 To analyze the data collected from the interviews, observations and AR Team meetings, I 
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prepared for analysis by organizing the raw data. I used a computer program to transcribe the 

recorded data from interviews and Team meetings and typed all notes from the observations.  I 

then read through all the data to get a general sense of the information and reflect on the meaning 

of the statements captured.  I stared recording my initial thoughts of the data at this point in the 

analysis then began the coding process which helped me organize the data into segments in order 

to make sense and bring meaning to the data collected.  

 The data collected from interviews with parent learners and observations of the 

workshops were examined for patterns and themes related to confidence, self-reported behaviors 

related to postsecondary opportunities, and how parents can support their children to plan and 

prepare for college.  I looked for specific themes such as understanding the role of parents in 

curriculum planning (Torrez, 2004) and the importance of math in college preparation (Adelman, 

2006).   I examined all interviews for themes and patterns related to the components of the 

workshops that were most effective, as well as the effectiveness of the presenters. Timely 

analysis of data helped inform the iterative process. AR Team members then met within one 

week of the workshop to refine the curriculum for the next iteration. 

 The data from the pre- and post-questionnaires and follow up interviews with parent 

learners were used to inform the content of the subsequent workshops and to check that the 

workshops were having an impact on parent learners.  The majority of the questions in the 

questionnaire were Likert-like items based on a scale.  I used a t-test for paired samples in order 

to measure the impact of the intervention. I provided descriptive analysis of data for the 

independent and dependent variables of this study; I indicated the mean, standard deviation, and 

range of scores.  I presented the results in tables and interpreted the results of the t-test − this 

helped me draw conclusions from the results as they related to the research questions. The t-tests 
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allowed me to compare means on each measure before parents experienced the intervention and 

after the intervention. 

 After collecting data from pre- and post-questionnaires and interviews of parent learners, 

I met with the parent facilitators to reflect and refine the curriculum before our next workshop. 

Ultimately, the goal was to create an intervention that could be used by principals and district 

personnel to empower Latino parent.  That being said, the content of the workshops was 

important, and identifying the content that reached parent learners was an equally significant 

outcome of this action research project. 

Role Management 

 A concern in my study was bias because I was implementing this intervention in my 

district and with potential future parents.  Given my role as principal of the only high school in 

my district, it was important for me to clearly define my role as a researcher in this project.  I 

also utilized a counselor (not an employee of the district) to assist me in training the parent 

leaders to further separate me from the process and to more clearly define my role as a 

researcher.  However, it was important that I was involved and represented a figurehead because 

the principal plays a crucial role in making parents feel welcome at school (Sebring et al., 2006; 

Warren et al., 2009); the leadership of the school principal is a key to involving parents (Sebring 

et al., 2006; Thigpen et al., 2014). By using my district elementary schools in this action research 

project, I was able to monitor the role of the principal and discuss that as an important 

component in considering replicating this intervention in other districts.  My role as a researcher 

was clearly defined, but my role as a principal was an important one not to ignore.  

 I performed member checks to curb my biases in order to understand from the 

participants if they interpreted the data in the same way I did. Additionally, I triangulated data by 
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examining responses from the pre- and post-questionnaires, interviews, and observations in order 

to ensure that my bias was not represented in the interpretation of data.  Due the amount of data I 

collected, I think was wise to use direct quotes to confirm or contradict my biases as I examined 

results. 

Credibility and Trustworthiness 

 The data collected as part of this action research project was credible and trustworthy. To 

ensure this, I used standardized protocols in data collection and standardized coding procedures 

in data analysis.  In addition, I performed member checks after each set of interviews with the 

parent facilitators.  I also triangulated data from the various sources, interviews, observations, 

and pre-/post-questionnaires.  I used systematic methods of data analysis to ensure that I asked 

all of the participants the same questions and that there was a thorough analysis of data.  

 As mentioned before, I used an outsider to aid in training parents to ensure that they were 

not overly influenced by me.  At the same time, I had a colleague review my data so to challenge 

my assumptions and ask questions of my results; this ensured that my bias was not present in my 

interpretation of results and conclusions. 

Ethical Issues 

 My study is susceptible to reactivity – that is, parents (both facilitators and learners) 

telling me what they think I wanted to hear. I anticipated that this would be the most serious 

issue of credibility concerned with my study.  I addressed that concern by implementing a 

protocol encouraging parents to be as honest as possible.  I also practiced interviewing and 

listening so to learn how to build rapport and encourage honest responses.   

 Parents may have been influenced by each other in this study.  They may have felt the 

need to not only say what they thought I wanted to hear, but also say what they thought their 
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peers wanted to hear.  All of the parents essentially live in the same community and may know 

each other. There may have been a sense of competitiveness or other dynamics that may have 

influenced them.  I decided to use interviews and observations with parent learners, and chose 

one-on-one interviews to ensure that parents were not influenced by each other.  I designed my 

questions in a way that would not lead parents, yet would describe their perceptions and feelings.  

By modeling my interview questions after measures that have been tested, I hoped to address any 

concerns of credibility. 

 The obvious ethical issue I needed to address in my study was the dual role I had as the 

principal of Ranch High School (the only comprehensive public high school in the district and 

community) and the principle investigator.  I had minimal contact with the parent learners before 

the onset of this study due to my role as the principal of the high school.  However, there may 

have been parents of older children or who had relatives in the district and thus would have been 

familiar with my role, thus feeling influenced or apprehensive about participation.  It needed to 

be made clear to parent participants (both facilitators and learners) through a memorandum that I 

was the principle researcher and my role as principal was separate.  All results were confidential 

and pseudonyms were used to protect participants. 

Significance 

 The data from my study can be used to inform school districts of the characteristics of 

successful community-based parent empowerment efforts which can be used to appropriately 

and effectively engage Latino parents in supporting their children in pursuit of postsecondary 

learning opportunities. The results of this study will show the process of developing, refining, 

and implementing a program to enhance postsecondary knowledge and support for other parents.  

 The goal of this action research project is to develop a process that other schools and 
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districts can use to educate parents in the community by working with parent facilitators. This 

“plan, do, check, act” process helped me to develop a process that was effective in engaging 

parents in the community and can so then be used by other districts and schools. 
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CHAPTER 4: 

PARENT FACILITATORS 

 

 

Introduction 

  

 This chapter presents the qualitative data from the AR Team meetings of the parent 

facilitators. The purpose of this AR Team was to develop a curriculum and a presentation for a 

college knowledge workshop to be administered at three different elementary schools. This 

investigation sought to address the following research questions: 

1. What changes and modifications do Latino parent facilitators make to the curriculum and 

presentation as they implement a college knowledge workshop for parents of elementary 

school children in their own community? 

2.  After participation in a series of parent workshops, what changes do parent learners 

report in their understanding, behaviors, and attitudes about supporting their children to 

plan and prepare for higher education?  

The current chapter highlights common themes from the transcripts of the AR Team meetings to 

address the first research question. The findings reflect the process of development and the 

process of making changes to the curriculum and presentation methods. 

Demographic Information of Parent Facilitators 

 There were a total of six parent facilitators who participated in the AR Team. These 

parents developed and delivered workshops at three different elementary schools in the RUSD 

throughout the action research cycle. All parents were Latino and lived in the community. Below 

I describe each of the parents who were part of the AR Team. 

 Maria Vasquez1 has two children, a son, age 14, and a daughter, age 18. Her daughter is 

enrolled at the local community college and graduated from Ranch High School.  Her two 

                                                        
1 To maintain confidentiality, pseudonyms are used for all participants. 
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children have very different personalities and she talks about this often. Her daughter is more 

reserved and quiet; her son is very social and involved in school activities. He is currently the 

freshman class president. Maria is a stay-at-home mom who volunteers regularly at Southside 

Elementary School, even though her children have not attended that school in many years. Maria 

speaks only Spanish and knows a lot of other parents in the community through her connections 

at Southside Elementary School. 

 Tammy Serrano is a single mother with three children. She has an older son who is 22 

years old and is currently unemployed. He did not attend college and went straight into the 

workforce after graduating from Ranch High School. Her older daughter is currently a freshman 

at UC Riverside and received enough financial aid to cover her tuition and living expenses. Like 

her older daughter, her youngest daughter is in the AVID program at Ranch High School. She is 

currently a junior and also plays on the girls’ water polo team. Tammy was the only parent 

facilitator who did not speak Spanish. She conducted the English workshops on her own. She 

regularly participated in the AR Team meetings, even when they were mostly conducted in 

Spanish. 

 Anita and Carlos Rivera have three boys who are now enrolled in college, one graduating 

during the action research project. Their oldest son graduated from Cal State Long Beach during 

data collection. The younger two sons both attend college in Washington State and play soccer 

for their respective schools; both received athletic scholarships. Their middle son, Chris, signed a 

contract with Major League Soccer while we were completing our final AR Team meeting. Mr. 

and Mrs. Rivera are very dedicated to the school and community. 

 Alonso Moreno has three daughters who have all graduated from Ranch High and are 

now enrolled in college. Two of his daughters attend UC Irvine and one daughter is studying at 
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UCLA. Mr. Moreno has been very involved in the school district for several years and continues 

to volunteer, even though his daughters are graduated and now in college. He was involved in the 

School Site Council and the District Advisory Council for seven years. 

 Elia Garcia is the mother of five children who all attended Ranch High. The youngest is 

a freshman at Ranch High and the other four are enrolled in college or have graduated from 

college. She has one child studying at Arizona State, another son studying at Cal State 

Bakersfield, one child at Santa Monica College, and one son who graduated from UCLA. 

The Action Research Cycle 

 As an AR Team, we met a total of three times before our first workshop with parent 

learners. The first official AR Team was on October 20, 2014, the second on October 27, 2014, 

and the third on November 11, 2014; all Team meetings were held at Ranch High School.  The 

first workshop was held at Roldan Elementary on November 17, 2014. After the first meeting, I 

provided coffee and pan dulce upon the parents’ request. This added a social element to the 

group. 

 We began the first AR Team meeting by having each parent introduce himself or herself, 

talk about his/her children, and discuss something that he/she believed helped parents who have 

children in elementary school to prepare their children for college. The meeting was conducted 

in Spanish for the most part.2 Tammy Serrano is the only parent who does not speak Spanish 

although she understands it. I took time to translate, as necessary, and explain content.  

The second AR Team meeting was focused on how we should present the information 

and I started it by asking parents this question. We talked about how sharing stories can be an 

effective way for parents to hear the material. 

                                                        
2 Regardless of which language each parent used in interviews or meetings, they were all translated into English.  
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 The third AR Team meeting was a practice run of the workshop. I had provided the Team 

with a presentation to review, then we decided who would speak at which point of the 

presentation. We went through each slide, with parents being able to clarify questions and flush 

out details for the presentation; we practiced as a team. On the Spanish-speaking team, each 

parent was assigned a different topic, with Alonso selected to serve as the master of ceremonies. 

Because Tammy was the only English-speaking presenter, she facilitated that entire presentation. 

 The fourth and fifth AR Team meetings were different. The Team took the time to 

discuss what went well and what we wanted to change for the next workshop. We discussed 

findings from the pre-/post-questionnaires and follow-up interviews. The parents made 

suggestions for future workshops as outlined in the findings below. 

