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VOICES FROM THE COAST: DRAWING ON FAMILY FUNDS OF 
KNOWLEDGE TO BUILD OCEAN LITERACY AND HOME-SCHOOL 

PARTNERSHIPS 

Chapter 1: Introduction 

This dissertation details the qualitative study implemented in my third-grade 

classroom in rural, coastal Oregon.  My interest was in designing, conducting, and 

reporting on practices that directly inform my work with children and families of diverse 

backgrounds.  The objective was to discover parent funds of knowledge related to ocean 

literacy and to examine parent perspectives of their experience following participation in 

ocean literacy activities with their children.  This included working to understand how 

involvement in study activities impacted parent-child, parent-parent, and parent-teacher 

relationships.  Information regarding parent perspectives is the result of the following; (a) 

analysis of parent study group conversations following three Ocean Literacy Family 

Night activities; (b) in-depth interviews with six focal parents, and; (c) examination of 

artifacts such as parent and teacher-researcher journals and materials produced by parents 

during family night activities or in home-school connection activities.  The “funds of 

knowledge” approach described by Gonzalez, Moll, and Amanti (2005) provides the 

foundation for this study.  The focus on ocean literacy as the curricular connection for 

this work reflects my interest in selecting meaningful content that addresses Oregon 

science standards in a manner relevant to my students and their families.   

This introductory chapter serves to present the background, focus, significance, 

and purpose of this study.  Information regarding my beliefs, values, and epistemological 



2 

 

perspectives provides the reader with an understanding of the experiences and theoretical 

influences on which my work as an educator and as a researcher is based.  Included is 

information regarding the ethnographic approaches used in this qualitative study and a 

summary of prior research relevant to this work. 

Background of the Study 

I currently teach in a self-contained elementary classroom.  This follows 10 years 

of teaching in bilingual classrooms and 18 years of working in schools as a teacher on 

special assignment in programs related to English language learners (ELL) and migrant 

students.  The process of becoming an educational researcher through completion of a 

PhD program at Oregon State University (OSU) provided opportunity for reflection on 

my varied teaching assignments and for growth in my interest and ability to examine my 

own practices and those of others.  While the endeavors of teaching and being a doctoral 

student both required attention to and completion of very different tasks in two distinct 

arenas, this convergence of academic and practice-based experience offered an ideal 

opportunity to investigate parent perspectives of their involvement in their children’s 

education.   

Focus  

Parents were the focus of this research.  Their perspectives were examined 

through conversations and activities related to their engagement in the development of 

their children’s ocean literacy skills.  Parent interviews, conversations during study 

groups, written responses, and other artifacts produced were analyzed with the intent of 
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understanding the relationships that influence partnership between home and school.  

Ocean literacy was purposefully selected as the curricular focus for this project as a result 

of the context in which the study took place.   

Focus on parents.  My interest in parent perspectives is the direct result of 30 

years of work in public schools, primarily in rural settings, in California and Oregon.  

During this time I have had the opportunity to develop my skills as an educator through a 

variety of stimulating and sometimes challenging roles.  This includes teaching in 

regular, bilingual, immersion, English for Speakers of Other Languages (ESOL), and 

Reading Recovery programs.  I have collaborated with others to advocate for, develop, 

implement, and manage programs for ELL and migrant students.  I have provided 

professional development for fellow teachers and have taught university courses related 

to improving academic success and the school experience of ELL students and their 

families.   

Regardless of the different roles I have assumed, three conditions have not varied.  

First, I have always worked in schools that serve children of diverse linguistic and 

cultural backgrounds.  These students are often viewed as “at-risk” due to factors such as 

low socioeconomic status, identification as members of a minority group, high mobility 

rates, interrupted education because of migrant work or homelessness, recent immigration 

to the United States, or classification as limited in English proficiency.  I do not dismiss 

the challenges of such factors in the context of school success.  At the same time, I do not 

accept the “cultural deficit” view that attributes blame for lower levels of achievement to 
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these “at risk” children and families.  Valdés (1996), describes the cultural deficit 

perspective as  

subscribing to existing mythologies about the power of school to right all social 
wrongs, and…failing to take into account how social inequalities, educational 
ideologies, educational structures, and interpersonal interactions work together to 
affect educational outcomes. (p. 195) 

In my experience working in public schools, I have repeatedly found myself in awe of the 

strength, resourcefulness, and breadth of knowledge shown by many of the families with 

whom I have worked.  The second constant in my work in schools is that, regardless of 

my assignment, I have always maintained direct connections and relationships with 

students and their families.  This has meant working directly with and on behalf of 

children and parents to improve family-school relationships and collaboration.  Finally, I 

have continually searched for new and better ways to meet the needs of the students and 

families with whom I work.  This effort has included taking part in and facilitating a wide 

variety of professional development offerings.  The opportunity to create, implement, and 

analyze a research study in my own classroom brought together my love for teaching, my 

commitment to my students and their families, and the chance to apply the theoretical 

work I have read and written about in my studies.   

Ocean literacy as curriculum focus.  The school district that I work in 

implemented a three year U.S.  Department of Education Math Science Partnership 

Grant.  The purpose of the grant, named the Oregon Coast Aquatic and Marine Science 

Partnership (OCAMP), was to strengthen science instruction by establishing a 

professional development model based on partnerships with teachers, scientists, and 

science educators.  I am one of the 32 teacher participants to benefit from this grant.  The 
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OCAMP grant resulted in the development and adoption of a district “Guidance 

Document for Ocean Content” (LCSD, 2010).  This document maps science concepts, 

ocean literacy concepts, Oregon Science Content Standards, and the marine related 

ecosystems to be addressed at each grade level (see Appendix A for complete Lincoln 

County School District Guidance Document for Ocean Content).  My own understanding 

of marine and aquatic science concepts strengthened as the result of interaction with 

scientists and science educators who work in our local community and in Oregon.  A 

second U.S.  Department of Education Grant, The Oregon Coast Regional (STEM) 

Education Center currently builds on the work done through the OCAMP project.  The 

STEM grant is focused on using Problem-Based Learning to strengthen STEM teaching 

and student achievement.  This current grant is a collaboration between two rural, coastal 

districts and a network of numerous Science, Technology, Engineering, and Math 

(STEM) institutions and professionals.  Access to local, regional, and national resources 

in the form of materials, scientists, and science educators means that the lessons I develop 

now focus on higher levels of scientific information and language.  Through OCAMP and 

now the current STEM grant, I have the opportunity to collaborate with colleagues as we 

experience and develop innovative lessons based on inquiry and project-based learning 

approaches.  I reflect on my teaching as I view recordings of lessons I develop and teach.  

I review feedback provided by trained observers using the Reformed Teaching 

Observation Protocol (RTOP), an observation tool made available through the Arizona 

Collaborative for Excellence in the Preparation of Teachers (ACEPT, n.d.).   
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For those of us who live on the Oregon coast, the ocean influences many aspects 

of our lives.  The nature of the work we do, the food we eat, and the weather we deal with 

are a few of the areas of daily life that are impacted by our interactions with the ocean.  

Our coastal context inspired our school superintendent to establish the goal of graduating 

students who are the most ocean literate students in the country.  This goal led to the 

development of The Ocean Literacy Initiative, which is a partnership between the Oregon 

Coast Aquarium, OSU’s Hatfield Marine Science Center (HMSC) and Sea Grant, a 

nationwide network that is administered through the National Oceanic and Atmospheric 

Administration (NOAA).  The nature and success of the OCAMP and STEM grants 

builds on the ocean literacy work already started in our community and reflect the strong 

value for and history of collaboration between local agencies, community members, and 

the school district.  I am eager to extend these joint efforts beyond the scope of the 

professionals who tend to be involved in this collaborative work by including parents.  

The funds of knowledge approach offers the opportunity to have conversations with 

parents about how living in this rural, rugged community impacts daily life.  I am 

interested to learn parents’ stories about how they came to live at the Oregon coast, their 

work histories, and what skills and knowledge they possess that are relevant to and 

supportive of the ocean literacy work I do with my students.  This study details the 

process and the outcomes of creating opportunities for interaction and conversations 

about ocean literacy related activities. 

Ocean literacy as defined by many scientists who collaborated via the Ocean 

Literacy Network is “an understanding of the ocean’s influence on you and your 
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influence on the ocean” (“Ocean Literacy”, 2005).  I am interested in engaging and 

including the parents, who live and work in this community, as valuable resources to help 

my students attain the level of ocean literacy needed to appreciate, understand, and 

protect our local and global oceans.  According to the Ocean Literacy Network, an ocean-

literate person 

understands the Essential Principles and Fundamental Concepts about the ocean; 
can communicate about the ocean in a meaningful way; and is able to make 
informed and responsible decisions regarding the ocean and its resources. 
(“Ocean Literacy”, 2005) 

 
A cross-curricular thematic approach, based on ocean literacy standards, goes hand in 

hand with funds of knowledge methodology as a meaningful way to integrate family 

histories and skills as my third-grade students study the influence the ocean has on our 

local and global communities.  It is my hope that partnership with parents will lead to 

student application of their ocean literacy skills beyond the classroom setting and their 

third-grade year. 

Significance of the Study  

The concept of funds of knowledge for teaching developed through the 

collaborative efforts of anthropologists, educational researchers, classroom teachers, and 

of course, the families upon whom this work focuses.  The term funds of knowledge, as 

defined by Velez-Ibáñez and Greenberg (1993) refers to “sets of activities requiring 

specific strategic bodies of essential information that households need to maintain their 

well-being” (p. 314).  In keeping with the funds of knowledge work done by others, I 

used ethnographic methods as I worked to document and understand the scope of parents’ 
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ocean literacy resources and their perspectives regarding participation in the education of 

their children.  The ocean literacy activities and materials used served as a vehicle to 

engage parents in conversations.  The focus of these conversations was to examine parent 

perspectives regarding school involvement and the relationships between teacher, child, 

and other parents that influence participation in their child’s education both at home and 

within the school context.  As a teacher-researcher, I was interested in how this type of 

interaction would serve to foster relationships with parents in order to have a deeper 

understanding of the community of learners I serve.  I anticipated that this would result in 

strengthening my instructional practices as I work to provide curriculum that is relevant 

and engaging for my students.  It is my hope that participation in this study served as an 

opportunity for parents to see themselves as belonging in and having a great deal to 

contribute to our school, to their child’s  development of ocean literacy skills, and to their 

child’s overall academic growth and success. 

Purpose 

The purpose of this qualitative study was to examine parent perspectives as their 

intellectual resources and skills related to coastal living were identified and integrated in 

thier children’s ocean literacy development.  The questions that guided this research are 

(a) What are the funds of knowledge that parents in a rural, coastal context bring to bear 

around the development of ocean literacy for their children? (b) How do parents describe 

their involvement in their child's learning when invited to share funds of knowledge 

around ocean literacy?  How do they describe interactions with the teacher, their child, 

and other parents when engaged in school activities related to ocean literacy?     
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Careful examination of parent views regarding the resources, relationships, 

supports, and barriers related to their child’s learning and achievement related to ocean 

literacy will inform instructional practices related specifically to this area of study.  

Insight into connections to be made between parent funds of knowledge and other 

curricular topics is also an outcome of this study.  Most importantly, understanding of the 

relationships between parent-child, parent-parent, and parent-teacher have the potential to 

inform educators about developing home-school partnerships that are inclusive of the 

diverse families represented in the school setting. 

Researcher’s Disclosure  

I can see that my earliest experiences influence the work I have undertaken as an 

adult.  I spent the first 13 years of my life living in various countries in South America.  

This experience shaped me, and in many ways, provided me with the tools to do the work 

I do today.  I am a white, bilingual in Spanish, native English-speaking woman.  

Childhood opportunities along with educational, professional, and personal choices as an 

adult have provided me with the gift of fluency in Spanish, which has helped to build 

relationships of trust as well as connections with the linguistically and culturally diverse 

populations in the communities in which I have lived and worked.  Motivation for any 

research endeavor I undertake must make a difference for my students and their families.  

I must carefully consider the approach I take as I recognize that no matter how much the 

students and families I work with trust me, I am still in a position of power and authority.  

Delpit (1995) cautions, “those with power are often the least aware of – or least willing to 

acknowledge – its existence.  Those with less power are often most aware of its 
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existence” (p. 25).  As I worked with the parent participants in this study, I took every 

precaution not to overlook my role in the school, and the fact that I am from the majority 

population and culture.  I am fully aware that this position of privilege, along with my 

roles as teacher and researcher influenced every interaction with students and parents as 

well as the lens through which I analyzed the data collected in this research project.   

Researcher’s Epistemological Perspective  

My work as a teacher and as an advocate for students and families has resulted in 

the strong social justice perspective that underlies the educational work and any research 

I undertake.  Economic, linguistic, and political factors are often cited as barriers that 

prevent immigrant, minority, and children who live in poverty from achieving academic 

success at levels comparable to peers from the majority culture.  Parents, and even the 

children themselves, are blamed for poor performance in school.  Darling-

Hammond(2010) states that “recurring explanations of educational inequality among 

everyday people, pundits and policymakers often implicitly or explicitly blame children 

and their families for lack of effort, poor childrearing, a ‘culture of poverty,’ or 

inadequate genes” (p 30).  My experience working with children who are considered “at-

risk” and my interactions with their family members counter these assertions.  The intent 

in this study was to engage parents in activities and conversations that demonstrate how 

the rich depth of knowledge and experience they have accumulated through working and 

living in our rural, coastal setting can contribute to the development of ocean literacy for 

their children.   
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Working for fairness and equity for my students fits well within the paradigm of 

critical theories.  According to Cummins (2009a) “critical approaches to education, 

understood as both theory and practice, aim to identify and challenge inequitable social 

structures and policies” (p. 261).  In my work as an educator and now as a researcher, 

critical theory informs my practice.  The process of becoming an educational researcher 

is one of self-empowerment, and of finding my own voice in order to influence the 

experience of students and families beyond my classroom and school.  Wink (2000), 

describes critical pedagogy as “a process that enables teachers and learners to join 

together in asking fundamental questions about knowledge, justice, and equity in their 

own classrooms, school, family, and community” (p. 71).  Examination of the curricular 

topic of ocean literacy through the funds of knowledge approach provided the 

opportunity to give voice to parents as they reflected on their involvement in school 

related activities.  Factors that support or hinder the development of relationships that 

influence home-school partnerships were examined.  The teacher-researcher and parent 

participants worked together with the common purpose of developing the ocean literacy 

skills of the third grade students in the home and school setting and of gaining an 

understanding of the relationships that influence the development of home-school 

partnership.  In Cummins’ view, 

the interactions between educators, students, and communities are never neutral; 
in varying degrees, they either reinforce coercive relations of power or promote 
collaborative relations of power.  In the former case, they contribute to the 
disempowerment of culturally diverse students and communities; in the latter case 
the interactions constitute a process of empowerment that enable educators, 
students and communities to challenge the operation of coercive power structures. 
(2009b, p. 46) 
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The nature of the Voices from the Coast study is collaborative as it is based on building 

relationships between diverse groups.  Ultimately, the goal is to create avenues of 

inclusion for the parents of diverse backgrounds that traditionally have little or no voice 

in leadership and decision making roles in my school and in many other schools at a local 

and national level.   

