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ABSTRACT 

MAINTAINING THE CULTURAL CAPITAL: A 

STUDY OF 22 HISPANIC FAMILIES 

Placida Scantlebury-McDonald, Doctoral dissertation 

May 1995 

The purpose of the study was to identify and describe 

values and characteristics of the families of Hispanic 

children who had been labeled "at risk." Research 

questions considered demographics, values and norms of 

behavior, and education. The most significant questions 

were what kinds of cultural, educational, professional, 

and social activities do parents perform? What are the 

values that parents would like to preserve and how is this 

preservation encouraged? What are the parents' 

expectations of education and what strategies are in place 

to help the children learn? 

The subjects were parents, family members, and the 

children who were in the researcher's classroom in 

kindergarten during the school years 1991-1992 through 

1993-1994. Researcher and participants shared similar 

cultural background. 
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The study used qualitative and quantitative design 

and triangulation of the results, based on the literature 

review, observations, and interviews. The findings showed 

only one family headed by a single parent, only one 

unemployed parent, and high expectations about children's 

education; and the preservation of values and norms of 

behavior through established home activities. The 

implications were that there is a great cultural capital 

and diverse funds of knowledge awaiting teacher's 

discovery, that teachers could uncover this knowledge and 

gather it into the classrooms and use it to complement 

traditional instruction. The writer feels that these 

children would not be "at risk" if teachers learn about 

and include in their instructional practices the use of 

the cultural capital and the families' funds of knowledge. 
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CHAPTER I 

INTRODUCTION 

Since the beginning of the school year I 
had served smiling, radiant children eager to 
learn and change in my Kindergarten classroom. 
In these children's smiles I could see the 
desire to succeed above all other desires. 
However, on one of those magical days, I 
received a note from the counselor requesting a 
list of the entire class. His reply to my 
inquiry as to why the list was needed was that 
the children in my class had been placed on the 
infamous "at risk" list. 

But, how could that be? What had they 
done? When did this happen? Who placed my 
children on that list? By mid-morning I was 
about to lose my composure, and I wanted some 
answers. So, I headed to the principal's office 
to ask WHY? The answer was that "they don't 
know English; they are economically at a 
disadvantage compared to the larger group in 
the school, and the decisions come from above. 
There is not much that can be done." I felt 
crushed, desperate, powerless. The rest of the 
day was dark, although the sun was out; I felt 
sad although I was laughing. 

It will be a long year, I thought to myself. 
At 8 a.m. this morning I had a group of happy 
children yearning to learn; by the end of the 
day, 25 children had been labeled "at risk." 

Research in the area of Early Childhood Education 

shows that parental behavior is an important fa~tor in the 

education of children (Nissani, 1990). Parents who 

immigrate into the United States bring with them their 
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values, culture, and language, all of which are important 

factors in the early education of their children. 

Success in education involves factors intrinsic to 

the children and to the environment that surrounds them 

(Heath, 1983) because "by the time the children arrive at 

school they have both preconceptions and expectations" 

(Delgado-Gaitan, 1990, p. 41) about education. These 

preconceptions and expectations are influenced by the 

values and the traditions that parents transmit to their 

children. 

Coming into a new cultural environment, immigrant 

families confront, in their social status and livelihood, 

both cultural differences and difficulties, such as 

language differences and economic difficulties. These 

changes are important influences on the child's 

educational experience because "the many assumptions that 

students, teachers and parents hold about school are 

socially determined" (Delgado-Gaitan, 1990, p. 41). The 

appraisals people make about learning and children 

2 

(failure due to lack of language knowledge, lack of help 

at home, economic disadvantage) underlie the placement 

decisions and processes of new programs for "special 

populations." In a North Texas school district, children 



who are considered "at risk" are labeled "special 

populations." 

The lack of understanding of the cultural background 

of Hispanic students needs to be addressed by the 

educational system, specifically teachers, since the 

family's cultural background affects those student groups 

in school. Some traits of the Hispanic families may not 

be understood by the general population. The fact that 

these traits are not known or understood by the general 

school population distorts the impression that teachers, 

administrators, and other parents in school have of these 

children. The presentation and explanation of these 

characteristics should show the influences of the family 

life on the student. 

3 

Studies that examine the experiences of Hispanic 

families may reveal the richness of their lives as well as 

the value of what the adults offer the children in these 

groups. Studies are needed that explain Hispanic 

families' origins, status and expectations for the present 

and the future. It is important to ascertain the 

fundamental cultural values represented in school 

districts because that knowledge will strengthen the 

involvement of educators, administrators, and lay people 

who write curriculum. Thus, curricula can evolve from the 



experiences parents offer and teachers can incorporate 

cultural constructs as a useful part of children's 

learning. 

Purpose of the Study 

4 

The purpose of the study was to identify and describe 

values and characteristics of the families of Hispanic 

children who had been labeled "at risk." These values and 

characteristics are found within the daily activities and 

behaviors of Hispanic families which will influence 

children's educational and personal futures. The research 

also defines the energy, the life force, in addition to 

the not-so-strong aspects, that relate to the formal 

education of young children in Hispanic families. The 

research offers concrete suggestions to educators, 

administrators, parent/tutors, parents, legislators, and 

curriculum writers and answers the question: Are the 

children truly "at risk" or do they have an advantage over 

monolingual groups? 

Significance of the Study 

This study is important for educators, 

administrators, policy-makers, and parents. Familiarity 

with the Hispanic families and their cultures may help 
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educators and administrators formulate more effective 

programs for Hispanic students. Information about parents 

and children in their familial structure and interactions, 

the presentation of their values, and the basis for their 

actions may help educators and others to build upon the 

experiences of Hispanic families so that their children 

may succeed at all levels in school. 

Definition of Terms 

The following are the terms that will be an integral 

part of the information presented in this study. 

At risk: Although the term has "multiple 

definitions" in this study, "at risk" are those students 

"who are from minority groups, low income homes, or one

parent families ... and non-English speakers" (Hrncir & 

Eisenhart, 1991, p. 24). 

Bicultural: Based on information related to culture, 

within this study, it means "the shared patterns ... 

[of] those who are members of the group, and those who are 

not members" (Perez & Torres-Guzman, 1992, p. 5). 

Bilingual Education: A bilingual program of 

education advocates "primary language instruction 

according to the students' language needs" 

(Delgado-Gaitan, 1990, p. 17). Bilingual Education has 



been defined as the learning and use of two languages as 

means of communication (Bennett, 1990; Crawford, 1991). 

Cultural capital: This is defined as the resources, 

"the language and socialization practices" that cultural 

and language minority families develop (Mehan, 1991, 

abstract) . 

Education: In this study, education means both 

formal and informal acquisition of information that 

enhances knowledge. 

Family: Webster's (1984) dictionary offers various 

definitions. For this study the most appropriate is "all 

the members of a household living under one roof" 

(Soukhanov, 1984, p. 463). 

Hispanic: This is defined as "of or relating to the 

language, people, or culture of Spain, Portugal, or Latin 

America" (Soukhanov, 1984, p. 582). The term "Latin 

America" embraces all countries from Mexico to Chile 

including the Caribbean Islands. 

Kindergarten: This is a word that was coined by 

Froebel during the 18th century, which means "children's 

garden." In Froebel's conception, this was the place 

"where children could learn through activity" (Elkind, 

1991, p. 11). In the view of the public school, children 
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at 5 years of age are considered to be ready for 

kindergarten (Cravens, 1993). 

Learning: Learning is an aspect of life that could 

happen both formally and informally when knowledge is 

acquired from others and from experience and contact with 

surroundings. 

Multiculturalism: This means an attempt of various 

educational programs to "incorporate. . the cultures 

.. common histories and lived experiences that differ 

from those in the curriculum of the school" (Perez & 

Torres-Guzman, 1992, p. 4). 

7 

Parental involvement: Parental involvement in this 

study will be, in Delgado-Gaitan's (1990) conception, "the 

extent to which parents become involved in various aspects 

of their children's formal education" (p. 58). 

Parent participation: Parent participation in this 

study will be "assisting in various roles at the school 

site where the child is being formally educated" (Powell, 

1989; Swick, 1991; Walde & Baker, 1990). 

Schooling: Formal acquisition of information from 

educators and peers, that contributes to, and enhances a 

person's knowledge. 



Research Questions 

Parental home activities are an important foundation 

in the education of Hispanic students. 

Participants' Demographics 
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The following questions were considered by the 

researcher. What are the parental home activities? What 

types of jobs do the members of the family (parents, 

children, and other family members) hold? Are these jobs 

in the home, out of the home, or both? How much 

information about parents' jobs are given to the children? 

What kind of activities (educational, cultural, social) do 

parents attend as a family or with the children? 

Values and Norms of Behavior 

It is important to discover the values and norms 

which parents hold concerning what behaviors they expect 

and prefer their children to exhibit·. Questions in this 

section were: Do parents talk to their children about the 

family's way of life before coming to the United States? 

What are the instructional values from their country of 

origin that parents would like to preserve, and how do 

they encourage this preservation? How have parents' 

values changed since coming to this country? What kind of 

culturally identifiable artifacts are in the home? Do the 
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children know the artifacts by name and the significance 

of these in the home? 

Education 

Parents envision their children's education through 

their personal experiences. Questions in this section 

were: Are parents of "at risk" children interested in the 

children's education or in helping their children learn? 

What are the parents' strategies for helping their 

children learn? What do parents of "at risk'' children 

expect from the education of their children? Do the 

expectations differ according to parental educational 

background? What is the attitude of parents toward 

teachers and the school? Do parents feel the freedom to 

ask questions or to show their level of knowledge at their 

children's school? 

Once data collection is described, the researcher 

discusses implications of the research for teachers and 

children in the classroom and in the home. Thus, the last 

question is: What can be brought into the curriculum? 

Limitations 

The following limitations apply to this study: 

1. The subjects were the parents and family members 

of children who were pupils of this researcher. They 
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represented the "at risk" population of a school across a 

three-grade-level time span. 

2. The researcher did not live with the families, 

but scheduled regular visits with the families to obtain 

the necessary data. 

3. More time was needed to conduct a thorough 

ethnographic study of the community in which these 

families lived; therefore, the short time frame was a 

limitation. 



CHAPTER II 

REVIEW OF THE LITERATURE 

This review presents a historical overview of culture 

and family characteristics and the influence of these 

features on the families' offsprings' education. Parents 

in general are interested in their children's schooling, 

an interest connected to parents' knowledge, experience, 

and background (Bredekamp & Rosegrant, 1992; Delgado

Gaitan, 1990). Schooling is defined in terms of "formal 

instructions or training given at school, or training 

gained through experience" (Soukhanov, 1984, p. 1045), 

with educators, peers, and others around the children. 

The idea, in principle, is that the children at school 

"will acquire the skills and credentials with which to 

compete for desirable social and economic roles when they 

grow up" (Ogbu, 1978, p. 19). But while they are young, 

they are constantly learning from people around them, and 

"they pick up skills, ideas and attitudes by observing 

each other" (McCracken, 1993, p. 1) . 

Schooling involves many people assisting the child in 

the acquisition and the development of knowledge at 

different points. These people are parents, other 

11 



12 

children and family, teachers, administrators, the 

community, and society at large (Gandini, 1993). 

Therefore, children's actions and reactions relate to the 

actions and reactions of others. Children learn by doing 

and by imitating others. These ideas follow Dewey's, 

Montessori's, and Piaget's advocacy of children playing 

active roles in their own education (Brewer, 1995). 

Different programs, schools, and school systems will 

have particular perspectives of these relationships or 

partnerships between people and the way in which 

relationships are perceived. In the Reggio Emilia 

Approach, for example, children take a preponderant role 

in the development of their own education, and teachers 

are present to encourage and stimulate the development of 

the education in this system of instruction/learning 

(Gandini, 1993). 

Issues Related to Parental Involvement 

Parental involvement is crucial for children's 

learning, particularly in light of all that defines "at 

risk" students: immigrants' education, second language 

learners' instruction, parental and teacher expectations, 

children's expectations of school, cultural and social 

resources, and parents' and teachers' support of the 
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child's prior knowledge. Teachers and educational systems 

function on the premise of a direct parental participation 

in the education of the children at that particular site 

or within that particular system. Researchers assume that 

once parents are taught the importance of being involved 

in their children's education, all parents would have an 

equal chance to participate in ways teachers would approve 

(Lareau, 1989). 

For systems such as the Reggio Emilia, parent 

participation has different forms, such as interaction in 

the daily work, in the schools, through conversations with 

their children about specific issues, in special events, 

in excursions, in celebrations, as resources in learning, 

as liaisons for community resources and as models 

(Gandini, 1993; Neugebauer, 1992; Perez & Torres-Guzman, 

1992; Katz & Chard, 1989). Parents also can be "providers 

of contextual information" (Perez & Torres-Guzman, 1992, 

p. 177). 

As Nissani (1990) notes, "parental involvement is a 

necessary condition to ensure the success of all children" 

(p. 7). "Meaningful parental involvement results in 

improved student achievement, attendance, motivation, 

self-esteem, and behavior" (Burns, 1993, p. 9). This 

involvement depends on different factors such as societal 
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roles of the parents and their conceptions of education. 

Lareau (1989) said in her investigation that "social 

class--specifically, education, occupational status, 

income, and the characteristics of work--provides parents 

with unequal resources and dispositions, differences that 

critically affect parental involvement in the educational 

experience of their children" (p. 171). 

Sometimes, parents fail to see their role as 

important once the children reach school age. Some turn 

"over the responsibility of education to the school 

or. [become] dependent on teachers to provide" it 

(Lareau, 1989, p. 170). Gestwicki (1992) presents an 

account of parental roles as guides and protectors who 

model and explain nurturing, learning, social and personal 

development, and attitudes toward work and consumption. 

In the nurturing role, parents are protectors, loving 

and providing for their children, emphasizing the physical 

and the emotional growth of the child. As an educator, 

responsible for the socialization of the child before 

formal education begins, the parent is also responsible 

for the preparation of the child for school. In the 

social context, parents seek acceptance as contributing 

members in the maintenance of the institutions that help 

provide care for their children. As individuals, parents 
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seek the development of an identity, and development or 

maintenance of self-esteem. As workers, parents look for 

the development of personal productivity. In the role of 

consumers, parents look for the survival of their economic 

power (Gestwicki, 1992). These roles influence parents' 

capacity to get involved in the instructional activities 

of their children. 

In 1971, Karnes and her colleagues viewed the role of 

parents in the education of children as beneficial because 

this role provided: 

a better understanding of home and community 
pressures ... ; mutually accepted goals for 
the [child] ... ; support and reinforcement of 
these goals; positive rather than negative 
attitudes toward the school; interpretations of 
the school program to the broader community; 
reduced suspicion and fear aroused by lack of 
knowledge, and more realistic expectations for 
the [child] . (p. 85) 

Parental involvement in children's education cannot 

be overstressed, as proven by researchers investigating 

the subject. The gains are not only for the education of 

the children, and the teacher, but also for the parent 

(Escobedo, 1983). These gains or advantages include: 

(1) participation in the shaping of the 
educational program for the [child], (2) a 
better understanding of the school program, 
(3) knowledge of current educational needs 
and goals, (4) improved concept of (parental) 
worth as a participant in the democratic 
process, and (an) optimistic view of their 
child's future. (Karnes et al., 1971, p. 86) 
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Perez and Torres-Guzman (1992) added that "parental 

awareness of how teaching occurs gives them a greater 

appreciation for what goes into instruction" (p. 178). 

Parental roles in education have no specific definition; 

rather, they are governed by need in particular situations 

(Powell, 1989) and by influence which others enact. 

Because of the extended family, parental involvement is 

not restricted to parents, but open to other members of 

the group that live together. 

The family as the foundation of social development is 

important for the academic development of the children. 

It is critical that educators at all levels focus their 

attention on the role of the family in the child's 

education. Then, educators may begin to employ family 

participation as a primary resource to build on when the 

child first comes to the classroom. Covey (1991) said 

about family relationships that people tend to do what 

they are good at doing and what they like doing. 

"Asking them to move outside their comfort zone can 

be very threatening and upsetting to them" (p. 137). This 

change in the comfort zone of the Hispanic families who 

move to this country happens without question. An 

invitation for families to assist in the children's 

instruction through informal learning at home will 



heighten parents' level of self-esteem and give the 

families the place they deserve as part of the education 

of their children. But, as mentioned before, teachers 

need to know the families. 
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Some of these families come to this country with high 

levels of education that can be of use to teachers in this 

environment. Some parents' expectations for their 

children are based on the opportunities that the new 

environment, the school, and the educational system offer 

(Suarez-Orozco, 1993). 

The 1992 Children's Defense Fund report suggests that 

teachers of children from families of a background which 

is different from the larger society should "emphasize the 

family unit instead of focusing narrowly on an individual 

child; build on family strengths instead of emphasizing 

deficits; treat families with respect and honor cultural 

differences" (p. 65). Educators who incorporate these 

concerns will, in general, have a better quality of 

students in class and more cooperation from parents. 

Burns (1993) believes that "when parents are involved, 

teachers gain an understanding of families' cultures, 

needs, goals, and capabilities. They also learn that 

parents can offer valuable resources, skills, talents, 

and creativity that can enrich teaching and learning" 
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(p. 10). 

Teachers need to know and understand certain aspects 

of the.child's development in order to better serve the 

educational process. "Educators who see their role as 

adding a second language and cultural affiliation to their 

students' repertoire are likely to empower students more 

than those who see their role as replacing or subtracting 

students' primary language and culture" (Cummins, 1994. 

p. 334). According to Gestwicki (1992), Leister (1993), 

and Nissani (1990), aspects such as the following are 

important: 

1. Culture and background of the family. 

2. The level of parental involvement at home. 

3. The politics of child development programs. 

4. Multicultural factors affecting the families. 

5. The learning styles of the children. 

6. Parental involvement in school. 

Teachers need to know that parents are "motivated, 

humble, willing to try something new, [people who] never 

give up, grateful and affirming, [people who] can laugh at 

themselves" (Curran,. 1989, p. 7). It is also critical 

that teachers realize that when parents participate in the 

educational experience, the teachers "are able to share 

the responsibility of educating children with parents who 



can provide volunteer time, home help, and positive 

influences on their children" (Burns, 1993, p. 10). 
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Teachers also need to know that it is important to 

recognize the values and importance of the children's 

culture as a basis for the formulation of instruction. 

This recognition requires, according to Saracho and 

Hancock (1983), "the understanding and appreciation of the 

nature of specific language and cultural attitudes that 

influence the students' cognitive growth and socialization 

processes" (p. 7). The child's self-worth will be 

encouraged and success will be a natural consequence. 

"Dramatic changes in children's academic progress can be 

realized when educators take the initiative to change this 

exclusionary pattern to one of collaboration" (Cummins, 

1994, p. 335) and include parents, even if at the home 

level, because parents are children's first teachers and 

best collaborators. 

It must be stressed that in all instances of 

education, teachers may not be linguistically prepared to 

assist children's needs in the classroom; therefore, 

parental involvement is critical to the group's language 

and cognitive development, to the teacher's "classroom 

management, clarity in explaining subject matter, and the 
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quality of relationships with native speakers of that 

language, . and also to the student's self-esteem, 

and their overall psychological well-being" (Trueba, 1989, 

p. 113). 

Obstacles to Parental Involvement 

Parents can and should play a significant role in the 

education of their children. They "are bearers of culture 

and sources of knowledge" that teachers are not using as 

fully as possible (Perez & Torres-Guzman, 1992, p. 177). 

In some instances, teachers may not understand parents' 

involvement or are not comfortable with parents in the 

class. Gestwicki (1992) presents several examples of 

situations which may be obstacles to parents becoming 

involved in their children's education. These are 

"restriction [to the parents' presence in the classroom or 

school], isolation [from peers], fatigue [from work]; 

... guilt [for not being able to help the child]; 

uncertainty [about how and what to do with school work]; 

[and] real con~ern for child" (p. 60). Burns (1993) also 

presents her ideas on areas of hardship with respect to 

parental involvement: 

Teacher attitudes: teachers feel that parents 
do not have the time or interest to interact 
with them. Teachers view parents as "hard to 
reach," and cited poor social or economic 



conditions as the reasons. Parents will 
encroach upon their areas of responsibility 
and will not follow instructions and school 
regulations, particularly in regard to 
confidentiality. Parents will cause trouble 
if they see something in the classroom they 
don't like. 
Parents' attitudes: parents are distrustful 
... · or reluctant to get involved ... because 
of bed memories from their own school days. 
Inadequate skills: even if they have positive 
attitudes toward school, parents may not have 
the skills needed to help children learn and 
socialize. 
Disparities between home and school cultures: 
differences between parents and teachers related 
to ethnicity, language, socioeconomic status, 
and education. 
Constraints on parents' availabilitv: increased 
demands on parents' time and changes in family 
structure are also having an impact on parent 
involvement in schools. (p. 12) 
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While some teachers consider parents' abilities in 

instruction to be low, others think that parents do not 

have the professional preparation that teachers possess to 

deal with classroom situations. Still other teachers 

attest to the fact that previous experience shows that 

parents do not take time to work with their children. 

(Delgado-Gaitan, 1990; Karnes et al., 1971; Powell, 1989; 

Smith, 1980). Curran (1989) in her studies called these 

feelings by teachers "frustrations" (p. 9) and summarized 

them in seven points: 

1. Parents don't show up--and those who do need 
help the least. 
2. Parents want one answer that always works. 
3. Parents view professionals as rivals rather 
than allies. 