Pre-Workshop Development: Identifying Key Topics 

  The first three AR Team meetings were dedicated to the workshop development process.  

We started by discussing topics that parent facilitators felt would be most effective to focus on, 

then we spent the majority of the first meeting brainstorming and sharing of stories. The most 

pertinent topics that emerged from the first meeting are outlined in Table 1. 
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Table 1: Topics to Cover As Mentioned in the AR Team Meeting #1 

  
 Alonso Maria Carlos Anita Tammy 

Get involved as a 
parent x x    

Team: Counselors, 

Teachers & Parents x x x x  

Classes to take / A-G 

requirements x x    

School System x x    

Financial Aid & 

Scholarships x x x  x 

Community Service  x    

Push your child & 

insist on studies/ 
homework 

  x x x 

Grades & GPA   x x x 

Value in hearing 
from other parents x x    

*Elia was not present for AR Team Meeting #1. 

Parent Involvement in School   

Two parents, Alonso and Maria, felt that parent involvement in school is something that 

should be addressed in the workshops with the parent learners. Alonso recommended that parents 

be involved in the school by attending parent meetings and serving on committees.  He expressed 

that this helped his daughters to know he was involved: “They knew that if they did something 

bad we would know. It helped them to put effort into school and they started to compete against 

each other in Student of the Month and things like that.” He also shared that he wanted to make 

sure to emphasize that parents should get involved with and build a relationship with their child’s 

guidance counselor.  

 Maria agreed with Alonso; she shared her stories of helping at the schools her children 

attend, particularly at Southside Elementary School. She felt that being involved at school is very 

important: “My husband would say, ‘Don’t you have to do anything?’ But, yes! It is important 

for our children to see that their parents are involved.” She also feltthat she, personally, gained a 



  

47 

 

lot by being involved. Maria added that, like Alonso, being involved at school helped keep her 

children focused. 

Working as a Team with the Teachers and Counselors  

Four of the five parents present at the first AR Team meeting discussed the importance of 

creating a team partnership with teachers and counselors.  This, they felt, should be a point of 

emphasis with the parent learners at the workshop. Carlos said, “I think that everyone is a team: 

the teachers, the parents, and the counselor.” The parents felt that this essential lesson would help 

parent learners in the future. They recognized that these parents will have young children and 

much of the factual information that will be shared at the workshop will perhaps change in five 

to ten years, but this lesson of working as a team is timeless. 

 Echoing this sentiment of working as a team with school personnel, Alonso emphasized, 

“When they enter middle school, involve yourself with the counselors because it is very 

important. Many parents never meet their kid’s counselors, and they are the ones that… the 

counselors and the recommendations of teachers, are the ones that recommend to the students so 

that they can take other classes.” The concept of working as a team was a major theme 

emphasized throughout the workshops because all parent facilitators felt that it was important. 

Classes and A-G Requirements   

The facilitators also discussed the importance of emphasizing the classes students must 

take to enter a four-year university. Alonso had previously attended the Parent Institute for 

Quality Education (PIQE) classes and had learned about the A-G requirements3: “The parents 

have to understand that it isn’t enough to just attend school. They have to take certain classes to 

be able to have a career or to take these classes to get to university.” Maria agreed that the A-G 

                                                        
3 A-G requirements are the courses that students must take in each subject area to be eligible to attend a state university in 

California (UC or CSU). 
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requirements should be explained to the parents. Both these parents felt that giving learner 

parents the information would help them monitor their child’s progress as they enter high school. 

Equipping the parents with the tools to effectively monitor their children emerged as a priority 

for the AR Team. 

Stratification of the Educational System  

At the first AR Team meeting, the parents briefly discussed the different educational 

systems and how to emphasize this with parents. Alonso was the first to bring up this discussion: 

“Us parents that come from other countries, we don’t know the educational system here. So, we 

must try and understand it and how things work here.” The parents agreed that explaining the 

school system to learner parents would be valuable and we discussed the differences among four-

year institutions and the community college system. They also felt that parents need to 

understand the K-12 system and how different people at the school, such as the counselor, can be 

a resource; this point was key because parents of many RUSD students attended school in other 

countries, so the system – on both district, state, and federal levels − is very different. The parent 

facilitators felt that understanding the system would help parents navigate it more effectively. 

Financial Aid and Scholarships 

The parent facilitators agreed to share information and their personal experiences about 

paying for college with the parent learners, but they were concerned about sharing too much 

information that might confuse workshop participants.  Parent facilitators expressed concerns 

that the parent learners would be intimidated by hearing too much information or not getting the 

information they needed from the workshop. At our first team meeting, when we started talking 

about financial aid, Maria said, “That is going to scare them. They are going to think they can’t 

afford college.” At one of the last team meetings before our first workshop, Elia commented, 
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“Yes, we [the facilitators] aren’t from a bank…[sic] to tell them where the money to pay for 

school is. We aren’t a financial institution.”  The facilitators wanted to make sure that the parents 

received necessary information, but were not scared or intimidated by it. They wanted the 

parents to trust them, but also to understand that the AR Team members were not the experts on 

financial aid. 

 As an AR Team, we spent a significant amount of time discussing the various stories of 

the parent facilitators and how to incorporate them into the presentations. The parent facilitators 

felt that emphasizing saving for the future was an important topic.  At our last meeting before 

our workshop at Roldan Elementary, Elia said: 

I can also talk about the importance of saving money. One thing that I noticed in 

my personal experiences is that good grades, homework, and sports teach you 

discipline, but I forgot to tell them that it is also important to start saving for 

school. 

 

The parent facilitators said that they wanted to give the parent learners a basic understanding, 

based on their own personal testimonies, so that they could begin to save and be able to consume 

information about financial aid in the future. 

 Even the parent facilitators had their concerns about their own practices when it came to 

saving for college.  Maria expressed her concern at the post-workshop AR team meeting that she 

had not saved enough money: 

It is like we are sowing the seed. I think that is what we can do at that age, 

elementary. When I was first here, the teachers would tell me I needed to start 

saving money for my kids. And I was just thinking there was a lot of time left. 

Now look. Here I am with nothing saved.  

 

She felt that sharing her story with the parent learners would inspire them to start saving and not 

make the same mistake.   
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Motivating Children to Do Their Best  

The facilitators wanted to discuss various parenting issues with the parent learners. At the 

first AR Team meeting they talked about how to push and motivate children through sharing 

some of their personal experiences with the group.  Three of the five parents present had input on 

this topic and wanted to make sure that we shared this with the parent learners.  Carlos said, “I 

say that when one has children, it doesn’t matter if they get upset. You have push kids. They will 

get mad at you. They are going to turn around and hate you, but you gotta’, you gotta’ push.” He 

emphasized that parents have to push their children and not be afraid if they get upset. His wife 

Ana shared that she involved teachers in the efforts to push her children: “Sometimes the kids 

listen more to the teachers than parents, so we always tell the teacher, ‘Could you push them?’” 

This was an important emphasis to impart upon the parent learners, that they are empowered, 

both with their child and with the school. The parent facilitators wanted to help the parent 

learners be better parents and motivate their children, even while they are still young. 

 Carlos felt that parents should push their children to keep them out of trouble: “And you 

keep them tired so that they don’t hang out in the streets. They come home and crash.” The idea 

of sharing with parents the different benefits for pushing and motivating their children added 

depth to this topic for the parent facilitators. They shared stories and realized that they had 

something in common: they were all parents who were always pendiente − on the lookout − and 

on top of what their children were doing. 

Emphasizing the Role of Grades and GPA  

The parents discussed and shared the importance of grades and GPA. Anita said, “It is 

important to note that the first year a student enters high school they need to start getting good 

grades.”  This is a shift for a lot of parents because grades in elementary and middle school are 
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very different: students move on even if they do not pass.  In high school, a student has to retake 

classes when they do not pass. 

 Because understanding GPA is such a huge shift, the parent facilitators wanted to 

emphasize grades so that the parent learner could be aware of what to look out for when their 

children enter high school. The facilitators wanted to emphasize the importance of grades to help 

the parents better understand the A-G requirements. The facilitators felt strongly that parents 

needed to understand that their son or daughter must receive a grade of C or higher to have the 

class count towards the A-G requirements.  

Hearing From Parents  

The parent facilitators discussed that hearing from other parents was going to be an 

important component of the workshops. Three of the parent facilitators emphasized the 

importance of parents hearing from other parents and that it needed to be a powerful component 

of our workshop. Tammy shared this when she went to UC Riverside for her daughter’s 

orientation, −  other parents spoke to them and she felt that this was a positive interaction. She 

tied it in with our workshops: “They see us and we are just parents. If they can do it, then I can 

do it too.” 

 Alonso felt that parents would feel more comfortable discussing this issue with other 

parents: “I feel like they are going to feel more comfortable with other parents giving them the 

information. Not a teacher. It will intimidate them.”  I also shared with them that it was the 

workshop plan, i.e., that they would present all of the information at the workshops and I would 

just be present as an observer and a resource.  

 At first, the parents were apprehensive about presenting to their peers; however, after we 

discussed the importance about hearing from other parents, the facilitators felt that it was 
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important to present to their peers. Even Carlos, one of the more confident parents said, “I can 

talk about anything right now, but when I see a classroom full of people I am going to be stuck 

in neutral.” By sharing his fears with the other parents, they were more at ease. Even the most 

confident of the parents of the group had his fears and this helped the facilitators to bond. 

 Tammy suggested talking about personal experiences. At the second AR Team meeting, 

she said, “I think talking about personal experiences would be good. You know, the stories, you 

know, and then all the information that we know.” The personal connection to the parents was an 

important component in the eyes of the parent facilitators. 

 Alonso suggested using a PowerPoint presentation for the method of presentation to 

guide the facilitators. At the second AR Team meeting, the parents helped build the PowerPoint 

and its content. It was at the third meeting that we reviewed the presentation with a draft of the 

PowerPoint. We went through the presentation two times so that the parents felt comfortable 

with the information, and we practiced in both English and Spanish. 

 At the second AR Team meeting, we discussed addressing parents in both English and 

Spanish.  When asked which language he would prefer to use in addressing the parents, Carlos 

said, “Well, in Spanish, especially talking in front of people, I can lose my English there.” 

Alonso also expressed more comfort addressing the group in Spanish and, after some 

discussion, Tammy suggested splitting into two groups, one using English, the other using 

Spanish. 

 We also discussed how to break up the groups and how to present.  The parents felt that 

it depended on the number of parents. The AR Team expressed concern that not enough parents 

would show up and they were interested to see how many parents would arrive at the 

workshops. Maria said, “Personally, it would disappoint me to not see people at the meetings.” 
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 The parent facilitators wanted to create the best presentation for the parent learners. 

They discussed their fears, how to present, and how to best reach the parents that attended. They 

were concerned with the possibility of only a few parents attending and wanted to reach as 

many parents as possible. Their goal was to find significant ways to connect with other parents 

because they felt that the parent-to-parent connection was a powerful way to empower Latino 

parents in their community. 

Responding to Parent Questions  

During the first two AR Team meetings the parents asked a lot of clarifying questions. 