Summary of Prior Research   

The structure of the literature review that follows in chapter 2 is focused on 

understanding the relationships that influence home-school partnership for families of 

diverse background as they engage in activities and conversations related to the 

development of ocean literacy skills for their children.  The four areas that emerged as 

central to this work include: (a) the funds of knowledge approach, (b) family 

involvement, (c) ocean literacy, and (d) a context of cultural and linguistic diversity.  

There is a great deal of overlap in the literature that examines these topics.   

The funds of knowledge approach and the theoretical base on which it is 

developed aligns with my experience as an educator and supports the research questions 

and the ethnographic approaches used in this study.  Integration of family funds of 

knowledge discovered through study activities will inform the development of future 

ocean literacy activities students will experience both at school and with their families.  

This is the result of the examination of parent perspectives as they collaborated with their 

own children, with other parents, and with me as the teacher-researcher around the topic 

of ocean literacy.  The importance of understanding and valuing family members as 
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resources to support academic success is well documented (Ada, 1993; Arzubiaga, 

Monzo, & Rueda, 2001; DeTemple, 2001; Epstein, 1995; González, Moll, & Amanti, 

2005; Hensley, 2005; Ovando, Combs & Collier, 2006; Valdés, 1996).  The funds of 

knowledge approach used in this study is based on valuing the skills and experience of 

students and their family members.  The selection of ocean literacy as the topic brings 

participants together based on the shared experience of living on the Oregon coast.  

Fountas and Pinnell (2001) provide insight into the skills needed for students to read 

successfully in different content areas.  In this study, the content area emphasized is 

science, specifically ocean literacy.  The parent participants in this study contribute their 

knowledge and skills related to ocean literacy through participation in interviews, parent 

study groups, home-school connection activities, and journal entries.  Another area 

related to literacy that is explored in the literature review is biliteracy.  Research that 

details the benefits of biliteracy for ELL children provides support to encourage the 

development of the home language and English in both the home and school settings 

(Cummins 2009a, 2009b; Ovando, Combs, & Collier, 2006; Thomas & Collier, 1997).  

Parent response to the use of both English and Spanish in family night activities and in 

the home is one of the aspects of the interactions examined in this study.  The final 

section of the literature reviewed relates to the context of cultural and linguistic diversity 

in which this study takes place.  This results from an interest in understanding the 

relationships that developed between diverse groups that do not generally engage in 

conversation in our schools, as they came together around ocean literacy activities in after 

school family activities.  Ogbu and Simons (1998) find that when diverse groups have 
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positive social interactions, they are more likely to develop strong positive relationships 

with individuals from linguistic, cultural, and social backgrounds different from their 

own.  I wanted to learn about the common and distinct goals, interests, and experiences 

that parents of diverse linguistic and cultural groups have that influence home-school 

partnership.  The parents in this study reflect the diversity of individuals who live and 

work at the Oregon coast.  Examination of parent interactions with other parents, 

following collaborative ocean literacy activities provides insight into approaches for 

future family involvement activities. 

It is my hope that a focus on listening to parent perspectives and gleaning insight 

from them will be useful to fellow teachers, as well as to those working to include parents 

as valued resources in rural settings such as mine.  Students are ultimately the ones who 

stand to gain the most from increased understanding of parents as sources of skill and 

information and from improving relationships and engagement between schools and 

families.  Students whose parents and teachers work collaboratively to find new ways to 

build inclusive school communities are likely to benefit from this support through 

increased academic skills and through a stronger sense of connection to school.   

Summary of Chapter 1 

This introductory chapter provides background information and an introduction to 

the Voices from the Coast study.  This includes details regarding the focus on parent 

perspectives and ocean literacy.  This focus is the result of my interest in examining the 

relationships that support home-school partnership for parents of diverse cultural and 
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linguistic backgrounds.  The funds of knowledge approach is introduced as a way to work 

in collaboration with parents to build ocean literacy skills.  This content area is selected 

because of the coastal context in which this study takes place.  Information regarding my 

experiences and epistemological perspective are also presented.  Finally, a brief summary 

of the literature that informed the development of this study is provided.  The areas 

addressed include the funds of knowledge approach, family involvement, literacy, and 

cultural and linguistic diversity.   
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Chapter 2: Review of the Literature 

Introduction 

The following discussion highlights research findings that inform this study.  

First, the funds of knowledge approach and its application in different contexts is 

addressed.  The literature related to the funds of knowledge serves as the foundation upon 

which interactions with parents in this study is based.  The second area included is 

research regarding effective family involvement programs and practices.  Information 

related to the development of literacy in general, and specifically to content area 

literacy—ocean literacy—is the focus of the third section.  The concept of culture and the 

influences that shape how culture is interpreted in this study is the fourth area discussed.  

Finally, consideration of how cultural and linguistic diversity influences this work is 

examined.  In combination, these areas work to support the planning and implementation 

of a study that is relevant to the specific context of rural, coastal Oregon and to the 

purpose of examining parent perspectives related to their roles in the development of 

ocean literacy skills for their children. 

The Funds of Knowledge Approach 

The work of González, Moll, and Amanti (2005) regarding funds of knowledge is 

essential to this study in which the cultural and linguistic backgrounds of the participants 

are key factors.  Funds of knowledge is a term that is used to acknowledge the skills, 

competencies, and knowledge that families possess and that educators can access to 
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support children’s success in school.  A distinctive aspect of the funds of knowledge 

approach to working with families, is the perspective that parents—regardless of their 

level of education, work experience, cultural, or linguistic diversity—are viewed as 

important resources as opposed to deficient in their ability to contribute to their children’s 

school success through home and school involvement.  The funds of knowledge approach 

is one of empowering parents by making them partners in the educational process.  

Hensley (2005) applied the funds of knowledge approach in her work as a kindergarten 

teacher in Tucson, Arizona.  She observes that,                      

If the teacher places value on this knowledge, then the parents suddenly feel 
important.  They feel empowered.  This alone can dramatically change the climate 
of the teacher-home relationship.  The parents feel equal.  The barrier between the 
professional and the home caregiver is broken.  A friendship develops and the 
relationship becomes ongoing and permanent. (p. 146) 

The intent of the Voices from the Coast study was to examine parent experiences with an 

interest in understanding and breaking down the barrier Hensley refers to.  This included 

working to gain understanding of the relationships that may challenge the prevailing 

deficit perspective regarding the willingness and ability of parents of diverse 

backgrounds in rural schools to contribute to the academic success of their children, and 

ultimately to take on meaningful roles in their children’s schools.  Darling-Hammond 

(2010) asserts that 

The presumption that undergirds much of the conversation about the achievement 
gap is that equal educational opportunity now exists; therefore, continued low 
levels of achievement on the part of students of color must be intrinsic to them, 
their families, or their communities.  Yet, when the evidence is examined, it is 
clear that educational outcomes for these students are at least as much a function 
of their unequal access to key educational resources, both inside and outside of 
schools, as they are a function of race, class, or culture. (p. 30) 
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This study examined parent perspectives as they were invited to participate in activities 

and contribute their knowledge and skills about a topic relevant to their daily lives and to 

their children’s education.   

Typically, a funds of knowledge project incorporates three components (Moll, 

Amanti, Neff, González, 2005, p. 72).  These include: (a) home visits by teachers trained 

in ethnographic methods; (b) study groups in which participating teacher and university 

researchers analyze the data collected, reflect on what they have learned, and discuss 

implications for teaching; (c) the development of curricula and instructional practices that 

intentionally integrate information learned about families with the instructional standards 

required in the school setting.  Adaptations to the funds of knowledge approach in the 

Voices from the Coast study reflect the rural context along with the interest in focusing 

on parent perspectives in this study.   

Traditionally, university researchers use the funds of knowledge approach to 

examine the experience and attitudes of teacher researchers as they interview the families 

of their students, participate in study groups, and as they integrate some of the intellectual 

resources and work related skills of the families interviewed into curriculum units for use 

in their classrooms (Moll, et.al.  2005).  The primary research interest in the Voices from 

the Coast study was to examine parent perceptions of their experiences of  (a) talking 

with other parents about shared experiences related to living at the coast, involvement in 

their child’s education, and shared participation in parent-child activities related to ocean 

literacy; (b) participating in conversation with their child’s teacher through in-depth 

interviews in the home setting; (c) and having their intellectual skills and cultural 
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backgrounds valued and included in a cross-curricular activities related to ocean literacy.  

In essence, the parent participants formed the study group in this project.  It is their 

conversations and reflections that were analyzed in the effort to build partnership 

between school and family. 

In the final pages of  the book Funds of knowledge: Theorizing practices in 

households, communities, and classrooms (González, Moll, & Amanti, 2005) , Moll 

reflects on ways the funds of  knowledge work that originated in public schools in 

Tucson might be replicated in other communities and in other contexts.  He states that 

“the intent would not be to have others replicate the project, but to adapt or 

recontextualize it to new social conditions” (p. 286). He adds that there are four aspects 

that must be present despite a new setting or a new context.  These include (a) the focus 

on the household analysis of funds of knowledge; (b) the use of ethnographic methods; 

(c) the study group settings; (d) and the relationship with families.  As I worked to 

develop a funds of knowledge study in my own classroom, in a very different context, 

and as I read reports detailing the efforts of others, I kept Moll’s reflections in mind.   

Hogg (2011) carried out a review of literature with an interest in examining the 

following two questions.  “What is the current scope of settings for funds of knowledge 

research?  What do writers mean when they talk about funds of knowledge?” (p. 666).  

Hogg narrowed her examination to 50 texts based on her interest in information related to 

secondary education and on her need to read materials printed in English.  It is interesting 

to note, that of the texts Hogg reviewed, only 12 originated outside of North America.  

The 38 texts from the United States came from just 11 states.  Arizona was the state with 
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by far the largest representation with 13 academic publications.  Of interest to my 

research efforts, none of the texts originated in Oregon.  Regarding the question of 

writers’ meanings when using the term funds of knowledge, Hogg (2010) found four 

main areas of disagreement in the texts.  These include the following: 

FoK [Funds of knowledge] as sources of knowledge or areas of knowledge; what 
knowledge is incorporated in FoK; whose knowledge is incorporated in FoK; and 
arising naturally from the other variations, identification of the conceptual basis of 
the work. (p. 669) 

Hogg’s discussion regarding different interpretations of the funds of knowledge 

connects to some of the more recent articles I read related to applying funds of 

knowledge in different ways.  While these are a few of the many articles and studies that 

incorporate the funds of knowledge approach in educational research, they exemplify 

how this work continues to evolve through application in different contexts and for 

different purposes.  For example, Ginsberg (2007) writes about using the funds of 

knowledge as a tool to train school staff and PhD students in a graduate program for 

teacher leadership in Seattle, Washington.  In this setting, educators conducted the 

traditional home interview and then made a chart listing the family’s strengths and 

cultural assets.  Ginsberg reports on her perspective of the benefits of this process for 

staff and families.   

Civil and Bernier (2006) report on a funds of knowledge effort that incorporated 

dialogic and ethnomathematical approaches in training parents in leadership skills in 

preparation to facilitate family math nights in Tucson, Arizona.  In this case, some parent 

quotes were used to provide insight, but it is the university researchers’ perspectives that 
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are emphasized.  Civil has a long history as one of the university researchers involved in 

the funds of knowledge work in Arizona.  It is interesting to note that she, like others, is 

currently applying funds of knowledge work in coordination with different approaches.   

Rios-Aguilar, Kiyama, Gravitt, & Moll (2011), recently published an article in 

which they discuss the distinction between social and cultural capital and how these ideas 

relate to the funds of knowledge framework.  They express the need to study how family 

and student funds of knowledge influence educational and occupational outcomes for 

students.  Rios-Aguilar et al. (2011) proposes that 

The study of funds of knowledge from a capital viewpoint promises to provide a 
better analysis of educational opportunity that may lead to a more nuanced 
understanding of certain aspects of education of under-represented students, 
including instruction, family—school and family—college/university relations, 
and the design of programs and policies aimed at improving the educational and 
occupational attainment of students.  (p. 167) 

The authors raise questions about how to apply these ideas in classrooms.  This is another 

example of recent literature that reflects changes in funds of knowledge approaches and 

thinking.   