4. Parents want to transfer responsibility to 
the professional. 
5. Parents are too busy to learn parenting. 
6. Parents sabotage [teacher's] efforts. 
7. Parents spend more time criticizing than 
supporting the institution. (p. 9) 

Such assertions by teachers influence tpeir 

disposition to work or not work with parents. Curran 
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(1989) acknowledges that these assertions and frustrations 

are based on mutually held assumptions. Other issues that 

influence parental participation are the language that 

parents speak in the home, the level of education that 

parents possess, their economic situation (which could be 

different than in the native country), and the lack of 

understanding of the new culture on the part of the 

parent. 

Culture 

Culture has been defined as "the totality of socially 

transmitted behavior patterns, arts, beliefs, 

institutions, and all other products of human work and 

thought typical of a population or community at a given 

time" (Soukhanov, 1984, p. 335). Culture is an important 

part of the lives of children coming into our schools. H. 

Douglas Brown (1992) talks about culture as "the context 

within which we exist, think, feel, and relate to others" 

(p. 73). Culture is an emotional issue because it ignites 

personalities by delving into fundamental myth and beliefs 
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of human existence. Culture's import derives from the 

values that people place on it. It is people's identity 

and gives each group special identifiers. Culture focuses 

on attitudes, learning, listening, talking, and other 

behaviors that make specific contributions to the group 

that participates. 

Many investigators such as Saracho and Hancock 

(1983), Tharp and Gallimore (1988, 1991), Covey (1991), 

Jacob and Jordan (1993) talk about the ramifications of 

families moving into societies different than the ones 

they belong to. Authors such as Blanck (1990) cite 

Vygotsky's work related to people's interactions and 

behaviors as functions related to brain activity. Blanck 

(1990) added that for Vygotsky, culture was the result of 

the activity between the child and the adult; therefore, 

it is a social function. Cole (1990) wrote about cross

cultural research and presented information related to 

culture as part of Wundt's studies saying that culture was 

"the history-creating part of human nature" (p. 90). 

For Saracho and Hancock (1983), culture "refers to 

life style and includes language, diet, dress, social 

patterns, and ethnicity" (p. 4); it is all that makes 

people different from others. These two researchers went 

a step further and identified some "cultural components" 
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such as "geography, history, architecture, religion, folk 

medicine, diet, art, music, dance, and socialization 

practices" (Saracho & Hancock, 1983, p. 4), as influential 

in the identification processes of a people. Griffin 

(1982) defines yet another facet of culture, experience, 

which influences action. 

Language 

Trueba (1989) points out that "examining language 

isolated from cultural factors leads to a serious 

misunderstanding of the minority person's process of 

re-socialization and consequently of integration, 

knowledge acquisition, and successful participation in the 

various institutions of the host society" (p. 13). 

Language is an effective cultural tool used to organize 

thinking (Blanck, 1990; Rogoff, 1990; Tharp & Gallimore, 

1988). For bilingual families, language as part of their 

culture is used to communicate, to teach, to have fun, to 

guide the behaviors of the offspring, to relate to one 

another, and to transmit traditions from one generation to 

another (Perez & Torres-Guzman, 1992, p. 21). "Cultural 

patterns, customs, and ways of life are expressed in 

language" (Brown, 1991, p. 89). Children learn language 

complexity through direct and indirect contact with people 

and their environment where they live. The fact that 
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children in Spanish-speaking homes communicate in that 

language does not mean that they are not exposed to the 

second language. This second language, English, is 

presented through the media, other siblings, friends, the 

environment, and conversations children have and hear 

around them (Perez & Torres-Guzman, 1992). 

Trueba (1989) observed that people's "system of 

communication and cultural values" (p. 32) are passed 

forward through the use of language. Therefore, it is 

critical for teachers to learn about the connection 

between language and culture to understand the problems 

that some groups face in coming to the United States. 

Schooling, learning, education, teachers, communication, 

success, and family experiences are significant to people 

both here and around the world. These elements are 

generally part of children's cultural capital. It must be 

invested to obtain new knowledge. Trueba (1989) made a 

connection between communication, failure, and culture. 

He stated that "failure to learn is related to 

communication skills which develop in the context of 

culturally congruent and meaningful social exchanges" 

(p. 28). 
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Cultural Capital 

All of the elements identified as being important to 

the determination of a group are said to be their cultural 

capital. Cultural capital, the richness that these 

families bring with them, is the sole, personal, and 

valuable possession that people have. Cultural capital 

keeps them together and helps them retain their identity 

as they learn to assimilate into a new society. In her 

investigation, Nieto (1992) found that Bordieu's cultural 

capital was observed from three different perspectives: 

"disposition of mind and body, cultural goods, such as 

pictures, books, and other material objects; and 

educational qualifications" (p. 194). Thus, it makes 

sense to assume that the concept of cultural capital would 

help to "explain the relationship between social position 

and educational success" (Lareau, 1989, p. 176). 

The cultural capital is acquired "through mundane 

interactions in which these people learn the accumulated 

wisdom and the cognitive and communicative tools of their 

culture" (Tharp & Gallimore, 1988, p. 27), which will in 

turn become the foundation for learning new skills in the 

new society. This cultural capital children learn, from 

the interaction with the society in which they develop and 



the one that teachers must understand to assist these 

children in a more effective way. 
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The term cultural capital was used by Bordieu as 

early as 1977 and has a significant implication in studies 

of immigrant families. He said at the time that: 

The transmission of competence is in direct 
relation to the distance between the linguistic 
and cultural competence implicitly demanded by 
the educational transmission of educational 
culture and the linguistic and cultural 
competence inculcated by primary education 
in different social classes. (Bordieu, 1977, 
p. 494) 

The level of competence which new families reach 

depends on the understanding acquired from their first 

culture and the comprehension of the new cultural 

(educational and social) patterns. He added that because 

the families are more able to heighten the levels of 

"educational and social values of their educational 

qualifications" (Bordieu, 1977, p. 494), these groups 

increase in cultural capital. He also stressed that 

social and educational activities are critical foundations 

for acquiring a rich cultural capital. Lareau (1989) said 

that previous research "suggests that exposure to high 

status cultural resources is associated with educational 

success" (p. 5). Cultural capital is defined in Jacob and 

Jordan's (1993) article as "the general cultural 

background of a group" (~. 7). The cultural capital 
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includes all of the activities that families perform as a 

group and in isolation, even "their ways of acting, ways 

of talking, ways of deploying the cultural and economic 

resources available to them" (Mehan, 1991, p. 1). 

Working with "at risk" children requires the 

consideration of cultural capital. This consideration 

must be general in the sense that it respects everyone in 

each group and each group's way of communication. In 

1971, Karnes et al. said that "working successfully with 

disadvantaged [children] ... requires not only a 

knowledge of the general characteristics but also an 

understanding of characteristics unique to various 

cultures" (p. 11). The information on specific details of 

the children's culture can be obtained as the school year 

progresses and subject matter develops, or through the 

exchange of ideas about expectations with family members. 

In regard to this, Delgado-Gaitan (1990) said that it 

is important "because of the concern for achievement 

. . . on the part of both school and home" ( p. 2 9) . 

Before concluding the topic of culture and cultural 

capital, a note of caution requires the clarification that 

although children may come from similar racial and ethnic 

backgrounds, teachers should not infer that these children 

are compatible in their behaviors. There are differences 



that prevail in many racial and ethnic groups; such 

differences could be present in the way groups speak or 

dress (Perez & Torres-Guzman, 1992; West, 1992). 

Funds of knowledge 
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This term is related to cultural capital in that the 

producers, or those who develop cultural knowledge, are 

the families and the information acquired by the 

researcher, and those funds come from the actions and 

behaviors of the people in the group and the environments 

that surround them. As Moll and Greenberg (1990) stated, 

funds of knowledge "are central to home life and the 

relationships of the families to others in their 

communities" (p. 323). Funds of knowledge is a concept 

centered on "the accumulated knowledge base that each 

household assembles in order to ensure its own 

subsistence" (Gonzalez et al., 1993, overview). 

From the point of view of education, the funds of 

knowledge can be conceptualized as the gathering of the 

historical, cultural and linguistic richness of a group of 

people by educators. The collection of this information 

will serve to enhance the lives of the same people 

(especially the children), who produce the wealth of 

information. This information will be used for 

children's instruction, including components based on the 
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already internalized knowledge that comes from the 

informal education children receive at home. 

Since the funds of knowledge is not research 

information put together and presented from studies made 

in labs, the information becomes more specific and further 

defines a given group of people. 

The Concept and Notion of "At Risk" 

The concept of "at risk" is not new. It has been 

used many times in different ways for situations in which 

the "danger of loss or peril ... " (Stevenson, 1991, 

p. 94) is significant in relation to the physical and 

economic status of the people involved. "At risk" has an 

implicit connotation of danger, difference, and 

occasionally individuality because "it is used to label 

children with a great variety of strengths and weaknesses" 

(Hrncir & Eisenhart, 1991, p. 24). 

The notion and stereotypes that people have about ·. 

"at risk" children depend both on the context in which 

children are seen and the family's background and culture. 

In general, the notion of "at risk-ness" implies a 

systemic cycle of educational experience which has already 

determined the outcome of children in the initial stages 

of instruction (Ogbu, 1978; Trueba, Spindler, & Spindler, 



1989). However, some researchers use the label 

differently. "It has been applied to children who are 

from minority groups, low income homes, or one-parent 

families; children who were born prematurely or with 

mental and/or physical disabilities; ... and children 

who speak English as a second language" (Hrncir & 

Eisenhart, 1991, p. 24). 
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In the case of education, the "risk lies with poor 

children who may have meager home support structures, are 

lagging behind in school achievement, may be homeless, are 

often hungry, ill, and can see little chance for a decent 

job or a life in the sunlight of this society" (Clark & 

Astuto, 1991, p. 19). "At risk" affects those deprived 

the most and the risk continuum is cumulative. 

Attempts at Dealing with the 

Issue of "At Risk" 

In the colonial era, "at risk" referred to the 

spirituality of children attaining God's acceptance 

(Wellons, 1993, p. x). However, the interpretation of 

"at risk" changed to the consideration of children with 

disabilities and physical problems" (Wollons, 1993, 

p. xi). Later, child advocates saw risk in children 

starting their education too early or too late. The end 
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of the 19th and the beginning of the 20th centuries 

brought about ideas of differentiation in terms of the 

"new theories of child development" (Wellons, 1993, 

p. xv), and this view gave some consideration to children 

of immigrants. 

There are numerous efforts by schools and systems and 

the government to control or affect the continuous problem 

of "at risk" children in our society. At the turn of the 

19th century, the Progressive Education Movement presented 

alternatives to the issues of the education of "at risk" 

children as it "redefined kindergarten as the place to 

start training minds, morals, and muscles, for the uplift 

and improvement of social order" (Wellons, 1993, p. 9). 

Analogous endeavors prompted the organization of 

programs that assisted children's earliest education. 

Other efforts added the objective of reinforcing family 

structures. There were different ways to achieve these 

plans. One example, Head Start, which was initiated in 

1965, encompasses strategies for the education of children 

from disadvantaged socio-economic areas, and parental 

involvement in aspects of instruction, training, and 

health. 

Another attempt to address the issue of "at risk" was 

the restructuring of certain levels of the school 
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curriculum toward more reading, thus enhancing other areas 

of curricular development (Peck, 1988, p. 32). Other 

researchers viewed the question of "at risk" and the ways 

of assisting children, from the standpoint of the parents' 

participation in education, allowing the children and the 

parents to see that parental involvement is a promising 

supplement to the instruction of the whole child. Still 

others indicated that changes in the legislative arena and 

early intervention programs, such as Chapter I, Bilingual 

Education and Multicultural Education, would bolster 

success in solving the situation. 

In FOCUS {1990), a publication of the National 

Clearinghouse for Bilingual Education, an article entitled 

"Early Childhood Programs for Language Minority Children" 

labeled characteristics for effective classroom programs 

for children whose language is not English. The 

characteristics included: 

Serving the whole child within the context 
of the family and the community; using 
developmentally appropriate practices; 
practicing effective cross-cultural 
communication with parents; providing 
appropriate staff development; determining 
participation in bilingual education 
programs based on linguistic and cultural 
considerations, not by family economic 
factors. {Nissani, 1990, p. 2) 

The characteristics that initially prompted this 

study include language and culture. Hispanic children are 
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not in an advantageous situation when they come to this 

country, in terms of receiving an ''appropriate instruction 

tailored to their needs" (Garcia, 1991, overview). 

Summary 

Investigators as early as Bordieu (1977) and as 

recently as Lareau (1989), Nissani (1990), Perez and 

Torres-Guzman (1992), Gestwicki (1992), Suarez-Orozco 

(1993), Gonzalez et al. (1993), and Cummins (1994) 

presented the result of investigations into the importance 

of family involvement and participation in school. These 

researchers also included information about cultural 

capital and funds of knowledge as concepts that already 

exist in the homes that could be brought back to the 

classroom as part of the formal teaching-learning process. 



CHAPTER III 

METHODOLOGY 

This study shows the strengths and weaknesses of the 

Hispanic familial involvement in the education and 

learning of the Hispanic child. The purpose of the study 

was to determine characteristics of children's families 

who had been labeled "at risk" in one school. Having 

determined these characteristics, the research offers a 

response to the question are the children "at risk" or 

could they be considered as children with advantages over 

monolingual students? The school could capitalize on 

children's language by exploiting the primary language and 

then by teaching the second language through transfer. 

Schools could also capitalize on the presence of different 

cultures and experiences; unique cultural experiences will 

make school more enjoyable with new information that could 

be conjoined with the existing curriculum. The analysis 

of these features will increase understanding of the 

positive and the negative forces that students experience 

which influence their education. 
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Site and Population 

The study was conducted in an inner city elementary 

school in a large metropolitan area in North Texas. The 

school's population was comprised of 500 to 700 ranging 

from kindergarten to sixth grade. The Hispanic students 

comprised 39% of the student body in this school. 
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The school employed several programs of instruction. 

This particular site was selected because of the "at risk" 

population of the school, the different programs that were 

offered (Special Education, Mixed Age, Learning Styles, 

Bilingual/ESL, and Departmentalized for upper grades), and 

the differences in views in relation to the programs that 

were available for instruction. Permission to conduct the 

study as well as access to the homes was gained by both 

written and oral communication with authorities, 

educators, and parents (see Appendix A). 

In this school there were four kindergarten classes 

of which one was bilingual. The bilingual class was 

taught by the researcher. The subjects for this study had 

been in the researcher's kindergarten classroom during 

school years 1991-1992, 1992-1993, and 1993-1994. There 

were 15 students in the second grade during the 1993-1994 

school year, 28 in the first grade, and 16 students in 

kindergarten, all of whom were at the time labeled "at 
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risk." These 59 students represented approximately 50 

families. The students ranged from 5 to 9 years of age. 

All members of the group were Hispanic. All of the 

students shared the same criteria for placement in the 

district's bilingual program. 

All parents of the students who were asked to join 

the study were immigrants to the United States. Although 

the families were all of Hispanic background, they did not 

come from the same countries in Latin America; 

nevertheless, the children of these families were either 

from the country of family origin or were born in the 

United States. 

Design 

The general methodology used in this descriptive and 

interpretive study was both qualitative and quantitative. 

Qualitative research was used to present the results of 

observations, oral interviews, description and use of 

artifacts that were in the homes, and, finally, the 

analysis and interpretation of the data collected in the 

interviews. The quantitative design consisted of the 

descriptive statistics of the family's demographic 

characteristics. 
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The Role of the Researcher 

As a researcher, the writer was at times observing 

and at times interviewing in order to collect the 

necessary data and, once in a while, teaching parents 

about schooling, learning, and educational practices and 

the similarities with their conduct at home. The role of 

the researcher was not limited to observations and 

interviews, but also included the clarification of 

information and issues that parents needed. As a person 

of Latin American-Afro Antillan background, the 

researcher's interest in the topic stemmed from personal 

experiences. Since her experiences reflected those of the 

families investigated, many similarities persist in her 

and her family's lives. These experiences came about in 

part because of the researcher's use of her Spanish mother 

tongue; the adaptations that the researcher and her family 

had gone through were similar to the ones that some of . 

these families were experiencing, and she, too, had to 

re-learn English as it is spoken in this area. 

The researcher was drawn to the study because of 

those who have shared their perceptions about the 

researcher's background. Thus, the researcher became 

interested in finding the answers to the question of 

family adaptation and adult influence on the educational 
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lives of immigrant children. This study afforded the 

opportunity to suggest how teachers could approach 

instruction in a creative manner. 

Observer 

As an observer, following Goetz and LeCompte's (1984) 

suggestions on observing for an ethnography, the 

researcher took notes of activities that the written 

questionnaire or the interview did not account for or 

those that happened incidentally and were characteristic 

of the family actions while the researcher was present. 

The researcher took notes concerning family members and 

children's interaction, and children's behavior at the 

time of the visits which were 2 to 3 hours in length. 

After the observation, the researcher interpreted and 

presented the written account of the activities that 

children and families engaged in (see Appendix B for a 

list of areas for observation adapted from Goetz & 

Lecompte, 1984). 

Homes were observed after school and on the weekends, 

after the families had consented to participate in the 

research (see Appendix A for permission that parents 

signed for the researcher to go into the homes). The 

researcher scheduled visits after the families were 

contacted by phone. Every family received one visit for 



the interview, and, in addition, five families received 

two separate visits for interview and observation. 

Interviewer 
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As an interviewer, the researcher was accountable for 

asking questions on specific factors and then analyzing 

the responses for patterns and categories. The 

interviewer taped all interviews with the knowledge and 

consent of the participants. The researcher participated 

by clarifying questions when the participants requested 

explanations. 

Data Collection 

In order to answer the research questions, 

observations and interviews were conducted with 22 of the 

families who agreed to participate in the study. Once a 

request for permission had been sent, a follow-up period 

of phone calls, messages, and face-to-face requests took 

place to contact respondents and set times for 

observations and interviews. 

The first part of data collection consisted of 

interviews in the homes. Because of extended family 

situation, some interviews were collective. In addition, 
I, 

five families and the researcher arranged subsequent 

appointments for observations in familiar settings; 
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therefore, two visits were arranged for five of the 

cooperating families; other observations were conducted at 

the time of the interviews or after the interviews. Data 

were collected from the family interviews. 

During the period of data collection, the researcher 

addressed several factors. These factors were students' 

school work at home, parents' input, languages spoken at 

home and at school, educational background of children and 

parents, time of entry in the programs, type of program, 

number of years in the school district, length of 

schooling, reasons for the placement, age of the students 

and parents, amount of English spoken at home and during 

family activities, results of the questionnaire, and 

results of the observations. The researcher completed 22 

family interviews. 

The instruments that the researcher used were a 35 

mm. camera, a cassette tape for each family interview and 

a tape recorder. The camera was used to take pictures of 

the artifacts that parents had in the home that 

represented parts of their cultural capital brought from 

the homeland. The cassette recorder was used with two 

objectives: to tape the interviews and maintain the 

accuracy of the family's words, and to allow the 



researcher to observe the families' reactions as they 

talked. 

Data Analysis 
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The interviews, observations, and artifacts were 

analyzed. Categories emerged from the interviews which 

were then applied to other interviews and the 

observations. Tables and graphs were designed to exploit 

these data. These categories were verified or replaced as 

they were confirmed using various steps from the 

Developmental Research Sequence Method (DRS) developed by 

Spradley in Participant Observation (1980). 

The DRS consists of a series of purposefully designed 

steps that take the researcher through the accumulation of 

data by completing the sequenced series of tasks. The 

method directs the user to follow specific steps to 

complete the research. Examples of these steps include 

locating the study situation and identifying important 

concepts, describing the setting in which the actions took 

place, analyzing the domains through a summary of the 

scene. 
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Developmental Research Sequence Method 

Chapter IV introduces domain analyses, as created by 

Spradley (1980) in his Developmental Research Sequence 

Method. A cultural domain in Spradley's (1980) 

description is "a category of meaning that includes 

other smaller categories'' (p. 88). These domains are made 

up of cover terms, included terms, and semantic 

relationships. The reader will find that "the cover term 

is the name of the cultural domain, the included terms are 

the names for all the smaller categories inside the 

domain, and the semantic relationship is the linking 

together of two categories" (Spradley, 1980, p. 89). For 

example: 

PARENTS' JOBS <--------------------- Cover term 
is a kind of <----------- Semantic relationship 
friend, counselor, <-------------- Included terms 
teacher, tutor 

According to Spradley (1980), language constructs a 

cultural domain. In this study, the researcher used 

analytic domains, which came about from information given 

by the participants, the artifacts they had in the homes 

and the people's actions. The analysis of the domain 

consisted of establishing the type of relationship between 

the included term and the cover term. This relationship 

was presented in the final form through a semantic 
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relationship. For example, the domain that presented 

information about the places where the family had fun was 

analyzed as a spatial relationship, and in the final 

presentation the reader will see it in this form "xis a 

place toy" (x = the park or the mall [included terms]; 

y = have fun [cover terms]). The expression is a place to 

is the form of presentation of the analysis. 

As the researcher collected data from interviews and 

observations, this information was used to connect the 

different analytic cult~ral domains presented in the 

following chapters (see Tables 1-15 in Chapter IV). 

Suggestions for observations were obtained from Spradley 

(1980), and from Ethnography and Qualitative Design in 

Educational Research by Goetz and Lecompte (1984) who 

offer a detailed guide about the process for conducting 

observations, ways to watch and ways to listen in an 

organized fashion. 

Information was grouped and data were analyzed 

according to the categories. The analysis was quantified 

in terms of percentages of people in similar categories. 