This continued throughout our meetings even after we had the workshops. They would ask me 

questions about our school, classes we offer, and different systems in place. Carlos said, “There 

are going to be questions we will not have the answers to and we can turn it over to you.” Later 

in the second AR Team meeting he said, “The finances, we turn to you.”  The parents had a fear 

that they would not have all of the answers. It seemed that they wanted to be better prepared to 

answer questions for parents based on their line of questioning. 

Summary of Workshops 

Roldan Elementary School  

The first workshop took place at Roldan Elementary on Monday, November 17, 2014, at 

6:00 pm in the school library. We had another room ready in case we needed to divide the group 

into two rooms. The parent facilitators arrived at 5:15 pm to prepare before the workshop as 

decided at the last AR Team meeting. When I arrived, four parent facilitators were already there, 

discussing and reviewing how they were going to present. The other two parents arrived shortly 

after I arrived. They were dressed nicely and were taking their role very seriously. Maria, who 
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always had her hair pulled back in a hat, had her hair down and was clearly ready to be a parent 

leader for the evening. 

 Six parents attended the workshop, three English-speaking parents and three Spanish-

speaking parents. Due to the small number of participants, we divided the group and had both 

sections stay in the same room but in different areas. We did not project the PowerPoint on the 

screen; rather, we shared the handouts with the parents, and the facilitators used that as their 

guide throughout the presentation. 

 As predicted by the Spanish-speaking facilitators, the English presentation finished 

before the Spanish presentation. The English presentation finished within 30 minutes and the rest 

of the time was used for questions and answers. The English-speaking parents asked me 

questions, but the Spanish-speaking parents did not. 

Southside Elementary School  

It was raining the evening of the workshop at Southside Elementary School. The 

workshop took place in the cafeteria at 6:00 p.m. and the parent facilitators were there by 5:15 

p.m. to begin preparing. We also provided childcare through the district for this workshop to give 

parent learners the chance to enjoy the workshop without their younger children. One recent 

college graduate, Amy, joined us for the evening, and I provided an example of two different 

transcripts for the parents to discuss. These changes were based on changes suggested in the 

previous AR Team meeting. 

 There were a total of 13 parent learners in attendance at the Southside workshop, four 

English-speaking and nine Spanish-speaking. We divided the groups, just as we did at the River 

Elementary workshop. Amy sat with the English group; she planned to sit with the Spanish-

speaking group as well, but she spent the majority of the time with the English-speaking group 
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answering their questions after the presentation. 

River View Elementary School   

Our final workshop was at River View Elementary on Monday, December 15, 2014, at 

6:00 p.m. in the cafeteria. Amy attended along with another local community college student, 

Katie. Amy sat with the Spanish-speaking group and Katie sat with the English-speaking group. 

There were a total of seven parents present: three English-speaking and four Spanish-speaking. 

AR Team Meetings after Each Workshop 

 The AR Team meeting after the Roldan Elementary workshop was one week after the 

workshop after I had conducted some of the follow up interviews on the phone. All the facilitator 

parents were present and felt very good about the workshop. When I asked them if they wanted 

to change anything about the presentation, Carlos said, “Everything is perfect. How is your 

homework going?” They were more concerned with the recordings and if they were helping my 

project. Alonso asked, “Have you listened to the tapes?” 

 Even with their concerns for the data collection, they were able to make suggestions and 

changes for the next presentation. They wanted to change some of the presentation techniques by 

adding examples of good and bad transcripts for the parents to review; they wanted to add a 

student speaker and improve advertising efforts. 

 The AR Team meeting following the Southside workshop was a bit different. The 

English-speaking parent facilitator, Tammy, was there before the rest of the parents, and we 

began reflecting in English.  The Spanish-speaking parents continued the meeting after Tammy 

had to leave. A good portion of the meeting was spent sharing stories and discussing personal 

questions that the facilitators had. Discussion centered on community college reimbursement 

programs and the quarter system versus the semester system at four-year universities.  
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 The parents came to the conclusion that they did not have all the answers but that they 

wanted to teach parents to have the courage to ask questions.  Elia said, “Letting them know that 

they need to go and ask these questions because many times when we go to talk to counselors, 

they don’t know what questions to ask. When we don’t know, we don’t know.”  Maria added, 

“The most important thing is that we give them a base, a key.” The facilitators wanted to be a 

resource to parents and to give them enough knowledge and information to begin asking 

questions. 

 The parents did not wish to change anything for the next workshops other than to add an 

additional student speaker so that each group had a speaker for the entire session. We discussed 

the addition of the transcripts; parents expressed more confidence in the process and again 

discussed advertising efforts that affect attendance at the workshops. 

 For the final AR Team meeting, Tammy needed to meet with me separately due to her 

work schedule. I met with her one-on-one the same morning as the AR Team meeting and 

interviewed her. The other parents attended in the evening on December 22, 2014. They shared 

their experiences in a group format. A large portion of the meeting, again, was dedicated to 

personal stories. The Riveras discussed their son’s upcoming contract with Major League Soccer, 

and Elia shared some concerns about her son who is a freshman. They also discussed one parent 

in the Spanish-speaking portion of the workshop who was aggressively asking questions, even of 

the student guest.  The parents talked and supported each other throughout the meeting. 

Development of Parent Facilitators During Workshops 

 Throughout the various AR Team meetings after the workshops, the changes that the 

parents wished to make were based around the following themes: adding student speakers, 

reviewing transcripts with the parent learners, and increasing advertising efforts to attract more 
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participants. Parents also discussed changes in presentation techniques and their growth in 

confidence over the course of the action research cycle was evident. 

Adding Student Speaker  

At the AR team meeting after our first workshop, Carlos made the suggestion to have a 

student speaker: “It would be good to have a student in English and Spanish.” He did not 

elaborate on why he thought this would be a good idea, but the other parents agreed and briefly 

discussed the possibility of bringing their own children. However, none of the children of the 

parent facilitators were available.  

 Maria suggested bringing in an outside facilitator to add to the discussion about the 

difference between a two-year and four-year college, having someone in mind who was 

recommended to her by one of the teachers from Southside. We discussed this in detail at the end 

of the AR Team meeting following the Roldan Elementary workshop but the parents felt having 

a student speaker was more important and they did not want the outside person to be limited or to 

take away from the presentation from parents. Anita reminded the group, “That is why it is called 

Parents-to-Parents.” 

 After the second workshop, Tammy mentioned that she really enjoyed having Amy, a 

recent graduate from Yale and also a graduate of Ranch High School, with her during the 

workshop at Roldan Elementary. She felt that Amy was able to speak to the college application 

and personal statement in a more personal way: “She was very knowledgeable.” Tammy 

commented that her daughter did most of the college application process at school so she did not 

know the entire process.  She said, “She [Amy] knew more on that, the personal statement and 

stuff. She was a lot of help.” This information informed our process and led to the addition of 

another student speaker at the final workshop at River View Elementary. 
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 At the final AR Team meeting, all parents agreed that the student speakers were an 

important component of the workshops.  Tammy said, “Having the girls from college and the 

graduate, that really helped. I liked that.” Tammy felt that they added to the presentation and 

provided additional information that she was not able to share from her perspective as a parent.  

Maria agreed that they helped a great deal: “They have gone through that already and their 

perspective is different from that of a parent. It is good.” Alonso said, “I think the girls helped a 

lot. In our case, she spoke and explained a lot. It is good to get a student’s perspective.” The 

students brought a different perspective that provided additional information for parents, 

especially when it came to discussing their experiences with financial aid and the application 

process. They were able to share information about the personal statement, as well. 

Providing Examples of Transcripts  

Alonso suggested adding examples of the transcripts for parents to review after our first 

workshop: “We need to show examples because people have no idea what it is.” He suggested 

sharing a really good example and one that has some F’s so that parents could learn to read and 

understand GPA. He wanted to make sure I covered the names and did not share personal 

information: “So maybe two. One with good GPA and the other below the average, or almost 

going to graduate with the minimum.” 

 At the second workshop at Southside Elementary the transcripts were a new addition and 

the parents had the chance to review the transcript of a high-achieving senior and a senior who 

had failed classes and had to retake them.  The parents were still getting used to this new 

addition to the workshop. Tammy wanted more time to look over the transcript in order to 

prepare for the next workshop. After the second workshop, Alonso expressed uncertainty as to 

whether reviewing the transcripts helped the parents: “I don’t know if it helped parents or not to 
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see the difference between a good and bad student. But I think it does help for them to see what 

it looks like.” He really wanted them to be able to read the transcript, as a parent, and know what 

they were looking for. He said that he wanted them to be able to identify the GPA and class rank 

so that they could notice those features when they viewed their own child’s transcript in five or 

ten years. The parent facilitators felt that the transcripts helped them to see what they should be 

looking for when their children get to high school. 

Increasing Advertising Efforts  

As mentioned at the previous AR Team meeting before the first workshop, the parents 

were concerned with the low number of parents who attended these workshops. They wanted to 

ensure that parents knew about the workshops and were able to attend. Maria made several 

suggestions based on her relationships at Southside Elementary where both her children attended 

and where she still volunteers weekly. She shared with the group that she had taken the initiative 

to create a large poster in addition to the fliers that I had created to give to the principal. She 

shared: “I just put ‘To Help the Future of Your Child.’ I didn’t put anything about university 

because I know parents.” She explained that if she put anything on the poster about planning for 

university or college, parents would not come; “They are going to think there is a lot of time 

before they need to worry about it. So I put about planning for your child’s future today.”  Elia 

agreed, “That way it catches your attention and makes you approach.” The parents were 

concerned that parent learners would not attend workshops because they felt college was so far 

in the future and thinking about it while their children were young is a waste of time.  

 The parent facilitators felt that the parent learners were discouraged from attending due to 

the age of their children. Some parents who attended the workshops had high school-age 

children. The parents with elementary school-aged children were not as likely to attend.  Tammy 
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said, “I think we could have had more [parents], but, like I said, I think they think that since their 

kids are little… they don’t understand that in the blink of an eye that their kids are going to be in 

high school and it is going to be time for them to go.”  We had a parent leave the second 

workshop because he said that his son was too young to start talking about college or his future. 

The parent facilitators were looking for creative ways to entice parents now so that they could 

share the info for them to be prepared for the coming years. 

 More parents attended the workshop at Southside Elementary despite the rain. However, 

even with increased advertising efforts at Southside, the number of parents was still low based on 

the expectations of the parent facilitators. We discussed that if it had not been raining, we 

probably would have had more parents attending. Maria said, “Like the workshop says, we are 

parents, not professionals. But even them just being interested enough to come to the workshop 

is a win. We had more parents that we did at Roldan.” The parent facilitators expected more 

parents to attend and briefly discussed future efforts to attract more parents.  Maria commented, 

“Maybe calling parents would solve the issue.” There was a strong sense from the AR Team that 

they wanted to reach more parents. 

 The facilitators had interest in making the workshops meaningful so that parent learners 

connected with each other and with the content. Maria said, “When Alonso suggested that we 

stand up to present, I told him we should sit so that we could be face to face and make it more 

informal.” Elia also commented, “The parents always feel good because they see parents that 

have done it. It becomes possible. They can see our results. Parents, even in the few, do get 

motivated.” The parent facilitators wanted to connect with the parent learners so that they felt 

comfortable and interested in learning. They wanted that connection to give the parent learners 

the opportunity to learn and grow. 
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 To attract more participants, the Team suggested trying a different time of day and of the 

school year for future workshops. Carlos commented, “Making them on Mondays at 6 p.m., 

people are stuck in traffic, picking up their kids, running errands. They have to struggle to come. 