The final article addressed here, by Moje et al. (2004), shows yet another way in 

which funds of knowledge work is transforming.  This work offers a different view 

regarding the source of funds of knowledge.  Home, community, and peer groups are 

explored as sources for funds of knowledge outside the school that can be used to support 

literacy and content area learning.  Discourse analysis is used to study how students’ 

discourses from the different sources outside of school come together with in-school 

contexts to create “third space.”    
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My interest in the reflections of Moll, addressed above, and in Hogg’s findings 

stems from efforts to adapt the funds of knowledge approach in a setting different than 

any I have yet found in the literature.  In the process, I found a lack of representation of 

parent voices in the research related to funds of knowledge work that has been published 

to date.  Even in articles that do address parent perspectives, it is generally through the 

teacher’s or the university researcher’s interpretation or voice.  The distinction in the 

Voices from the Coast study is that it is the conversations and perceptions of the parents 

that are analyzed and reported on, not those of classroom teachers or researchers.  

Member checking is used to ensure that it is the parents’ views that are expressed in this 

study. 

 Until recently, it seemed that searches regarding the application and use of the 

funds of knowledge approach resulted with the same original authors restating previously 

published ideas.  It appears that this is a transformative time for how the funds of 

knowledge approach is being used and interpreted.  As I moved forward in the planning 

and implementation of the Voices from the Coast study, I found it was important to have 

a strong foundation in the theoretical and historical foundations that make the funds of 

knowledge a powerful tool for improving the educational experience for students and 

their families. 

Family Involvement 

A large body of research supports parent involvement as an essential 

characteristic of successful schools.  Ferguson (2008) describes the benefits of efforts to 
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forge connections between schools and families as “traditional” and “less traditional.”  

She identifies traditional indicators of success as student achievement, attendance, or 

behavior, and suggests that “these measures tend to be based in schools and controlled by 

school staff” (p. 2).  Ferguson describes less traditional benefits as “those that improved 

student or family self-efficacy about education, higher expectations for students or others 

involved in efforts, more effective ways to support family engagement, greater 

understanding of the viewpoints of others, or student planning for the future” (p. 2). 

She lists the school, the home, the community, families, or students, as the possible 

driving forces for less traditional measures of success resulting from school-family 

connections.  This review of the literature includes exploration of parent involvement 

studies that examine both traditional and less traditional measures of success.   

Epstein (1995) identifies the components of effective parent involvement 

programs and recommends strategies for building partnerships.  She defines six types of 

parent involvement shown to support student achievement as well as improved behavior.  

These areas are (a) the promotion and support of parenting skills; (b) regular, meaningful, 

two-way communication between home and school; (c) parents are welcomed as 

volunteers and their support and assistance is sought; (d) parents have an important role 

in supporting learning at home; (e) decision making, and collaborating with community.  

Epstein proposes strategies for the development and implementation of parent 

involvement programs that incorporate these factors for success.  Her work informed the 

National Standards for Parent/Family Involvement Programs developed by the National 

PTA in cooperation with education and parent involvement professionals through the 
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National Coalition for Parent Involvement in Education (NCPIE).  These standards are 

intended to support schools in strengthening parent and family involvement programs.   

The ethnographic work of Valdés (1996) serves to inform this study and to 

illuminate my own experience in my understanding, practices, and interest in working 

with parents.  Valdés suggests that current educational policy and efforts to understand 

and include Mexican-origin and other minority groups in the education of their children 

are based on a mainstream perspective that parents are part of the problem in school 

failure for their children, as opposed to being a support or resource to value and make use 

of.  Valdés classifies efforts to address this problem, or to help parents support their 

children into three categories of intervention.  These categories—educating, involving, or 

empowering non-mainstream parents—mirror what I found in my review of the literature.  

Each type of intervention has “different goals, and they are designed to address related 

but quite distinct issues” (p193).  Valdés describes parent education as “generally focused 

on imparting instruction to parents on childrearing” (p 193).  This type of parent-school 

relationship is traditional in both its long history of application in schools and in its 

outcomes.  According to Valdés parent involvement is a more recent trend that “views 

parents’ interaction with schools, teachers, and their children’s schoolwork as essential to 

school success” (p. 194). Parent involvement activities include efforts to “attract parents 

to school functions, to encourage them to volunteer in their children’s classes and to 

teach them how to tutor their children at home” (p. 194).  Projects that seek to improve 

parents’ own skills in areas such as English, literacy, and mathematics and that provide 

strategies for parent-child interactions around school subjects are the focus of parent 
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involvement activities.  Finally, Valdés addresses parent or family empowerment 

programs.  She describes the manner in which Freire’s (2003) concept of empowerment 

is often misused.  In Valdés’ view, for programs to truly empower parents, the outcome is 

that parents “understand that, as opposed to what many school personnel often claim, 

their children’s futures and school success are dependent on a complex set of factors for 

which they, as parents, are not responsible” (p. 194).  Programs that truly empower 

parents, that value non-traditional outcomes, contradict the view that families are 

deficient or are to blame for the poor academic achievement of their children.  These 

programs lead to dialogue in which parents of “at-risk” students and educators address 

factors such as social inequality, racism, poverty, and exploitation.  I kept the goals 

Valdés delineates for these three different types of school-parent interaction in mind as I 

explored different bodies of knowledge that influence my thinking and practices.   

Ovando et al. (2006) refer to partnerships with parents as a critical piece in the 

building of programs that support the linguistic, social, academic, and cognitive 

development of English language learners.  They view the traditional approach of 

building relationships with parents from a perspective of the barriers involved as 

counterproductive.  They suggest that, “in reality, of course, barriers can be an apt term 

for describing a situation in which there are chronic, unresolved conflicts between the 

school and the community” (p. 421).  They ask a series of questions that are intended to 

help avoid the pitfall of approaching parent involvement from an adversarial, superficial 

approach.  These questions, which align with the questions used during home visits in the 

funds of knowledge approach, address language; survival and family structure; 
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educational background and attitudes toward the value of schooling; knowledge about 

education and beliefs about learning; and issues of power and status.  Ovando et al. 

(2006) recommend that to move ahead, school personnel have to “maintain an ongoing 

portrait of their community” and that we must keep in mind that “we are all seeing these 

questions through our personal sociocultural lenses or through the sociocultural lenses of 

our institution, the school district” (p. 301).   

Literacy 

Literacy is integral to student success in all content areas.  Many of the activities 

that my students experienced in the classroom and as they interacted with their parents 

during family nights integrated listening, speaking, reading, and writing with the 

development of ocean literacy skills.  Dickinson & Tabors (2001) provide a compilation 

of studies related to the development of language and literacy of young children in the 

home, in the preschool setting, and in collaborative efforts between parents and schools.  

One of the authors, DeTemple (2001), describes the valuable opportunity that results 

from parents reading books with their children.  “The kinds of talk that occur during book 

reading may be particularly well suited to the development of language skills that 

children need to draw on to do well in school” (p. 34).  Arzubiaga, Monzo, & Rueda 

(2002), find that the role of the family and home activities are significant factors that 

influence success in literacy.  They correlate parental attitudes and children’s exposure to 

literacy activities with success in developing biliteracy skill through examination of 

reading levels, but also by examining long-term predictors of success such as children’s 

perceptions of themselves as readers, their self-confidence as a reader, and their own 
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valuing of reading.  Ocean-themed literature and writing activities were incorporated as 

part of the in-class, and home-school-connection activities in the ocean literacy work 

done in this study.  This includes fictional and non-fictional materials.   

Content area literacy and ocean literacy.  According to Fountas and Pinnell 

(2001), content literacy “involves the strategies required to read, comprehend, and write 

informational texts in a variety of subjects” (p. 400).  Different subject areas (in this case 

science ocean literacy) use specialized vocabulary, styles of writing, and organizational 

structures.  To be literate in science, children need to know how to read and interpret 

visuals and data.  They need to be familiar with the tools and processes used in scientific 

inquiry so that they can learn to ask their own questions, investigate them through 

research, create experiments to test their hypotheses, and report to others about what they 

have observed and concluded through this process.  In their discussion regarding the need 

for students to learn the skills, knowledge, norms, and practices needed in science, 

Fenichel and Schweingruber (2010), identify five challenges that the research studies 

they reviewed find as reasons that nondominant groups have difficulty learning to 

participate in science.  These include the following: 

(1) inadequate science instruction exists in most elementary schools, especially 
those serving children from low-income and rural areas; (2) girls often do not identify 
strongly with science or science careers; (3) students from nondominant groups perform 
lower on standardized measures of science achievement than their peers; (4) although the 
number of individuals with disabilities pursuing postsecondary education has increased, 
few pursue academic careers in science or engineering; and (5) learning science can be 
especially challenging for all learners because of the specialized language involved. (p. 
120)   

The Voices from the Coast study incorporates parent funds of knowledge and 

science content that is relevant to the students and their context of living in a rural coastal 
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setting.  The five challenges identified by Fenichel and Schweingruber above, impact the 

students in the context of this study.  The OCAMP and STEM grants that provide 

professional development for teachers in my district focus on improving science 

education by better preparing teachers to teach about concepts related to ocean literacy.  

Emphasis is placed on collaboration with local scientists and agencies.  Expansion of 

these collaborative efforts to include parents, who have a great deal to contribute to the 

development of ocean literacy skills, has the potential to help mediate some of the 

challenges identified by Fenichel and Schweingruber.  The use of a funds of knowledge 

approach to build relationships of collaboration between home and school is intended to 

provide insight into ways that under-represented students may experience increased 

success in the area of science. 

Biliteracy.  There is strong evidence to support the benefits of the development of 

language, literacy, and academic concepts in a child’s home language.  The majority of 

the ELL students in my classroom are from Spanish-speaking homes.  Parent interviews, 

informational material, and parent-child activities were provided bilingually in English 

and Spanish.   

The development of a child’s home language supports the academic, cognitive, 

and social development of young English language learners (Cummins, 2009;  Ovando et 

al., 2006; Thomas & Collier, 1997 & 2001).  This idea is detailed through the Prism 

model, developed by Thomas and Collier (1997), as a part of their comprehensive, 

longitudinal study of effective programs for English language learners.  In this work, 

Thomas and Collier chose a prism as a metaphor to represent the factors that contribute to 
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successful development of biliteracy for English language learners.  Each face of a prism 

influences the overall view one has when looking through it.  Each aspect of a learner’s 

primary and second language development—linguistic, sociolinguistic, cognitive, and 

academic—impacts or is interrelated to the other.  When these areas are strengthened in 

one language, they impact the second language.  In other words, growth in literacy and 

content knowledge in either language will ultimately support the long-term academic 

success of ELL students.  The benefits of bilingualism in a global world also makes 

maintaining and developing a child’s first language important.  Successful programs for 

ELL students value the home language and culture of a student and have strong parent 

and community involvement component.  According to Nieto (2004),  

students’ ability to develop literacy and other academic skills as traditionally 
defined by schools is necessary for academic success, but, if defined only in this 
way, academic success is dysfunctional because it encourages students to abandon 
part of their identity in the process.  Students’ abilities to use the skills, talents, 
and experiences learned at home and in the community to further their learning 
must also be included in a definition of academic success. (p. 257) 

The Voices from the Coast study used ocean literacy to support the development 

of literacy and science knowledge and skills for the children and parents involved.  

Valuing and incorporating the skills, talents, and experiences referred to by Nieto 

occurred through accessing and integrating the funds of knowledge of the parent 

participants.  This project incorporated family funds of knowledge related to ocean 

literacy into school based family activities, home-school connection activities, and also 

into classroom activities.  In the process, parents’ skills and intellectual resources were 

valued, regardless of the language used to communicate this information.  Valuing the 

families’ home language and culture, and parents’ contributions in the school setting, has 
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the potential to contribute to children’s and parent’s pride in their cultural and linguistic 

diversity and to the sense of inclusion that is essential for healthy relationships between 

parent and child and in strong home-school partnerships.   

Culture  

My view of culture is informed by personal experience, educational training in 

second language acquisition theory and multicultural education, and most recently, by 

readings related to the application of anthropological methods and perspectives to 

research in educational settings.  The discussion that follows offers a summary of the 

concept of culture based on my experiences and as it relates to my work in schools.  

Included is also a discussion of the anthropological influences related to culture based on 

the funds of knowledge approach used in this study.  I conclude with a description of 

cultural and linguistic factors that make coastal Oregon a unique place to live and work. 

Personal experience.  I spent the first thirteen years of my life living in 

Colombia, Argentina, and Brazil.  While I was raised in an American household and 

attended British or American Schools, I was also immersed in the language and the 

cultures of the countries I lived and traveled in.  These childhood opportunities directly 

influence my own cultural identity, my decision to become a teacher, as well as my work 

in bilingual, English as a Second Language (ESL), and migrant education programs.  

Personal interaction with children and families of many linguistic and cultural 

backgrounds through my work as an educator has led to my research interest—
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understanding effective ways to work in partnership with families to provide instruction 

that is relevant and effective for my students.   

Culture in second language acquisition and multicultural education.  Nieto 

(2004) defines culture as “the values; traditions; social and political relationships; and 

worldview created, shared, and transformed by a group of people bound together by a 

common history, geographic location, language, social class, and religion  or other shared 

identity”  (p. 146).  Nieto’s succinct definition encompasses many of the factors that 

contribute to both the diversity and the commonalities among the students and parents in 

my community.  Ovando et al. (2006) interpret culture “as a deep, multilayered, 

somewhat cohesive interplay of language, values, beliefs, and behaviors that pervade 

every aspect of every person’s life, and that is continually undergoing modifications” (p. 

180).  Both of these definitions of culture come from work in the areas of multicultural 

and second language acquisition.  Both describe culture as complex and changing.  They 

inform my work as an educator and now as a researcher.  I must work to understand the 

culture of the community, the school, and the classrooms in which I work.  While each of 

these contexts is situated in the larger society of the state of Oregon and of the United 

States, attention to the complexity of social and political issues that influence my students 

and their families both within the school setting and in our local communities is essential 

to building relationships of trust and understanding.  This includes having a strong grasp 

of how interaction in school and in the community at large shapes my students’ cultural 

identities—their attitudes toward their home, towards their school, and in relation to their 

communities and the nation in which they live.  Diller & Moule (2005) describe culture 
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as identity, beliefs, and behavior that is learned through a “natural process of growing up 

in a family and community, and from participating in schools and other societal 

institutions” (p. 67).  In relation to children of linguistic and cultural diversity Ovando et 

al. (2006) discuss how schools impact the processes of biculturalism, assimilation, and 

acculturation.  They describe biculturalism as the “capacity to negotiate effectively within 

two different cultural systems” (p. 143).  Assimilation describes the manner in which a 

group or an individual takes on the cultural identity of another group at the expense of 

their own.  Through acculturation, individuals or groups adopt cultural traits from groups 

they come in contact with (Banks 1999, Ovando et.  al., 2006, Thomas & Collier 1997).  