Written and graphic analysis presented categories that 

identified differences and similarities of the families in 

the study, and also interpretation of information such as 

parents' and children's expectations of education. 
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Because of the involvement of the researcher with the 

families, objectivity in the presentation of the results 

was carefully monitored by triangulation to avoid 

subjectivity in the final presentation of the information. 

Triangulation was accomplished by using the result of the 

observations, literature information, description of the 

artifacts, and the information obtained by interviews. 

Pre-collection Process 

If the reader is to get a clear understanding of the 

information that was obtained in the accumulation of data, 

an account of the pre-collection stage is necessary. This 

account contains the procedure followed by the 

investigator to obtain signatures for the collection of 

information and the changes and modifications in the 

pre-collection process made by the researcher to 

accommodate the families. 

"It's going to be easy," I said to myself as I 

thought about going into the homes of the families of 

those children with whom I had spent the past 3 years. 

The time had been spent either in the classroom, in the 

parking lot of the complex where they lived, or their 

homes during both the school year and summer. This 
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familiarity was not enough to get the parents to sign and 

return the consent form. 

Clearly, it was far from easy to get the parents to 

send the consent signatures back. None of the 48 letters 

that were sent out came back. The result of the first 

inquiry with the children was: "My mother said later," 

"Mom threw the papers in the trash can," "Mom said to 

leave it for daddy," or "I forgot to give it to my 

mother." Not to my surprise, many were found still in the 

children's backpacks. And, in addition to the previously 

stated problems, there were the parents who could not 

read. The first lesson learned here was that in order to 

get permissions back from the parents, it was necessary to 

take the information in person and not send it with the 

students. 

Thereafter, I decided that my approach would have to 

be more direct. Forty-eight letters were sent out because 

several groups of families lived in the same dwelling at 

the time, and some did not have accurate addresses or 

phone numbers at which to be located. Of the 59 families, 

48 were contacted by letters, in person, and by phone. 

Parents and family members were approached when they 

came to drop off or pick up their children at school, and 

the need for the research was explained to them. All of 
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the parents that the researcher talked to consented after 

hearing the purpose of the investigation. Some of the 

other parents were contacted by telephone to explain the 

purpose of the investigation and to try to schedule a 

visit. An early insight developed when the participants 

questioned the researcher's methods; they needed 

reassurance about confidentiality and data use. 

For example, one night, a parent called asking about 

the letter. The foundation of the study was explained to 

clarify the reason that the researcher needed to go into 

the home. The parent then consented over the phone to the 

visit and the consent letter came back a week after this 

conversation. The other parents who had not read the 

letters gradually began to accept after the researcher 

explained personally what was being done and the reason 

the parental signatures were needed. 

In the initial steps for the interview process I 

found the following: People did not always read papers, 

letters and written information sent home. Although I 

placed my home phone number on the letter, only one of 

the 48 persons contacted by letter called to get 

clarification. The mother in one of the families 

consented to the visit immediately after calling the 

researcher at home, saying that she understood what the 
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researcher was doing, because visiting homes and finding 

information for studies in the field was something that 

she did in Mexico as part of her job as a nurse. · I 

trusted that every parent would understand the letter, 

sign, and return it. This was a mistake. They needed 

additional oral information from the voice of the person 

doing the investigation, and also they needed reassurance 

that no harm would come to them or their family. 

Once in the home, the respect that the families 

showed to the researcher, even though they all knew the 

researcher from other social and schooi related visits, 

was different from that shown in previous contacts. It 

was the teacher going to the home in a different capacity. 

The formality of their attire (make-up, dress, socks and 

shoes, bows and barrettes in the children's hair), said 

much about the distinction they placed upon the teacher's 

visit to the home. 

The formality of their behavior was exemplified by 

the people bowing their heads, by the obligatory calling 

of the others to see, by introducing and saluting the 

researcher, and by the calling of all members of the 

family to come out and sit wherever the meeting was taking 

place. Also, the diction used by some of the parents as 

they told the children to ~o and play or sit in place and 
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not intervene in the conversation: estese ahi quedito y 

no moleste que la maestra esta aqui para hablar con 

nosotros ("sit here and don't bother us because the 

teacher is here to talk with us"), revealed the level 

of respect that parents felt for the teacher. 

One of the visits included a formal dinner. In 

addition, during visits to other homes, invitations were 

made for a drink, snack, or something to eat depending on 

the time of the day that the visits were made. In one of 

the visits the mother presented the researcher with 

comestibles from her native country and instructions on 

the way to prepare the food. 

The professional level of two of the families gave 

way to a different type of interview from other families. 

The language and the conversation of these two families 

were different from other occasions when teacher and 

parents had met. It was not the same level of 

conversation that a teacher would have at school with a 

parent; these people were more comfortable. They were in 

control of the setting and they were able to show more of 

their educational ~nowledge. These were people talking 

from the comfort of their homes about issues that were of 

intense interest to them. 
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The exchange took on a different dimension with the 

parents more open and honest then they had previously been 

about their children and the situations that disrupted 

them. They talked about what displeased them, and they 

presented possible solutions to the problems as they saw 

fit. Their expressions and words of encouragement were 

emotional. In many ways it was not what parents said, but 

the way that words were uttered and the looks that were 

exchanged between the family members that gave feeling to 

the conversations. 

Even if the male figure was present in the home, the 

person answering the majority of the questions was the 

female. The male parent, nonetheless, tried in the 

majority of the cases to give the longer more explicit 

explanations to the issues. 

Attempts were always made to schedule visits with the 

entire family because the researcher wanted to have the 

opportunity to obtain the input from all members of the 

family and to get a richer, more detailed view of the 

interaction between them. Some of the visits were set for 

Saturdays and Sundays {mornings or afternoons), to get the 

whole family in the house together because some of the 

family members worked different hours. For example, one 

of the interviews took place on a Sunday morning at 10 



51 

a.m., one night in the week at 6:30, and another took 

place on a weekday between 3 and 4 p.m. Because these 

parents were never home at the same time of the day unless 

on vacation, the meeting could not take place at any other 

time. 

All visits were pleasant and cheerful. Occasionally, 

the researcher would have to request from one family 

directions to get to other families. The researcher 

received this assistance gratefully and expressed 

appreciation to the families. 

Two of the families presented a bit of resistance in 

accepting the interview. In one of them, a member of the 

family said that the information came home too close to 

the day the phone call came to set the appointment. 

Because of this, the interview never took place since 

family members could not agree among themselves to be 

interviewed. In another family, a member decided at the 

last minute not to participate in the study because of a 

bad experience with a previous interviewer. In this case, 

the researcher thanked the person and proceeded to 

interview the others who accepted. 

Some of the families denied the presence of other 

people living in the home, although the people were moving 

around and, in some cases, answering the questions asked 



by the researcher. The researcher assumes that this was 

because the other people were temporary visitors in the 

home. 

Data Collection Process 
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Only 22 families accepted the invitation to go 

through the process. The remaining 26 families never 

answered the initial letter of invitation, never accepted 

the invitation to participate that was made over the 

phone, or never gave a conclusive date and time for the 

researcher to visit the home. Some of the 26 did accept 

to participate, but they always had a reason to put off 

the time for the interview. 

Each interview lasted between 2 and 3 hours. In the 

cases where the session lasted longer, the people wanted 

to listen to the entire interview on tape (which gave the 

researcher the opportunity to observe the family 

interaction), or the families answered the questions with 

longer explanations, or there were invitations to eat. 

Not every child from the families interviewed was 

observed in second visits because parents in some cases 

sent the children to other rooms while the researcher was 

there. Only the children of five families were observed 



during second visits. Families were observed with 

children outdoors, indoors, or in the same room. 
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The majority of the families had at least two 

children living in the home. Some of these children were 

adults and adolescents; the adolescents were still in 

school. In all but one case, mother controlled the 

conversation and revealed the most. This leadership 

behavior was perceived by the posture of the fathers and 

the looks in their eyes, in some cases of disapproval to 

the answers that the other person was giving. Judging 

from the educational level of the parents, the answers 

were longer, more complex, more explanatory, and with a 

richer vocabulary than expected. Also, there was more 

thought given by the parents to the answers and less 

clarifications of questions by the researcher. 

The language of the parents, at the time of the 

interviews, was rich in idioms of the native country or 

culture. Vocabulary such as milpa (a tree in El Salvador) 

was explained to the interviewer at the time. 

Throughout the process, the researcher reviewed the 

tapes of the interviews in the car as she drove to and 

from the homes of the families. The tapes were reviewed 

once for transcription of the information and up to six 

times for interpretation. On the tapes, the researcher 



54 

also added information related to the home observations. 

That information was not written at the time because she 

was involved in other facets of the collection of data. 

For example, the researcher took pictures of the artifacts 

or talked to the parents who explained the history of the 

artifact. During the drive home, observations were 

recorded. Samples of the interview instruments can be 

seen in Appendix C. 

The Process of Data Analysis 

Once the interviews and collection of data started, 

the researcher organized the data into different 

categories. Each category became a domain or a table. 

Each proposed table or domain contained information about 

artifacts, languages, families per homes, school-aged 

children, adults working in the home, types of jobs held 

by the families studied, and analysis of the different 

domains that came from interviews and observations. The 

researcher will present and recommend ways to use this 

information in Chapter VII for instructional purposes. 



CHAPTER IV 

PARTICIPANT DEMOGRAPHIC INFORMATION 

The following information is the result of the 

interviews and observations of 22 families of children who 

were in the researcher's classroom during the years 1991-

1994. Information is presented according to the 

categories derived from the investigation and duplicating 

the order of the research questions. Conclusions and 

findings are presented using three types of summaries: 

charts or graphs, written information and the domains 

adapted from Spradley's DRS, method and Goetz and Lecompte 

observation method. 

Participants 

There were 22 homes visited; in these, 116 people 

resided in 3 mortgaged homes and 19 apartments. One home 

had 3 members, 2 homes had 6 members, 4 homes had 7 

members, 5 homes had 5 members, and 8 of the homes had 4 

members. Homes with large numbers of people included one 

of 8 members and another of 9 members. Families with only 

4 members included only parents and children. 

55 



56 

Table 1 

Members Living in the Home 

People in the home Number of cases Percentage 

3 1 4.5% 

4 8 36.4% 

5 5 23.0% 

6 2 9.0% 

7 4 18.1% 

8 1 4.5% 

9 1 4.5% 

The groups with 5, 6, and 7 people in the home were 

formed by the researcher's student and/or siblings, 

parents, and a friend, uncle, or a grandparent. Larger 

households were composed of parents, children, uncles and 

cousins, grandparents, and friends all of whom contributed 

to the well being of the home. 

Table 2 

Number of Families Living in the Homes 

One family homes 

Two-family homes 

Three-family homes 

20 

1 

1 

91.0% 

4.5% 

4.5% 
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Of the 22 homes visited, 20 were one-family homes, 

one was a two-family home, and one was a three-family 

home. Of these, 21 had both parents present, and one had 

only a mother. 

Table 3 

Parental Composition of the Homes 

Father and Mother 

Mother only 

21 

1 

95.5% 

4.5% 

Of the 22 homes that were visited, only one was 

headed by a single parent. The other 21 homes had both 

parents living and caring for the family. Also present 

during the collection of data were extended family members 

as shown in Table 4. 

These extended family members were sisters, brothers, 

aunts, uncles, neighbors, grandparents, sisters-in-law, 

and friends. Some children called their caregivers 

(neighbors and family friends) tio and tia (uncle and 

aunt) because they had been under their protection long 

enough to use the appellation. 



Table 4 

Extended Family Relationships Present in Homes 

Family member Number Percentage 

Grandmother 2 9.0% 

Grandparents 1 4.5% 

Uncles/cousins 2 9.0% 

Friends 

Single family 

2 

15 

Domain #1 
Family, brothers, aunts, 

uncles, sisters, grandparents, 
neighbors, and friends 

are kinds of 
RELATIONSHIPS 

9.0% 

68.5% 

Parents accepted readily the responsibility of 

rearing their children. According to their vision they 

saw their role as parents to be multifaceted. 

Parental Roles 
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Parents saw themselves as adults in charge of the 

home, but they also see themselves as protectors, friends, 

counselors, caregivers, tutors, teachers, disciplinarian, 

sisters, brothers, leaders, providers, and companions. 

Domain #2 
Friend, counselor, teacher, tutor, coach, 

guide, disciplinarian, baby-sitter, sister, 
protector, leader, provider, companion 

are types of 
PARENTAL ROLES 
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One parent stated the role in terms of todo, madre, 

padre, tutora y bueno pues todo ("everything, mother, 

father, tutor, and, well, everything"). Therefore, 

parents saw themselves as leaders, guides, and counselors. 

One mother said that sometimes she was very authoritative 

with her children, but that she began to learn to be a 

friend, especially when her daughter became older and she 

could talk more on the level of friends rather than as 

mother and daughter. The reader will notice as a result 

of this information that parents are fulfilling their 

different roles as their abilities permit. 

Personal care, including clothing and provision of a 

home, was important for 16 of the respondents. In each 

home, parents modeled parenting in several different ways. 

Ten of the families said that education of the children 

was important; this does not mean that the others saw 

education as unimportant, but according to their 

explanations during the interviews, the researcher noticed 

that not all of them included their roles as teachers in 

the homes. Eight said caring for the children's personal 

well being, protecting, and helping them were critical for 

themselves as parents while the children were at home and 

whenever they would need it. 
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Eight families mentioned their responsibility to 

model and teach their children the love of God, religion, 

principles, and respect for others (young and adult). Not 

letting the children's phys1cal and educational (materials 

for school) needs go unattended was mentioned by six of 

the parent groups. Five of the 22 groups of parents 

stated that feeding the children and helping them in any 

way needed, were second in importance. Five parents 

stated that caring for food for the children was critical, 

and making sure that the children completed their homework 

was presented as an idea from four of the respondents. 

The other answers were repeated in almost every one 

of the homes: give the children a home, teach them 

principles or values, give them love, take or send them to 

school, give them what they need, make sure that they are 

all right, teach them respect for everyone, give them the 

best, give them well being, talk to them about good 

grades, and take care of their medical needs. As the 

reader will see, parents are teaching their children 

despite their lack of university and formal training to 

teach. 

As mentioned in the previous chapter, parents fail to 

see themselves as educators. Some of the parents in the 

study recognize education as what is presented in school 



61 

by teachers. For example, when parents make sure that 

children do their homework, or get someone else to assist 

the children in completing their assignments, they are 

educating the children, but parents do not see this. 

Table 5 

Responsibility of Adults with the Children 

Statement 

Personal care (clothing and home) 

Educate them 

Religious principles, love for 
God, morals, and respect 

Well-being, protection and help 

Economic support of their needs 

Feed them 

Do homework, study and encourage 
good grades 

Schooling 

Love them 

The best 

No answer 

Ages of Participants 

Number Percentage 

16 59.5% 

10 45.0% 

8 36.0% 

8 36.0% 

6 27.0% 

5 23.0% 

4 , 18.0% 

1 5.0% 

1 5.0% 

1 5.0% 

1 5.0% 

Families in the study were relatively young. Of the 

116 people who participated in the study, 39 of the people 

ranged in age from 20 to 39 years. In the middle level 
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were parents between 40 and 49 years of age. On the upper 

level were adults of 50+ years. On the lower level were 

15 adolescents of 10 to 19 years and 46 children between O 

and 9 years old. 

Table 6 

Ages of Family Members 

Age range Number of respondents 

50+ 6 

40-49 10 

20-39 39 

10-19 15 

0-9 _1.§_ 

TOTAL 116 

Of the 116 people that were part of the interviews 

and observations, 6 adults were attending school--1 was 

attending college, 2 were learning professions, and the 

remaining 3 were learning English. Of these individuals, 

13 adolescents were attending high school, junior high, 

or upper elementary. There were 28 children between 0-12 

years of age in elementary. Of the 28 children, 22 were 

pupils of the researcher attending K through 3 during the 

1994 school year; the remainder was children under school 
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age. The other 69 people were either adults working or 

grandparents. Of the adults in school, only 1 had 

graduated in the native country as a nurse's assistant; 

this person is now learning English and plans to continue 

a career in nursing. 

Table 7 

People Attending School Among the Families of the Study 

Number Percentage 

Adults 6 5.0% 

Adolescents 13 11.0% 

Children (22 of the 28 28 24.0% 
in K-3) 

People not attending 69 60.0% 
school 

TOTAL 116 100.0% 

Parental Home Activities 

While at home, members of the families take time to 

do chores, play with the children, and talk to the 

children. Mothers help children with homework, while both 

parents make sure to ask the children questions about 

their day at school. Examples of these questions are 

presented below in order of frequency. Que hiciste hoy en 

la escuela?, What did you do in school today? Que hizo la 
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maestra hoy en la escuela?, What did the teacher do in 

school today? Comiste la comida en la escuela?, Did you 

eat in school? Te gusto lo que dieron hoy en la escuela de 

comer?, Did you like what was served in school? Con 

quienes jugaste hoy cuando fueron afuera?,.Who did you 

play with when the class went outside? Peleaste en la 

escuela?, Did you fight in school today? Te castigaron en 

la clase hoy? For que? Were you in trouble today? Why? 

Que hiciste para que te castigaran?, What did you do to 

get in trouble? 

Parents also wanted to know if the children brought 

anything from school, whether to study, to finish, or to 

play; examples include: Tienes tareas? Do you have 

homework? Trajiste libros para leer? Did you bring books 

to read? Dime lo que dijeron en la escuela hoy?, Tell me 

what was said in school today? Que te dijo la maestra?, 

What did the teacher tell you? Que aprendiste hoy?, What 

did you learn today? 

Parents also asked the children to self-assess their 

behavior in school with some of these questions: Como van 

en la escuela?, How are you doing in class? Pusieron 

atenci6n en la clase?, Did you pay attention in class? 

Que hacen con sus amiguitos y amiguitas?, What do you do 

with your friends? Hiciste ya la tarea?, Did you finish 



your homework? Que tienes pendiente para mas adelante?, 

What do you have for tomorrow? Que necesitan para la 

escuela?, What do you need for school? 
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Parents took their children out for walks, they read, 

they prepared dinner, and they got the children and 

themselves ready for the following work/school day. Every 

member of the family had a responsibility at home. 

Mothers were generally responsible for the housekeeping 

activities, such as cleaning, dusting, ironing, and 

cooking. In most cases fathers would help in those 

families where the children were small. 

Of the 22 families only two cases were found where 

the father came home and did not do anything to help with 

household chores. The rest of the fathers came home and 

picked up, cleared areas of the house, swept, cleared the 

trash, or cleared the tables after the meals and did 

general repairs to the apartment, house, or other 

mechanical interventions, and kept the yard clean. 

In cases where parents worked different shifts, to 

avoid baby-sitters' payment and porque no queremos que los 

ninos se crien con otras personas que no sean sus padres 

("because we don't want the children to be reared by other 

people who are not their parents"), fathers were in charge 

of the care of the children while mothers were at work. 
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This is common for these families because traditionally 

mothers stayed home and took care of the children and the 

home. 

Most of the meals were prepared by mothers, but in 

some cases the fathers were responsible for the cooking or 

preparation of lunches and dinners for the children until 

mothers got home from work. There were fathers who came 

home and started food while mothers came from work. These 

fathers saw this as la responsabilidad de uno como padre 

de tenerlos y darles lo que necesitan y lo mejor para su 

crecimiento ("our responsibility as a parent to have them 

and give them what they need and the best for their 

growth"). 

Older children had more responsibility in the house 

than the very young; in some cases, children of up to 7 

years of age helped mothers with temporary care of younger 

siblings. This care was not given in the absence of both 

parents, but as a helping hand when one of the parents 

(generally mother) was in the kitchen, washing, taking 

care of a visitor, or resting. Other children's actions 

in the home were washing dishes, cleaning their rooms, 

picking up toys or objects on the floor, doing their 

homework, helping mother set the table, studying, and 

getting clothes and school materials ready for the 



67 

following day. Other family activities in which all 

members of the family participated were watching 

television, dancing, having fun, talking about their 

native countries, discussing politics or social situations 

or events they saw on the TV. 

Table 8 

Family Home Activities 

Type of activity 

Housekeeping 

Helping with homework 

Repairing cars and home 

Watching TV 

Talking with family 

Working in yard 

Eating together 

Playing 

Dancing and having fun 

Respondents (per 
household) 

21 

5 

4 

3 

3 

2 

2 

2 

2 

Those parents in homes with uncles, aunts, and 

friends mentioned that these people, as well as other 

members of the home, had their share of chores to 

complete. They cooperated with everything that was done 

in the home. In many cases these people held two jobs. 
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Mothers are the ones in the home with the major 

responsibility of counseling the children. As one mother 

related, at the end of the day children would gather 

around the mothers and pray, read, cuddle, and listen to 

mother talk sometimes until they fell asleep. 