If we did it on a Saturday from noon on, people want to sleep in a bit.” Elia suggested that 

“Maybe in March would be better”; she felt that the time of year, November and December, was 

very busy for parents with the holidays.  

 The facilitators felt that focusing on college and using that word in particular in 

advertising might deter parents. Parents have trouble making the connection. “Also when we talk 

about college and the kids are in elementary, parents can’t see the point in going,” said Anita.  

Her husband concurred, “They think they still have time.”  Elia agreed, “Many parents say, 

‘Well, I don’t even know if he is going to go to college. He is lazy.’” They were concerned that 

the parents did not feel the need to learn more about college due to these mental barriers.  

 Team members were not able to come up with any solid solutions, but a few ideas were 

discussed.  Tammy shared: “Maybe if we, if we think about different topics. A couple more 

different topics just to, so they get, like they want to know about it. They get interested more.” 

Maria felt the need to motivate parents: “I think we need to find a way to make parents go. 

Something that catches their attention or motivates them to come. Something.” The facilitators 

felt that if we continued the workshops, we should entice parent learners with different 

marketing strategies, to find ways to reach parents to encourage them to attend. This seemed to 

be the biggest obstacle. The content of the workshops was solid and the parents who attended 

were very positive; but, getting the parents that needed to be there was the biggest challenge. 
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Secondary Findings 

 In addition to the major changes the parent facilitators made to the workshops throughout 

the process, there were other findings that helped in the development of the workshops that could 

assist other schools interested in pursuing this model.  The parents spent time discussing 

presentation techniques and learned from the mistakes they made at the workshops. There was a 

clear growth in confidence throughout the AR Team meetings. By the last meeting, Team 

members clearly displayed greater confidence and interest in helping parents vis-à-vis at the first 

meetings when they were apprehensive and nervous about speaking to a group. Parents also 

discussed the strong possibility of continuing the workshops in the future at RUSD and their 

reflection on the process could help other schools and districts to learn about how to implement a 

similar model. 

Improvement of Presentation Techniques  

At the Team meeting after our workshop at Roldan Elementary, Anita expressed concern 

about her own ability as a presenter as soon as she walked in the door. My first question to the 

group was whether there was anything members would like to change for next time; Anita 

quickly responded, “I would like to change something,” and then laughed and pointed to herself. 

For her portion of the presentation at Roldan Elementary, Anita had prepared by writing down 

what she wanted to say to the parent learners, and she attempted to read from her notes the entire 

time. Her husband Carlos said, “She wrote everything she was going to say, but she was all over 

the place and she couldn’t read it.” Anita felt she hadn’t performed well and was considering 

leaving the group.  Alonso chimed in and said Anita did a fine job, even asking me if she 

sounded okay on the tapes. Other parents were supportive of Anita, even sharing that they were 

nervous as well. Maria shared that she grew more confident over time and was more at ease 
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presenting. 

 Carlos went on to discuss the role of Alonso as master of ceremonies and how this 

worked well: “Something that also worked well was that the master of ceremonies was the leader 

of the group. He took us step by step over what we were going to talk about and the topics we 

would address.”  The parent facilitators agreed that having an MC was an important part of a 

smooth presentation at the workshops. 

Growth in Confidence  

Over time, the parent facilitators grew more confident as presenters and facilitators in the 

community, even after just one workshop. Carlos joked, “We can do the whole LA County!” 

They were able to discuss various components of the workshops and make decisions as parent 

facilitators after the first workshop. At the second workshop, even with new components such as 

the transcripts and the student speakers, the confidence of the parents in their roles as facilitators 

continued to grow. From my observations of the workshops, I noticed that parents displayed 

more confidence in the way they began them: they would recommend where to have the parents 

sit and even began assisting in distribution of handouts and surveys. They began to take 

ownership of the workshops by the second session. 

 Anita felt more confident at the second workshop: “I told my husband that this time I did 

it well. I felt like I did a better job.” Elia agreed, “I felt better too; however, sometimes I get 

confused.” They felt that the confidence they gained in presenting to the other parents at two 

other workshops helped them to be more comfortable and confident. 

 At the final workshop at River View, we had one parent learner who “attacked” the group 

with a lot of questions that seemed hostile.  When we talked about our nerves, Carlos said, 

“Good thing we got that parent at the third workshop, right? If we had gotten him at the first 
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workshop, he would have probably eaten us alive.” This is evidence that the confidence of the 

parent facilitators grew. By the last workshop, they overcame obstacles and were not intimidated. 

 Some parents were nervous. Anita was very nervous and discussed her nerves at the AR 

Team meetings a couple of times. She was not alone in these feelings.  Tammy said, “I was very 

nervous, but I thought I did okay.” Maria was also nervous and commented, “Yes, [I was 

nervous], but then you can’t shut me up.” Elia agreed that she was nervous as well. She said, 

“The first was probably the worst, but the rest were fine.”  

 Overall, the AR Team felt confident that the parent learners liked connecting with other 

parents. Anita said, “Parents seem to feel more at ease with us. They could identify or take 

inspiration from us. They think that if we could do it, all in different ways, then we can do it.”  

The parent learners energized the facilitators. When they got feedback from them that they liked 

connecting with other parents, it helped the facilitators to feel more confident in their role as 

leaders in their community. 

Reflection on the Overall Experience  

I talked to the parents about continuing the workshops in the future and, based on their 

comments, they were willing to be part of the future process.  Tammy said, “I think we should 

continue it.” Carlos said, “Our children are where they are because they went through here. You 

have to give back.” We even discussed options of times and days that would allow us to continue 

the workshops. 

 When asked to discuss the process we used to create the workshops, the parents 

suggested the same process for schools looking to re-create this model. Carlos felt that the 

process we had created worked well: “The same thing that we did: meetings to prepare the 

presentation. Two or three meetings before like we did to decide which topics we wanted to talk 
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about. Also, having each parent pick a topic to speak about worked well.”  

 In reflecting on their overall experience, parent facilitators felt that they grew through the 

process in different ways. Tammy felt it was a unique experience. She said, “It was a good 

experience for me. Something I never did before.” They felt a sense of pride in participating in 

something different to help the community grow. It was a new experience that gave them 

confidence. 

 Overall, the parents were pleased with the process.  For the most part, they did not want 

to change anything and were satisfied with the changes they had already identified and integrated 

into the program.  Tammy commented, “I don’t think I want to change anything.” The only 

changes they wanted to make were related to attracting more parents to attend the workshops 

 Elia commented on the research she did to prepare for the workshops. They all took their 

roles seriously and owned the material that they presented to the parents. They did not want to 

appear to be unprepared. They shared with the parent learners that they were not professionals 

but they wanted to share the most accurate information.  Elia said, “What I liked the most is that 

we were prepared.” The extensive research she did to prepare and her comments about knowing 

more now illustrated that she was able to teach the material to other parents. 

Summary 

 The parent facilitators took their roles seriously and wanted to make sure to connect with 

the parent learners to make them feel at ease. Their main goal was to give the parents knowledge 

and confidence to begin asking the right questions. Their confidence grew and they became more 

of team throughout the process, a “family,” as Elia said at our last meeting. 

 The parent facilitators made three major changes throughout the Action Research 

process: 1) they added student speakers to the workshops, 2) they added transcript examples, and 
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3) they strove to improve advertising efforts in order to increase the parent participation. At each 

AR Team meeting, the parents were concerned with the questionnaires and the audio recordings. 

They wanted to know if the workshops were helping the parents; this was a primary concern. 

 The parents felt very positive and empowered working with other parents to assist them. 

This was such a fulfilling experience for them that they were willing to continue. Even in the 

weeks and months since the data collection process, they continued to check in with me to see 

how the project was progressing. Involvement in this project helped them see the value in 

helping other parents. They enjoyed being part of the solution. In the end, they realized the 

power they have as parents in the community. Alonso said it best, “We are few, but… powerful.” 
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CHAPTER 5: 

PARENT LEARNERS 

 

  

This chapter presents findings from quantitative and quantitative data from the pre- and post-

questionnaire distributed to 26 parent learners who attended one of three workshops, as well as 

the follow-up interviews conducted with parents who agreed to participate. The questionnaire 

investigated the extent to which parent learners reported changes in their knowledge and 

perceptions about supporting their children to plan and prepare for higher education. The follow-

up interviews provided an opportunity to ask questions to parents a week or more after the 

workshop to understand more about how parents’ perceptions had evolved.  Together, the 

quantitative and qualitative data contribute to the discussion of the changes in behavior that the 

parent learners experienced.  

Demographic Data of Parent Learners 

 Parent facilitators developed and delivered workshops at three different elementary 

schools in the RUSD throughout the action research cycle. The first workshop took place at 

Roldan Elementary School and six (6) parent learners attended. The second workshop was held 

at Southside Elementary School and thirteen (13) parents attended.  The final workshop was at 

River View Elementary School where seven (7) parents attended. All respondents were Latino 

and had at least one child in their household who was age ten or younger with children ranging in 

age from 1 to 27 years old.  Several of the 26 parents who attended the workshops had children 

who were either in high school or in college. Almost all parents who attended the workshops 

indicated that they would be interested in participating in follow-up interviews. I called each 

parent at least three times and had a parent call, as well, to try to reach parents. After several 
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attempts to reach parents, I was able to conduct a total of eight follow-up interviews. 

Primary Findings 

 The predominant findings that emerged after analysis of the quantitative data from the 

pre-and post-questionnaires and the qualitative data from the follow-up interviews include: 

• parent learners’ changes in college knowledge 

• a new understanding of how to pay for college 

• recognition of the importance of initiating contact with the school/counselor/teacher 

• connections with other parents 

• acknowledgement of the need for greater attention to school/homework  

• confidence with respect to helping their students make progress toward applying to and 

enrolling in college.  

 The analysis of qualitative and quantitative data form parent learners revealed three major 

findings. First, parent learners understood how to pay for college as a result of the workshops. 

Second, parent learners gained navigational capital, the idea that they understand who within the 

school system they must interact with in order to ensure their child stays on the college path, as a 

result of participating in the workshops.  Finally, parents gained knowledge of ways to prepare 

their son/daughter for college as a result of participating in the workshops. These findings are 

evidenced by the data from the pre- and post-questionnaires as well as by the follow-up 

interviews 

Growth in Understanding How to Pay for College 

Based on the post-questionnaire, parent learners reported a better understanding of how 

to pay for college after participating in the workshop. Prior to the workshop, the 26 participants 

had an average score of 4.0 when responding to the statement, “I understand how to pay for 
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college,” using a scale of 1.0 to 6.0, 1.0 being “disagree” and 6.0 being “agree completely.” 

After participation in the workshop, participants’ average score was 5.4. The results attained 

statistical significance (t=4.33, p < 0.05), suggesting that the workshop increased participants’ 

understanding with respect to how they may assist their children in paying for college.   