Acculturation results in “new or blended cultural patterns” (Ovando et al., 2006, p 189).  

Assimilation and acculturation are also addressed in discussions related to additive versus 

subtractive bilingualism.  Cummins, (2001) describes programs in which a child’s first 

language and home culture are valued and built upon as additive bilingualism.  In 

contrast, Cummins describes subtractive bilingualism as the development of the second 

language and culture at the expense of the first language and culture.   

I believe the ideas of biculturalism, assimilation and acculturation along with 

Cummins’ views of additive versus subtractive approaches to language and culture are 

relevant to meeting the needs of the students and the families with whom I work.  These 

ideas along with the concept of cultural capital provide an explanation for which 

languages and cultures are typically valued in school settings.  In her discussion of 

Bourdieu’s theory of cultural capital, Nieto (2004) states that “because schools primarily 

reflect the knowledge and values of economically and culturally dominant groups in 
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society, they validate and reinforce the cultural capital that students from such groups 

already bring from home” (p. 311).  In the rural, coastal school in which I work, children 

represent the wide range of diversity found in our community.  It is important that those 

of us who work in schools understand that   

knowledge producers, teachers, and students perceive the world from a center 
located within themselves, shaped by the social and cultural context in which they 
operate, and framed by languages that contain within them tacit views of the 
world. (Kincheloe & Tobin, 2006, p. 9)   

As a teacher-researcher, interactions with my students and their families and the manner 

in which I interpret data collected through the research process are influenced by my own 

life experiences and cultural influences.   

Anthropological influence.  Heath and Banks (2008), educational researchers 

who use ethnography to study language and literacy, describe culture in the following 

manner: 

We generally associate “culture” with one or more “societies,” often seen as 
synonymous with “nation,” “racial group,” “religion,” or “ethnicity.”  Yet these 
biological and geographic frames of birth origin or chosen affinity also develop 
sub-groupings that have a strong sense of their own special ways of doing and 
believing.  For example, members of every nation, though held together within 
national boundaries, will vary along a spectrum of differences that result from 
their history of migration, group isolation, geographic locale, religious affiliation, 
and other internal or external forces. (p. 9) 

This definition of culture and its sub-groupings is relevant to this research, as it is the 

perspectives and histories of parents who live and work in this unique coastal context that 

was the focus of this study.  Specifically, my interest was in accessing the knowledge and 

skills related to ocean literacy that parents have to contribute, to support, and to inform 

my approach in working with their children—my students, as I develop and teach 
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standards based, cross-curricular lessons related to ocean literacy in my third grade 

classroom. 

In the “the funds of knowledge” approach to research in educational settings, 

Moll, Amanti, Neff, and Gonzalez (2005) describe how teachers work in collaboration 

with university researchers to conduct ethnographic studies of the “strategic knowledge 

and related activities essential to households’ functioning, development and well-being” 

(p. 85).  Creswell (2009) defines ethnography as a research method developed by 

anthropologists to study “an intact cultural group in a natural setting over a prolonged 

period of time by collecting, primarily, observational and interview data” (as cited in 

Creswell, 2007b, p. 13).  While Gonzalez, Moll, and Amanti (2005) describe the use of 

ethnographic methods in funds of knowledge work and include a chapter related to the 

historical views and use of the concept of culture in the field of anthropology, they 

specifically reject describing their work with families from a traditional anthropological 

perspective “because the term culture is loaded with expectations of group norms and 

often-static ideas of how people view the world and behave in it” (p. 10).  Moll et al.  

(2005) focus on “specific funds of knowledge pertaining to the social, economic, and 

productive activities of people in a local region, not ‘culture’ in its broader 

anthropological sense” (p. 85) as they seek to tap into knowledge and skills parents and 

families can bring to bear on classroom curricula and on the education of their children. 

As in the literature related to second language acquisition and multicultural 

education, discussion of anthropological views of culture and application of ethnographic 

methods in the funds of knowledge work raises issues of cultural capital and deficit 



35 

 

theories.  In the funds of knowledge approach, deficit theories are challenged as parents 

and children are invited to contribute their skills and knowledge in classrooms.  Parents 

who work and live at the coast are part of a distinct regional culture and as a result, have 

a unique set of experiences, knowledge, and skills to contribute to the development of 

their children’s ocean literacy. 

A Context of Cultural and Linguistic Diversity 

The work of Alma Flor Ada (1993) in the area of parent involvement provides a 

great deal of insight into the value of the rich, diverse, life experiences on which parents 

of all linguistic and cultural backgrounds have to draw.  Her use of bilingual family 

literacy activities to foster academic growth and positive relationships between home and 

school is a model that shows children and parents that their home language and their 

cultural practices are valued in the school setting.  When parents believe that their 

contributions, regardless of their own linguistic, educational, or socioeconomic 

background are valued, they are more likely to have positive attitudes that support school 

success for their children.  Ada’s (1993) work in bilingual education comes from a 

critical pedagogy approach.  From her perspective,  

If we are to facilitate the growth of our students as integrated persons, if we are to 
help them develop their full potentials, we need to have the educational process 
extend beyond the classroom and the school walls.  Most importantly, we cannot 
allow the school to disenfranchise the family, as happens all too often in the case 
of language minority and economically disadvantaged students. (p. 3)   

Ada’s work is focused on building a sense of community in which children, 

parents, and educators work collaboratively to build literacy.  This is done in a manner 

that values and celebrates family stories, linguistic diversity, and cultural traditions. 
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In regard to parent and community involvement, Ogbu and Simons (1998), 

discuss the necessity for schools to work with parents and community members in order 

to address the needs of immigrant students.  Their discussion focuses on the importance 

of building trust with parents and students.  They suggest that teachers will, “need to 

show parents that they are respected and needed to help their children succeed in school” 

(p. 182).  In addition, Ogbu and Simons find that minority students are more successful 

academically and are healthier emotionally when acculturation into a majority culture 

occurs in a manner that keeps their cultural identity whole, as opposed to in a manner 

which strives to have students become assimilated; adopt a new cultural identity at the 

expense of their home culture.  Ibañez, Kuperminc, Jurkovic, & Perilla (2004), build on 

Ogbu’s work related to acculturation.  They find that, “academic competence, school 

belonging, and parent involvement were positively related to achievement motivation” (p. 

559).   

The focus of this study was to examine parent conversations and perspectives as 

the participants interacted with their own children, with other parents, and with me as the 

teacher-researcher in the shared experience of contributing to and participating in ocean 

literacy activities with their children.  In the process their views about the relationships 

that were formed with individuals from other linguistic, cultural, and social backgrounds 

were examined.  A sense of belonging and ownership helps both children and parents 

become more willing to participate in decision-making and leadership roles in both 

school and community organizations (Delgado-Gaitan, 2004; González, Moll, & Amanti, 

2005; Valdéz, 1996; Zentella, 2005).  For parents who participated in the Voices from the 
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Coast study, there is the potential to build the sense of belonging and home-school 

partnership that empowers students and parents to take on leadership roles in their 

schools and communities. 

Need for the Voices from the Coast Study 

“When it comes to parent involvement and its powerful influence, the knowledge 

base is broad and clear.  The challenge comes in transforming knowledge into practice, 

and practice into results” (National PTA, “Research Findings” 2009).  The process of 

reviewing the literature related to drawing on funds of knowledge in order to build ocean 

literacy skills and home-school partnerships reveals three areas that make the Voices from 

the Coast study unique.  First, application of the funds of knowledge approach has 

typically occurred in urban, desert settings in the Southwest, and with teachers as the 

study participants.  This study took place in a rural, coastal location in the Pacific 

Northwest.  Second, parents, as opposed to teachers, were the study participants and 

made up the study group.  This provided the opportunity to examine parent perspectives 

regarding their experiences in taking part in a funds of knowledge home-school 

partnership project.  In other words, it was the parent voices that inform what was learned 

about family involvement in this study.  Finally, parents of diverse backgrounds worked 

together around the shared purpose of supporting their children in developing ocean 

literacy skills.  The commonalities of experience brought about by living in a rural, 

coastal community and participating in after-school family activities and parent study 

groups related to ocean literacy will inform future classroom instruction as well as efforts 

to build home-school partnerships. 
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Summary of Chapter 2 

The Voices from the Coast study is supported by research and theories from a 

variety of educational areas.  The topics that inform this study are (1) the funds of 

knowledge approach, (2) family involvement, (3) content area literacy and ocean literacy 

and, (4) concepts of culture, and (5) a context of cultural and linguistic diversity.  

Cummins (2009) discusses how individual teachers have power to exercise agency 

through “their orientation to students' language and culture, the forms of parent and 

community participation they encourage, and in the ways they implement pedagogy and 

assessment” (p. 52).  In the Voices from the Coast study, a non-traditional approach to 

building home-school partnership was  used.  This included modifying the funds of 

knowledge approach in a manner that fit the needs of the community of learners 

involved.  Integration of family funds of knowledge related to ocean literacy reflects my 

interest in developing strong relationships with parents in a manner that values their 

contributions and the cultural and linguistic diversity of the families in our coastal 

community. 
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Chapter 3: Methodology 

Introduction 

This chapter details the qualitative methods used in the planning, selection of 

participants, collection of data, and the process of data analysis for this study.  Each step 

of the planning and implementation process was carefully chosen with these research 

questions in mind:  (a) What are the funds of knowledge that parents in a rural, coastal 

context bring to bear around the development of ocean literacy for their children? (b) 

How do parents describe their involvement in their child's learning when invited to share 

funds of knowledge around ocean literacy?  How do they describe interactions with the 

teacher, their child, and other parents when engaged in school activities related to ocean 

literacy?  The selection of an ethnographic approach to collect qualitative data is 

consistent with my interest in parent perspectives and with the funds of knowledge 

approach to connecting family experiences and resources to school curriculum.  

Browning-Aiken (2005), in describing her application of funds of knowledge work with 

an immigrant family in Tucson, Arizona reports that use of ethnographic methods 

revealed a number of themes that directly affect the nature of school-home-
community relations and have the potential for improving academic achievement 
on the basis of the use of more knowledgeable pedagogical practices and 
educational policy. (p. 178)   
 

The following is information regarding how ethnographic methods were applied in this 

context.  Description of the setting, information about the parent participants, and details 

about the tools used to collect and analyze the resulting qualitative data are provided.  

Data collected in the different study activities include (1) audio recordings of parent 
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study group conversations, (2) photographs and photocopies of artifacts made during 

family and child activities, home-school connection assignments, and parent response 

journals, (3) audio recordings of in-depth interviews with six focal parents either in the 

home or a community setting, and (4) teacher-researcher fieldnotes and analytic memos.   

Grounded theory processes and methods were chosen as the data analysis method 

for this study.  Information regarding the coding cycles, analysis of codes generated, and 

the process of developing the categories that supported the development of theory 

grounded in the data are discussed.  This chapter concludes with discussion related to 

how reliability, validity and trustworthiness were addressed in this research. 

Ethnographic Approach 

Creswell (2009) describes ethnography as a qualitative approach based on a 

constructivist world view.  He writes that in ethnography, “The researcher seeks to 

establish the meaning of a phenomenon from the views of participants.  This means 

identifying a culture-sharing group and studying how it develops shared patterns of 

behavior over time” (p. 16).  While Heath and Street (2008) also view ethnography as 

focused on understanding patterns of behavior, they do not categorize ethnography as a 

qualitative approach.  They describe ethnography as a “theory-building enterprise 

constructed through the detailed systematic observing, recording, and analyzing of human 

behavior in specific spaces and interactions” (p. 29).  Both of these views of ethnography 

are relevant to this study in which understanding participant views in a specific context 

was examined in order to build a theory regarding factors that enhance partnerships 

between parents and schools.  Because ethnography has its roots in the field of 
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anthropology, the idea of culture was central in this approach to understanding the 

behavior of a particular group of people.  In this research, the group whose behavior is of 

interest is parents who live and work on the Oregon coast.  I examined their funds of 

knowledge related to ocean literacy as this rural, coastal context influences many aspects 

of daily life and because it is relevant to the development and teaching of ocean literacy 

skills in my third grade classroom.  I was interested in parent perspectives regarding their 

relationships with their child, with other parents, and with me—their child’s teacher, as 

they were invited to contribute to their child’s learning about ocean literacy in school 

through participation in family nights, and through involvement in home interviews.  I 

used ethnographic methods in an adaptation of the funds of knowledge approach detailed 

by González, Moll, and Amanti (2005) to develop, implement, analyze, and report my 

findings in this research study.   

Setting and Participants 

Living on the Central Oregon Coast.  The Oregon coast covers nearly 365 miles 

that stretch from Astoria to the north and Brookings to the south.  Highway 101, the main 

thoroughfare that winds through small communities, offers scenic ocean and river vistas 

that include dramatic cliffs, dense forests, rocky beaches, sandy beaches, and sand dunes.  

These rich natural resources, along with the iconic bridges that cross the inlets, estuaries, 

and rivers, and the 11 lighthouses that cling to the rugged coast, are at the same time 

beautiful landmarks that draw tourists to the area and essential to the quality of life for 

coastal residents.  Lincoln County, one of Oregon’s 36 counties, is located on the central 
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Oregon coast and includes the communities of Depoe Bay, Eddyville, Lincoln City, 

Newport, Siletz, Toledo, Waldport, and Yachats.    