Fathers also talked to the children; however, as 

parents interacted with the children the researcher 

noticed the tendency of the males bonding with each other 

and females bonding with each other because ella me 

entiende mas porque es mas grande ("she understands me 

more because she is older"), or con ella puedo hablar 

porque es mas quieta pero con el niiio no tanto porque es 

mas travieso que la niiia ("with her I can talk because she 

stays still for longer periods, but not with the boy 

because he is more rowdy than the girl"). Fathers would 

laugh at the things their male children said with pride, 

as the behaviors were imitating theirs in many ways-

maestra (father's comment), yo le hablo a el y le digo lo 

que tiene que hacer cuando yo me muera o cuando sea grande 

porque el va a ser el hombre de la casa cuando yo £a1te-

("teacher, I talk to him and I tell him things that he has 

to do when I die or when he grows up because he will be 

the man of the house when I am no longer here"). These 



behaviors of parents and children are accepted as law in 

the homes. 
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These behaviors are subtle and quiet, but 

nonetheless, they are present. Social activities between 

families are everyday developments. They talk, play games 

(such as loteria, dominoes, and bingo in addition to 

children's commercial games); they finish homework and go 

to the park; they celebrate birthdays, christenings, 

anniversaries, weddings, festive days such as Mother's 

Day, Christmas, New Year's; they go to the mall, to the 

park, to the museums, fair, community and school 

activities; the families prepare foods and eat together, 

visit other extended family members, and go out of town 

for trips with the children and occasionally with other 

members of the family who come from far away to join them 

and go out of state. They also go to church to worship 

God for it is lo mas grande que se le puede dar a un hijo, 

el amor a Dios ("the most important thing that can be 

given to a child, the love for God"). 

It is critical to note that along the way, parents 

started a conversation and there were always questions 

posed by the children in terms of the nature of objects, 

names of places they have . visited, and actions the 

children see performed in the environment they have 



visited. At all times during the observations and 

interviews the researcher could hear noise, laughter, 

play, and conversation from other members of the family 

and children who were not answering questions. 
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Parents tried to have children leave the premises 

during the interview; but children kept coming back and 

trying to participate in the event, and in some cases they 

did. Some parents allowed their children to participate. 

For example, when the parents were asked about their 

outdoor activities one child added to the parents' answer 

that mi papa siempre me lleva a pasear en el carro cuando 

va a hacer el mandado ("my daddy always takes me for a 

drive when he goes to the store"). 

The social activities listed above are different 

types of activities that parents and family do together 

among family or with friends. The families don't do all 

of the activities at same time or all of them frequently. 

Some are done merely by the children and others are done 

by the parents with the children's participation. 

Occasionally the families go to other people's homes to 

celebrate, and in turn, friends come to the homes and the 

families in the study are the hosts. 

As I get closer to the home I'm scheduled to 
visit, I see a large number of people standing 
outside. I approach and am received with a big 
smile and a venga maestra entre y sirvase 



("welcome to the party, help yourself"). To 
which I reply with a smile, "I can't stay, but 
thanks." The male group is standing outside 
talking and laughing, while the sons are riding 
bikes and playing with balls. The females are 
inside taking care of the younger children and 
the girls. As they talk they cook, eat, and 
feed babies. Everyone talks at the same time 
and laughter invades the area. I apologize to 
the mother and reschedule a time to come back 
and interview. As I make my way to the car, 
I am introduced to the other people who don't 
know me and I say my goodbyes. The area for 
the celebration is not as neat as some people 
would have it; nevertheless, these people are 
family and they seemed to understand and accept 
the environment as it is. The food is not much 
but it is passed in amounts that please every 
one. Conversation is abundant. (Domain #3 
presents more activities) 
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In three of the family's homes the most important 

activities were religious celebrations. One mother said, 

that this is the only way to live and to know life as it 

is supposed to be lived; another said es lo unico que nos 

ha mantenido a salvo y con salud y nos ha ayudado a seguir 

adelante, nuestra fe en el Seti.or ("it is the only thing 

that has kept us safe and in health and has helped us to 

go forward, our faith in God"). 

Domain #3 
Attending birthday parties, meeting friends, 

visiting friends, taking children to eat 
out, playing Nintendo, talking about 

school, riding bike, listening to 
religious information, visiting 

the lake, attending parties 
at friends' homes 

are kinds of 
FAMILY ACTIVITIES 
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Food Preparation 

Food preparation is a great production at home, 

especially when the family decides to prepare foods from 

the homeland. They travel long distances to purchase the 

ingredients. Once the ingredients are home, the process 

of preparation of some foods could take up to 3 hours. 

Cooking is sometimes long and tedious, but the result, 

according to the family's reaction to the mention of the 

event, is sublime. 

As the people in the study mentioned, they must 

substitute for some ingredients, but they try for the 

closest in nature. There is, however, a small shop in the 

city which specializes in bringing some of the ingredients 

needed for some of the food preparation. It is important 

to note that as parents and children go and purchase the 

ingredients and objects needed for the preparation of 

these foods, they talk, they exchange stories, children 

ask questions, parents answer the questions, and the 

culture is transmitted from one generation to the next. 

Parents talk to the children and in doing this they pass 

along their values and culture to the children. 

Parents teach the children about timing and sizes; 

children learn different types of foods to use in the 

preparation of a specific meal; they teach a new 
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vocabulary; and children discover how to preserve the 

cultural capital parents brought with them. Although the 

children cannot cook at this point, they help the parents 

prepare, combine, or even wait for the food to be ready. 

The children also learn about different methods to get the 

food cooked. 

En mi pais se cocina esto en un hueco en la 
tierra, todo esta cubierto con hojas de platano 
y se deja que se cocine lentamente, y al final 
el sabor que le da el cocinarlo en la tierra es 
diferente al sabor de la cocina en estufa pero 
no hay otra manera. Ademas no es un plato que 
se puede hacer diariamente porque el tiempo que 
se toma en hacerlo y por los ingredientes que se 
necesitan que son caros ya veces nose 
consiguen. (In my country this meal is cooked 
in a hole in the ground; everything is covered 
with plantain leaves and left to cook slowly; 
at the end the taste that results · from cooking 
in the earth is different from the taste of 
cooking on the stove but there is no other way. 
Besides it is not a meal that can be cooked on 
a daily basis because of the length of time to 
prepare and the ingredients that are expensive 
and difficult to find). 

The person relating this particular story has an 

Indian background. The critical factor here is that as 

the food is prepared there is conversation going on, 

questions going back and forth, and explanations about the 

food preparation and cooking being passed among the family 

members. Families partake of these activities at the end 

of the day, on weekends, when guests and friends come over 

for a short, unexpected visit, especially in summer and 
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spring when it is not cold and children can go out without 

the danger of getting sick. 

Job-related Activities 

The jobs that people in the investigation perform 

are: hotel housekeeper, home cleaner (personal and other 

people's), cook, aviation mechanic, fabric cutter, child 

care worker, painter, upholsterer, maintenance worker, 

salad bar attendant, and assembly line worker in a facial 

product factory. These jobs are performed as family 

members interact with other people who speak the same 

language as they do (Spanish) in addition to a minimal 

amount of English in the work place. Some of these jobs 

were learned in schools (aviation mechanic) and others 

were learned as apprentices with someone else. The 

following table shows the ratio of parents and the jobs 

they perform. 

Participants admit that the lack of knowledge of 

English is the reason that some of them do not have the 

kinds of jobs that they would like or that they held in 

their countries. For example, a couple who works in a 

factory had careers as accountant and commercial secretary 

in their countries. Another woman has a degree and 

experience in nursing. Others have vocational education 

such as tourists guide, shorthand stenographer, and 
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seamstress. Men (9 answers) in the native countries were 

farm workers; women (8 answers) said that their jobs were 

related to household activities (for their immediate 

families or for others). 

Table 9 

Most Prominent Jobs Held by Participants 

Job held 

Housekeeper 

Home cleaner 

Cook/baker 

Home child care worker 

Unemployed 

Factory workers 

Laundry worker 

Aviation mechanic 

Fabric cutter/painter 

Carpenter/upholsterer 

Salad bar attendant 

Tortilla maker 

Optical worker 

Maintenance worker 

Carpet layer 

TOTAL 

Mothers 

5 

4 

3 

2 

2 

3 

1 

1 

1 

22 

Fathers 

5 

1 

4 

1 

2 

1 

1 

2 

2 

1 

1 

21 



Domain #4 
House keeper, house cleaner, waiter, laundry 

worker, cook, aviation mechanic, fabric 
cutter, child care worker, assembly 

line worker 
are kinds of 

JOBS 
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Of the families who participated in the study only 

two mothers and one father stayed at home and took care of 

the youngest in the family. The women were caregivers for 

neighbors' children. Younger people in the study had 

part-time jobs which were performed after school hours. 

Location of the Jobs 

The jobs that the majority of parents had were out of 

the home, but within the city. Some of them (house 

cleaners) move in different areas of the city, and the 

carpet layer moved beyond the city. Two mothers stayed in 

the house taking care of children as they performed their 

house cleaning duties. There was one father who was 

unemployed while the investigation was taking place. 

All of the children in the study knew that their 

parents worked even though one of the parents in the 

investigation did not answer the question. They all knew 

the jobs that parents performed because they had heard or 

had on occasion visited the parent's job. Children did 

not necessarily know how to get to the jobs, but they 

could locate their parents by phone and by the names of 



the places where parents worked. This was important for 

the children to know because at school they could 

contribute information when talking about family 

professions and they could also compare (those that 

remembered) the jobs that parents had at home with the 

new jobs in this country. 
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Parents mentioned that the younger children might not 

have known exactly the times that mothers and fathers went 

to work and returned, but they could tell that parents 

left in the morning and returned after school. Some of 

the children considered the people who took care of them 

during specific periods of the day, to be members of the 

family, because the children had become very used to 

staying at these neighbors' homes. 

During the investigation, parents mentioned that the 

children had been given information about parental job 

responsibility in ways the children could understand and 

could relate that information to objects and material 

resources that parents obtained for home and for the 

children. Some even said that although the children had 

been to their jobs, they did not understand what the 

parents' role was at the workplace. In other words, the 

children knew some information about the job because they 

had seen that parent doing something, but could not 



explain the job's function. Some children in the 

mainstream culture could present a similar circumstance, 

of knowing part of the parent's job-related information 

but not being able to describe the job parents did. 

Table 10 

Children's Knowledge about Parental Jobs 

Mother Father Both 

Yes No Yes No Yes No 

Children know that 21 1 20 1 
parents work 

Know what parents 18 2 1 1 
do 

Know schedule 20 2 

Know location of 16 3 
jobs 

Know parents' 17 5 
responsibility on 
job 

Parents explain 20 1 
reason for working 

No jobs 2 1 

Explain benefits/ 20 2 
disadvantages of 
having or not 
having a job 

Would tell children 18 4 

if unemployed 
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Parents avoided giving younger children much 

information about their jobs. They also mentioned that 

the reasons for and the advantages and disadvantages of 

work were explained to children in terms of the games and 

clothes bought for them, the few trips taken to parks and 

recreational facilities, assistance provided for families 

abroad, educational materials bought for the children and 

the family, and the family's quality of life. In one of 

the families where children enjoyed the advantage of 

having recent video games for their Nintendo, the father 

explained that the children had to have something that 

would make them fair competitors in the race for 

friendship with others in the community, and it was also 

considered an encouragement tool for the children to 

continue studying. 

For children in this study, unlike the general 

population, the ownership of a Nintendo was common. Going 

to other children's homes or having other children to play 

after school was not a common occurrence in the 

participant homes because of parent's work schedules. 

(Some children went to caregivers, others stayed at school 

for approximately an hour for parents to pick them up. 

The ones that traveled on . the bus met parents, family 



members or caregivers at the bus stop, and others walked 

home to meet parents on the way). 
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Parents who said that they did not explain 

unemployment to their children gave the reason of 

children's young age and lack of understanding. They 

would not want to put that kind of pressure on the 

children since the job is a parent's responsibility and 

concern. They expressed their belief that children need 

to enjoy their infancy and childhood without the worry of 

the parents' problems. 

On the other hand, those who said that they would 

tell the children if they were unemployed gave reasons 

related to the wants and needs of the children. They said 

that children always wanted something, and if the parents 

were not working, they could not give it to the children; 

therefore, they would be obligated to tell that they were 

not working. The children would eventually realize that 

something was amiss when they saw the parents staying 

home. The parents would then explain the reasons for 

staying home. 

Educational, Cultural, and Social Activities of the 

Participants 

Parents attend activities in the host country that 

celebrate events from the native countries in which they 
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or the children were born. Such celebrations are 

independence days, specific special days celebrated in the 

native country and those celebrations that are of 

international nature such as Christmas, New Years, and 

Mother's and Father's Days. 

As presented in domain #5, visits to the lake were 

the most frequent, while parties (family, birthdays, 

Christmas, New Year's), and for many of the families, 

visits to their mother land were more infrequent. Some of 

the activities were, more than anything, to meet people 

who came from the same country and to keep the children 

away from the streets because the adults were fearful of 

the dangers outside the home. This was especially true 

for the younger children who according to parents, pueden 

llevarselos en cualquier momento que esten jugando sin ver 

lo que viene ("could be taken in a minute while they 

played not noticing what is coming"). 

Domain #5 
Park, church, mall, friends' homes, 

trips to other countries, home, lake, 
playing at home with parents, yard 

is a place to 
HAVE FUN 

Parents in the study stayed with the children for the 

most part. Parents had as much fun with their children as 

they could because they spend the major p_art of their time 
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at work. In four of the families, parents held up to 

three jobs, one was mother's and two were for the father. 

Still they said that the money they made sometimes only 

allowed them to make ends meet. There were, nonetheless, 

times when they had enough for a vacation to another area 

of the state. 

Instances of diversion were, for the parents, 

visiting the park to play with the children or playing at 

the playground if there was one in the area; for others, 

church was the place to have fun. The respondents stated 

that going to church was the way for "moral values" to 

develop in their children because en el Senor esta la 

unica manera de saber y entender la vida y todo lo de la 

vida ("God is the only way to know and understand life and 

all in life"). The cultural investment of the parents 

expressed yet another way, through their devotion to the 

Lord. 

Visiting the mall with friends or with the children, 

to buy or to walk was another place where some of the 

families interviewed were amused. Going to the lake for 

swimming, cooking out, or just being with other friends 

and family were yet other places for fun (see domain #6). 

The yards in the apartments or homes were areas most 

frequented by the families during the afternoons after 
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work and school; visits to friends and family where other 

ways in which families had fun in groups. Parties, 

anniversaries, and reunions were different kinds of 

celebrations for the people who participated in the study. 

There were different ways in which the parents spent 

time with the rest of the family. Some of the families 

said that chores were their way to have fun because they 

scarcely went out of the home. For others, a visit to the 

mall, to the park or with friends represent a good way to 

have fun (see Domain #6). They explained that it was 

because no siempre tenemos el dinero suficiente para sacar 

los niiios a otros ]ados ("we don't always have enough 

money to take the children out to different places"). 

Domain #6 
Dining with family, visiting the mall, visiting 

the park, talking among the family, playing 
visiting with friends, hosting visitors, 

cleaning, doing chores, visiting the 
lake, barbecuing, going to parties, 

walking, attending church, 
playing with children 

are ways to 
HAVE FUN 

Others said that talking among the family, having a 

family dinner, playing with the children, going to parties 

together, listening to music or walking around the 

apartment complex was their way to have some fun with the 
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other members of the family. One parent said "porque no 

puedo tenerlas todo el tiempo cerradas en la casa asi" 

("I can't always have them closed in the apartment like 

that"). The majority of the families admitted to going 

away to places such as San Antonio or Galveston, but this 

was a once-every-two-years activity or cuando hay el 

dinero ("when there is the money") for those that could 

afford it. For those who could not, this is a "go on an 

emergency basis" kind of trip. Parents talked to children 

about having fun at the level of each one's understanding. 

As they traveled, the families have fun also talking among 

themselves. 

Summary of Information About 

the Participants 

Of the participants, 97% had jobs at the time of the 

investigation because they felt responsible for the 

family's welfare. Parents, extended family members and 

friends who lived in the homes, and children in high 

school or college worked at some period of the day or 

night. The majority of the people in the home contributed 

in some way to the well being of the groups, either 

economically or with childcare. 



The jobs were often out of the homes, but some were 

within the confines of the household. Parents and 

children talked about the jobs at the level of 

understanding of the children, and parents made sure to 

tell the children information about their work so that 

children could contact them in emergencies. 
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Parents and children attended school events as well 

as social/cultural events. They also attended events out 

of the state or out of the immediate area where they 

resided. All or some of these activities were with family 

and/or with friends; thus, they occasionally enjoyed the 

company of people from their native countries and new 

friends encountered in this country. Children were always 

participants or spectators in these activities. 

The cultural capital that the parents bring with them 

and that they want to transfer to the children are those 

things that the parents see as valuable without being 

material, tangible objects. They are those spiritual 

concepts that keep the family together and make them grow 

and maintain a tradition and a legacy for their 

descendants. 

The pride and the ideas, the counseling and the 

education that parents give their children are part of the 

accumulated treasure that parents carry in their lives and 
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that are most important to give to the children. It does 

not matter where the family resides. The critical factor 

here is that the family has a legacy to give the children, 

and that teachers must see what the children bring to 

schooling and view that legacy as a gain in the lives of 

the children, not as a loss or as a hindrance to them. 

The researcher then moves to consider the situation 

of the children being considered "at risk." Are they 

really "at risk"? The researcher feels that the children 

in this study are not "at risk," if the definition of at 

risk includes that the children have parents that care for 

them, that both parents are at home, that there are high 

levels of expectation for the children's future, that 

there is a high level of unity and modeling of parental 

roles, and, finally, that there is a language being shared 

at home. The language may not be the language of the host 

country, but there is a language for learning and 

exchanging of ideas. 

Conclusions 

After working on this investigation, the researcher 

concluded that all of the adults and some of the 

adolescent participants hold a job, and, in some cases, up 

to two jobs, for the benefit of the group. All of the 
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members of the household, family or friends, help in some 

way to maintain the family's values and behaviors. The 

adults feel strongly about teaching children their values 

because they think they are best for their children even 

if they are living in a different country. 

There is a special bond that is established between 

fathers and sons and between mothers and daughters that is 

maintained within the confines of the homes. This helps 

to pass on knowledge from one parent to the other and to 

encourage modeling of gender behaviors that are important 

to these families. 

There is always some kind of activity and 

communication happening in the homes of the families in 

the study. Although they occasionally go out and have 

fun, they can also have fun at home by themselves because 

the parents make a point of staying together with their 

children. God is still the center of many of the homes. 

The adults center their lives around prayer and around 

religious activities because they feel they are the 

beginning and the end of all that is done in their lives. 

Unlike other family groups, these families attended 

many festive activities with children and friends. At all 

times, the children were active participants. In a 

society in which family breakdown is very. common, the 
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family unity of these groups is the norm. The family unit 

includes extended family members and friends. 

Recommendations to Educators 

The researcher recommend that everyone involved with 

these children in any capacity, but especially teachers, 

should: 

--include as part of the daily presentation of 

subject matter, information or requests for information 

about the native countries of their students. 

--visit the homes of the children to establish a 

special bond and rapport with the parents. 

--visit the home to observe the environment in which 

the family lives and understand reasons for specific 

behaviors exhibited by the child. 

--communicate with the family to find out the level 

of linguistic development of the children and the family 

because this will influence the actions taken in the 

classroom by the teacher as it relates to curriculum 

organization and other areas of the child's development. 

--communicate with the parents to find out the 

cultural patterns of communication and behavior that the 

children and the family exhibit and to share those 

experiences with the other members of the. class. 
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--find family information about the children that 

can be used in the school environment for the children to 

experience a feeling of acceptance and belonging. 

--respect and acknowledge family unity and strength. 

--consider the learning of values and everyday 

chores engaged in by these children. 

--accept family outings, friends, religious 

participation as sources of knowledge, values, and self

esteem. 

--know and understand the contents of the concept of 

cultural capital as the parents deposit for the future of 

the children. 



CHAPTER V 

VALUES AND NORMS OF BEHAVIOR 

Values and norms of behavior are important because 

they specify the line of conduct for a family and provide 

guidelines for children and other extended family and 

friends to follow. Parents keep values and norms present 

at all times to train and educate the children of all 

ages. This is done by counsel, talk, and other means 

presented in this narration. This oral part of the 

cultural capital is critical for parents and for 

maintaining group identity. 

Love of Country of Origin 

Only the families with young children said that they 

did not talk to the children about their lives in their 

native country. The reason for that was that estan muy 

pequefios y no entenderian lo que les decimos ( "they are 

very young and wouldn't understand what we are telling 

them"). Another reason was that la situaci6n del pais ha 

sido muy tensa para contarles a los ninos lo que sucede 

("the situation in the country has been very tense to tell 

the children about it"). Still another response was that 
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no, porque la nina va a quedarse allay ella lo conoce 

("no, because the child goes and spends time over there 

and she knows 'about' it"). 

At least 10 of the parent groups made special efforts 

to tell children about their native country in hopes they 

would share the parental love for the motherland. Parents 

have taken special interest in maintaining children's 

ideas of returning to the native land. Parents tell 

children about material things that their children take 

for granted and that parents did not have in their infancy 

and youth. The parents have told the children stories 

(anecdotes and folktales from parents' childhood and 

experiences), as a way to encourage them to study and stay 

in school and as a means to get the children to understand 

the benefits in this country, particularly over countries 

in political distress. 

Observations of Norms of the Country of Origin 

Parents used the conversation of the culture and the 

way of life in the motherland to counsel the children, 

especially in the case of mothers/daughters and fathers/ 

sons. They discussed the motherland to respond to 

children's questions as they occurred. The information 

that parents have given the children is then used for 

confirmation of issues when the children visit the native 
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lands and spend time with family and friends there. 

Parents told the children about their lives in the 

homeland, that here were difficult times when material 

goods were not available, that people walked everywhere 

because the parents' families did not have transportation. 

In the native country, children had to get up early in the 

morning to help around the farm before going to school or 

to play. 