 
  

 

 

 

After attending the workshops, parent learners understood that there is a path when it comes to 

financial aid planning and that path includes saving for college. In a follow-up interview, one 

parent from River Elementary said, “I know that there is a way to go. There shouldn’t be any 

obstacle; it just really means we think though about like student loans and saving for Ellie, we 

shouldn’t have to get a loan. That was what that I got from the workshop.” This parent’s 

comment suggests that she is now able to envision a potential path forward and recognizes her 

role in saving for her daughter’s college education.  

 The parents who attended the workshops said they felt more confident about their 

knowledge of the steps to pay for college after hearing from the parent facilitators. When asked 

precisely what made them more confident, another parent from River Elementary said: 

You guys told me all the steps needed to apply [for financial aid], how to ask for 

help, how find the colleges that my son may want, or not want, to go to, but that 

he should apply to anyways in case he doesn’t get in. That way, he has options to 

keep studying. 

 

Similar to Auerbach (2004), in these workshops, the personal testimony about paying for college 

Table 2: Paired Samples T-Test Results – Paying for College 

Question Variable Group (n) Mean Sig (2-tailed) 

10 I understand how to pay for college. 
Pre- (26) 

Post- (26) 

4.000 

5.423 
.000 
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gave the parent learners hope and they felt that college was within reach.  

 According to the follow-up interviews, parents reported that they gained knowledge 

about paying for college even though it was a small part of the presentation. One parent from 

Southside, after hearing from a student speaker who received an academic scholarship to Yale 

and did not have to take out loans, said, “I realized that sometimes I don’t even need to take out 

loans. Sometimes the college might have the right program for them. Depending on the grades 

and everything, they can even pay for my daughter’s education.”  Similarly, another parent from 

River View gained knowledge and felt more confident to navigate the resources:  

I know, you know, even the little tiny scholarships that people give here and 

there, that I was not aware [of]. That is something new that I picked up from 

there. Financial aid, scholarships, you know, the different activities that student 

should be in at school that will help them get all these different scholarships, that I 

didn’t know.” 

 

Results from the interviews provided evidence that the parent learners understood the basics 

about paying for college and that they needed to start saving for college while their children were 

still young. The goal of this topic was to provide parents with the information they needed to feel 

confident and ask the right questions when it is time for their children to enter college. Based on 

the follow-up interviews, it was evident that the parents learned enough to know that there are 

options when it comes to paying for college. 

Navigating Stratification in Higher Education  

The literature on navigation stratification in higher education reveals that many Latino 

families do not even consider college for their children because of their limited understanding of 

the system (Brown et al., 2003). Educating Latinos about the different types of higher education 

institutions in California is crucial because Latinos are overrepresented in two-year institutions 

even though many more qualify to attend four-year institutions (O’Connor et al., 2010; The 
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Campaign for College Opportunity, 2013). The parent facilitators agreed that educating parents 

about the school system was important. Alonso stated: 

Now I will speak a little bit about how we, us parents, mostly come from other 

countries. Because of this, we don’t know the school system here. It is a bit 

different from what we studied in our countries. 

 

Sharing their personal experiences allowed the facilitators to connect with the parent learners. 

The parent facilitators wanted to share information about the school system that they learned 

over the years through attending parent workshops and through their experiences with their 

children.   

 Based on the post-questionnaire, the parent learners reported a better understanding of the 

different systems of higher education in California. Prior to the workshop, the 26 participants had 

an average score of 4.8 when responding to the statement “I understand the difference between 

the different systems of higher education in California (community, CSU & UCs),” using a scale 

of 1.0 to 6.0, 1.0 being “disagree” and 6.0 being “agree completely.” After participation in the 

workshop, participants’ average score was 5.7. The results attained statistical significance (t= 

3.73, p < 0.05), suggesting that the workshop increased participants’ understanding with respect 

to the different systems of higher education in California.   

 

  

 

 

 

 Parent learners attributed gains in understanding about the differences between types of 

institutions in California to the presentations at the workshop. In a follow-up interview, one 

 

Table 3: Paired Samples T-Test Results – Different Systems in CA 

Question Variable Group (n) Mean Sig (2-tailed) 

8 

I understand the difference between 

the different systems of higher 

education in California (community, 

CSU & UCs). 

Pre- (26) 

Post- (26) 

4.808 

5.654 
.001 
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parent learner from River View mentioned that the workshops gave him the confidence and the 

knowledge to keep an eye out in the news for information about the systems of higher education 

in California: 

In fact, it kind of triggered something where I am becoming more vigilant and just 

trying to get more research on it. You know, this weekend, I was trying. I actually 

saved the article in case you are interested; I can send it over to you. They were 

talking about how the UC system are preparing for college education, etc. It has 

given me more of an awareness to get information on that. It was good. It was 

very informative. 

 

The workshops gave him the confidence and the knowledge to be more resourceful in learning 

how and where to search for information. Another parent talked about doing college trips and 

career discussions with her daughter. This is valuable because, in the future, the information will 

change. Relying on information from the workshop will not be enough. The parent facilitators 

were able to instill a sense of understanding and interest for more information to support their 

children. 

Increased Resourcefulness and Navigational Capital 

One of the most significant findings was the idea of parent learners gaining navigational 

capital from attending the workshops. Navigational capital is the idea that they understand with 

whom within the school system they must interact in order to ensure their child stays on the 

college path. When responding to the question “I understand how teachers, counselors, and 

parents work together in high school to prepare students for college,” before the workshop, they 

responded with an average score of 5.12.  After their workshop, their average score was 5.70, 

proving to be statistically significant. (t=2.76, p < 0.026) 

 After the workshops, the parent learners reported that they understood that they must 

contact the school and speak to teachers and counselors when their child is not having academic 

success. On the post-questionnaire, Question 20 asked “What should you do if your child is not 
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receiving good grades? What steps do you take?” Every parent who responded to Question 20, a 

total of 15 out of 26 respondents, indicated that they should contact the school and speak to 

teachers and/or counselors. Parent learners gained this knowledge by hearing from the parent 

facilitators that the most important partnership in their child’s education was with the school, 

teachers, and counselors. This increase in knowledge was also supported by what the parent 

learners reported in the follow-up interviews. 

 Parent learners emphasized that they planned to make direct contact with counselors in 

the follow-up interviews. They even utilized the word “team” that the parent facilitators 

emphasized.  One parent from River Elementary said, “What I am going to try and do is make 

more time to have conversations with his counselor. Actually, this week I am going to go speak 

with the counselor so that we can work together in order to be a team. I want him to show me 

how to be a team and help [my son] get into college.” This new confidence to reach out and set 

up a meeting with the counselor is a huge gain. Developing a relationship with the counselor will 

allow her to further support her child. 

 Another parent from Southside said, “I feel like now, with my middle one, I will be more 

in contact with the teachers and the counselors. Then they can help me. I also realized I need to 

know the counselors. I need to know more of the teachers and the principal.” After participating 

in the workshop, the parent learners reported a new understanding of how and why getting 

involved and staying in contact with the resources available at the school site can benefit them. It 

basically took someone saying “You can and should talk to the school,” to give the parents the 

confidence to know that they should advocate at the site level for their children. 

Parents Learn Strategies for Putting Children on College Prep Path 

Parent learners gained overall college knowledge as a result of participating in the 
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workshop. Particularly, they gained knowledge of what they need to know to prepare their 

children for higher education.  Based on the quantitative data, they came to the workshops 

knowing the importance of grades/GPA, SAT/ACT scores, and what courses their child/ren 

should take in order to attend a four-year university. They demonstrated the most gains with 

respect to their knowledge about the importance of sports, clubs, community service, homework, 

and having a schedule. 

 Prior to the workshop, 24 participants had an average score of 4.96 when responding to 

the statement “Sports are important in preparing my son/daughter for college/university.” After 

participation in the workshop, participants’ average score was 5.63, indicating a statistically 

significant gain (t=3.39, p < 0.05).  When responding to the statement “Clubs are important in 

preparing my son/daughter for college/university,” the pre-questionnaire average was 4.50. After 

participation in the workshop, participants’ average score was 5.63, which represented another 

statistically significant gain (t=4.37, p < 0.05).  Additionally, when responding to the statement 

“Community service is important in preparing my son/daughter for college/university,” the pre-

questionnaire average was 5.17. After participation in the workshop, participants’ average score 

was 5.79.  The post-test for this item was also significantly higher than the pretest (t = 2.28, p < 

0.05). Across these three measures, the data suggest that the workshop increased participants’ 

understanding of the various components of college knowledge that are important in preparing 

their children for postsecondary education. 

 Other areas in which parents made significant gains between the pre- and post-

questionnaire included having a schedule and completing homework. When responding to the 

statement “Having a schedule is important in preparing my son/daughter for college/university,” 

the pre-questionnaire average was 5.33. After participation in the workshop, participants’ 
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average score was 5.92, which represented significant growth (t = 3.08, p < 0.05).  In addition, 

when responding to the statement “Completing homework is important in preparing my 

son/daughter for college/university,” the pre-questionnaire average was 5.67. After participation 

in the workshop, participants’ average score was 5.96 (t = 2.60, p < 0.05). The results of all these 

areas attained statistical significance, suggesting that the workshop significantly contributed to 

gains in parents’ understanding of these concepts.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

   

Table 4: Paired Samples T-Test Results – College Prep Path 

Variable Group (n) Mean 
Sig (2-

tailed) 

I understand the importance of 

grades in high school. 

Pre- (26) 

Post- (26) 

5.423 

5.731 
.175 

Sports are important in preparing 

my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

4.958 

5.625 
.003 

Activities are important in 

preparing my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

4.875 

5.458 
.075 

Clubs are important in preparing my 

son/daughter for college/university. 

Pre- (24) 

Post- (24) 

4.500 

5.625 
.000 

Grades/GPA are important in 

preparing my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

5.625 

5.958 
.088 

Community service is important in 

preparing my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

5.167 

5.792 
.032 

SAT/ACT is important in 

preparing my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

5.708 

5.958 
.083 

Having a schedule is important in 

preparing my son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

5.333 

5.917 
.005 

Completing homework is 

important in preparing my 

son/daughter for 

college/university. 

Pre- (24) 

Post- (24) 

5.667 

5.958 
.016 
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 Parents learned that monitoring their children when it came to homework and other 

academic activities is important for helping them become college-ready. This new knowledge 

encouraged them to change their behaviors after participating in the workshops. When asked 

about specific behaviors in follow-up interviews, some parents talked about monitoring their 

children more when it comes to homework and other school-related activities: 

I am telling you that I have been trying to personally change and speak more 

with her. Like I was saying, because for example, in my daughter’s case, she 

always wants to do her homework while watching television. I have been telling, 

“Honey (Mija), first you have to do your homework then you can watch TV 

because you can’t do both at the same time. I want you to concentrate and study 

because one day you are going to go to college.”  

 

Parents made the connection that doing homework is important in preparing their student for 

college. This parent even made changes to behavior after the workshop from learning from other 

parents about the importance of homework. 