In their discussion of the history of the Oregon coast, Disse, Weeber, and 

Harrison (2010) identify  the first known inhabitants of Lincoln County as native tribes 

who are known to have lived in the area as long as 8,000 years ago.  The Lincoln County 

Historical Society (LCHS) offers “Lincoln County: A brief history” (2009) as an 

informative description of how the area was discovered and settled.  In this account, early 

explorers such as Captain James Cook in 1778, and trappers from the Hudson Bay 

Company’s headquarters in Fort Vancouver who visited the area through the mid-1800’s, 

were among the first to record exploration of the central Oregon coast.  According to this 

LCHS (2009) chronicle,  

the history of the central coast was changed forever in 1855 when the United   
States established a 1.3 million-acre reservation on the central Oregon coast.  
More than 4,000 people from 20 different tribes resettled on this reservation. 

Interaction between Reservation Indians and settlers interested in harvesting oysters and 

accessing the areas bounty of natural resources led to the United States government 

opening up “the Yaquina Bay area to non-Indian settlement in 1866” (LCHS, 2009).  The 

subsequent account of the development of the county includes a history of homesteading 

in the areas that now are the sites of many of the existing communities in the county.  In 

the process, the 1.3 million-acre Siletz reservation dwindled to 3,666 acres, reflecting 

how both the past and the present are influenced by the natural resources of the area. 

According to the Oregon Blue Book (2011), the county covers an area of 992 

square miles and in 2009, had a population of 44,700 residents.  The U.S.  Census 
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Bureau’s 2005-2009 Community Survey (2011) indicates the median household income 

as $38,170.  In addition, the same report shows that 17% of the population lived in 

poverty and that 22% of “related children under 18 were below the poverty level” during 

that time period.  Major sectors that contribute to the economy of the county include 

tourism, government, services/retail, forest products, and fishing (Oregon Blue Book, 

2011).  Relevant to the ocean literacy focus of this work is the presence of Oregon State 

University’s Hatfield Marine Science Center, the Oregon Coast Aquarium, and the recent 

establishment of the National Oceanic and Atmospheric Administration’s Marine 

Operations Center-Pacific in Newport.  These agencies offer employment in the 

community as well as partnership with local schools through educational outreach efforts. 

The school setting.  The school district in which this study took place is one of 

the few remaining county-wide school districts in Oregon.  The district provides 

educational services to the coastal communities of Lincoln City, Depoe Bay, Newport, 

Waldport and Yachats, and to the inland communities of Toledo, Siletz, and Eddyville.  

According to the district’s May,  2011 attendance report, 5,066 kindergarten through 

twelfth-grade students attended school in ten regular schools and four public charter 

schools (LCSD Board Report, June, 2011).  Of this student population, 62.9% of the 

students were considered to live in poverty based on their qualification for free or 

reduced lunch (Oregon Department of Education [ODE], August, 2011).  There were 428 

kindergarten through sixth-grade students enrolled in the school in which this study took 

place.  Of these, 78.1% of the students qualified for free and reduced lunch.  Both the use 

of free and reduced lunch as an indicator of poverty, and the labels used to identify 
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ethnicity are based on the U.S. Department of Education’s guidelines for reporting this 

information.  The district profile indicates that in the years between 2000 and 2007, there 

was “a 30% increase in Hispanic students with a 52% increase in English language 

learners.”  In addition, “about 400 students in the district have been identified and are 

currently receiving services from the Homeless program (2011).  Table 3.1 provides a 

comparison of the ethnicity of student in Oregon and in the elementary school where the 

study took place.  This data shows that the percentage of Indian/Alaskan Native 

American and Hispanic students at the school was higher than that of schools throughout 

Oregon.  For the most part, students in the school who identified as Indian/Alaskan 

Native are members the Confederated Tribes of Siletz Indians.  While a larger number of 

these students live in the community of Siletz where the Siletz Reservation is located, 

many Siletz tribal members now live in Lincoln City where the tribe operates the 

Chinook Winds Casino.  Information provided in the district’s Plan for English Language 

Learners (2009) indicates that the great majority of the approximately 400 students 

identified ELL attend school in the communities of Newport and Lincoln City.   
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Table 3.1    

Ethnicity of Students in Public Schools in Oregon, the Participating District, and 
Elementary School Site 

 

Ethnicity 

 

White Black Hispanic Asian/ 
Pacific 
Islander 

American 
Indian/ 
 Alaskan  
Native 

Multi-
Ethnic 

Total 
Minority 

State of 
Oregon 372,196 

66.3% 

14,599 

2.6% 

115,103 

20.5% 

21,720 

3.9% 

10,406 

1.9% 

23,794 

4.2% 

189,135 

33.7% 

District 3,614 

69.8% 

41 

0.8% 

768 

14.8% 

22 

0.4% 

428 

8.3% 

298 

5.8% 

1,567 

30.3% 

Elementary 
School 

248 

59.6% 

0 

0.0% 

118 

28.4% 

4 

1.0% 

32 

7.7% 

14 

3.4%   

168 

40.5% 

Note.  Adapted from ODE Student Ethnicity Report (2010-2011). 

Most of the district’s ELL students arrive as immigrants directly from Mexico or 

are born in Oregon.  This pattern of immigration is based on employment and also on 

families joining relatives or acquaintances who are already established in local 

communities.  The primary language for most of the ELL students is Spanish.  Some 

families also speak Nahuatl or other Native Mexican Indian languages, making English 

the third language in some households.  In addition, there are several Spanish-speaking 

ELL students from Guatemala and Peru.  There are also a few students who speak 

Korean, Mandarin Chinese, Hindi, Bassa, Nepalese, Russian, or Thai as their first 

Language (LCSD Plan for English Language Learners, September, 2009). 

School districts throughout Oregon have been dramatically impacted by the 

recessions of 2001 and 2007.  The Oregon Blue Book indicates that because of Oregon’s 

tax system and the fact that much of the funding for public schools comes from the state’s 
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general fund,  the economic downturns mean that “school districts throughout Oregon 

were faced with shorter years, larger class sizes, and elimination of programs” (2011).  

This is certainly the case in the participating district, which has also experienced a 

continual decline in student enrollment during the same period.  In recent years, nine 

schools have been closed in the different communities within the district.  In the process, 

schools have been reconfigured to make the best use of dwindling resources, and several 

charter schools have been established as parents have fought to keep schools open in their 

communities.   

The program that serves ELL students is among the many district programs that 

have suffered budget cuts and restructuring.  The current program to serve the needs of 

English language learners is a pull-out model.  At the elementary level students who 

qualify for program services leave their homeroom for thirty minutes of focused 

instruction in English language development.  Recently, due to budget cuts, primary 

language instruction in Spanish reading has been eliminated.    

Funds of Knowledge in the Voices from the Coast Study Context 

The three components of professional development that are essential in the funds 

of knowledge approach developed in Tucson and reported by (González et al., 2005) are 

the following: 

1.  Teachers are trained in ethnographic theory and methods through 

a. Reading ethnographic literature 

b. Role-playing and discussing a nonevaluative, nonjudgemental stance to  
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    the field work 

c. Learning how to be a good listener and pay attention to detail 

d. Asking respectful questions and learning to listen to answers 

2.  Teachers participate in teacher study groups to  

a. Discuss readings and ethnographic methods  

b. Review findings from home visits 

c. Discuss classroom practices and implications 

d. Develop relationships between participating teachers and university 

researchers    

e. Discuss ethical issues that may arise 

f. Take care of business related to the study 

3.  Teachers develop curriculum based on student-family funds of knowledge.   

Messing, in González et.  al., (2005) describes the manner in which  

these three components come together to incite a shift from a “deficit view” of 
“linguistically and culturally diverse” students, to a positive view that considers 
the wealth of household knowledge that is too often overlooked, with little or no 
connection for the child in the classroom. (p. 185)   

The manner in which the three components of the funds of knowledge are used in the 

setting for this study follows.   

Teacher-researcher preparation.  As a PhD student working in a rural 

community, at considerable distance from my university, I conducted an independent 
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study of ethnographic theories and methods.  In addition to reading textbooks and articles 

about how to conduct ethnographic research, I read the ethnographic work of others in 

preparation to apply the funds of knowledge approach in my setting.  I included original 

and adapted funds of knowledge studies, ethnographies in educational settings, and 

studies in other contexts.  I read these materials with an interest in learning about the 

design of the studies, the methods used, the data analysis approaches utilized, and the 

style in which results are reported.   

The study group.  González et al. (2005) emphasize the importance and the value 

of the teacher study groups used in funds of knowledge work as an opportunity for 

discussion and building relationship between teacher researchers and university 

researchers.  In my situation, it was the parent conversations, relationships, and insights 

that I was interested in building in order to understand ways to develop home-school 

partnership efforts in my setting.  As a result, I convened parent study groups following 

each of the three planned Ocean Literacy Family Nights.  Parents were invited to discuss 

their perceptions of how the parent-child activity went and to offer their insights about 

how to improve these activities in the future.  The use of parent-child activities and of 

parents as the study group members added reciprocal and collaborative dimensions to the 

study.  This aligned with my interest in exploring the parents’ responses to being 

included in these kinds of activities with their children in the school setting and in 

understanding the relationships that developed between parent and child, between the 

parents themselves, and between the parents and me as the teacher-researcher through 

this process.   
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The curriculum connection.  The final component of the funds of knowledge 

approach is the connection to curriculum in the classroom.  I can now incorporate what I 

learned about family resources, skills, experiences, and knowledge related to ocean 

literacy into lessons I teach through classroom activities, field experiences, home-school 

connection assignments, and efforts to build parent-school partnership.  This includes 

inviting parents into the classroom to share their experience or expertise and arranging 

field trips to visit parent workplaces in the community.  This effort documents for 

families, students, and fellow educators how parent experience, knowledge, and skills are 

relevant to school efforts related to the development of ocean literacy for third graders 

living on the Oregon coast.   

Ovando et.  al., (2006) advocate for teachers to use an ethnographic lens in efforts 

to better understand and meet the needs of their students.  In their view,  

it is clear that ethnographic approaches can be used in many ways to enable 
educators to better understand the role of culture in bilingual and ESL classrooms.  
Ethnographic approaches help educators to analyze the dynamics of human 
interaction in the learning process, they provide us with broader perspectives on 
the assessment of student competencies, they develop our awareness of culturally 
influenced patterns of communication, they provide a window into the character 
of the local community, and they increase our sensitivity to the cultural influences 
on social, curricular, and organizational structures of school.  Through all of the 
above, they provide insightful ways for teachers to observe and improve the 
multicultural learning process. (p. 219) 

 
I was interested to see if study activities and interactions would provide a better 

understanding of how to meet the needs of the diverse children in my classroom.  

Moreover, I wanted to see if the relationships that resulted from the home visit, the 
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family nights, and the parent study groups had any impact on a sense of partnership 

between home and school. 

Recruitment of Participants and Informed Consent 

The recruitment and informed consent and assent processes are formal necessities 

to ensure that participants are recruited in a fair manner and that their rights are protected.  

Parent participants were recruited for this study in April of 2011.  This was done in 

accordance with OSU’s Institutional Review Board (IRB) guidelines and policies.  I 

scheduled a parent information meeting, inviting parents to learn more about the Voices 

from the Coast study (see Appendix B for Bilingual Informational Meeting Invitation).  

This informational meeting took place prior to the scheduled family nights.  Plans for this 

meeting involved discussion regarding the purpose of my study, the activities involved, 

and the time commitment needed for parents to participate.  This included explanation of 

the informed consent and assent process, detailing 

 That participation in the study was voluntary  

 How anonymity would be protected through the use of pseudonyms and secure 

handling  and storage of all data collected 

 Parents’ right to decline participation in any study activity, or to choose not to 

answer any interview question 

 The potential benefits and harm from participation in the study 

 The option to leave the study at any time, without consequence  

(see Appendix C for Bilingual Recruitment and Informed Consent Meeting Agenda). 
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The parent informed consent and the child assent procedures ended up being 

completed at the beginning of each of the three parent study groups (see Appendix D for 

Bilingual Informed Consent and Assent forms).  The Voices from the Coast Parent 

Interest form was also completed with parents following the parent and child portion of 

the family nights.  This form was used to gather demographic data about parents as well 

as to assess parent interest in serving as focal parents willing to participate in the in-depth 

home interviews (see Appendix E for Bilingual Voices from the Coast Parent Interest 

form.)  These forms were incorporated at the start of each parent group session because 

no families came to the initial informational meeting.  In retrospect, and based on 

subsequent conversations with parents, I realize that the prospect of a meeting to discuss 

the upcoming family nights probably was not motivating to families.  In addition, parents 

reported that they felt intimidated by the idea that this meeting was connected to a 

research study.   

Every parent and all students in my third-grade class were invited to take part in 

three Ocean Literacy Family Night events which took place in my classroom in May and 

June of 2011.  All parents were invited and encouraged to attend whether they were 

interested in becoming study participants or not (see Appendix F for Bilingual Family 

Night Flyers).  When I explained the study groups and invited parents to be a part of this 

research study immediately after the parent and child sessions, most parents were eager to 

become study participants.  This approach was also effective in that attendance by 

different parents varied over the course of the three family nights.   
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Parent participants.  Over the course of the three family nights, 16 parents 

completed the informed consent process and 15 stayed following the parent-child 

activities to take part in study group sessions.  These parents represent 10 families.  In 

addition, 12 children of these parents signed assent forms giving permission for 

photographs or photocopies of artifacts produced with their parents to be used as part of 

this study.  The diversity of the parents in terms of linguistic and cultural background, 

employment, and income levels represents the diversity of the children in my classroom, 

the school, and the coastal community in which this study takes place.  Further 

demographic, employment, educational background, and other relevant characteristics are 

shown in Table 3.2. 