Parents talked to the children about relationships 

with parents and friends. Parents mentioned to the 

children the levels of respect that existed in their homes 

for father and the love that mothers showed the children 

(now parents themselves). Children learned about the 

activities the parents enjoyed and about the friends that 

parents made when they were young. Parents mentioned the 

ways in which the groups of youngsters they belonged to . 

had fun, and also about times of hardship. Children heard 

about the objects that parents played with; parents told 

the children that sometimes there were no toys or the toys 

that they got were handed down from older brothers or 

sisters. For example, an old bike was repaired by a 

parent or by the child if there was enough motivation. 

About schools, the children heard anecdotes such as 

the lack of school resources or buses to.take the children 
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to and from schools, or about the uniforms that children 

wore to classes. Parents used these anecdotes to 

establish the differences between the native country and 

the host country. Children learned that opportunities in 

the areas of the country where parents lived were limited 

in terms of education to the extent that occasionally 

older children had to leave school to give younger 

brothers and sisters the opportunity to get some 

education. Parents also mentioned that on the farms or 

the ranch, the parents' and their families lived without 

television or radio when they were young (which according 

to some of the parents was incredible and difficult to 

believe for the children). 

Means of Communication 

Communication is handled in different ways: simple 

conversations, incidental question and answer sessions, 

stories, and sometimes as a counseling tool or as a 

foundation to develop and/or maintain cultural and 

instructional values. Preservation of these and other 

values was done by maintaining images and figures of the 

religious deity families considered special, by talking 

and reminding the children of the benefits of good 

behavior and the disadvantages of negative behaviors, by 

modeling those behaviors that the parents wanted the 
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children to exhibit and by practicing their love for God, 

which in turn will result in abundance. At this point, 

because the children are still young, parents have had 

ease in conversing with them and in keeping their 

attention for longer periods of time; and as one parent 

stated este es el tiempo de hablarles y de decirles lo que 

es bueno y lo que es malo porque mas adelante ya nose 

puede, ya es tarde ("this is the time to tell them what is 

good and what is bad because further along it is 

difficult, it is late"). 

The parents talked to the children about different 

things according to the activities that were taking place 

in the home, but they talked. This observer noted that 

constant talking was somewhat distracting because everyone 

wanted to talk for different reasons. Some wanted to meet 

the "teacher, " others offered to give their impres·sions, 

and yet others tried to talk with parents who at the time 

of the interviews were either going to work, coming from 

work, going to church, going to school meetings, or simply 

attempting to get meals or house chores completed. In the 

cases where the children were sent out of the rooms, the 

researcher could hear the chatter going on about school, 

new friends, play activities, and adults talking over 

fences and between yards. 
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Oral exchange of information maintains and preserves 

instructional values by modeling the actions parents want 

the children to demonstrate, and by practicing the 

religious foundations. As parents perform these actions 

values are passed down to the upcoming generation who may 

or may not live by the same values as the parents lived by 

in the homeland. But these values will be floating in the 

minds of the children as they grow, as they go and come 

between countries, and as the parents decide to remain in 

the host country for the rest of their lives. There are 

times when the parents have found it difficult to talk to 

their children because they are very young with short 

attention spans. The parents transmitted the values to 

these younger ones when they talked at night before going 

to sleep, as they told the children stories. 

Domain #7 
Respect, honor, honesty, love 
understanding, intelligence, 

desire to advance, love 
for God, love for 

other people 
are kinds of 

VALUES 

Parents took advantage of some of the times they 

spent together with older children for counseling about 

disagreements, job-related difficulties or pleasurable 

moments, present and past lives, homework, chores, dangers 
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related to drugs and other dangers, foods, sports, school 

and personal problems; the adults wanted the children to 

be aware of today's reality and of future options as they 

choose different paths in their lives. 

Some' parents offered to help and to guide their 

children as much as possible. Others told the children to 

do the best that they could for themselves and to come and 

seek information they need from parents before they try to 

find it elsewhere. There were occasions when the 

conversations about values revolved around what they 

considered women talk; thus, mothers separated from the 

men to talk to their daughters. Men do the same for their 

sons. They said that the most that they did was encourage 

the children to have respect, honor and intelligence and 

other values as they were able to understand and to act 

upon those values. 

Some counseling phrases were sean modelos para sus 

amigos, sean buenos ejemplos, ayuden a sus amigos silos 

ven ir por el mal camino, conozcan las cosas del Senor, 

conozcan la palabra de Dios, eso les va a ayudar mucho en 

su vida, no anden en la calle, estudien, vean los libros, 

amen la lectura ("be role models for your friends, be good 

examples, help .your friends if you see them taking the 

wrong path, know the things of the Lord,. know the Lord's 



Word, that will help you a lot in your lives, don't go 

into the streets, study, stick with the books"). 

Educational Values 
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The educational values that parents try to maintain 

in their children's minds were love for studying and 

school as a basis for their professional future. Respect 

was paramount for family and friends anywhere and at all 

times because proper behavior was a way to grow. 

Developing a sense of community with friends at play 

and in difficult times and sharing with and reaching out 

to others was critical. This last aspect of the 

educational values was observable when parents had 

visitors in the home or when the family celebrated social 

activities. 

Religious Values 

An important value for parents was the preservation 

of religious ideals in the homes. Within the families' 

confines, love and respect for God will always result in 

future happiness. These families have religious beliefs 

that center their lives around God. For many, fun means 

going to church and exhibiting behaviors that are in 

agreement with the religious principles that they learned 

in their individual childhoods. These religious beliefs 

mark the path that some of these families walk. In some 
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cases, parents mentioned that the images they have at home 

are the most important in the home, because of the 

spiritual benefits they get from them. Parents teach the 

children about these benefits and the consequences of not 

following the Word. 

In two of the homes, the researcher had the 

opportunity to observe the shrines for the placement of 

their religious icons. These are areas of the homes where 

every member of the family can congregate and observe 

their beliefs as they have been taught. One of the 

mothers mentioned that when she feels sad, this is the 

area of the home where she spends long periods of time. 

For these families, this is an important part of their 

cultural capital that the parents insist that children 

learn and follow. The belief is so deep that some of the 

families mentioned it but did not care to elaborate. The 

researcher assumes that privacy is a major factor in the 

families' decision. 

The researcher would like to add that even though 

these parents don't see themselves as the first educators 

their actions are those of an educator. But, education in 

the soul of the Hispanic community is interpreted slightly 

differently, as it refers in the homes to civility, 

politeness, values, and obedience of the. religious beliefs 



99 

of the family. In Hispanic cultures education is fused 

with spirituality; education includes a reverence toward 

learning, and teachers like priests are called to teach. 

One mother stated that she saw a difference between what 

families do at home and what teachers do at school by 

saying that la educaci6n se da en la casa, la preparaci6n 

se da en la escuela ("education is given at home, 

preparation is given at school"). 

Reasons for Leaving the Native Country 

One of the most important reasons for the parents to 

stay in the host country is concern for their children or 

because of the social and political situations in the 

native countries, also para tener una mejor vida y mas 

facil ("to have a better and easier life"), according to 

parents. Other reasons that parents gave in the 

interviews were, as presented in Domain #8: freedom to do 

the things they wanted to do, freedom to move around as 

they pleased, and peace of mind when it comes to children 

and family opportunity for a better education for their 

children and family; and opportunity for a better job 

which would contribute to their wellness and their 

family's well being. At least 15 of the parents stated 

that the plans they had when they first came to the host 

country had changed. The changes were the result of 
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marriage, the advent of children, difference in language 

patterns used in the host country, level of education each 

person had, immigration status, age, and support the 

parents had to offer the families left in the homeland. 

Three couples came to the country when they were very 

young, thus having no plans formulated except to get their 

education or work with their own parents. Other families 

were themselves adults when they came to the country, 

lived by the law of the values they possessed since birth. 

Values from the Country of Origin 

The values that parents wanted to develop in their 

children were basically the same ones that they were 

brought up with. These values were love for God, respect 

for themselves and for others, love for other people and 

other family members, respect and honor for parents and 

family members, understanding and intelligence, value for 

learning, and desire for their futures to be better than 

their parents had been. All of the parents and adult 

family members interviewed said that they wanted the same 

for their children. These are not different desires from 

what the mainstream families would have for the children. 

Domain #8 
freedom, opportunity, change 

peace of mind, money, 
education 

are reasons for 
MOVING 
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These values had not changed for the parents because 

of and the love they had for their children. They also 

mentioned that their values were better for them because 

respect for adults is seen as an important value. The 

disrespect that parents find in some children in the host 

country (from other family members and friends) is a 

constant worry for the parents. Many of the parents 

mentioned that they wanted the children to grow up as good 

people, good citizens, responsible students and future 

family members. 

The parents said that they did not want their 

children to end up as street children who misbehave with 

parents and adult family and friends. They attempted to 

preserve family values by protecting their children in and 

out of the home as much as they could, and by talking to 

the children and reprimanding them so that they would 

remember the authority in the home and continue to see 

parents/adults as the people in control. 

The parents said that their values have not changed 

since coming to this country. As the researcher observed, 

there was still respect for the male figure as the head of 

the home. Visitors were showed special treatment in the 

home, especially if the visitor was an educator (who is 
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viewed as an important person when she or he spends time 

with the family in any capacity). 

There was certain reverence demonstrated by the 

families in their attire and demeanor when greeting the 

researcher, and all of the families presented the visitor 

with something to eat or drink when in their home. Adults 

demanded respect from the children at all times; however, 

mothers attended mainly to daughters and fathers to sons 

but honor was expected generally from children to parents. 

These behaviors were present in some measure as the 

interviews and the observations took place. There was 

some difference in some of the older children's behavior. 

As the researcher observed the young adults in the homes 

used more informal language when they communicated with 

the parents, although the respect was still present. 

Value Conflicts 

Parents mentioned, as noted in Domain #9 that they 

felt sad, nervous, worried, or angry when they found that 

their children were not following their advice and doing 

things that were not right. In the interviews, parents 

talked about the different feelings related to their lives 

in this country. These feelings emanated from the values 

and norms which descend from their own parents and which 

they would like to see develop in their children. 



Domain #9 
attention, worry, sadness, 

respect, happiness, 
anger 

are kinds of 
FEELINGS 
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Parents' and adults' showed feelings based on 

attention to the children they love and want to see 

succeed. Parents worry about the everlasting influence of 

gangs, and also about teen pregnancy and the illegal 

drugs. Parents commented that they feel sadness and anger 

because they cannot discipline their children as they 

think parents should, as they (the parents) were corrected 

in their childhood. Adult participants encourage respect 

for the new life they and the children are leading, and 

continued respect for other adults and other people. 

However, the families feel happy because they are together 

and possess at least the minimal needs for survival. 

Artifacts 

Ambivalent feelings are present in the homes because 

the families live in a new country with a different value 

system and culture. But these families possess concrete 

objects that were brought at different times from the 

native countries, that remind them of the homeland. Many 

of them left the motherland with less than they had while 

they lived there. Some left with mementGs and artifacts 
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that allowed them the freedom to move. Some arrived with 

decorative, consumable, musical, and wearable artifacts. 

Parents came with the minimum of artifacts the first time 

they came into the country, and some brought with them all 

objects they could whenever they revisited the native 

land. Examples of these cultural artifacts are baskets 

and ornaments made of straw; maps of the countries of 

origin (made of ceramic and glass); and jewelry such as 

necklaces, rings, bracelets, crucifixes, and medallions 

(because according to their belief, the gold in the native 

land is better than the gold here), which were worn by 

adults and children whenever possible. 

The researcher also saw T-shirts with depictions of 

the countries--folkloric dresses--skirts and blouses, 

coins and currency from the native countries, purses with 

folkloric images sewn or painted on the front, pictures of 

historical places in the native countries, pictures of the 

family members who remain in the motherland, flags of the 

particular country, prayers on cards such as "La 

Magnifica," images of the saints kept visible in their 

apartments or houses which guide and watch families in 

their daily lives. Each image had for the parents a 

significance that was shared with the children. 
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During the visits the researcher saw large and small 

wall decorations (religious and non-religious) such as 

crosses, mirrors, ceramics, framed portraits of parents 

when they were young and of the children at different 

ages. Pottery pieces such as ceramic figurines and hand 

vases were showcased in glass cabinets or were on tables 

as centerpieces. 

One of the parents said that they had not arrived 

with any artifacts in the United States because they had 

come in a hurry. But the researcher saw the shine in 

their eyes and the demeanor and emphasis placed on the 

words: solamente trajimos el idioma ( "we only brought the 

1 anguage" ) . 

As the researcher made other observations, she saw 

calendars from the native country, crocheted doilies made 

by natives of the countries elaborately put together and 

located in prominent places in the home. The calendars 

showed pictures of important points and tourist 

attractions. One home had an Aztec calendar on the wall 

which parents used to talk about culture. The families 

showed pride in the artifacts they have in the homes by 

talking about them to visitors who asked and by 

emphasizing their roots. The artifacts were used by some 

of the parents to remind and tell the children stories 
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about the land they lived in before coming to this 

country. 

Decorative artifacts were placed in a visible 

location such as on top of television sets, on fireplace 

mantles, as centerpieces for tables, and as decorations on 

cabinet doors. Artifacts such as compact discs, cassettes 

and records were not for children to play with but for the 

family to enjoy among themselves or with friends. Some 

compact discs were brought from the native countries, but 

others were acquired here in the United States. Parents 

consider music part of their early years and want to 

preserve the memories. Also presented in Domain #10, 

T-shirts and folkloric dresses, which were worn for as 

long as they fit, and when the clothing did not fit or had 

outlived its time, it was disposed of or passed on to 

family members or down to a younger sibling. Visible 

educational materials that were in the homes were those 

made by the children at home or at school that parents 

exhibited on walls and kept in safe places to remind them 

of the children. 



Domain #10 
An Aztec calendar, dresses with regional motives, 

pictures of historical places, cassettes with 
music, sweaters and other clothing from the 

country of origin, hand made decorations, 
figurines, wall decorations, doilies, 

money, purses, maps, flags, family 
pictures, jewelry, baskets, pottery 

are kinds of 
CULTURAL ARTIFACTS 
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Only three families did not mention their culture to 

the children, although they have artifacts in the home. 

The parents thought that the children were too young to 

understand the information that they would be able to pass 

on to the young ones. 

Foods from Countries of Origin 

Comestibles/consumables were shared among families 

and friends. As the researcher talked to the different 

families she discovered that one consumable artifact that 

they brought from their countries of origin were foods. 

In some cases, the families continued to bring foods from 

the homeland to make the specialties they liked and could 

not obtain or were difficult to find in the host country. 

The people tried and occasionally used substitutes to 

prepare culinary plates that were homeland delights for 

the family. Usually they stated that some substitutes 

could be obtained in this country, but they tried to get 

the real thing for their foods. 
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Some food preparation took up to 5 hours to fulfill 

complicated procedures; therefore it was not something 

that the family would prepare very often. Special 

preparations took place on festive or selected days when 

the family celebrated. 

One important aspect of food preparation was the 

conversation between the family members as they gathered 

to cook and enjoy the celebration or the reunion. Parents 

said that while they cooked or prepared the meals they 

were talking to other people in the cooking area, the 

children who were in close proximity were enjoying the 

conversation and participated by asking questions such as, 

What is that?, What is in there?, Why does it look like 

that?, What will it look like when you finish?, and other 

similar questions. Parents said that they tried to answer 

when they felt that the children might understand what 

they were talking about. 

Domain #11 
Rice, beans, tamales, red meat, chicken, 

casaba (yucca), banana leaf, 
gelatin, enchiladas 

are types of 
FOODS 

Although food preparation takes time, the adults in 

the family prepared foods as they did in the homeland. 

The condiments they used made the foods spicy or simple, 
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and the cooking method included fried, barbecued, boiled, 

or steamed. The primary foods are rice, beans, and 

tortillas prepared in different ways as the custom of the 

specific homeland requires which gives each food a 

particular taste. Food preparation in these homes is 

considered an art and an obligation for the family's 

cultural maintenance. Group food preparation also keeps 

values, unity, and tradition alive in the family. 

Summary 

Understanding the participants values and norms of 

behavior allowed this researcher to comprehend the 

families' need to preserve tradition and encourage proper 

behaviors in children. The parents told the researcher 

that they wanted their children to exhibit proper behavior 

as they grow. Parents talked about and modeled the 

behaviors they wanted the children to perform. Parents 

also talked to the children about their childhood. 

Mothers and fathers talked to the children about their 

lives in the homeland as a way to influence the children 

to exhibit decent behavior. 

As parents talk, the children learn about the values 

of respect toward adult family and friends, to other 

people, and to their siblings. The parents talked to the 
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children about the appropriate behaviors in and out of the 

homes; they talked about the future of the children and 

the preparations being made toward their future security. 

Some talked about the path that children should follow now 

and in the future. 

There were many activities that parents used to 

demonstrate the behaviors that should be followed, such as 

festivities, celebrations among family and friends, 

religious profession to God, and intimate moments with 

mothers and fathers. In the observed homes, values and 

norms were consistently presented. 

Families have many artifacts that they use to talk to 

the children about their lives so that children may 

maintain the culture and its traditions. The knowledge 

that children have about what these artifacts represent is 

limited at the time for the younger ones, but the parents 

already know the information they will give the children 

when they, the parents, feel that it is appropriate for 

the children to understand. 

Conclusions 

At all times in the homes investigated, there was 

oral exchange of some kind. The comm~nication could be in 

the way of a song and dance, games, play, prayer, or 
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conversation. The level of communication within the 

confines of the family is high. Parents shared stories 

about traditional values, and other aspects of the 

homeland for the children to fuel their love for the 

motherland. Parents keep a close and watchful eye on 

their children to protect them from an environment which 

they find dangerous for children. Parents want to 

preserve critical values which maintain family unity, 

respect, love (for family, friends, and God), friendship 

and homeland memories in the children's hearts. 

Children learn by doing those things that they see 

the parents doing, and parents use activities such as 

cooking and talking to have the children experience 

appropriate behavior which creates important values that 

parents want to keep in the family, namely the traditional 

food preparation rituals. In this way, and unknown to the 

parents, they are playing active roles in the education of 

their children. 

Parents are also providing for the children in the 

homes the physiological and safety needs that, according 

to Maslow's hierarchy of needs, all humans must have in 

order to be motivated to go onto the next challenge in 

life (Papalia & Wendkos, 1989). This provision was 

observed through the protection that parents give the 
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children in and out of the homes, the security of the 

parents in having someone to take care of the children 

while they are at work, the job schedule that allows for 

one parent to be at home while the other works, and the 

attention they give to the children's school activities. 

Recommendations 

The researcher recommends that all of those who come 

in contact with similar children, in particular, teachers: 

--find information about the countries the children 

come from and build the classroom curriculum from this 

data. 

--ask parents for vocabulary that is used in the 

home for all children in the class to learn new vocabulary 

and learn about the cultures of others in the room. 

--assist parents in the preservation of their values 

by knowing some of the issues that concern parents and 

that the school can encourage. 

--use simple family recipes in classroom cooking 

activities, or invite parents of the children to come and 

help prepare foods in the class. This activity will 

involve parents, improve children's vocabulary while it 

enhances the curriculum. 



113 

--allow children to bring objects from home to 

exhibit in the classroom and talk about the history behind 

the object. 



CHAPTER VI 

EDUCATION 

Parents in the study are at different levels of 

education, but this does not detract from their interest 

in their children receiving the best possible education. 

The following paragraphs present the information collected 

in the interviews and observations. 

Parents' Interest in Their Children 

Educational Activities 

Parents in the study were interested in the 

educational activities of their children para que no sean 

iguales a mi, because they did not want the children to 

grow up {"the same as me"). Parents' responses were not 

limited to one statement. Table 11 presents the frequency 

of responses. 

Also mentioned was para que progresen, para que 

aprendan dos idiomas, para que consigan un mejor trabajo 

que el que tenemos, para que se eduquen, para que tengan 

un mejor futuro, para que saquen una carrera 

universitaria, para que aprendan a leery escribir {"for 
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Table 11 

Reasons for Parents' Interest in Children's Education 

Responses 

Different/better than me 

Progress 

Education 

Better future 

Learning 

Like being someone 

Studying 

Finish 12th grade 

Learn new language 

Better job/learn to read 

University graduate 

Learn to write/be educated 

Be self-sufficient 

Number 

8 

5 

4 

3 

3 

3 

2 

2 

1 

1 

1 

1 

1 
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them to progress, for them to learn two languages, for 

them to get a better job than we have, for them to be 

educated, for them to have a better future, for them to 

have a university career, for them to learn to read and 

write"). Parents also stated that they were interested 

para que tengan una mejor educaci6n que la de nosotros, 

para que les guste el estudio, para que lleguen a ser 

alguien, para que se valgan por si mismos, para que acaben 
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el 12, para que no dependan de nadie, ("for them to have a 

better education than we had, for them to like to study/to 

love learning, for them to be someone, for them to have 

self-worth, for them to finish 12th grade, for them to be 

independent"). 

One common aspect of the participants was that they 

all talked to their children. In some cases, the adults 

helped the children do their homework and other members of 

the family helped in the general maintenance of the home 

(economically or with labor). The fact that parents 

talked to the children can be generalized to all of the 

Hispanic population. 

Children's Security 

Families worked different shifts to make sure that 

the children were picked up by either of the parents; 

thus, one of the adults worked mornings and the other 

worked nights. There were instances in which one parent 

cooked and was the caregiver until the other parent came 

home from his/her job. All of the other members of the 

family assisted parents at some point in the care and 

attention of the children. 

Teachers should try to understand parents' interest 

in the security of their children as it relates to social 

issues (gangs, drugs, teen pregnancy, violence) in the 
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host country. Parents make great sacrifices to give 

children the type of care that they, the parents, consider 

the best: parent care. As parents spend time with the 

children they talk to them and dream of the things they 

want for their offsprings. 