 Another parent from Southside felt that her behavior changed in that she paid more 

attention to homework: “I have changed in that I pay a little more attention to their development 

and their homework, also their exams.” Similarly, another parent thought of looking beyond the 

walls of the school to assist her child with homework and other studies: “What I was thinking is 

looking for places where she can learn more things beyond school. Also have her dedicate more 

time to her studies, her homework, and applying herself more so that school will be easier in the 

future.” Both of these parents are paying more attention to homework and considering 

homework’s role in preparing for high school and college. The workshops helped them to see 

homework in a different light. 

 Considering other academic behaviors, another parent from River Elementary thought 

about taking her children to the community library to promote academic behavior: “I’m planning 

to take them more to the community library and spending more time with them, let’s say 
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bringing more books. During the week are trying to do more activities.” The workshop seems to 

have shown her the importance of reading with her child and this prompted her to think of 

changing her behavior. These are the behaviors that we aimed to alter as part of the parent 

workshops. We wanted parent learners to think of their child’s future in everything they do, even 

with a trip to the community library. 

 In looking at the importance of sports and other activities, parents learned that their 

child’s participation in them can help when applying for college. One parent emphasized that 

hearing the importance of sports and other activities made her think of getting her child involved 

in outside activities: 

Well, one thing that really stood out to me was that the student, I forgot what her 

name was, but she was sharing that, you know, being in sports and being involved 

in different activities helps out a lot when applying to college. Colleges will look 

at all that. You know? It actually… I started to think more about it. I want to get 

my daughter involved in more activities outside of what she is doing right now. 

 

This change in perception is important in this research. Parents began to branch out and think of 

getting their children more involved to better prepare them for college. The process of thinking 

about the college path is important. The parent facilitators targeted the thought process when 

creating the workshops. The fact that the parent learners are now thinking about their children’s 

futures shows the impact of the parent workshops. 

Parents Report Greater Confidence about College Pathways  

The confidence gained by hearing from other parents proved to be a huge asset for the 

parent learners.  One parent learner said, “So then I guess that helped me because it gave me a 

little bit more confidence to maybe go to the school and be a little more in touch with the 

teachers.” The level of confidence gained allowed this parent to find the courage to contact her 

child’s teacher and set up a conference to discuss her failing grades. 
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 Another parent from River View felt a sense of confidence from hearing from parents 

that had gone through similar experiences: “What I liked most was that I felt more confidence 

because we were in a group, and… we were having a conversation parents-to-parents. These are 

people that already went through it and have had good results.” They were able to connect 

because of their similar backgrounds. The parent facilitators were able to better help them 

understand “the system” and how it works so that the parent learners felt more confident as 

advocates for their children. 

 In the follow-up interviews, the concept of speaking more to their children was a noted 

behavior change. Other behaviors noted not mentioned in the questionnaire were the discussion 

of goals with their children and visits to colleges. One parent from Roldan Elementary shared her 

new experience talking about goals with her daughter: “I was having conversations with her as 

far as like goal-setting, just in general as far as, we’ve been looking at different careers.” She 

also shared her plan to take her daughter to visit colleges: “Definitely taking Ellie to the certain 

colleges; it’s something that we talked about after the workshop. She is excited about that. That’s 

a positive.” This change in behavior, speaking to their children more, is shown also in the 

reaction of her daughter.  The parent reported that her daughter has shown more excitement and 

interest in establishing goals. The actions and behaviors of the parents are having an impact on 

the motivation of their children. 

 Another parent from River View commented on guiding her daughter and establishing 

rules: “[One thing] I am working on with my daughter is that I want to start guiding her with 

what I learned at the workshop. I need to lay down the rules and teach her that first comes school 

and then playing or doing other things.” These new behaviors, e.g., the parent learners talking to 

their children about their future, establishing rules and looking ahead, show great promise for 
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their children. The parent facilitators wanted the parent learners to begin talking to their children. 

Based on the follow up interviews, the workshops seem to have had an impact on these parents 

in these areas. 

Community of Learners  

Parents felt a positive connection with other parents and liked hearing from parents that 

went through similar experiences.  This sense of a community of learners was built as a result of 

this parent-to-parent connection. Seven (7) different parents commented on the discussions with 

other parents in the follow-up interviews. One parent from Southside said, “I am just glad that 

you guys had somebody there that actually went through that and let us know.” Another parent 

from River View commented, “I liked the whole parent-to-parent interaction. I thought that was 

pretty cool. That is not something you see all the time.” The parents were able to see how this 

connection with other parents was unique, as compared to other connections at school with 

teachers and administrators. The connection with other parents was low-stakes and not 

intimidating so that they could open up and ask questions that they might be afraid to ask of an 

administrator. As we know from the research, when parents connect with other parents, they 

learn better how to be involved and advocate for their children. 

Secondary Findings 

 In follow-up interviews, three (3) parents from three different workshops mentioned 

taking their children to the library and reading to them more after participation in the workshop. 

In a follow-up interview, one parent at Roldan Elementary said, “I’m planning to take them more 

to the community library and spending more time with them, let’s say bringing more books.” 

Another parent from River View emphasized more reading with her son: “I want him to be able 

to like reading more because it will be easier for him when he gets there [high school].” 
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 After our first workshop, the parent facilitators decided to add a college student to the 

presentation. In the follow-up interviews, four (4) parents commented on this addition. They felt 

that the college student added to the presentation. One parent from Southside said, “I think what 

really helped was in the English workshop that you had the college student. She really like, she 

really opened my eyes and helped me feel more comfortable, like, if she could do it, then my kid 

could do it.” As they related to the facilitators, the addition of the student made the parent 

learners feel that college was within reach when they were able to discuss their fears with 

someone that made them comfortable. 

Summary 

 The data reveal that there were changes in parent knowledge and understanding after 

participation in the parent workshops. Parents better understood and felt confident about paying 

for college. They gained navigational capital and were more prepared to work with the school 

team, counselors, teachers, and administrators in order to help their child to be successful. They 

felt more confidence and felt part of the community of learners. 

 Schools and districts can learn from the process of developing the workshops and the 

changes in behaviors of the parent learners. This culturally-relevant model can be used by other 

schools and districts to develop similar resources for parents. The process proved to be 

successful in teaching parents about college knowledge, connecting parents with other parents, 

and empowering parents within their own community to be a resource for each other in the path 

of preparing their children for future opportunities. 
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CHAPTER 6: 

DISCUSSION 

 

   

This final chapter summarizes the results and discusses their implications for school 

leaders and school communities. I also discuss the relationship to previous research, limitations 

of the study, and recommendations for further research. School leaders can look at this process 

as a model if they are seeking to involve more Latino parents in the educational process. 

 As illustrated in Chapter 1, the goal of this action research project was to understand the 

process of developing and implementing a college knowledge workshop by parents in their own 

community. Additionally, this study sought to discover if these workshops changed the 

perceptions, behaviors, and knowledge of the parent learners. This type of approach was 

necessary because research shows that culturally-relevant (De Gaetano, 2007), community-based 

approaches to Latino family involvement are sustainable over time (Auerbach, 2004; Cline & 

Necochea, 2001; Downs et al., 2008).  Most schools struggle to effectively engage Latino parents 

and assist them in guiding their children to postsecondary opportunities (Tierney & Auerbach, 

2005). This action research project is a solution to this problem because it shows how 

workshops, led by parents in the community, are effective in demystifying college knowledge for 

parents of younger children. 

Discussion of the Findings 

 Based on the two research questions, the findings are divided into two major categories: 

findings about the development of parent facilitators during the action research process, and 

findings about the changes in behaviors and perceptions among the parent learners as a result 

from participation in the workshops. I also discuss the pre-workshop development process.  
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The parent facilitators made three changes during the action research cycle: 1) addition of 

a student speaker; 2) addition of sample transcripts for parent learners to review; and, 3) 

suggestions for changes in parent recruitment efforts. The parent learners understood how to pay 

for college, they gained navigational capital, and they gained knowledge of ways to prepare their 

son/daughter for college as a result of participating in the workshops. Parent learners gained 

confidence and found more ways to put their children on the college path as a result of 

participating in the workshops. Their perception of their role as a parent to prepare their son or 

daughter for college shifted after the workshops. 

 We see, from these findings, that three overall themes emerged: 1) the exposure to the 

data was important in the AR Team meetings; 2) a mindful administrator is important in this 

process; and, 3) the parents, both learners and facilitators, felt empowered.  

Pre-Workshop Development 

From the AR Team meetings held before the workshops, I was able to understand the 

process of workshop development with parent learners. Giving the parents time to talk and share 

stories proved to be important in workshop development. I held a total of three meetings before 

the first workshop. The first two meetings were focused on brainstorming and helping the 

parents to understand which topics they would present to the parent learners at the three 

workshops. The parents also spent a significant amount of time sharing stories and getting to 

know each other. 

 The parent facilitators decided to present information to parent learners on the following 

topics: parents getting involved in school, working as a team with teachers and counselors, 

required classes/A-G requirements, understanding the school system, financial aid, grades/GPA, 

and motivating your child. They decided to use a PowerPoint presentation to guide them as they 
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presented. The Spanish-speaking parents elected to each choose a topic to focus on for the 

presentation. Since there was only one English-speaking parent, she did the entire presentation 

on her own.  The topics that the parents decided to focus on are aligned with the research and 

reflect the gaps in knowledge that the literature recognizes.   

 From the literature we know that the underrepresentation of Latinos in higher education 

exists for a variety of reasons, many stemming to the lack of parental knowledge of the steps 

necessary to get to college (Gándara et al., 1998; Gándara, 2002; Kao & Tienda, 1998). Latino 

parents fear the unknown (Auerbach, 2004b), especially when it comes to financial aid. Parents 

fear that they will be taking on a huge burden when it comes to financing college (Brown, 

Santiago, & Lopez, 2003; Fann, Jarsky, et al., 2009b; Kao & Tienda, 1998; McCallister et al., 

2010). Parent learners explained in their interviews how they appreciated learning from other 

parents, and they would take with them the knowledge and skills. Previous research shows the 

importance of equipping parents with the right knowledge to be able to advise their children 

when it comes to curricular choices (Torrez, 2004). 

 The parent facilitators emphasized forming a team with the school during the workshops 

in order to empower the parent learners to reach out to the school. We know from the research 

that Latino parents typically rely on the school to make curricular choices for their children 

(Torrez, 2004). They shy away from coming to the school to ask questions because, in the Latino 

culture, the school and teachers are highly-respected (Olivos, 2009). This study showed how the 

school could partner with parents to bridge the communication gap with Latino parents. The 

parent facilitators helped the learners to see the value in reaching out to the school by 

emphasizing the team aspect of doing so. The workshops gave the parent learners to confidence 

to approach the school and advocate for their children. 
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 The topics chosen for the focus of the presentation clearly met the needs of the 

community. The literature tells us that parents are the most important source of information for 

Latino children to assist them in gaining access to college, yet they are often the source of 

inaccurate information (Antonio, 2002; Post, 1990). By presenting these topics, the parent 

facilitators attempted to close that gap and demystify information about college. 

Changes and Modifications  

Another goal of this action research project was to find out what changes and 

modifications the parent facilitators made to the curriculum throughout the action research cycle. 

They made three changes: the addition of a student speaker, an analysis of transcripts with the 

parent learners, and improved adverting efforts. These changes all helped to demystify college 

knowledge information for the parent learners, making college a reachable goal in their minds. 