Focal parents.  Six parents volunteered to participate in this study as focal 

parents.  The original IRB proposal indicated that three focal parents would be included 

for in-depth interviews prior to and following their participation in the three Ocean 

Literacy Family Nights.  As no families came to the original informational meeting, there 

were no parents identified as focal parents prior to family nights taking place.  Because of 

this, the research protocol was revised and permission was granted to conduct up to 12 

interviews following the family night activities.  As a result, all of the six parents who 

expressed interest in participating in this manner were included.  In addition to 

participating in family night activities and parent study groups, focal parents agreed to 

meet with me so that I could conduct an in-depth interview in their home or in a 

community setting. 
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Table 3.2 

Summary of Parent Participants and Characteristics 
Total Number of Participants  

 
 Parents: Signed Consent as study participant (16) 
 Children: Signed Assent to use  artifacts (12) 
 Families Represented (10) 

Gender of Parent Participants 
 

 Female (8) 
 Male (8) 

Parent occupations  Beautician (1) 
 Contractor (1) 
 Construction worker (1) 
 Handyman (1) 
 Housekeeping- in hotels/motels or other people’s 

homes (3) 
 Law enforcement (1) 
 Restaurant- waiter/waitress, cook (4) 
 Retail sales (1) 
 Security (1) 
 Unemployed (2) 

Families Qualifications for Free 
or Reduced Lunch 

 Free (6) 
 Reduced (3) 
 Full Price (1) 

Parent Country of Birth  United States (11) 
 Mexico (5) 

Parent Primary Language  English (11) 
 Spanish (5) 

Parent Ethnicity 
(Self-Identified) 

 Multi-Ethnic (1) 
 Hispanic (5) 
 Native American (1) 
 White (9) 

Relationship to 3rd Grade 
Student 

 Mother (8) 
 Father (5) 
 Step-Father (2) 
 Grandfather (1) 

Parent Level of Education  Elementary/Middle School (3) 
 High School or GED (10) 
 A.A.  (1) 
 Trade School (1) 
 Bachelor’s Degree (0) 
 Master’s Degree (1) 

Children of Parent Participants 
Enrolled in Special Program 

 Talented & Gifted (1) 
 Title I (4) 
 ESOL (2) 
 Indian Education (1) 
 Special Education (2) 



54 

 

 

Data Collection Methods 

Following are descriptions and rationale for each of the data collection methods 

selected for this study.  The use of qualitative and ethnographic methods reflects my 

theoretical perspective and interest in capturing the voices of the participants, along with 

my own reflections and thoughts as I implemented the study.  My dual roles of teacher-

researcher allowed for involvement with the participants in their homes and in the school 

setting.  This immersion with parents, within the rural, coastal community which 

provides the context for this study, supported the collection of sufficient, in-depth 

material to represent the perceptions of the diverse group of parent participants involved.   

The development of relationships that González et al. (2005) describe as 

“relationships of trust, or confianza” (p. 8) was essential to this work.  González et al.  

(2005) assert that the way to develop this trust is through “the talk born of ethnography: 

respectful talk between people who are mutually engaged in a constructive conversation” 

(p. 8).  While I made every effort to ensure that the relationships that developed were 

based on mutual regard and the common interest in improving ocean literacy skills and 

parent partnerships, I was very cognizant of how my role as teacher, as a university 

researcher, and as a white female had the potential to influence the relationships that 

developed as well as the responses provided by each parent.  In addition, I was very 

aware that the relationships that developed between the different parent participants were 

also influenced by factors such as employment, role in the school, amount of time living 

in the community, and length of time living in the United States.   
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As I prepared for interactions with parents at school, in their homes, or in the 

community, I worked to be clear about what kind of information I was seeking to inform 

my research questions.  This meant having a purpose for each parent-child ocean literacy 

activity, parent study group session, and in-depth interview.  Ginsberg (2007) offers the 

following four questions for consideration in planning and carrying out home visits.  

They are based on intrinsic motivation and culturally responsive teaching:  

(a) How can we promote respect and feeling of connection among all 
participants?; (b) How can we make each visit a relevant learning experience and 
give families choices in the visiting process?; (c) How can we create a positive, 
challenging, and engaging experience for everyone?; (d) How can we identify 
what has been a successful visit?  (as cited in Ginsberg, 2005; Wlodkowski & 
Ginsberg, 1995)   

These questions were helpful to keep in mind both in preparation and anticipation of 

interactions with parents and in reflection on the thoughts collected in my fieldnotes and 

analytic memos. 

In accordance with IRB guidelines and the approved study protocol, all data 

collected during this study is stored in a locked cabinet in the principal investigator’s 

office.  All participants were assigned a pseudonym to protect their identities.  The 

anonymisation log that connects participants to their respective pseudonyms is locked in 

a separate cabinet.  Some minor details have been changed or omitted to prevent 

identification of individuals in this study which takes place in a small community and 

with a small number of participants.   

Ocean Literacy Family Nights.  Three Ocean Literacy Family Nights were 

offered to all families of third-grade students in my class, regardless of a parent’s 
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decision to be a study participant or not.  These evening activities started with families 

having a simple dinner in the classroom setting.  This was followed by an introduction to 

a grade-appropriate topic related to ocean literacy.  Families then engaged in a parent-

child activity connected to the evening’s ocean literacy topic.  The parent-child portion of 

each evening was concluded with a time for sharing and comparing family projects, 

discussion of the ocean literacy topic, and reflection on the experience.  Artifacts created 

by parents who completed the informed consent process, and children who completed the 

informed assent process, were important sources of data that were coded, analyzed, and 

that informed study findings. 

 Table 3.3 offers a summary of the time frame in which the Ocean Literacy Family 

Nights took place along with information about the artifacts that were created and 

collected during each of these events.  Included is detail about the purpose of each family 

night.  Detailed discussion of how to replicate the Ocean Literacy Family Nights and the 

in-depth interviews with focal parents is included in Chapter 4: Design and 

Implementation of Parent Interactions.  Included in Chapter 4 are photographs and 

description of artifacts along with presentation of the in-depth focal parent interviews as 

individual case studies. 
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Table 3.3 

Summary of Ocean Literacy Family Night Activities and Related Data Collected 

Activity Purpose Data Collected 

Informational 
Meeting 

May 8, 2012 

 Explain study and proposed 
activities 

 Explain informed consent 
process and obtain consent  

 Recruit focal parents 

No data was collected at this 
informational meeting 

Family 

Night 1: 

Water in our 
Community 

May 22, 2012 

 Exploration of maps with 
focus on local water shed 

 Families created and shared 
maps of how they interact 
with water in our 
community 

Artifacts:  
 Family maps of water in 

their community 
 Parent journal response 
 Home-School 

Connection 

Family  

Night 2: 

Working and 
Living at the Coast 

May 29, 2012 

 Exploration of methods used 
in commercial fishing  

 Concept of by-catch 
introduced 

 Families engineered, tested, 
modified, and shared fishing 
nets 

Artifacts:  
 Family engineered fish 

nets 
 Parent journal response 
 Home-School 

Connection  

Family  

Night 3: 

Water on Earth 

June 5, 2012 

 Exploration of useable water 
on Earth (potable, irrigation, 
sustain life) 

 Families charted knowledge 
of useable water on Earth 

 Parent and child created 
model representing fraction 
of usable water on Earth  

Artifacts:  
 Family pre/post charts 

of water on Earth 
 Family plates of 

fractions of water on 
Earth 

 Parent journal response 
 Home-School 

Connection 

 

Parent Study Groups.  Parents were invited to stay for a “parent study group” 

following each of the three Ocean Literacy Family Nights.  Each study group session 

started with information and time to complete the informed consent, assent, and parent 
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interest forms.  Children moved to a different classroom where childcare and age-

appropriate activities were provided.  The structure and the purpose of the study group 

discussions are very similar to a focus group.  According to Creswell (2005),  

a focus group  interview is the process of collecting data through interviews with 
a group of people, typically four to six.  The researcher asks a small number of 
general questions and elicits responses from all individuals in the group.  Focus 
groups are advantageous when the interaction among interviewees will likely 
yield the best information and when interviews are similar to and cooperative with 
each other. (p. 215)   

The distinction between a focus group and a parent study group was made for two 

reasons.  The first is that the study group, an integral component in the funds of 

knowledge approach, describes conversation between the teacher-researchers and 

university-researchers that is driven by an interest in determining how to integrate parent 

skills, knowledge, and experiences into school-based curriculum.  In this context, it was 

the teacher-researcher and the parent participants who discussed their experience in the 

parent-child activities and who explored the parent funds of knowledge that can 

potentially strengthen instruction.  Secondly, the questions that guided the study group 

discussions were designed with an interest in encouraging the parent participants to 

engage in conversation and reflection regarding their role in their child’s education, 

specifically in the area of ocean literacy.  This approach was intended to inform both the 

teacher-researcher’s practices and the parent participant’s levels of comfort and 

understanding related to ocean literacy development and their involvement in their 

child’s education in the school, home, and community settings.  These nuances in 

purpose distinguish the study group in this study from a traditional focus group. 
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The parent study group sessions focused on parent responses to the evening’s 

activity, exploration of how their experiences and knowledge might supplement the topic 

addressed in each activity in a school setting, and on parents’ ideas about how the school 

based activities might be built on or continued in the home or community.  Parents were 

also asked to reflect on their interactions with their own children, with other parents, and 

with myself, their child’s teacher.  Discussion was guided by a list of questions intended 

to start conversations related to study themes (see Appendix I for Bilingual Parent Study 

Group Questions).  Initial coding and analytic memos written during the transcription 

process informed questions to add or to follow up on during subsequent parent study 

groups.   

A total of 16 parents participated in the three study groups.  Of these parents, two 

participated in all three study groups.  Each parent study group was audio recorded.  

These recordings were transcribed and provided data to be analyzed with the intent of 

gaining insight into family funds of knowledge related to ocean literacy and into the 

interactions and conversations that happened between parent and child, between 

participating parents, as well as between parents and the teacher- researcher.   

In-depth interviews with focal parents.  In keeping with the funds of knowledge 

approach in which home visits provide a great deal of insight and information into family 

skills, interests, and resources, I contacted the six parents who volunteered as focal 

parents to arrange interview dates.  All but one of the six focal parents agreed to conduct 

their in-depth interviews in their home setting.  One parent asked that we meet in a 

different location as her home is very small and her husband works in the evenings and 
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then tries to sleep during the day.  When asked to choose a location that was convenient 

and comfortable for her, this parent chose to meet at a local McDonald’s restaurant.  I 

conducted a total of five interviews: one with a husband and wife in their home; two with 

mothers each in their respective homes; one with a grandfather in the home he shares 

with his wife, daughter, and two grandchildren; and the fifth with the mother who asked 

to meet at McDonald’s. 

Preparation for these interviews included building rapport with families during the 

Ocean Literacy Family Nights and drafting a protocol to guide the interviews.  The intent 

was to keep the conversation focused on topics related to the questions driving this 

research, yet open-ended enough to lead to conversations addressing parent interests, 

experiences, and concerns (see Appendix J for Bilingual Home Interview Questions for 

Focal Parents).  Charmaz (2006) describes qualitative interviewing as providing “an 

open-ended, in-depth exploration of an aspect of the life about which the interviewee has 

substantial experience, often combined with considerable insight” (p. 29).  The protocol 

developed included a series of questions that address (1) parent funds of knowledge 

related to parent work history and experience living at the coast, (2) family and 

household routine and activities, (3) parent experience with school involvement, (4) 

ocean literacy, and (5) parent response to the Ocean Literacy Family Nights and related 

study groups.  The interviews consisted of focused questions designed to address specific 

information.  Open-ended questions were also included in order to provide parents the 

opportunity to share thoughts, feelings, and insights that will potentially inform future 



61 

 

efforts to build parent-school partnership and to integrate family funds of knowledge in 

the development of curriculum.   

The original design for the study was to conduct two interviews with focal 

parents, one before the three family nights occurred, and one following the three family 

nights.  Because the focal parents ended up being identified through the Parent Interest 

Form used at the beginning of each study group, the IRB protocol was revised and the six 

focal parents were interviewed following the completion of the family nights.  As a 

result, questions from the original pre- and post-family night activities were combined for 

one interview with each focal parent following the three family nights. 

The interviews were conducted in English or Spanish, depending on the parent’s 

preference.  I started each in-depth interview by reviewing the conditions detailed in the 

informed consent form.  This was to ensure that parents were comfortable with the 

interview process and to remind them that they were free to decline to answer any 

question they did not want to respond to, or to end the interview at any point if they chose 

to.  I reiterated the purpose of the study and offered parents the opportunity to ask any 

questions before I started the interview.  I asked each parent if they were comfortable 

with my audio recording our conversation.  I demonstrated the recording process as I set 

up and tested my digital tape recorder at the beginning of each interview.  Prior to, during 

and immediately following each interview, I took fieldnotes to capture observations, 

impressions, and details that would not be captured through audio recording.  This 

included observations about neighborhoods, homes, and resources related to ocean 

literacy, reading, math, or family funds of knowledge that were apparent in each home.  
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Following each interview, I transcribed the audio recordings making notes and adding 

initial codes to capture emerging themes and patterns.  This initial interaction with the 

data helped to inform questions and ideas I explored in more depth as each interview 

followed.  For example, the initial conversations that occurred with parents about 

involvement in the school’s parent group yielded very different levels of awareness and 

experience.   With each interview, I was able to ask more focused questions regarding 

parent understanding of the group’s efforts to support the students and teachers in the 

school.   

Teacher-researcher fieldnotes and analytic memos.  I used a variety of tools to 

collect teacher-researcher fieldnotes.  I developed forms for note taking during parent 

study groups and parent interviews to capture details, observations, and thoughts that 

audio recording would miss.  A notebook, computer files, and an audio recorder were 

used for reflection and to capture ideas as they developed following interactions with 

parent participants, during transcription, during data analysis, and in the writing process.  

Analytic memos were written as part of the ongoing process of coding and data analysis.  

Charmaz (2006) describes the use of analytic memo writing as a crucial step between the 

collection of data and writing, as it “provides a space to become actively engaged in your 

materials, to develop your ideas, and to fine-tune your subsequent data-gathering” (p. 72).  