Parents' Expectations 

Parents' expectations of their children go beyond 

their present economic and social situation, even beyond 

what many teachers would expect given their socio-economic 

status. Expectations for their children did not differ 

according to the educational background of the parents. 

What differed were the approaches and avenues taken to 

obtain the instruction and education they desired for the 

children. Teachers need to find out about parental 

expectations of their children's education. 

Families presented several different statements. In 

order of frequency, parents and family expressed their 

desire for the children to continue studying to move 

forward in life and get an educational preparation for 

their future. Parents want the children to go to school 

and learn, to know enough to select the best career 

possible. In order to be prepared to advance more than 

their parents, they needed to go to school and not waste 

time, children needed to have high self-esteem, to behave 
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well, and to graduate from school, so that they could grow 

to be a professional to the extent of their ability. 

Parents want their children to exceed their level of 

education, to pay attention in classes. Parents want to 

secure the best education and instruction possible in 

answer to what each child wants and needs and they 

(parents) want the children to show that they are 

intelligent and learn to like school and the concepts in 

school that will yield the most in the future such as 

advanced technological information and computer literacy. 

Parents want the children to continue to love their 

culture and roots; to remember, to respect, and to love 

for everyone in the host country and in the native land. 

And above all parents want children to become people of 

worth and value. All of these expectations, if they came 

through, would result in help and support for the 

children's family and family members when they became 

adults themselves. 

In every home that was visited, parents and family 

talked about the goals they thought were the most 

significant for the children. The majority said that to 

get ahead in life, the education they received in the home 

and in school was most important. Others mentioned 

personal and economic benefits, learning, acquiring 
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respect for others, earning more money, learning the 

language, and que sean mujercitas de bien ("that they will 

be decent little women"). 

Domain #12 
Education, respect, behavior, learning 
learning, professionalism, good jobs, 

more money, better life, better 
education than parents, more 

benefits (personal and 
economic), learning 

the language 
are different types of 
PARENTS' EXPECTATIONS 

Parents offer cultural capital that supports the 

influence that adults have over students' attitudes. 

Parents provide the foundation and the schemata for what 

children do in school. 

In at least 15 of the homes, the desire was for the 

children to go to the university and obtain careers such 

as licenciado, abogado, especialista en algo en 

computadoras, doctores, notario ("lawyer, computer 

specialist, doctors, notary"). Four of the families 

insisted that the children should get a professional 

education and return to the native country. Among the 

parents with little education, they maintained a goal that 

their children would complete the 12th grade. Others said 

that it would be up to the children to decide what their 
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goals would be, and the parents would help to the best of 

their abilities. 

It is critical for educators to note these comments 

because understanding parents' expectations will give 

teachers foundations encourage the children to seek higher 

levels of education, to work harder in the academic areas, 

and to explore challenging areas in the curriculum. 

Teachers can encourage parents and students a great deal 

if they know what parents' educational expectations are. 

But teachers need to know, and the way to know is to talk 

to the parents. 

Parents' Education 

Parents' education as presented in Table 12 ranged 

from being unschooled, all the way to having a university 

degree. The degrees obtained by par,ents come from 

educational institutions which in some cases have 

different structures than the ones established in the host 

country. 

Some parents achieved professions after 12 years of 

education, while some received their professional 

education in post - secondary institutions that were not the 

traditional American college or university . Some parents 

explained that their education came from life experiences 
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and self-determination to acquire the knowledge to earn a 

living. 

Table 12 

Levels of Education of the Persons in the Study 

Type of Education 

University 

Vocational 

Post-secondary 

Secondary 

Primary 

No school 

TOTALS 

N = 49. 

Mother 

1 

2 

4 

7 

8 

22 

Father 

1 

1 

10 

5 

4 

21 

Uncles 

1 

1 

3 

5 

Friends 

1 

1 

Forty-nine of the participants responded to this 

question. Parents maintain high expectations for their 

children independently of their own level of educational 

attainment. Parents recognized their educational 

shortcomings in relation to instruction, but they 

acknowledged that they want the best for their children 

and that this best would come from their daily attendance 

in school. The vocations that some of the parents had 

would have been available to them in the United States, if 
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they could speak the language of the host country, 

English. 

Some parents achieved professions after 12 years of 

school, while some received their professional education 

in post-secondary situations. Some of the post-secondary 

education was at the vocational level but obtained in 

specialized schools. In the study, ten of the adults 

attended school beyond the United States' definition of 

high school. University education was received by one 

couple whose professions were aviation mechanic and 

registered nurse. Also, one uncle went to college. 

Another four mothers attended post-secondary studies 

and two took vocational instruction with terms of up to 

one year and received, in some instances, two degrees; 

their degrees are seamstress, tourist guide, secretary, 

accounting assistant, stenographer, commercial secretary, 

and cosmetologist (not yet finished). One father had also 

completed post-secondary studies, and his profession was 

private accountant. One adult uncle attended post

secondary school in the native country; his profession is 

nursing. 

The level of parental education influenced the level 

of involvement parents had in their children's education, 

and the encouragement the parents offered to the children 
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at home in order to achieve a better and richer education. 

Those parents with more education viewed the educational 

process differently from those with a lower level of 

education. If the parents had more education, they would 

talk about their roles in the child's instruction as more 

participatory than in the case of parents who had only 

received a 12th grade education. Parents with less 

education would state their deficiencies more than the 

parents with more education. Therefore, parents depend on 

the school and the teachers to educate their children to 

attain the levels of education that the parents expect. 

Many of the parents had not gone to school above 

grades four or six. Eight of the family groups had 

members who had attended school up to the ninth grade. 

Two parents, of the 116 subjects, had attended 10th and 

12th grades. They were in many cases under-educated, but 

they had life education and experiences that were valuable 

for their children. It is true that they could not help 

their children in some of their homework, but they knew 

how to find someone to give the children the assistance 

needed in areas such as math or reading in English. This 

assistance came from friends, neighbors, or other family 

members who the parents knew and trusted for help when 

parents felt ill-prepared. Sometimes, but very rarely, a 



parent would go to the teacher. The parents with less 

education did this more than the parents with higher 

levels of instruction. 

Native Country School Structure 
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The general structure of the schools in the countries 

is somewhat different from the one in the United States. 

Twenty-one adults (1 friend, 7 mothers, 10 fathers, and 3 

uncles) attended what is considered here as high school 

(7-12). Ten of these people reached ninth grade; 5 

attended up to the eighth grade, 5 attended up to the 

seventh grade. 

Only two reached the 10th grade, and one attended up 

to the 12th grade. Of the adults who participated in the 

interviews, one mother and six fathers learned their 

occupations in the field. 

Parental Occupations 

These occupations are construction/machinery 

repairer, carpenter, upholstery fabric cutter, 

electrician/carpenter, cake maker, baker, and car 

upholsterer. 

Domain #13 
university, institute, life, professional 

self,vocational, post-secondary 
are levels of parental 

EDUCATION 
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Of the parents who are attending or have attended 

school in the United States, the researcher wanted to know 

if going back to school had helped them in any way. The 

answers were varied, with one woman saying that she could 

not answer yet because she had just started school. 

Others said that it had helped them in different ways. 

These were some of the answers: 

--to learn the (English language) in order to 

understand more, 

--to finish a profession to advance more, 

--to get a better job, 

--to help the children with school matters, 

--to meet more people, 

--to enhance their personality, 

--to speak better English, 

--to help oneself and the children, 

--to eliminate the need for asking anyone else to 

help or translate for them. 

Strategies for Helping the Children 

Of the 22 families, 20 admitted that they did not 

feel that they were doing as great an educational job as a 

teacher could do and two families said that they felt 

comfortable in helping their children. The researcher 

considers that parents do the best job they can based on 
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their experiences and their backgrounds. They reported 

their strategies for the assistance they give the 

children. 

Parents did mention actions such as reading, 

questioning the children, showing children by example, 

practicing and repeating, telling the children how to 

solve math and reading problems, speaking to the children 

(in Spanish), and buying materials the children need for 

their instruction. They sought assistance elsewhere when 

they could not help their children. 

Table 13 

Families Who Read in the Hornes 

Responses 

Yes 

No 

Number 

19 

3 

All of the 22 families stated that someone read at 

home. In some instances, parents read to the children 

because they felt obliged to the children's education; 

some enjoyed reading as part of their daily activities; 

others enjoyed doing the activities with their children. 

In three of the families the children read on their own. 
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Nineteen mothers and eight fathers read to their children. 

Fathers and other adults in other families did some of the 

reading; occasionally other children read. Three of the 

families mentioned that the children read for themselves 

and one of the parents said that the first grade child in 

the home read to the adults porque ella sabe masque 

nosotros, lee mas que nosotros ( "because she knows more 

than us and can read better than us"). 

Table 14 

Objects Used for Reading 

Books 

Stories 

Bible 

Newspaper 

Magazines 

Anything 

Dictionary 

Objects 

Comic books/prayers 

Catechism/bills 

History of Mexico 

Mail/letters 

Pictures 

Number of Respondents 

19 

9 

6 

5 

4 

2 

2 

1 

l 

1 

1 

1 
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In the homes of the 19 families who read to their 

children, the objects of reading enjoyment were books from 

school, books that family members sent from the native 

countries, pictures with writing on the back from the 

family in the homeland, school work, homework, comic 

books, letters from family and friends, and work the 

children produced in school and at home. While in the 

homes, the researcher observed reading materials around 

the houses. These reading materials were in the 

children's rooms, in the living rooms, or in specific 

places in the homes. Some of the reading materials, such 

as the Bible, were placed in prominent places in the homes 

where the families gave a great deal of attention to the 

reading resources. 

All of the parents admitted that if the reading 

material was in English and they couldn't read it, they 

would either read the words that they could, or they would 

send the children to other people who could help with the 

reading activity. Three couples said that they used the 

dictionary to find the words that they didn't know, and 

one mother said that she used the diccionario (dictionary) 

meaning silabario (an alphabet book which contains 

pictures, words and sentences to help beginning readers), 

to teach her daughter and son to read. One of the parents 
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mentioned that the children helped in reading the bills 

received at home. 

Twenty of the mothers viewed reading as critical for 

their children's learning. Their reasons for reading were 

for the children and parents to experience more instances 

of communication, to learn more, to develop the mind, to 

become educated, to learn about world issues, to answer 

questions, to have a better future, to help the children 

learn the combination of sounds and words, to be more 

cultured, to develop confidence in the things they know, 

to enhance their vocabulary and language, and to have more 

intimacy with family abroad. They also mentioned the 

importance of reading in both Spanish and English: in 

Spanish, to preserve the native language and keep the 

language alive, and, in English, to learn a new language 

and to get a job. Table 15 presents other strategies that 

helped parents assist children in their educational 

endeavors. 

Family's Ability to Help their Children 

Parents had the major responsibility for educating 

their children. Parents assisted their children in 

learning depending on their own level of education. 

Except for three of the families, the majority of the 

participants sought help from other people to supplement 
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Table 15 

Other Strategies for Educational Assistance 

Frequency of Responses per adult 

Strategy Mother Father Uncle Friend 

Tell children to do 5 
homework 

Explain in Spanish 3 

Alone, then parent 3 
helps 

Can't help in English 3 

Get help 3 

Read in Spanish 

Tell the procedure 

Check children's work 

Give ideas 

Give options for 
behavior 

Redirect vocabulary 

Help the children 

Help with coloring/ 
talking 

Questions about 
school 

Other people help 
children 

Help with homework* 

Helps mother** 

2 

4 

3 

1 

3 

2 

3 

19 

6 

1 

1 

3 

2 

1 

6 

9 

1 

1 

1 

1 

1 

(Table 15 continues) 
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Frequency of Responses per adult 

Strategy Mother Father Uncle Friend 

Answering questions 

Children work alone 

1 

1 

* 

** 

Adolescents in two of the homes helped their siblings 
with homework, especially the sections that must be 
resolved using the English language. 

This father said that he does not help his children 
because he does not have enough schooling to do so, 
but he helps the mother in order to give her the time 
to help the children with their school work. 

the education of the children and got the necessary help 

for the children's school work, to help children succeed. 

One of the families said that el mayor que sale este ano 

de high school ha habido la necesidad de que tenga un 

asesor, alguien que lo ayude en cuesti6n de las 

matematicas porque el no tiene ayuda en la casa, es fuera 

con otra persona ("the older son who will graduate this 

year from high school has needed the assistance of a 

tutor, someone to help in math because he doesn't have any 

help at home, only outside with other people"). 

Families tried to help at home as much as they could 

and then they asked for help in the areas that were most 

difficult for them. They did say in all of the cases that 

English was most difficult for them in assisting their 
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children, but if the information could be given and was 

known in the language the family speaks, then help was 

provided to the children. In the cases of the children in 

elementary grades, help was given more easily because the 

children were in bilingual classes and reading material 

sometimes went home in Spanish. Math was easy for them. 

Domain #14 shows the methods that parents use with 

children to assist in learning materials that the children 

need in order to learn. 

Domain #14 
Reading, counting, using beans, repeating steps 

correcting and reviewing problems, 
practicing the instructions, using 

counters and manipulatives, 
talking, explaining, 

modeling, and reading 
and interpreting 

the Bible 
are methods of 

TEACHING 

If the reader remembers, the parents stated that they 

feel inadequate to teach their children. Nevertheless, 

the researcher believes that they are making use of 

similar methodologies the teachers may use for instruction 

in the classroom. 

On the occasions when information came with children 

in upper grades, there were problems for the majority of 

the parents because of the transitions into more English

related activities in which the parents were less able to 



133 

help. They explained, modeled, demonstrated, read, and 

interpreted as necessary to help their children. Parents 

used, whenever appropriate, counters and other 

manipulatives as media for the children to practice the 

school work assignment . 

Other Strategies to Help Children Learn 

Parents and adults in the family helped in different 

ways, such as modeling the behaviors they wanted the 

children to learn and repeating them over and over again. 

Parents performed actions first and then repeated them 

several times for the children to see them; then they let 

the children perform the actions that were being taught to 

them. The parents explained the information that they 

wanted them to learn, and they practiced until the 

children showed that they understood . Adults told the 

children the process to follow. They helped the children 

to complete school-related activities and games . At least 

in five of the homes, parents read, demonstrated, and 

interpreted passages of the Bible for the children to have 

new and different examples. According to the parents this 

was the way to learn about life and education. 

School and Home Education Conflicts 

Parents, as they taught about life and education, 

were worried that their children should receive as good an 
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education at home as they received at school. They tried, 

therefore, to help the children with their homework as 

much as they tried to teach them to be useful around the 

house. Some of the parents did not understand that home 

activities were as important for the children's 

performance in school as they were important for the 

children's general development in society. The researcher 

explained that all of the behaviors they mentioned were 

indeed critical in education and that parents were doing a 

good job with their children. The only difference was 

that the parents were not using the educational jargon 

that the system used: sequencing, listing steps, re

telling information, inferring, predicting, and using 

different actions to arrive at a given result. These 

terms were matched to the parents' behaviors as the 

researcher explained. 

Teacher's Knowledge of Parental Actions 

Teachers should try to inquire about the activities 

parents perform at home so they can take advantage of 

parental interest and help parents become better teachers. 

There is a great deal of potential teaching and learning 

in the homes that parents can use to help the instruction 

of their children. Teachers and parents can work together 

by sharing the information that is already present and by 
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connecting it with simple methodologies that can influence 

intellectual growth in the children from the home and into 

the school. 

Oral Language and Non-verbal Communication 

Parents spoke their native language, Spanish, at 

home. This was one important means of communication that 

was prevalent. Aside from the oral communication, parents 

and family use body language. Parents use body movements 

as part of the expressions used during the interviews to 

convey or give more emphasis to the points they were 

making. The movements added to the verbal expressions 

that were used by parents to give children clarifications 

and the assistance that was needed in the cases when help 

was offered. 

It is important to mention that body movements as 

expressive language (in Spanish or English) are integral 

parts of communication when families conversed with each 

other; they used subtle hand/eye signs and dialects to 

refer to actions and activities they performed in their 

native countries; they looked at each other and talked 

with their eyes. Thus, a touch here and there means 

something more than just the act. A touch "tells" the 

children about their behavior, where to go, what to do. 
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A touch is also a demonstration of love (hugs and kisses), 

protection, and friendship (shake of hands). Touching 

demonstrates another way parents showed love to their 

children. The way that parents looked at their children, 

the play activities between a parent and the children, 

the conversations between parents and children are rich, 

more than words. The words take on a second place to the 

actions of the people involved in the conversation. 

The looks between parent and child show more love and 

adoration than looking in the eyes of a parent talking 

about a child. When the child is the first in the family 

who can read and write, this look becomes more prominent-

a measure of communication and expression--the admiration 

in the eye of a parent who sees the future of the family 

in this child's education. The hope of the family lies in 

the prosperity of the child to end the cycle of poverty 

and poor education in the house. 

Curiously, the body movements were not only for the 

children's benefit. Adults responded to the non-verbal 

communication also. At times while the researcher was in 

the home interviewing, parents would look at each other to 

control the amount of information that the researcher 

should get. 
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One parent would redirect the conversation to 

different levels as the other parent was talking. Parents 

would "say," without stopping the sentence that they were 

uttering, "stop or change the conversation." Non-verbal 

communication is important because it effectively 

transmits ideas within the group, and reflects a person's 

feelings about a given situation. 

Non-verbal Communication and Teachers 

Teachers must realize that these non-verbal exchanges 

are important because the children and other family 

members understand that eye, hand, and body movement lend 

to special communication between people, and they react to 

these actions. Children learn to look for these actions 

and movements and learn to ignore them, too, especially 

when they represent a reprimand. For example, while the 

researcher was in the homes, eye movements indicated to 

the children to behave, to move to other areas, or to stop 

a specific behavior that was bothering the parents at the 

moment. 

Parental Attitudes towards Schools and Teachers 

Not many of the parents talked about the teachers in 

school. The majority of the parents were satisfied with 

the results of the instruction their children were 

receiving. One of the participants stated that education 
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in this country could be different in that children should 

not be given "social promotion," but maintained and helped 

until they learned the basics, at least in reading and 

writing. Another parent expressed the need for the school 

to take the children on more elevated cultural field trips 

as part of their educational experiences. Examples of 

such educational experiences could be the theater or the 

museum of art where the children could learn more cultural 

experiences. 

Parents were offered the option of a taped or non

taped interview . If they accepted taping, they could turn 

the machine off at any time. In some instances, the 

recorder was turned off (at the participant's request), to 

allow them the freedom to express feelings toward their 

child's teacher that could not be on tape. This meant 

that some of the information could not be used in the 

presentation of the information. Later, the researcher 

got permission from one parent to use this information as 

part of the discussion because the situation had changed. 

In the parent's view, the child was not getting the 

benefit of what was considered a good education . The 

teacher was not assuming roles that were considered within 

the limits of the educational system. The parent was 

worried that the teacher was not giving the child 
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appropriate instructional tools to grow. In this case, 

the parent feared questioning the teacher's ability to 

educate the child. The parent was afraid of consequences 

in demanding education for the child, and the parent was 

fearful of the consequences of going to higher authorities 

to get the education the child needed. 

The researcher probed to find out if the parent had 

made any efforts to talk with the administrator of the 

school. The parent expressed fear and disappointment 

toward the teacher's lack of integrity, but would not go 

to the administrator. The researcher asked the parent 

about other teachers in previous years. The answer was 

that the level of comfort with other teachers was high; 

there were no concerns with other teachers. This one 

teacher made a difference in the attitude of the child and 

the parent. 

There was another parent who let the recorder run. 

This other parent expressed an opinion without conflict. 

The situation in this case was with the type of program 

that the child had been placed in and that the parent did 

not agree with. 

Parent Empowerment 

There are several point~ that are critical in this 

section for the reader to notice. The disempowerment of 
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the parents to question the school's activities is a 

factor for parents to tend to avoid school visits. The 

researcher feels that the system should make a greater 

effort to empower parents with the necessary educational 

information for them to feel comfortable with questioning 

inconsistent educational practices. Perhaps these 

particular parents would have difficulties with this 

knowledge, not because of the information, but because of 

the values and norms they were brought up with that tell 

some of them that the teacher should know best about 

instruction. The researcher assumes that independent of 

parental educational attainment, there is an inner feeling 

that tells when one's child is growing intellectually. 

Therefore, parents should have the right to question and 

get answers from teachers about the children's advancement 

or stagnation. 

Parents in some cases felt that the did not 

understand the instruction that their children were 

receiving in the school. In order to give parents the 

knowledge that gives them power, teachers should explain 

the programs in which the children are involved. This 

explanation does not have to consist of the methodological 

basis of the program, but of the benefits of the program 

when teachers and parents meet. 
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The researcher believes that explaining the program 

to the parent informs them, turns them into advocates for 

education, and encourages the parents to help the child. 

Parents can become frustrated when they feel they have no 

authority to say anything about a situation in school 

because "it is not their place to question the teacher." 

The parents who are more vocal in school were those with 

the higher levels of education. 

Concerns about Education in the Host Country 

Parents are dissatisfied with social promotion 

because parents want children to learn to read, write and 

add, as they know children in their countries are 

learning. Parents know their own difficulties with 

reading and writing in any language. They expressed their 

dissatisfaction with passing children from one grade level 

to the next without basic reading and writing abilities. 

One parent specifically expressed that the children 

could not learn more if they could not read the material 

needed to learn. In addition, this parent expressed 

difficulty in helping the children because of a personal 

low reading and writing ability (in this case, both 

parents in this particular home had low reading and 

writing ability, and one parent in the rest of the homes). 