 The addition of the student speaker came after the first workshop. The parents felt that 

they wanted another voice and this proved to be a positive addition. By the third workshop, we 

had one college student or recent college graduate sitting with the parent facilitators s as they 

presented. The student speakers did not present, but they helped answer questions. The parents 

liked this addition because the students knew the answers to questions about the application 

process and other details that the parents had not been exposed to in their experience. 

 Previous research on parents connecting to other parents focused on hearing from guest 

speakers such as those representatives from Families and Futures program (Auerbach, 2004). In 

Families and Future, the parents felt that the personal testimony about paying for college gave 

them hope (Auerbach, 2004). In our action research, we found that the addition of a student 

speaker added another layer of knowledge and gave the parents even more confidence, rather 

than simply hearing from other parents. 
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 The parent facilitators suggested sharing a “good” transcript and a “bad” transcript with 

the parents after our first workshop. Team members did not feel that they could help parents 

analyze the transcript as the colleges do, but that the examples exposed the parents to what a 

transcript looks like and where the GPA and class rank were located on it so they could quickly 

recognize those components on their child’s transcript in a few years. The addition of the 

transcripts helped the parent facilitators further illustrate the importance of grades and GPA to 

the parent learners. Through my observations, I was able to see how the addition of the 

transcripts allowed parent facilitators to deepen the discussion of grades and GPA. 

 By giving parent learners the opportunity to review transcripts and understand GPA, our 

parent facilitators equipped parents with the tools to help them make better curricular choices for 

their children. We know that Latino parents typically rely on the school to make these choices 

(Torrez, 2004), and one of the goals of this project was to empower parents. By providing this 

information to parents through other parents, we sought to empower parent learners. The 

workshops gave them the confidence to now ask questions and approach the school. By 

demystifying information for the parents, they now felt more confidence and empowerment to 

advocate for their children and approach the school. 

 Similar to findings from previous research (Auerbach, 2004; Downs et al., 2008), parent 

facilitators in this study built a network with other parents that provided them with a support 

system. The key, just as in previous research, was involving the parents in the workshop 

development process. This allowed them the chance to take ownership and create a more 

sustainable system of empowerment. 

Impact of Workshops on Parent Learners 

 Finally, my task was to find out of the workshops had an impact on parent learners. I 



  

86 

 

focused on changes to knowledge and behaviors. The most significant findings were that parent 

learners understood how to pay for college, they gained navigational capital, and they gained 

knowledge of ways to prepare their son/daughter for college as a result of participating in the 

workshops. I also found that parents gained confidence and found more ways to put their 

children on the college path as a result of participating in the workshops. 

 Many Latino families often do not even consider college because of the rising cost of 

college and their limited understanding of the system (Brown et al., 2003). Furthermore, Latino 

parents often overestimate the cost of college (Antonio, 2002) and are less likely than White 

parents to save money for college or to seek information about financial aid (O’Connor et al., 

2010).  Previous research also makes it clear that many Latino parents fear they may be taking on 

an enormous financial burden when their children go to college (Brown, Santiago, & Lopez, 

2003; Fann, Jarsky, et al., 2009b; Kao & Tienda, 1998; McCallister et al., 2010). One of the most 

prominent fears about college for parents in the Latino community is financial burden (Antonio, 

2002; Brown et al., 2003; Kao & Tienda, 1998; McCallister et al., 2010). One of the reasons for 

their fear is that many Latinos do not understand financial aid and financing college (O’Connor 

et al., 2010).   

 As a result of the workshops, parents understood how to pay for college. They did not 

understand all of the specifics; rather, they felt confident and their perception of the barriers 

changed.  Similar to Auerbach (2004), in these workshops, the personal testimony about paying 

for college gave the parent learners hope and they felt that college was within reach. These 

findings offer a way to address misconceptions among Latino parents when it comes to a 

deficiency in knowledge when it comes to paying for college. Using the personal stories of other 

parents, and students, parent learners changed their perceptions. Other schools should consider 
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employing the help from parents in the community when presenting information on financial aid 

to other parents. 

 The navigational capital gained by the parents was a key finding. This provided parents 

with the tools to continue on their journey to prepare their children for higher education. We 

know from the research the critical importance of increasing parent and student knowledge about 

navigating the educational pipeline and better understanding the steps it takes to get to college 

(Auerbach, 2002, 2004; Gándara, 2002; Torrez, 2004). We know that parents serve as an 

important resource for students when it comes to college information and support, and yet 

parents often are the source of misinformation about college (Antonio, 2002; Post, 1990). When 

Latino parents have the correct knowledge, they are able to assist their children with curricular 

decisions (Torrez, 2004).  

By giving parents navigational tools, these workshops gave the parents confidence to 

seek help and solutions when it comes to preparing their children for higher education. These 

findings show that if schools make the effort to effectively inform Latino parents, they are better 

equipped and will be able to be a resource for their son or daughter. The research tells us that 

schools are not effectively reaching parents (Tierney & Auerbach, 2005). The changes in 

perceptions as a result of these workshops proves that schools can effectively reach parents and 

extent their knowledge, if they employ innovative strategies and utilize their own parents to help 

other parents. 

Interpretation of the Findings 

 The findings have several implications that can help administrators and districts that wish 

to implement similar parent education workshops in their district. School leaders should involve 

parents in schools and look to this model to help them see ways to more effectively reach Latino 
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parents.  

Empowering Parents  

Empowering parents to educate other parents in their own community had an observable 

positive impact on all participants, both facilitators and learners. Parent learners developed 

confidence to start having conversations with their children about homework, visiting colleges, 

goals, and spending time at the local library. They also talked about having the confidence to go 

to the school and make appointments with teachers to discuss their child’s progress. This is the 

exact behavior change that the parent facilitators wanted to achieve. Empowering parents 

involves giving them the tools necessary to be advocates for their children throughout their 

education. 

 Educating parents in the community with other parents helped them to all feel more 

confident and that the goal of higher education was within reach. In Chapter 5, I discussed 

several examples of parents feeling more confident throughout the process. The parent learners 

talked about learning from other parents, “parents-to-parents,” as giving them confidence. The 

connection to others who have gone through the process also instilled confidence in the parents. 

After hearing from other parents (and students) about their stories and their path, parents felt at 

ease and more empowered to move forward on the path to college. 

Amount of Information Shared 

Initially, I wanted to implement a series of workshops for parent learners because I felt 

that there was so much information to share about college knowledge. Over the course of 

development, this study evolved into an action research project wherein I implemented the same 

workshop with parents at three different elementary sites. What I learned through this process is 

that we can have an impact, even in a one- to two-hour workshop. Our short workshops were 
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able to put the parent learners at ease by demystifying information about college for their 

children. 

 Initially, it seemed daunting. There is so much information to share; but, in the end, 

demystification of college knowledge information provided parents with base knowledge for 

them to learn more as their children grow older. We shared with parents the importance of 

knowing which questions to ask and that the school is accessible. This approach came from the 

parent facilitators. They wanted the parent learners to be equipped with the skills and the 

confidence to ask the school officials the right questions to help their children succeed. 

The Role of the Administrator 

 I feel that my role as the participant observer and the administrator was important. The 

parents felt at ease with me there and were able to talk freely and ask questions. This might be 

something to explore in future research, but I think that the administrator’s relationship with 

parents is crucial when empowering parents. The administrator must understand the Latino 

culture and make parents aware of this understanding. This trust is developed over time and is 

based in the relationship that he or she develops with them. It takes work and time to get to the 

point where parents feel at ease. 

 In the Latino culture, school officials, including teachers and counselors, are highly 

respected (Olivos, 2009). Latino parents often trust that the school administration and teacher 

have the best interest of their child in mind when making decisions (Olivos, 2009; Tinkler, 

2002).  Thus, they allow the school to make these decisions for their children (Torrez, 2004), 

even when they should be more involved. These workshops help to break down these barriers 

and empower parents to be more involved and to question the authority of the school. 



  

90 

 

 It is important to consider the critical question: why do not schools reach out to parents to 

get them more involved if it is so crucial for academic achievement? The reality is that many 

school administrators might avoid reaching out to parents because empowering parents can 

create more problems for them on a daily basis. Parents that are more involved tend to advocate 

more for their children and may contact the school and administration more frequently to 

question decisions being made. Administrators can get ahead of the curve by empowering 

parents and giving them a voice in the school community. 

 School administrators should involve parents in school and not be afraid to empower 

parents. Parents, when they are able to define how they are involved, can have a stronger impact 

on their child’s education. By arming parents with more knowledge and confidence to ask 

questions, we teach them to advocate for their children. In the end, this can help Latinos gain 

more access to higher education. School principal leadership is critical to involving parents 

(Sebring, Allensworth, Bryk, Easton, & Luppescu, 2006; Thigpen et al., 2014), and the principal 

plays a crucial role in making parents feel welcome at the school (Sebring et al., 2006; Warren, 

Hong, Rubin, & Uy, 2009). 

 School leaders wishing to implement a similar model should note the importance of being 

mindful of parents and their culture throughout the process.  Administrators should embrace 

parents and the stories they bring with them. Parents need be validated in order to open up and 

learn from each other. 

 School administrators wishing to implement a similar program at their sites should 

consider alternate ways to recruit parent learners to attend the workshops. We know that Latino 

parents respond in different ways to the school due to the cultural differences. Sending a letter 

home or a flier posted on a bulletin board is not enough. When we recruited participants, I relied 
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on the site principals to get the word out. They sent home a flier and a “Teleparent” via phone. In 

the future, I would not rely on the site principal to recruit parents.  Knock on doors, talk to 

parents when they pick their children up, and develop relationships with key parents in the 

community: these efforts would be more effective. Recruitment should be one of the most 

important parts of the process. I did not realize this was so important until much later in the 

action research process. 

 If schools wish to develop programs and policies aimed at increasing college 

preparedness of students from Latino parents, they must find ways to socially connect with 

Latino parents. They must offer support in Spanish for those parents that only speak Spanish. 

Then parents will feel comfortable coming to school and participating in the social network. It is 

when they feel that level of comfort that the change can happen. 

Recommendations for Educators 

 As school leaders, we have the ability to make changes to empower parents and involve 

parents in the school in a way that is effective. We have the choice to empower parents, and they 

should embrace it. Administrators and school district personnel must consider these 

recommendations when implementing this model in their schools. Educators must be culturally-

sensitive to parents, allowing them to be safe in the environment. Administrators might also find 

ways to effectively recruit parents to attend meetings and use our process as a guide. 

 Allowing Latino parents the opportunity to share stories and talk informally was a critical 

component of the success of these workshops. We know that Latino parents require a welcoming 

environment that connects them to the school in order to be active in the school community 

(Auerbach, 2006; Delgado-Gaitan, 1991; Tornatzky et al., 2002).  When administrators allow 

Latino parents the space to connect in a welcoming environment, they increase the chances of 
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empowering the parents. One of the distinct characteristics of this process was the bond formed 

among the parents and the confidence gained. 