Detailed fieldnotes and analytic memos supported accurate transcriptions and writing 

about study activities along with the development of findings throughout the data analysis 

process of this study (see Appendix K for Summary of Data Collection Tools Used).   
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Data Analysis Using Grounded Theory Methods 

The products that resulted from parent activities related to this qualitative study 

include the following: parent study group transcripts, photographs or photocopies of 

artifacts created by participants, transcripts from in-depth interviews with parents, and 

teacher-researcher fieldnotes and analytic memos.  These data sources provided a great 

deal of information about the participants both as individuals and as members of the 

parent group being studied.  Inclusion of fieldnotes and analytic memos written during 

the data analysis cycles supported the development of themes, concepts, and theory that 

resulted from the process of coding and analysis. 

Grounded theory methods were used to code and then organize the collected data 

so that themes and patterns emerged.  Creswell (2005) describes grounded theory as a 

systematic process “of collecting data, identifying categories (used synonymously with 

themes), connecting these categories, and forming a theory that explains the process” (p. 

396).  Recursive cycles of coding, analytic memo writing, and analysis of emerging 

themes were used to scaffold the development of theory grounded in the rich collection of 

data that resulted from study activities.  In describing the focus of grounded theory 

ethnography, Charmaz (2006) states that, it “gives priority to the studied phenomenon or 

process—rather than to a description of a setting” (p. 22).  In the Voices from the Coast 

study, the clear intent was to examine the participants’ funds of knowledge related to 

ocean literacy as well as their responses related to the experience of participation in study 

activities.   This included asking parents to reflect on their prior involvement in their 

children’s education.   
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Following each parent activity, I transcribed, coded, and analyzed new data.  In 

this way, each new audio recording, artifact, or set of field notes informed the questions 

and focus for subsequent conversations in parent study groups and in-depth interviews.  

“With grounded theory, you shape and reshape your data collection and, therefore, refine 

your collected data” (Charmaz, 2006, p. 15).  This reshaping of the data collected helped 

to inform conversations and to focus interactions on the ideas, and themes that seemed 

most relevant to parents and also to the teacher-researcher’s focus on the exploration of 

parent funds of knowledge, information relevant to ocean literacy development, and 

parent experience with home-school partnership efforts.  Charmaz (2006) describes 

careful coding as essential to efforts to “understand acts and accounts, scenes and 

sentiments, stories and silences from our research participants’ view” (p 46).  The coding 

methods selected were chosen with an interest in describing events and actions, but more 

importantly to understand participants’ perspectives and experiences. 

Transcription, translation, and NVivo 9 software.  The first step in the process 

of data analysis was to transcribe the audio recording of each parent study group and in-

depth interview immediately following each session.  To do this, I downloaded digital 

recordings into Express Scribe Transcription software.  This software, in addition to the 

use of a foot pedal, facilitated the process of replaying and transcribing each of the data 

sources.  I translated parent comments and artifacts, as needed, in the transcription 

process.  I paired segments of transcript that captured parent or teacher-researcher 

conversations in Spanish with their corresponding English translation in an effort to avoid 

losing parent “voices” through translation as the process of coding, revisiting, and 
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analysis of data occurred.  I reviewed transcripts and audio recordings to ensure that the 

participants’ words were correctly transcribed and translated.  I photographed, 

photocopied, or scanned artifacts and then saved them as digital files.  I chose to do my 

own transcription of all audio recordings.  According to Charmaz (2006),  

grounded theory methods work best when the grounded theorist engages in data 
collection as well as data analysis.  This way, you can explore nuances of 
meaning and process that hired hands might easily miss. (p. 34)   
 

Immersion in the process of planning and implementing data collection approaches, 

transcribing, coding, recoding, analyzing and writing about emerging theories and 

findings was at the same time exciting and overwhelming.  I used NVivo 9, a computer 

program developed by QSR International, as a tool to store and organize data in source 

folders.  Figure 3.1 shows a screenshot of how I organized data into folders. 
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Figure 3.1.  A Screenshot of NVivo 9 source folders used.  Included are  parent interview 
transcripts, parent journal transcripts, parent study group transcripts, photographs and 
scans of artifacts with their accompanying descriptions, and teacher-researcher analytic 
memos. 

As I worked through the data, I generated initial nodes, or codes.  Creswell (2009) 

describes the coding process as involving      

taking text data or pictures gathered during data collection, segmenting sentences 
(or paragraphs) or images into categories, and labeling those categories with a 
term,  often a term based in the actual language of the participant. (p. 186) 

As I coded my data, I defined what each code represented and assigned it a color.  

Figure 3.2 shows a screenshot of NVivo 9 and the parent nodes I identified in the coding 

process.  When expanded, each node showed the associated child nodes.  (see Appendix 
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L for List of Codes Used).  The use of NVivo 9 facilitated the sorting and organizing of 

data based on the codes generated.   

 

Figure 3.2.  A screenshot of the parent nodes used in NVivo 9.  Parent nodes are shown 
with the number of sources that include a segment coded for each node and the number of 
references that are associated with each code.  The color coding associated with each 
node is also shown. 

As I worked through each transcript, I used coding stripes and coding highlighting 

as tools to help me see how I was categorizing each segment of data.  Some segments 

were coded with more than one code.  For example, a response to a question related to 

discussion about a family night activity could be coded as ocean literacy related and at 

the same time, as connected to the relationship between parent and child.  There were 

also statements from parents that were coded simultaneously.  For instance, a comment 

coded as “parent response to family nights” might also be coded as “In Vivo.” Figure 3.3 

is a screenshot of a segment of a transcript from Parent Study Group #1. 
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Figure 3.3.  A screenshot showing coding highlights and coding strips.  Highlights show 
segments of transcript that are coded.  Colored coding stripes name specific nodes 
(codes) used.  The coding stripe furthest to the left indicates coding density. (FP2 
indicates Focal Parent 2, SR are my initials, and P5 and P1 indicates Parent Participants 5 
and 1.  Pseudonyms were later assigned to each parent.) 

NVivo 9 was also an effective tool for writing teacher-researcher analytic memos 

and connecting them to specific pieces of data.  These analytic memos became one more 

source of data that was coded and analyzed.  Following each round of coding, queries and 

reports were used to look for patterns and trends that were emerging as the interactions 

with the parent participants continued through study activities.  As teacher-researcher 

questions and ideas arose, nodes were analyzed through queries and text searches in order 

to support or reject developing themes and concepts.   

Coding the data.  The purpose of qualitative codes, according to Charmaz 

(2006), is to “take segments of data apart, name them in concise terms, and propose an 

analytic handle to develop abstract ideas for interpreting each segment of data” (p. 45).  

Two coding cycles were used as data were collected, coded, and analyzed.  First Cycle 



69 

 

codes were used to organize data, and to identify early themes or categories that emerged 

from the transcripts, artifacts, and analytic memos as they were collected.  Saldaña (2009) 

defines a code as most often a word or short phrase that symbolically assigns a 

summative, salient, essence-capturing, and/or evocative attribute for a portion of 

language-based or visual data” (p. 3).  The codes generated as initial codes focused on 

organizing data in relation to parent funds of knowledge, ocean literacy, and home-school 

partnership.  Initial codes also served to capture ideas and meaning of parent statements 

and artifacts.  Each coding session informed questions and areas to explore further as data 

collection from family nights, parent study groups, and in-depth interviews continued 

over the course of the study.  Second Cycle Coding was used to make connections 

between the themes or categories that emerged and to see how these ideas fit together as 

concepts.   

Constant comparative.  Grounded theory relies on the use of a constant 

comparative method.  Creswell (2005) defines the constant comparative as 

an inductive (from specific to broad) data analysis procedure in grounded theory 
research of generating and connecting categories by comparing incidents in the 
data to other incidents, incidents to categories, and categories to other categories.  
The overall intent is to “ground” the categories in the data. (p. 406) 

In this study, the constant comparative process included comparing data with data, data 

with category or theme, category with category, and category with concept.  This helped 

to determine if similar or dissimilar themes were present and to begin to confirm or 

negate emerging concepts and theories.  Analytic memos were used to make notes about 
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this process.  These memos became additional data that were coded and that supported 

the development of emerging theories.   

Fit and relevance.  Fit describes how well the concepts developed through the 

constant comparative process connect with or represent the original data collected 

through interaction with the participants in a study.  If the study truly addresses the 

interests and concerns of the participants and is of interest to others, it is said to have 

relevance.  Charmaz (2006) suggests that a 

study fits the empirical world when you have constructed codes and developed 
them into categories that crystallize participants’ experience.  It has relevance 
when you offer an incisive analytic framework that interprets what is happening 
and makes relationships between implicit processes and structures visible. (p. 54)   

The constant comparative process was used in this study to develop theory based on the 

categories that emerged directly from the data collected through interaction with the 

parent participants. 

Figure 3.4 provides a framework for the first and second coding cycles along with 

information regarding the data analysis methods used.  The linear nature of this figure is 

intended to illustrate progression through the process of coding and analyzing data to 

develop the themes that emerge as key to this study.  It is important to keep in mind that 

this process is iterative or repetitive in nature: Each stage of coding makes connections 

between data, codes, categories or themes, and concepts in the process of working toward 

the development of theory that is supported by data.   
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Figure 3.4.  The coding cycles and methods used are shown.  Descriptions of coding 
cycles, coding methods, and their functions are based on the work of Saldaña (2009). 

Theoretical Coding

(Coding Progresses Toward Discovering Centeral/Core            

Category that Identifies Primary Theme)

Focused Coding

(Categorizes Coded Data Based on Thematic or Conceptual Similarity)

SECOND CYCLE CODING:
REORGANIZING & REANALYZING DATA 

(Developing Categorical, Thematic, Conceptual, &/or Theoretical Organization)

Process Coding

(Focus on Action in Data-Gerunds/-ing words)

In Vivo Coding

(Participants' Language Becomes Codes)

Structural Coding

(Coding and  Categorizing Data into Categories or 

Themes Relevant to Study Questions)

FIRST CYCLE CODING:

INITIAL CODING (Breaking Down Qualitative Similarities & Differences)
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First cycle coding.  First cycle or initial coding started with the process of data 

collection.  As each interaction with parents occurred, I imported transcripts, digital 

versions of artifacts, and teacher-researcher fieldnotes into source folders in NVivo 9.  

Each verbal or written phrase was coded.  I wrote descriptions of each artifact alongside 

its image.  These descriptions and images were coded as well.  This process of coding, 

described by Charmaz (2006) as, “naming segments of data with a label that 

simultaneously categorizes, summarizes, and accounts for each piece of data” (p. 43) 

followed each occasion in which  I collected new data.  I wrote analytic memos during 

the coding process as ideas emerged and also at the end of each coding session.  I 

ultimately coded these analytic memos as well.  This first cycle of coding generated 

kernels for questions to explore further with parents and the beginnings of ideas to 

investigate in more detail as coding, analysis, and writing progressed.   

 Structural coding.  According to Saldaña (2009), “structural coding applies a 

content-based or conceptual phrase representing a topic of inquiry to a segment of data to 

both code and categorize the data corpus” (p. 66).  After I imported each data source into 

NVivo 9, I went through and coded each segment of parent conversation, teacher-

researcher fieldnotes, and artifact descriptions using codes intended to start organizing 

the data around my research questions.  The parent nodes of Funds of Knowledge, Ocean 

Literacy, and Relationships ensured that I could search and analyze data that would 

connect to these questions.  The child nodes served to help organize the parent study 

group and in-depth interview responses in a manner that coordinated with the questions 

used in the protocols used to guide the parent study groups and in-depth focal parent 
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interviews.  Open ended questions and conversations that occurred during these 

interactions were coded using these initial codes if they fit.  New codes were added as 

needed.  Figure 3.5 provides examples of structural nodes used to organize data around 

research questions. 

 

Figure 3.5.  Screenshot from NVivo 9 showing examples of structural nodes used.  
Structural codes were based on the protocol developed for in-depth interviews with focal 
parents.  

In Vivo coding.  Another initial coding method I used was InVivo coding.  This 

consisted of taking short phrases or words from parent conversations and highlighting 

them and categorizing them as In Vivo segments.  Saldaña (2009) recommends In Vivo 

coding as first round coding method appropriate for “studies that prioritize and honor the 

participant’s voice” (p. 74).  Charmaz (2006) explains that In Vivo coding is a useful tool 

as 
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participants will word or write things in ways that crystallize and condense 
meanings.  Hearing and seeing their words anew allows you to explore their 
meanings and to understand their actions through coding and subsequent data 
collection. (p. 57) 

In this study, the focus was parent perspectives regarding family funds of knowledge 

related to ocean literacy; home-school partnership experiences; and the examination of 

interactions between parent and child, parent and parent, and parent and teacher-

researcher.  In Vivo coding was essential to the process of maintaining the intent to give 

parent participants a voice regarding their experiences.  I used In Vivo coding 

simultaneously with structural and process coding.  Figure 3.6 offers a few examples of 

some parent statements coded using the In Vivo node. 

 

Figure 3.6.  Screenshot of NVivo 9 nodes for In Vivo codes used to capture parents’ 
ideas using their words. (FP indicates a Focal Parent, P indicates a Parent Participant.) 
 

Process Coding.  Process coding was used to focus on words or phrases that 

highlighted action.  Charmaz (2006) encourages the use of initial codes that evoke a 

sense of action through the use of gerunds.  In this approach, analysis begins from the 
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participants’ perspective.  Charmaz cautions that “if you ignore, gloss over, or leap 

beyond participants’ meanings and actions, your grounded theory will likely reflect an 

outsider’s rather than an insider’s view” (p. 49).  Saldaña (2009) emphasizes that “one 

major facet of Initial Coding to grounded theory methodologists is the search for 

process—participant actions that have antecedents, causes, consequences, and a sense of 

temporality” (p. 84).  The use of process coding helped to focus data analysis on parent 

interactions with their children, with other parents, and with the teacher-researcher and on 

response to activities related to ocean literacy at school, in the home, and in the 

community at large.  Appendix L:  List of Codes Used, includes a complete list of the 

process codes used in this first cycle coding method.   