Reading and writing concerns are valid in relation to the 
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children's social promotion, for parents want their 

children to learn to read and write in the grade so that 

they may be better prepared for the following grade. 

In terms of the cultural capital, parents, like 

bankers, are looking out for their investment. The 

researcher offers the following analogy: the bank in this 

case is the children, the managers are the educational 

system, and teachers are the tellers. Parents are putting 

emotional/educational/traditional deposits in the bank, 

and as any other investors, they are following the growth 

of their investment. 

Parents expressed their desire for more diverse 

cultural experiences that would impact the education of 

the children. Whereas the researcher mentions that some 

parents lack high levels of education, this is not to 

denigrate the participants but to make a point. Some of 

the parents in the research recognized their shortcomings 

in the area of education; they can identify those factors 

that would make their children more successful in life 

than they have been if they get the appropriate education. 

They have specific ideas of the cultural aspects of life 

that will make the children have a better education, for 

example, visits to parks where artists exhibit their work, 
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interaction with artists. 
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This is not to say that the other parents did not 

recognize the situations. It is to say that these parents 

did not feel the authority to question, perhaps because 

they did not have the ammunition to retort if asked the 

reason for their query. 

Communication between Parents and Teachers 

The parents' lack of skill in the use of the English 

language made them feel disempowered. Parents expressed 

difficulties communicating with the teachers of the 

children because they did not know the language. The 

researcher thinks that parents should find ways to learn 

the language for the following reasons: the linguistic 

gap between parents and their children would not exist, 

and parents would be able to assist the children in the 

language of the school. Aside from the concerns mentioned 

above, the only other concern in parent's minds were about 

the children's placement in classes with teachers who 

could not communicate in Spanish. They viewed the 

placement as positive in regard to learning English--the 

difficulty was in the communication between parents and 

teachers--unless there was an interpreter. This 
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another problem. 
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Parents expressed that communication with the dual 

language teachers was easy, but with the teacher/ 

interpreter sometimes communication was a little 

difficult. Nevertheless, communication through an 

interpreter was appreciated by all. The concern was 

related only to the areas of the conversation that related 

to the intimate parent/child home life. Parents said that 

they experienced a better rapport with those teachers who 

demonstrated their interest in the child by contacting 

them frequently. 

Teachers that visited homes were more accepted than 

those who did not. Thus, parents got an opportunity to 

talk to teachers in the privacy of their own home. The 

parent was in control of the environment; the environment 

was not as threatening for the self-conscious parent who 

does not know about education. The environment at home 

allowed the parent to demonstrate cultural behaviors that 

gave way to conversations of a different nature than 

school. 

The researcher had visited with parents over the 

summer and during the school year. Parents said that they 

felt welcomed by the staff on many occasions when they 
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visited the school. Those with the facility to 

communicate a little better in English did not report 

conflicted feelings towards the educators. Positive 

traits about parents' educations that they would like to 

see preserved in their children's education were respect 

and instruction; reading and writing; discipline; learn, 

use, and maintain manners; more moral education; health 

and cleanliness (especially for girls); behavior control; 

religious education; cultural education and preservation 

of home culture; and as much technological information as 

possible. 

Parental Level of Comfort in Schools 

The researcher wanted to know if the parents felt 

free to ask questions and show their level of knowledge at 

the children's school. Not many of them answered this 

question. The researcher interprets this non response as 

cautiousness or trying to avoid trouble due to possible 

repercussions on their children. Those people who 

answered said that they felt as comfortable in their 

communication with the school as their linguistic ability 

allowed them. As mentioned previously, the level of 

comfort depended on the teacher's interest in their 

children. 
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The researcher believes, based on information 

presented by parents, that the comfort level of parents in 

talking to teachers and in expressing their level of 

knowledge depended very much on the educational level of 

the parents and the circumstances of the conversation. 

They did express feeling comfortable coming into the 

schools and gave their input in relation to the 

modifications they would like to make education more 

efficient. Some of the parents talked about buildings, 

others talked about teachers and others talked about 

children. Some information was presented concerning the 

similarities of schooling and instruction in this country 

and the native countries. 

Input Related to School Facilities 

Some of the parents talked about buildings, saying 

that there are better facilities here than in their 

countries and that they would like the children to make 

use of these facilities to learn. Other parents talked 

about teachers, saying that teachers in this country 

deserved much more control of the classroom and respect 

from the children; also they said that they would like to 

see more closeness between the schools and the homes 

because this would result in better education for the 

children. One of the parents said that teachers did 
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their own educational experiences. 

Decisions about Children 
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Parents expressed the need to have more control and 

more uniformity in making the decisions about the 

children. One of the parents said that she was in favor 

of school uniforms because it would help to diminish 

confrontation between children who dress better than 

others who were poor. It would also lessen stereotyping 

children by their dress. 

Changes in Education 

Some information was gathered about the similarities 

and differences of schooling and instruction between the 

host country and the native countries. All of the parents 

accepted that educational methods have changed, but the 

objectives of education are the same everywhere. 

The parents mentioned the changes that available 

technology have placed on the intellectual development of 

children and the need to get this new technology to all 

children. Because some of the participants did not have 

all of these advances--they developed a love for the land 

and the country--but since their children have this 

advantage, they wanted their children to share in this 

wealth. 
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Most parents said that education in the native land 

was better because teachers there have more control of 

children's behavior: they worked harder because they did 

not possess all of the economic problems that intervene 

here in the attention that some issues get. Yet, children 

in their countries were doing more at certain ages than 

children in the host country. For example, they said that 

children in their countries at second grade level were 

reading more fluently than children in the same grade of 

the present school system. Parents were split on this 

issue. 

Another issue that came out was that students and 

teachers do not value material things as much, perhaps, 

because the economy allows them to get replacements 

easily. Nevertheless, one point that every parent agreed 

upon was that the economy made the greatest difference in 

the education between the host country and the mother 

land. 

Cultural Capital Items Having Implications for the 

Curriculum 

There are many artifacts that could be discovered 

when a teacher makes a home visit. These can be used in 

the classroom to talk about cultures or to add value to 

the lessons presented by teachers. There were many 
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instances when the researcher found actions of the parents 

or words in the conversations that could be added to the 

classroom's curriculum. These areas in the study are: 

--food preparation and cooking, 

--vocabulary such as love, adoration, milpa, 

--activities children do with parents, 

--travel, 

--parents' jobs in which children participated. 

These areas could be used by teachers as part of a 

unit, as a learning tool to create an experience for the 

children in a given subject of the curriculum, or as the 

center of a series of experiences for the children. The 

curriculum could also be enhanced by bringing in parents 

to talk, to prepare foods, or to help in the classroom 

with the children. 

The researcher recommends the following curriculum 

additions: create recipes with the foods that the 

children ·1ike to eat that are different from those 

regularly eaten in the host country; talk about the types 

of cooking instruments or utensils that are used for the 

preparation or cooking of foods; explore the ideas 

children have about words such as love, adoration, milpa, 

and other vocabulary that parents could give the teacher; 

use the vocabulary to expand children's knowledge of the 
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world; look into the activities that the families do 

together for children to talk about the processes; talk 

about parents' procedures for those known activities, if 

the actions are significantly different from other actions 

in the classroom. 

When the children are out for traveling purposes, ask 

them to bring paper souvenirs, and travel brochures from 

the country they visit, or even pictures of the people 

they visit with (if allowed by parents) to share with the 

group. Talk about ways to travel and length of time spent 

on the way to the country or city. Invite parents to talk 

about the ways that they handled lodging, foods, and 

restaurants; if the family went to another country let the 

children talk about the differences of the money in that 

and this country. Allow the children to present names, 

and relationships of people visited through pictures in 

family photo albums. 

In situations where there is a job that children do 

with parents, invite the child to talk about the job, the 

instruments or tools. Teachers need to find the 

vocabulary, help the children sequence actions and 

correlate with the time frame in terms of children's age. 

In terms of teaching sequencing, teachers should explain 

the roles of parents and the actions of the children 
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within the job, the benefits for the children of working 

with parents, the procedures that they learned together, 

the places where the job is done, the other people 

involved in the jobs, the role of·the other parent and/or 

children in the completion of the job. The aspects of 

process analysis to include become the money invested or 

gained from the job (and if not money, what was gained as 

a result of doing the job), and what other learning 

experiences will the children acquire from the experience 

with the job. 

Specific actions that children can perform in class 

include: to talk about the things they do with parents or 

older family members, to draw pictures about places and 

objects they see and then explain them to the classroom 

students, to compare their experiences with similar 

situations and other children's experiences. Children can 

also write about what they see, live, and do as they come 

in contact with other people, and children can write about 

the experience of traveling, cooking, or working with a 

parent. 

There is a myriad of insights that a teacher can 

obtain with one visit to the home. There are too many 

factors in the children's lives that teachers must 

understand that can not be observed in the classroom. The 
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researcher insists on expressing the critical importance 

of a single visit to the home of the students in a 

classroom. 

Summary 

The researcher considers this information important 

for the implications it has on the expectations of the 

parents about the children's education. There is a level 

of appreciation for the differences between the host 

country and in the native land. 

Parents have experienced what the children may never 

experience. Living in two different cultures and 

experiencing two different situations may be unique to 

older generations. Parents can compare education and 

schooling in their countries and in the host country and 

view the differences as experts, not professionally but 

personally. Parents can see material objects that they 

did not have yet want for their children. Parents and 

children, in the host country, can obtain educational 

rewards unavailable in the motherland. However, the 

majority of the parents still want to live and enjoy 

aspects of the life that was left behind. 
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Conclusions 

The researcher concludes that parents have power 

which has been acquired through their particular 

experiences. Those parents with the confidence of more 

education can voice their opinions and make a greater 

difference than the ones who are fearful of the 

consequences of their acts for the sake of the children. 

Recommendations 

Education is one of the most powerful ways to arm a 

group of people for their interaction in society. Parents 

demonstrated that their goals for their children are to 

obtain the best education that the school system can 

provide for the children's future. All of the parents are 

interested in their children's instruction, but not all 

possess the necessary educational equipment to aid the 

children in getting the home assistance that is needed at 

all times. 

The researcher recommends: 

--to learn more about what is typically happens in 

their students' homes. 

--to find out the expectations of the parents and the 

possibilities of their helping the children. 
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--to give parents information about the programs that 

are in place in the children's classes so parents can 

understand what the children are doing. 

--to offer the parents the opportunity to come to the 

school or the class and interact with the children, 

share some information about their cultures and also 

offer input about the areas of education that they 

know. 

--to learn more about the vocabularies and activities 

that children and parents use with their children that can 

be used in the classroom to exploit other curricular areas 

for the benefit of all children in the classroom. 

--to know more about the cultural capital of the 

children and the family's influence on education. 

--to understand that the parents feel powerless when 

they come to school and cannot communicate with the 

teachers because they are fearful of reprisals. Teachers 

should try to put the parents at ease by opening the doors 

to more exchange. Empowerment of parents will expedite 

this connection. 

--to know what cultural capital parents and families 

bring with them, and use it for the benefit of the 

children. 



--to exploit the fact that parents are willing to 

help if teachers tell them how to help. 
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CHAPTER VII 

SUMMARY OF FINDINGS 

Parents spoke about how they assured that their 

children maintained their cultural capital. The parents 

were very interested in the preservation of their cultural 

patterns because, as was stated by several of the 

responses in the interview and in conversation with the 

families, en este pais las cosas no son como son en los 

paises de nosotros, aqui no hay respeto por los padres 

(''in this country things are not like they are in our 

countries, here there is no respect for parents"). 

Maintaining Values 

Parents worked hard to keep the respect of their 

children. Although the parents lacked formal education, 

they were interested enough to get their children the help 

they needed. They assisted, ·according to the level of 

education, to maintain some of the traditions and parts of 

their culture even when they did not feel that they were 

doing a good job. The researcher considers this effort 

important because the parents did not feel that their 

words and behaviors were addressing the education process. 
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These parents were interested in the maintenance of 

values because they were brought up with values, and the 

parents believe that their children would benefit from the 

knowledge and preservation of these values throughout 

their lives. The families learned to behave in ways that 

they admitted not liking only to get the children to 

repeat the actions because of the advantages they would 

bring to the children and to satisfy educational progress. 

Parents also learned to use the information they knew and 

to hand down to the children even if it was in the 

language used at home. It was interesting to observe the 

four families that reported having books about God in the 

home and that actually read these books, because this is 

not an activity that children would mention as they talked 

about their homes. Parents saw having books as a critical 

behavior going as far as to buy children's books about 

God. 

Culture was maintained through the language, the 

artifacts they had in the homes that came from the home 

countries, the clothes, the foods, the family beliefs, and 

the behaviors that were important for the development of 

family. Parents and family members were concerned, as 

part of their culture, with the linguistic abilities of 

the children in the home. The interest was basically to 
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maintain the Spanish language and to learn the English 

language. But within that interest was the desire for the 

children to go back to the country of their ancestry and 

get showered by the culture they should have known during 

their stay in the host country. 

The homes possessed _at all times an interactive two

way communication between parents and children and also 

with the other people who lived in the homes. Parents had 

great desires for their children to be respectful, 

attentive to family and friends, living with God, and 

living for education. They were concerned with the 

progress of the children, the main reason some gave for 

migrating to the host country (the United States), but 

they tried to preserve the cultural patterns of the 

homeland as much as possible. 

Views of Education 

Parents viewed education as teaching and learning, 

equal to the native country, but recognized the advantages 

that the education in the United States offered their 

children. However, they also stated the areas of their 

education or of the education in the native countries that 

were, in their minds better than here. Adults saw 

education as a school-related activity. Parents saw their 
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actions at home as a natural consequence of the 

responsibilities of forming a family and having children. 

They also saw themselves as the people who could hinder 

the children's progress by not being able to provide the 

necessary assets to complete the formation of their 

children's personality. 

Role of the Parents 

Parents need education and assurance that their· 

behaviors at home were contributing to school-related 

instructional progress. Parents need empowerment to 

understand their opportunity to question the education of 

their children and to go before the authorities to get the 

desperately wanted education for their children. Some of 

the parents also need to be instructed by the teachers in 

how they can contribute and how they c~n help the children 

at home. 

All parents saw their parental role as important. 

They either saw a wide angle of responsibility, the many 

ways in which they could help their children, or the need 

for education to do the job they could not do. Depending 

on the level of education, some of the parents viewed the 

instruction of their children, the maintenance of the 

family structure, and the importance of the child's input 
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and cooperation in household matters as part of the 

child's development and contribution to the group's 

progress; others saw the children's instruction as a way 

for the children to surpass the parents' lifestyles. 

In a society in which there are so many single family 

homes, the group that participated in the study maintained 

the structure of the two parents home almost 100%. In 

addition the majority of the homes had other adults to 

assist in rearing and educating the children. These homes 

were rich in family involvement, warmth, strong functional 

family relationships, with the provision for young ones of 

well being, education, and personal/moral examples, and, 

finally, intense and varied relationships from which the 

children obtain benefits. 

The participants had values that preserved the 

cultural capital and their identity: values related to 

religion, behavior, and practical knowledge. These 

parents do not need education in parenting skills; they 

need to have knowledge of the programs their children 

receive that will give them the power (based on knowledge) 

to motivate the children to move forward. 
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Overall Recommendations 

--Cultural capital is an investment in the future. 

Funds of knowledge are part of this investment. It is, in 

part, the maintenance of the traditions and values of the 

family. Teachers need more knowledge about cultural 

capital and funds of knowledge to make the educational 

process more fulfilling. Thus, this researcher would 

suggest that all school personnel learn more about 

enhancing cultural capital and finding the funds of 

knowledge in the families. 

--Teachers, look at your students more. Learn their 

personalities as much as possible to conform parts of the 

instruction to meet their needs. 

--Children in school need to be in contact with 

Hispanic literature and other more formal educational/ 

traditional/sophisticated literature that will complement 

intellectual development. 

--In the same way that the children's cultural 

capital is enhanced, parents should be engaged or invited 

to participate in part of this growth. 

--Teachers would benefit more if they used 

information that children brought from home to build the 

instruction each child need for the benefit of the entire 

class. 
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--Parents in the study want to help teachers, because 

they want their children to progress. Thus, school 

systems should make every effort to get the parents to 

share their knowledge with teachers. 

--Teachers, learn about the different cultures in 

your classroom to give the children what they need. But 

it must be based on what the children already bring from 

the homes and their cultures. 

--Teachers and school personnel need to invite 

parents to be involved in the school by giving them the 

power to come into the building, interact with teachers, 

to express their knowledge about instruction and other 

issues related to their family. 

If the researcher were to put into a chart the 

strengths and weaknesses of the participants, as presented 

in the paper, the chart would have the following format. 

Strengths 

--Unity between the family. 

--Presence of both parents. 

--Constant conversation in the homes. 

--Maintenance of ·cultural patterns is enforced in the 

homes. 

--Desire to maintain traditions. 

--Desire to maintain the language. 



--Desire of parents to see the children go back to 

the motherland. 
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--Conversation about the differences between the 

young ages and the lives of the parents and the children. 

--Counsel to the children by mothers and fathers. 

--Adults working to provide the children with their 

needs. 

--High expectations for the children's future. 

--Love, admiration, and sometimes adoration on the 

part of the parent. 

--Apprenticeship by learning. 

Weaknesses 

--Language barrier could grow between parents and 

children if the linguistic culture is not maintained. 

--Educational level of some of the parents, which 

will not allow assistance to the children. 

--Even the parents who are educated experience 

instances when they can't help the children in English. 

--Low income due to language barrier and to 

education. 

This is the way the researcher conceptualizes the 

strengths and weaknesses of the families in the study. 

The weaknesses could be transformed into strengths for 

some of these and other families by giving them the 
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necessary education to understand that they are a valuable 

part of the system of education and instruction of the 

children and that they are a vital extension of the 

process with the influences they exert at home. 

After Thoughts 

The researcher feels compelled to present the 

following information because the reader, teachers or 

administrators, parents or volunteers, need to understand 

the critical aspects of this study. Many educators will 

feel that because they do not live in the community, they 

do not have the obligation to visit the children at home. 

However, the researcher will argue that, with a visit, the 

teacher can find a wealth of information from what is 

seen, heard, and even touched. 

Parents feel a closeness to the educator who 

experiences even for a moment their environment and their 

way of living. This visit could represent a new 

perspective for teachers of the children and ways they 

live and interact with each other and their families and 

friends. Teachers would understand that there is a wealth 

of information waiting to be collected from a person who 

can make a difference in the lives of the children. 
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The researcher would like to talk about the feelings 

experienced by going into the families' homes during the 

data collection level of this process. Talking with the 

families in the homes brought back memories of 

conversations the researcher had at home with personal 

family members. After each of the interviews, families 

would invite the researcher to stay for a few minutes and 

relax and talk about the experiences of both, researcher 

and family members, that were not part of the process of 

interview but was part of the visit to the home. 

This was the time when the researcher could be 

receptive to the actions of the children, could observe 

the actions and movements of the parents, and other family 

members who lived in the homes. The researcher could also 

observe the home for contents and for traffic of the 

people who resided in the home. 

It was also critical during the development of the 

study that parents shared information about those parts of 

their traditions, such as names of foods, names of certain 

condiments for preparation of foods, ways to prepare 

foods, and invitations from the families to come back into 

the homes and sit with them and join them for lunch or 

dinner. The homes are warm, cozy, full of life. Yes, 

some of them lack the luxuries that others in the large 
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society have, but the peace and love that exist in the 

homes is wonderful. The way that these parents look at 

and after the children is exhilarating. The unity in the 

families is extreme, yet not stifling. The researcher saw 

so much movement in the homes that it reminded her of the 

classroom where the children constantly move from place to 

place, from activity to activity. 

There were several instances when the researcher 

paused and watched the children: the energy at play, the 

energy in the home, the energy expended in greeting a 

parent when he or she arrives from work. It was 

invigorating to see the children jump on mother's or 

father's laps and just stay there, or others who fought to 

be the one in a parent's arms first, or to see the looks 

of the mothers or even fathers when they talked about 

their children who will be the first to get "a good 

education." To see parents almost stop breathing when 

they talked about their children and the expectations for 

their future was overwhelming. 

All of the above created the foundation for the 

researcher to ask teachers to visit the homes or the 

closest area to the homes, to see how and where the 

children spend time, interact, or play, to see who is 

there when they come home, to see who loves these 
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children. In this role the teacher is the learner, the 

learner of the reality in which the children are reared, 

the learner of the vocabulary that may help the teacher 

enhance the classroom curriculum, the learner of life as 

seen through the eyes of family interest and love. 

The researcher feels that in some cases teachers do 

not want to see these realities because we tend to get 

comfortable in our personal worlds. Nevertheless, there 

is a mission in teaching that we cannot ignore. That 

mission is to give children the best education and 

instruction possible, to elevate their experiences and 

culture to the highest level possible, to use every means 

accessible to us, as teachers, to find the knowledge that 

comes with the child, and move forward with each of the 

students we have to educate. 

Finally, teachers must help to get children and their 

parents and family to communicate and share those 

experiences that make their background rich and that 

connect with the history of the host country. Teachers 

are helping the children to create a world of knowledge. 