 Administrators must work to find effective ways to recruit parents to attend the 

workshops. Previous research tells us that inviting parents passively or simply sending a letter 

home is not enough to get parents to attend the workshops (Delgado-Gaitan, 1991). When 

schools find ways to connect with parents through means that relate to them culturally, such as 

creating a social network for parents and understanding the parent-child connection in the Latino 

culture, parents are more involved and become advocates for their children (Auerbach, 2004).   

 We know that, traditionally, schools forget the importance of the family and social 

network for Latino parents (Auerbach, 2006, 2010; Delgado-Gaitan, 1994; Delgado-Gaitan, 

2004; Kiyama, 2010). Latino families’ social networks are critical for their growth (Kiyama, 

2010; Valdez, 1996), and families will often base decisions on what they learn from their social 

networks (Kiyama, 2010). These social networks are crucial for the goal of empowering Latino 

parents. 

 Administrators wishing to implement a similar program should find ways to informally 

engage parents in the school to begin conversing with parents and connecting with them in a 

more social manner. There are many ways to engage parents informally such as visiting them at 

church or other community locations. Another idea I tried at my school was hosting “Coffee with 

the Principal.” This gives parents the chance to engage with administrators in a more informal 

setting and allows them the chance to ask questions that may be on their mind. Allowing parents 

the space to socialize and connect with administrators and other parents helps them to feel more 

connected. Administrators should communicate with parents in their native language, when 

possible, and show genuine interest in their culture. 
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Suggestions for Further Research 

 The struggles we experience in recruiting parents should be explored in further research 

efforts.  As an AR Team, we were interested in how to best advertise to Latino parents. This 

suggestion came up several times throughout our AR Team meetings. Parents, even after data 

collection, still wanted to discuss effective ways to connect other parents with me. Further 

research should explore how to recruit Latino parents to participate in the school and what efforts 

are successful at reaching these parents. 

 The role of the administrator in this process should be explored further to better 

understand how the administrator can support the implementation of this model. It is my feeling 

that administrators should learn to be sensitive to the culture that parents bring to the table and 

find ways to embrace those traits to empower parents in schools.  

 Future research should consider long-term follow-up with parents. The timeframe for this 

project was limited and future research should consider following up with parents a year or more 

after the workshop to understand how, if at all, new behaviors and perceptions have taken hold. 

More time might allow for more parent network development and that could be explored, as 

well. 

Limitations 

 Conducting the study in two languages was a challenge. In retrospect, I would have 

focused on one language. If the AR Team meetings had been conducted in one language, there 

would have been less need to translate and explain what the others were saying throughout the 

meetings. The parents did not mind or make an issue of this, but future efforts might consider 

this in their implementation. 
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 Additionally, it was a challenge to get the parent learners to conduct the follow-up 

interviews. Almost all parents said that they would be available for follow-up interviews but I 

was only able to reach about half of those who agreed to be interviewed. Several parents, when 

contacted, asked if I could call them back and provided a specific time when prompted. Even 

after data analysis began, I attempted to follow up with more interviews and those efforts proved 

to be unsuccessful.  

 In the future, I would suggest interviewing parents at the end of the workshops to capture 

the parent responses right away. Although the follow-up interviews were helpful and provided 

significant findings, this was an area that could have provided more information if parents had 

been more willing to be interviewed. Alternative efforts should be employed in the future by 

schools wishing to implement this model. Getting parents to attend the workshops was a 

challenge and limitation of this study. 

Concluding Remarks 

 While some schools may have parents who are highly involved in the education of their 

children, other schools struggle to engage parents in the educational process. It can be 

uncomfortable and, many times, schools do a lot of work and only a few parents show up to reap 

the benefits. Administrators should actively encourage parents to be involved in the school. We 

must be deliberate in our efforts. School leaders often shy away from efforts to involve more 

parents as it might mean more exposure and bigger challenges. On the other hand, we know that 

when parents are involved in the education of their children, children have a better chance at 

entering college and maintaining support at home. School leaders should embrace and advocate 

for parent empowerment.  
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 When engaging parents in workshops about college, schools need to avoid providing too 

much information. The results of this study show that parents (and students) can help other 

parents learn about what it takes to attend college without overwhelming them with too many 

facts and data. These workshops took the opportunity to demystify college knowledge 

information for this group of Latino parents. By focusing on the demystification of the college 

process, these workshops were able to help the parent learners gain confidence to move forward 

to support their children as they prepare for their educational future. 

 This model can serve as a guide to school leaders in search of innovative ways to involve 

parents at all levels. We know that parents are a crucial part of the education of their children. As 

the parent facilitators emphasized, parents, teachers, and counselors must work as a team in the 

education of our children. Teaching Latino parents to advocate and ask questions was a critical 

part of this model. Parent facilitators felt that they had equipped the parent learners with the 

desire to learn more and the confidence to ask the right questions. 

 

 

 



  

96 

 

Appendix A 

Pre-/Post-Questionnaire for Parent Learners 

 
Thank you for taking the time to complete this questionnaire! Gracias por tomar el tiempo para 
completar este cuestionario! 

 

 

#1: How many 
children do you have? 
¿Cuántos hijos tiene 
Ud.? 
 

 #2: What are their 
ages? ¿Cuántos años 
tienen? 
 

 

 
#4: Are you Hispanic/Latino? ¿Ud. es hispano/latino? _______ Yes/ Sí _______ 
No 

 

 
Please circle your response below. Por favor, marque su respuesta con un 
círculo. 
#5: I understand the importance of grades in high school. Entiendo la importancia de los 
grados en la escuela secundaria. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 

 
#6: I understand the courses that my son/daughter will need to take in high school in order 
to attend a 4-year university. Entiendo los cursos que mi hijo/a tendrá que tomar en la 
escuela secundaria para poder asistir a una universidad de 4 años. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 

 
#7: I understand how the teachers, counselors and parents work together in high school to 
prepare students for college. Entiendo cómo los maestros, consejeros y padres trabajan 
juntos en la escuela secundaria para preparar a los estudiantes para la universidad. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 

 

#8:  I understand the difference between the different systems of higher education in 
California (community colleges, Cal States and UCs). Entiendo la diferencia entre los 
diferentes sistemas de educación superior en California. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 

 

#9: I understand how a counselor can assist me when my child is in high school. Entiendo 
cómo un consejero me puede ayudar cuando mi hijo está en la escuela secundaria. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 
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#10: I understand how to pay for college. Entiendo cómo pagar la universidad. 

1  2  3  4  5  6 
Disagree   Somewhat agree   Agree completely 
No estoy de acuerdo Estoy un poco de acuerdo  Estoy de acuerdo 

 

Rate the following high school events/activities below on their importance in 
preparing your son/daughter for college/university. Please circle your choice. / 
Califique los siguientes eventos/actividades de la escuela secundaria por 
debajo de su importancia en la preparación de su hijo / hija para el colegio/la 
universidad.  

 
Not important/ no importante Somewhat important   Very important/muy importante 

 
#20: What should you do if your child is not receiving good grades? What steps do you 
take? 
¿Qué debe hacer si su hijo/a no está recibiendo buenas calificaciones? ¿Qué medidas 
toma usted? 

 
 

#21: Would you be interested in being interviewed as a follow up to this questionnaire? 
Questions will be similar to these questions but will focus on more detail.  Thank you! 
¿Estaría usted interesado en ser entrevistado como una segunda parte de este 
cuestionario? Preguntas serán similares a estas preguntas, pero se centrarán en mayor 
detalle. Gracias! 

 
______ Yes / Sí 

Phone number/ número de teléfono:_____________________ 
 
Name/Nombre: ______________________________________ 
 
Best time to reach/La major hora para llamar: ______________ 

 
______ No 

#11: Sports / deportes 1 2 3 4 5 6 

#12: Activities / actividades 1 2 3 4 5 6 

#13: Clubs / clubes 1 2 3 4 5 6 

#14: Grades/GPA / las 
calificaciones 

1 2 3 4 5 6 

#15: Community Service / 
servicio comunitario 

1 2 3 4 5 6 

#16: SAT or ACT Exam /  
exámenes SAT o ACT 

1 2 3 4 5 6 

#17: Having a schedule/un 
horario fijo 

1 2 3 4 5 6 

#18: Completing homework/ 
Completando la tarea 

1 2 3 4 5 6 

#19: Scholarships/Becas 1 2 3 4 5 6 
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Appendix B 

Interview Protocol – Parent Learners 

Phone interview (follow up with 5 to 7 parents) 

 

 

Intro: Thank you for taking the time to speak with me on the phone. The goal of this short 

interview is for me to find out a little more about your participation in these workshops and how 

they have benefited your and what we can do to improve these workshops in the future. 

 

1. Since you attended the workshop, what has changed in your understanding of supporting 

your child to plan and prepare for higher education? (Probe for specifics) 

2. Since you attended the workshop, has your behavior changed? (Probe for specifics) What 

have you done differently? 

3. Are you more confident that you can afford college? Why or why not? 

4. What do you plan to do this year to prepare your son/daughter for high school? College? 

What do you plan to do in the next 1 – 3 years? 3 – 5 years? 

5. Did something in particular from the workshop help you to develop this plan? 

 

Workshop Delivery 

6. What components of the workshops were most helpful? 

7. What can we do in the future to improve the workshop? 
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Appendix C 

Guiding Questions for Action Research Team 

 

 

After each workshop at the first two elementary schools (within one week) 

1. As we consider the Principles of College Culture (McDonough, 2009), how effective was 

the curriculum at addressing our targeted principles? 

2. What would you suggest that we change for the next workshops? What can we do better? 

3. How do you feel about presenting to your peers? 

4. What do you think about their responses to the pre-/post-questionnaire? 

5. What do you think about your role as a facilitator? 
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Appendix D 

Curriculum Development Observation Protocol 

 

 

Purpose: The purpose of this protocol is to provide general categories for observation.  

 

Interaction with research and other curriculum: 

 

• What materials do they find most useful? 

• What do they find exciting? 

• What topics spark the most conversation? 

• What topics seem to elicit emotion? 

• Which topics seem uninteresting? 

• Is anything missing that would be helpful? 

 

What are the parent facilitators doing? 

 

• What types of activities are they suggesting? 

• How is their demeanor towards each other, as facilitators? 

• Is there anyone who stands out as the natural leader of the group? 

• What are their reactions to the sample curriculum presented? 

• What questions do they ask? 

• What do they discuss? 

• How do they feel about presenting? 

• Ways of interacting with each other 

• Do they seem confident with the topics being discussed? 
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Appendix D (continued) 

Date: ____________ Number of Leaders: _____  

 

Time Parent Leaders 

(Descriptive notes) 

Reflective Notes 
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Appendix E 

Action Research Team Guiding Questions 

 

 

1. What would you suggest to other schools and parents that plan to present workshops to 

Latino parents? 

2. Is there anything that we could have done better? 

3. How did you feel about presenting to your peers? 

4. What do you think about their responses to the pre-/post-questionnaire? 

5. What do you think about your role as a leader? 

6. How did you feel about presenting to parents in your community? Did you feel 

comfortable? Would you do this again? 

7. Do you feel that these workshops were beneficial? How were they beneficial? What signs 

did you notice that made you feel the workshops were effective? 

8. What components of the workshops were most effective?  

9. What really worked well? 

10. What is something that could have been better? 

11. What are our next steps? 
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