Knowledge does not and should not take place in a vacuum, 

separate from other knowledge. If this is what school is 

about, then there is enough information for teachers to 

work within the homes of the children. As teachers we 
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need to look, communicate, help, know the background, and 

the expectation for the children we teach, to make a 

better instructional support experience for parents and 

their children. 
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APPENDIX A 

Permissions to Conduct Study and to Enter 
the Homes of Participants 



November 18, 1993 

Ms. Placida S. McDonald 
1504 DWlcan Way 
Cai:rollton, TX 15006 

Dear Ms. McDonald: 

The Research Committee reviewed and has appro,ved your proposal to co_nduct research on socio
cultural influences-of families of children '!at promise" using students in the Dallas Indepe::ndent 
School District who were your pupils at William·L. Cabell Elementary School sometime during 
the last three years. . 

Please be sure that my office receives a copy of your dissertation for archival purposes. Good 
luck on your study. I look forward to reading its results. 

Sincerely, 

~u~ 
Wallace Carter, Ph.D. 
Office ofinstitutional Research 

cc: Ms. Wanda Huckaby 
Principal 
William L. Cabell Elementary School 

Dallas Independent 
School District 

Chad Woolery 
Acting General Superintendent 

3700 Ross Avenue 
Dallas, Texas 75204-5491 
(214) 824-1620 
Box SS 
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CRANTS ADMJ.NISTR.~TIO,-...: 
January 6, 1994 

Placida McDonald 
1504 Duncan Way 
Carrollton, Tx 75006 

P.O. Box 22939 
Denton. TX 76204-0939 
Phone: 817/696-3375 

Dear Placida McDonald: Social Security #: 462-47-9111 

Your study entitled "Sociocultural Influences ofFamiliesofChildren "At Promise"" has 
been reviewed by a committee of the Human Subjects Review Committee and appears co 
meet our requirements in regard to protection o'f individuals' rights. 

Be reminded that both the University and the Department of Health and Human Services 
(HHS) regulations typically require tha.t agency approval letters and signatures indicating 
informed consent be ol?tained ffom all human subjects in your study. These are to be filed 
with the Human Su~jects Review Coµuajtt~.e. ft..ny exception to this requirement is noted 
below. Furthermore, according to HHS regulations,. another review by the Committee is 
required if:your project changes. · 

Special provisions pertaining to your study are noted below: 

The filing of signatures of subjects with the Human Subjects Review Commit tee is no l 
required. 

Other: 

_x_ No special provisions apply. 

cc: 

Sincerely, 

Gk~ 
Chairman 
Human Subjects Review Committee 

Graduate School · 
-Dr. Peggy Lazarus~-Early Child]loo4. & Special Education 
Dr. Lloyd Kinnison, Early Childhood & Special Education 

A Comprthmsfrt Publie Unii>mily PrimArily for Womtn 

An Eqwl Oppo,1unity/A/fi~liw Action Emplqytr 
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MANTENIENDO EL CAPITAL CULTURAL: UN ESTUDIO 

DE 22 FAMILIAS HISPANAS 
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INVESTIGADORA: 
Placida Scantlebury-McDonald 

NUMERO DE TELEFONO: 
(000) 000-0000 

· Esta usted por este medio invitado/a a participar en 

el estudio de las influencias que ejercen las familias en 

nifios de ascendencia Hispana. El prop6sito del estudio es 

para comprender la base social y academica de las familias 

de ascendencia Hispana. Necesito la cooperaci6n de usted 

y de su familia y su autorizaci6n para realizar dos 

visitas a sus hogares. Las visitas duraran 

aproximadamente dos horas. El objetivo es para obtener 

informaci6n a traves de observaciones, entrevistas y toma 

de fotografias. Los beneficios del estudio seran un mejor 

rendimiento de los estudiantes; el personal de la escuela 

estara mejor preparado para asistir a los estudiantes en 

su desarrollo total; los estudiantes se beneficiaran en la 

cercana relaci6n entre el hogar y la escuela. 

Su participaci6n consistira en la firma del 

consentimiento para participar en el estudio, acordar un 

horario para las visitas de la investigadora, responder al 

cuestionario (oral y escrito), y permitir que la 

investigadora observe las actividades familiares de su 

hogar. La investigadora es responsable de mantener toda 
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la informaci6n obtenida en secreto absoluto de la vista y 

conocimiento de ninguna otra persona que no sea la persona 

que dirige la investigaci6n. Ningun nombre de los 

participantes sera usado en la presentaci6n de la 

informaci6n. Toda informaci6n delicada y confidencial tal 

como edades, por ejemplo, seran categorizadas en grupos 

para proteger la privacidad de los participantes. 

Si tiene usted alguna interrogante sobre la manera 

como se llevara o se conduce esta investigaci6n, haga 

contacto con la Oficina Administrativa de Investigaciones 

y Becas de Texas Woman's University (817) 898 3375. Si en 

algun momenta tuviera usted preguntas sobre el estudio y 

su participaci6n, por favor sientase en la libertad de 

llamar a la Sra. Placida s. McDonald al (214) 000 0000, a 

la Dra. Peggy Lazarus al (817) 898 2271, o a la oficina 

arriba mencionada. 

Su participaci6n en voluntaria. Sise niega a 

participar no envolvera pena, represalia o perdida de 

privilegios para usted o para su estudiante. Sepa usted 

que a su discreci6n puede usted terminar su participaci6n 

en el estudio sin perdida de privilegios para usted o para 

su estudiante. Al firmar este consentimiento el perniso 

incluye la participaci6n de la familia en el estudio. 
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Una oferta de responder a todas mis preguntas sobre 

el estudio me ha sido hecha y se me ha dado una copia del 

consentimiento firmado y con fecha. Si hubieran procesos 

mas ventajosos para mi, me has sido explicados. Una 

descripci6n de los posibles inconvenientes y reisgos, 

razonables as estudio, han sido discutidos conmigo. 

Entiendo que puedo terminar mi participaci6n en este 

estudio a mi conveniencia. 

Padre o guardian Fecha Placida s. McDonald Fecha 

Si el entrevistado es menor el padre o guardian debera 

firmar. 



TEXAS WOMAN'S UNIVERSITY 

CONSENT TO PARTICIPATE IN RESEARCH 
MAINTAINING THE CULTURAL CAPITAL: A STUDY OF 

22 HISPANIC FAMILIES 

INVESTIGATOR: 

Placida Scantlebury-McDonald 

TELEPHONE NUMBER: 

(000) 000 0000 
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You are hereby invited to participate in the study of 

the influences that parents of Hispanic children have in 

their education. The purpose of the study is to 

understand the social and academic foundation of families 

of Hispanic background. I will need your family's and 

your cooperation, and your authorization to visit your 

home at least on two occasions. The visits will be 

approximately two hours long. The objective is to collect 

information through observations, interviews, and picture 

taking. The benefits from the study are expected to be a 

better understanding of the students; school personnel 

will be better prepared to assist the students in their 

complete development; students will benefit with the close 

relationship that will be developed between home and 

school. 

Your participation will consist of the signature of 

the consent to participate, to schedule a time to visit 

your home, to respond to the questionnaire, and to allow 
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the researcher to observe the home activities of the 

family. The researcher will be responsible to keep all 

information in absolute confidentiality from any person 

who is not the participant or the director of the 

research. Names and delicate information will be used in 

the body of the presentation of the information. All 

confidential information such as ages, will be placed in 

categories to protect and ensure participants' 

confidentiality. 

If you should have any questions about the way in 

which the study is or will be conducted, please get in 

contact with the Administrative Office of Research and 

Grants of the Texas Woman's University (817) 898 3375. If 

at any moment during the development of the study you 

should have any questions. please feel free to contact 

Mrs. Placida Scantlebury-McDonald at (214) 000 0000, or 

Dr. Peggy Lazarus at (817) 898 2271, or the above 

mentioned office. 

Your participation is voluntary. If you do not 

desire to participate, your action will not involve any 

reprisal or loss of privilege for you or for your student. 

At your discretion you are free to end your participation 

in the study without loss of privilege or reprisal against 



you or your student. By signing this consent the 

permission include all people living in the home. 

An offer has been made to respond to all of my 

questions about the study and I have received a copy of 

the consent signed and dated. If there were any other 

more advantageous processes for me, they have been 

explained to me. A description of any possible 

inconveniences and risks, reasonable to the study, have 

been discussed with me. I understand that I am free to 

end my participation in the study at any time. 
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Parent or guardian Date Placida s. McDonald Date 

If the participant is a minor, a parent or guardian 

must sign. 
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TEXAS WOMAN'S UNIVERSITY 

Nosotros, los abajo firmantes, damos por este rnedio 

nuestro consentimiento pare que nuestras voces o imagenes 

sean grabadas por la Sra. Placida Scantlebury-McDonald, 

actuando en este dia bajo la autoridad de la Universidad 

de Mujeres de Texas (Texas Woman's University). 

Entendernos que el material grabado hoy, (cassettes o 

fotos), puede estar a la disposici6n de los prop6sitos 

educativos, de informaci6n y/o de investigaciones; y 

consentimos a que se usen. 

Por este medio liberamos a la Universidad de Mujeres 

de Texas (Texas Woman's University) y la abajo firmante 

quien actua hajo la autoridad de la Universidad de Mujeres 

de Texas (Texas Woman's Univarsity) de todo reclamo que 

surja tal como toma de fotos, grabaciones, reproducciones, 

publicaciones, transmisiones, o exhibiciones como esta 

autorizado por la Universidad de Mujeres de Texas (Texas 

Woman's University). 

FIRMA DE LOS PARTICIPANTES* 

Fecha 

*********** 
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El consentimiento de arriba ha sido leido, discutido, 

y firmado en mi presencia. En mi opinion, la persona que 

firma dicho consentimiento lo hizo libremente y con claro 

conocimiento y comprensi6n de su contenido. 

Representante autorizado de la 
Universidad de Mujeres de Texas 
(Texas Woman's University) 

Pecha 

*Si el participante es menor, un pariente o guardian 

debera firmar por el o ella. 
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TEXAS WOMAN'S UNIVERSITY 

We hereby give our consent for our voices and images 

to be taken by Mrs. Placida Scantlebury-McDonald, who is 

acting this day on the authority of the Texas Woman's 

University. We understand that the taped information (on 

film or on cassette), could be at the disposal of 

educational purposes, of information purposes and of 

investigations; and we consent to this use. 

We hereby liberate the Texas Woman's University and 

the signee acting on the authorization of the university, 

of any claims that could come from such picture and taped 

sessions, transmission, or exhibition of the materials as 

authorized by the Texas Woman's University. 

PARTICIPANTS' SIGNATURES* 

Date 

******* 



The above consent has been read, discussed, and 

signed before me. In my opinion the undersigned person 

has done this of his or her free will and with clear 

knowledge and understanding of its content. 

Authorized representative of the 
Texas Woman's University 

Date 
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*If the participant is a minor, a parent or guardian must 
sign for him or her. 



APPENDIX B 

Areas of Observation Adapted from 

Goetz and Lecompte (1984) 
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Observation Format 

Adapted from Goetz and Lecompte (1984) 

As the researcher performed observations, this was 

the instrument used to collect data. 

1. Who was in the group? Kinds and identity. 

2. What is happening in the area? 

What are the people saying? (To each other or to the 

children). 

What are the behaviors? (Toward the children, friends 

or each other) 

3. What roles are evident? 

4. What is the content of conversations held in the 

group? 

5. What languages do they use for communication? 

(Verbal and non-verbal) 

6. Who talks and who listens? 

7. Where is the group located in the environment? 

8. What artifacts are located in the environment? 

9. What is consumed and how? 

10. When do the group meet? (How often and how 

lengthy?) 

11. What rules or norms govern this group? 

12. How does the group relate to other groups? 
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13. What is the group's history? What traditions and 

values can be attributed to the group? (Goetz & Lecompte, 

1984, p. 112). 



APPENDIX C 

Interview Instrument 



Interview Instrument Used to Collect Data 

DEMOGRAPHICS 

--Quienes son los miembros usuales de la casa? Sin 

nombres. 
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--cuantas diferentes familias viven en esta casa? Cuantos 

miembros tiene cada familia? 

--Cual es el parentezco de estas personas con el nifio/la 

nifia? 

--Cual es la reponsabilidad de las personas que viven en 

la casa con los nifios? 

--Cuales son las edades de las pesonas que viven en este 

hogar? 

50+ 

40 - 49 

20 - 39 

10 - 19 

0 - 9 

--cuantas de estas personas asisten a la escuela? 

Adultos 

Adolescentes 

Ninos 

--Que tipo de estudios realizan? 

Adultos 

Adolescentes 
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Ninos 

--Cuales son los grados de educaci6n mas altos a los que 

han llegado los adultos? 

Universidad 

Vocacional 

Secundaria 

Prirnaria 

--En que los ha ayudado el haber regresado a la escuela? 
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DEMOGRAPHICS 

--Who are the people of the family that usually reside in 

this home? Without names. 

--How many different families live in this home? How many 

members does each family have? 

--What is the relationship of the adults with the 

child(ren)? 

--What is the responsibility of the adults in the home 

towards the children? 

--What are the ages of the people who live in this home? 

50+ 

40 - 49 

20 - 39 

10 - 19 

0 - 9 

--How many of the residents of the home attend school? 

Adults 

Adolescents 

Children 

--Kinds of studies taken. 

Adults 

Adolescents 

Children 



--What are adults' highest educational levels of 

education? 

University 

Vocational 

Secondary (High School) 

Primary (Elementary) 
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--What type of personal improvement do you experience as a 

result of attending school? 



FAMILY HOME ACTIVITIES 

--Cuales son las actividades que generalmente se 

desarrollan en la casa? 

--Cuales son aquellas en las que participan los nifios? 
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--Cuales son las actividades de los miembros de la familia 

dentro de la casa? 

Papa 

Mama 

Hijos 

Abuela 

Abuelo 

Tias 

Tios 

Amigos 

Otros 

--Cuales son las actividades de tipo social que 

desarrollan los rniernbros de la familia? 

--Cuales son las actividades de tipo social que se 

desarrollan entre los meimbros de la familia? 

--Cuando se desarrollan estas actividades? 

--Que otro tipo de actividades se desarrollan entre los 

miembros de la casa? 

--Hay algunas actividades que sean especiales y que se 

desarrollen en ciertos tiempos masque en 9tros? 
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FAMILY HOME ACTIVITIES 

--What kinds of activities are generally performed in the 

home? 

--In which of the activities are children participants? 

--What are family members specific activities in the home? 

Father 

Mother 

Children 

Grandfather 

Grandmother 

Uncles 

Aunts 

Friends 

Other 

--What types of social activities are performed in the 

home? 

--Which of these social activities are performed among 

family members only? 

--When are these activities performed? 

--What other kinds of activities are performed among 

family members? 

--Are there any special activities that are performed more 

frequently than others? 
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OUTDOOR ACTIVITIES 

--Cuales son los trabajos de los miembros de la familia? 

Fuera de la casa: 

Papa 

Mama 

Hijos 

--Cuales son las actividades que no son de trabajo que 

desarrollan los miembros de la familia y con que 

frecuen.cia se desarrollan? 

--Que saben los nifios de estas actividades? 

OUTDOOR ACTIVITIES 

--What are the jobs of the family members? 

Out of the home 

Father 

Mother 

Children 

--Are there any activities which are not job related that 

the family perform? With what frequency? 

--What is the children's knowledge of these activities? 
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OCCUPATIONS 

--Cuales son las profesiones de los miembros de esta casa? 

--Cuales son las ocupaciones de los miembros de la casa? 

--En los paises de donde vienen, cuales eran sus 

ocupaciones? 

OCCUPATIONS 

--What are the professions of the members of the home? 

--What are the occupations of the members of the home? 

--What were your occupations in the native countries? 



COMMUNICATION 

--Conocen los nifios de la casa sus ocupaciones? 

de la mama 

del papa 

sf. 

sf. 

no 

no 

--Les han explicado a sus hijos/as lo que hacen en sus 

trabajos? 

--Conocen SUS hijos SUS horarios? 

--Conocen SUS hijos de SUS responsabilidades en el 

trabajo? 

--Les han explicado a SUS hijos/as la raz6n por la 

trabajan? 

--Les hablan de los beneficios y desventajas de las 

trabajos que tienen? 

--Conocen sus hijo/as la localidad donde trabajan? 

que 

--Si estan desempleados, les explican a sus hijos/as la 

raz6n? 

--Otros comentarios. 
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COMMUNICATION 

--Do children in the home know the occupations of the 

adults? 

mother's 

father's 

yes no 

yes no 
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--Have you described your job obligations to the children? 

--Do your children know your schedule? 

--Do the children know your responsibility at the 

workplace? 

--Have you explained to the children the reason you work? 

--Do you talk to the children about the advantages and 

disadvantages of working? 

--Do your children know the location of your jobs? 

--If you are unemployed, would you explain the reason to 

your children? 

--Other comments 
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EDUCATION 

--Como ayudan cada uno de los adultos a los nifios de edad 

escolar en la casa? 

Papa 

Mama 

Hijos 

--cual es el interes de cada padre en la educaci6n de sus 

hijos? 

--Cual es la expectativa de los adultos en la educaci6n de 

los nifios de la casa? 

--Ayudan los parientes o los familiares a los nifios cuando 

vienen de la escuela? 

--Ayuda alguien a los nifios con sus tareas? 

--Que hacen los miembros de la familia para ayudar a los 

nifios en la casa? 

--C6mo ayudan a los nifios? 

--cual es la manera mas facil que tienen de ayudar a sus 

hijos en las cosas de la escuela? Por que? 

--Lee alguien con los nifios? Que es lo que leen? 

--Que es para ustedes la lectura? 

--Es importante la lectura? 

--Cual es la importancia de la lectura en los dos idiomas? 
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--De acuerdo a sus experiencias personales, que desean que 

sus hijos/as obtengan de la educaci6n que reciben en la 

escuela? 

--En que creen que el ir a la escuela los ha ayudado como 

adultos? 

EDUCATION 

--How do the adults in the home assist the school age 

children? 

Father 

Mother 

Children 

--What is your interest in your children's education? 

--What are the expectations adults have for the education 

the children receive in school? 

--Do the adults help children when they get home from 

school? 

--Does anyone help the children with their homework? 

--What are some actions of the adult to help children at 

home? 

--How do you assist children at home? 

--What is the easiest way to help the children with their 

school related work? Why? 

--Do any of the adults read with the children? 
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--What is reading for you? 

--Is reading important? 

--Why is reading important in the two languages? 

--According to personal experiences, what do you want from 

education for your children? 

--How do you think going back to school has helped you as 

adults? 
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CONVERSATIONS 

--Cuales son las conversaciones mas frecuentes que se oyen 

en la casa entre los miembros de la familia? 

--De que conversan 

las mamas con las hijas 

las mamas con los hijos 

los papas con las hijas 

los papas con los hijos 

--Les es mas facil hablar con un genera de hijos que con 

el otro? 

--Les hacen preguntas a sus hijos relacionadas con la 

escuela? De un ejemplo. 

--Responden los adultos a las preguntas de sus hijos/as? 

Como? 

--Les hablan a sus hijos/as de sus vidas en los paises de 

donde vinieron? Deme un ejemplo. 

--Saben sus hijos/as la raz6n por la que vivien ahora en 

este pais? 

--Que cosas trajeron de los paises de donde vinieron que 

sus hijos/as conocen? 

--Les dicen a los nifios sabre su cultura? Que saben sus 

hijos/as de su cultura? 

--En sus conversaciones con sus hijos/as que cosas les 

ensefian de los lugares de donde vinieron? 



--Cuales son los valores que desean que sus hijos/as 

tengan cuando crezcan? 

--Podrfa usted hacer una comparaci6n de las escuelas de 

aquf con las escuelas de sus pafses? 

--Podrfa comparar la educaci6n de sus hijos/as con la 

educaci6n que usted recibi6? 
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--Cuales son las cosas de la educaci6n que usted recibio 

que le gustarfa ver repetidas en su~ hijos? 

--Cuales son las cosas de la educaci6n de sus hijos que 

les gustarfa que fueran mas constantes? 

--Cuales son las areas de la educaci6n que quisieran ver 

mas desarrolladas en sus hijos? 

--Que quiere usted para sus hijos/as en el futuro? 

--Suponga que es usted un/a educador/a. Termine la idea: 

Yo como educador/a voy a. 

--Algunas personas dirfan que los que no hablan Ingles no 

saben mucho. tQue les responderfa a esas personas? 

--tC6mo piensa usted que las escuelas o la educaci6n se 

debe organizar? 
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CONVERSATIONS 

--What are the most frequent conversations that take place 

in this home among family members? 

--What conversations take place between: 

mothers and daughters 

mothers and sons 

fathers and daughters 

fathers and sons 

--Is it easier for you to communicate with your masculine 

or with your feminine child? 

--Do you ask your children school related questions? Give 

an example. 

--Do you respond to all of your children's questions? 

How? 

--Do you talk to the children about your lives in the 

native land? Give an example. 

--Do children know the reason the family live in this 

country now? 

--What are some artifacts that you brought from the native 

countries? Do your children know these artifacts? 

--Do you tell the children about your culture? What do 

they know about their culture? 

--In your conversations with the children what are the 

images you show them from the places where you came from? 



--What are the values that you want the children to 

possess when they grow? 

--Could you compare the schools in the host country and 

the ones in the native land? 

--Could you compare the education you received with the 

education your children are receiving? 
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--What are the areas of your education that you would like 

to see developed in your children? 

--What are areas of the education of your child that you 

would like to be more constantly presented to them? 

--What areas of education would you like your children to 

develop the most? 

--What do you want for your children's future? 

--Complete this phrase: If I were a teacher I would 

--People would say that if a person does not speak 

English, the person has limited knowledge? What would you 

respond to that statement? 

--In your knowledge, how do you think that education or 

the schools should be organized? 