Second cycle coding.  The goal of Second Cycle coding, according to Saldaña 

(2009), is to “develop a sense of categorical, thematic, conceptual, and/or theoretical 

organization from your array of First Cycle codes” (p. 149).  In this stage of coding and 

analysis, comparison of data types, categories, and emerging concepts continued until no 

new ideas appeared evident.  Charmaz (2006) describes categories as saturated “when 

gathering fresh data no longer sparks new theoretical insights, nor reveals new properties 

of your core theoretical categories” (p. 113).  Second cycle methods that led to this point 

of saturation in this study include focused coding and theoretical coding. 

Focused coding.  Focused coding was employed as a means to organize emerging 

themes and ideas.  According to Charmaz (2006) “focused coding means using the most 

significant and/or frequent earlier codes to sift through large amounts of data” (p. 59).  

Through focused coding, initial, structural, In Vivo codes, and process codes were 
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connected and tested further with other data.  For example, during the first parent study 

group, parents were asked to describe some of the interactions they had with others.  (All 

names used in reporting parent conversations are pseudonyms.)  Jeff responded, “Well, 

got to meet some uh parents I wouldn’t normally get to.”  Maureen continued with, “And 

other students that we’ve heard a lot about throughout the year.  Students we made 

Valentine’s cards for and stuff.  Put the face with the name.”  In the first round of coding 

using NVivo 9, these comments were highlighted and categorized as pieces of data in the 

“In Vivo” node.  As I asked questions in subsequent parent study groups and in-depth 

interviews, these comments led me to ask for further details about parent perceptions 

regarding their interactions with parents they might not usually have the opportunity to 

interact with as well as questions about interactions with their own children and their 

children’s classmates.  Through focused coding in the second cycle of coding, “longing 

for a sense of community” emerged as a code and later a concept in the analysis of all the 

data collected.  As a novice NVivo 9 user, I worked through different ways to use the 

data analysis queries and report tools to assist my efforts to start to organize the ideas that 

were emerging from the large body of data I had collected, and also through the process 

of reflecting on the conversations and interactions I had with parent participants through 

study activities.  While I found the NVivo 9 tools very useful to collect and sort data from 

different data sources, I reached a point where I found the need to physically manipulate 

the different segments of data and their related codes.  I printed a hard copy of all of the 

codes I had used.  I marked each one according to what type of code it was and then cut 

the list into strips.  I sorted through the strips and arranged and rearranged them into the 
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categories that emerged.  The data segments related to funds of knowledge, school 

involvement, and ocean literacy were fairly straight forward to identify and to then sort 

into sub categories.  A large collection of data that I eventually categorized as 

relationships, conversations, and experiences remained.  Figure 3.7 is a photograph of my 

initial efforts to sort the data into general categories.  Each paper clipped bundle belonged 

in a general category.  The bundles contained strips that fit together as subcategories. 

 
 
Figure 3.7.  Stacks of initial groupings of data that resulted from focused coding.  Initial 
focused coding categories that emerged were funds of knowledge, ocean literacy, school 
involvement, and relationships. 

Theoretical coding.  The final coding method used in this study is theoretical 

coding.  Saldaña (2009) describes the function of a theoretical code as “an umbrella that 

covers and accounts for all other codes and categories formulated thus far in grounded 
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theory analysis” (p. 163).  Thus, categories and concepts were organized and reorganized 

in order to find similarities and links between them.  This process included generating 

and studying NVivo 9 queries and reports as well as cutting, sorting, and grouping and 

regrouping hard copies of data that represented the categories and concepts that emerged 

through the data analysis process.  Regarding theoretical coding, Charmaz (2006) writes 

that “these codes not only conceptualize how your substantive codes are related, but also 

move your analytic story in a theoretical direction” (p 63).  In this study in which the 

theory is grounded in the data, theoretical coding was an essential step in reaching the 

overarching themes of experiences and relationships that emerged as key to accessing 

parent funds of knowledge related to ocean literacy and to the development of home-

school partnership in the process.  Figure 3.8 shows a photograph of the concepts that 

emerged from focused coding.  Each concept is supported by data that is arranged into 

the categories and subcategories that were compared and developed through data 

analysis.  Most importantly, two sections that pulled data from each data source and 

every coding type to create the themes of experiences and relationships are shown. 
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Figure 3.8.  Data sorted into concepts through the use of theoretical coding.  Funds of 
knowledge, parent involvement, and ocean literacy data segments were the result of focus 
on the research questions driving study activities.  At this point, the concepts of 
experiences and relationships emerged as integral to the interactions that occurred 
through study activities. 
 

The process of manipulating the strips of data helped to focus my NVivo queries.   

I was able to use the software to compare data between categories, and then as concepts 

emerged, I was able to create matrix queries asking for examples and counts of data that 

were fitting into the theory that emerged.  Figure 3.9 shows the results of a query in 

which I was interested in looking at the responses from the three study groups with a 
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focus on data coded as funds of knowledge, In Vivo, ocean literacy, parent response, and 

relationships.  It is at this point, following manipulation of the coding strips and using 

additional coding queries, that the concepts of funds of knowledge and ocean literacy 

codes started to reveal themselves as lists of skills and facts, while the In Vivo quotes, 

parent responses to study activities, and conversations related to relationship started 

coming together as the concepts of experiences and relationships.   

 A : Funds of 
Knowledge 

B : In Vivo  & 
Interesting 
Quotes 

C : Ocean 
Literacy 

D : Parent 
Response to 
Family Nights 

E : 
Relationships 

1 : Family 
Night 1 

8 11 14 8 9 

2 : Family 
Night 2 

13 7 12 9 22 

3 : Family 
Night 3 

4 13 13 25 13 

Figure 3.9.  Results of an In Vivo 9 query comparing data between three family nights.  I 
was able to link to the associated data segments by clicking on the box of boxes I wanted 
to explore in further depth.  The results were exported to Microsoft Excel. 

Reliability.  In his discussion of reliability, Fetterman (2010) wrote that 

“ethnographers look for patterns of thought and behavior.  Patterns are a form of 

ethnographic reliability” (p. 97).  The different sources of data collection used in this 

study provided opportunity to see if patterns occurred across different data sources.  

Grounded theory procedures were used to analyze the patterns or categories and themes 

observed through coding.  Reliability in this process included review of written 

transcripts to ensure they accurately captured parent study group conversations and 

interviews; the use of a code book to define what each code meant and as a result, that 

codes developed were used consistently; memo writing to create a record of the research 
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and analytic processes used; and NVivo 9 software used to sort and resort data to verify 

or discard patterns found in the analysis phase of this research. 

Validity and trustworthiness.  Validity and trustworthiness of the Voices from 

the Coast study were provided through the use of a variety of data collection methods and 

by intentionally considering perspectives of parents of diverse backgrounds.  Data were 

collected at different points of time and included the perspective of all study participants.  

Triangulation, member checking, and thick description were used as strategies to check 

the accuracy of the findings. 

Triangulation.  Triangulation validated findings across the qualitative methods 

used.  This was done by comparing the results of the different data sources.  These 

included data from parent study groups; parent interviews; examination of parent artifacts 

and journals; and analysis of researcher notes, observations, reflections, and analytic 

memos.  Creswell (2009) states that “if  themes are established based on converging 

several sources of data or perspectives from participants, then this process can be claimed 

as adding to the validity of the study”  (p. 191). 

Member-checking.  Member checking was also used as a means of confirming 

that researcher interpretation of participant perspectives accurately reflected the 

participants’ experience and views.  Creswell (2009) describes this as a process of going 

back to the study participants with descriptions, findings, and themes that result from 

analysis of the data collected to see if the participants feel they are accurate.  (Creswell, 

2009, p. 191).  I accomplished this by following up with parent study group questions and 

ideas during the in-depth focal parent interviews when needed.  In addition, when I had 
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questions regarding my transcriptions or my interpretation of a particular parent’s 

comments, I asked for clarification or confirmation in individual conversations. 

Thick description.  Thick description results from the teacher-researcher’s depth 

of interaction with the population being studied in their real world setting.  According to 

Emerson, Fretz, and Shaw (1995), this type of immersion leads to “context-sensitive, and 

locally informed fieldnotes” (p. 10).  Teacher-researcher fieldnotes provided details 

regarding the participants and about specifics of events and conversations that happen 

during the course of the data collection process for this study.  Analysis of these notes, 

along with review of data collected by other means, helped to identify, confirm, or 

disregard themes that emerged in the data analysis process.  Fetterman (2010) explains 

thick description as a means to “provide the reader with sufficient data to determine 

whether the ethnographer’s interpretations and conclusions are warranted (p. 127).  The 

variety of data collection tools used in this study were intended to ensure sufficient 

thickness of data to determine the reliability and the trustworthiness of the data used in 

reporting findings from this work.   

Summary of Chapter 3 

The Voices from the Coast study is a qualitative study that used a variety of 

ethnographic data collection methods in an effort to gain insight into family funds of 

knowledge related to ocean literacy as well as to factors that motivate and strengthen or 

hinder partnership between home and school.  Detail regarding the setting and the 

participants is provided to familiarize the reader with the context of the research.  
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Discussion of the funds of knowledge approach (Gonzalez, Moll, and Amanti, 2005) 

helps to explain the use of ethnographic methods and also serves to emphasize the effort 

to keep the data collection and analysis focused on parent voices and perspectives.  

Grounded theory and the related data analysis methods that were used in the 

cycles of coding are described as a process for analyzing the qualitative data collected.  In 

this approach, the analysis of data started during the data collection process.  Coding and 

analytical memos were used to inform and focus subsequent data collection efforts.  Data 

was coded, recoded, and analyzed so that themes and eventually concepts were generated 

(Creswell, 2009; Charmaz, 2006; Saldaña 2009).   

First cycle, or initial coding methods, used in this study included structural, In 

Vivo, and process coding.  This beginning stage of analysis served to break the data 

down into small segments that were labeled using codes related to the research questions, 

the study participants’ own words, or gerunds to evoke action.  Second cycle methods 

used were focused and theoretical coding.  These codes facilitated the process of using 

the constant comparative to group and regroup codes into categories or themes and 

categories into concepts.  In this way, the theory resulting from this work was “grounded” 

in the data.  This data analysis process is consistent with an approach intended to capture 

the experience and the voices of the study participants.   

This chapter provides information regarding the reliability, validity, and 

trustworthiness of this study.  Reliability was addressed through description of the 

process used in the handling of transcription and coding in a manner that accurately 

reflects the data collected from parent participants.  Validity and trustworthiness were 
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achieved through the use of multiple data sources, the use of member-checking and thick 

description.   
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Chapter 4: Design and Implementation of Activities with Parents 

Introduction  

This chapter provides detail regarding the design and implementation of the three 

Ocean Literacy Family Nights, the parent study groups that occurred immediately 

following each family night, and the in-depth interviews that happened in parent 

participant homes or in a community setting.  The six focal parent interviews are 

presented as case studies.  The level of detail regarding the design of the Ocean Literacy 

Family Nights, the parent study groups, and the in-depth interviews is presented here for 

two reasons.  The first is to provide insight and background that supports the discussion 

of study finding in Chapter 5.  The second reason is to provide fellow educators with an 

understanding of the structure and processes used in the different interactions that 

occurred with parents as part of study activities.   This information is provided so that 

other educators may replicate the activities that were used in the Voices from the Coast 

study, or to offer a starting point from which home-school partnership activities can be 

built based on different curriculum topics or in different contexts.  

 Figure 4.1 illustrates the structure and progression of activities that 

occurred during each of the three Ocean Literacy Family Nights.  Included is also the 

manner in which the parent study groups were implemented at the conclusion of each 

evening. 
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Figure 4.1.Structure of three Ocean Literacy Family Nights and parent study groups.   

 

Ocean Literacy Family Nights 

A great deal of detail about the family nights is provided here in order to explain 

the sequence of events for each evening and to introduce the ocean literacy topics 

addressed in the parent study groups that followed each of these parent and child 

sessions.   Examples of artifacts created by families are the result of parent and child time 

spent together exploring ocean literacy concepts in a classroom setting. Resources used 

and examples of artifacts created during family night activities are provided so that other 

educators might replicate study activities with families and as a preface to analysis of the 

data that is presented in Chapter 5.   

The Ocean Literacy Family Nights started with dinner in the classroom.  

Following dinner, siblings who chose not to participate, or whose parents determined that 

they were too young to participate, were invited to another classroom where childcare 

and activities were provided.   Funding for meals and materials was provided through an 

Dinner

•Light meal
•Relaxed 
conversation 
and 
interaction

Parent-Child 
Activity

•Ocean literacy 
topic 
introduced

• Hands of 
family activity

•Sharing of 
family efforts

•Resources for 
further 
exploration

Parent Study 
Group

•Discussion of 
family activity

•Exploration of 
family funds 
of knowledge 
related to 
topic

•Discussion of 
parents' 
experience
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OSU Federal Credit Union Education Grant.  Title I funds allocated to the school to 

support academic achievement for students who are considered disadvantaged were used 

to pay for childcare.  Parent participation is one of the areas that this federal program 

supports. Materials to continue the topics addressed in family night activities were 

provided for each family group to take home following each family night session.  In 

addition, Home-School Connection tasks that addressed the topics covered in the family 

night activities were included in the student’s weekly homework packets (see Appendix 

G for Home-School Connection Tasks.)   

  As the teacher-researcher, I introduced the topic for each evening, provided 

related activities, and facilitated conversation focused on the experiences and products 

that resulted from each family’s collaborative efforts.  At the conclusion of each parent-

child activity, families shared their products and talked about their experiences.  At this 

point in these evenings, the parents who volunteered as study participants, and who 

completed the informed consent process, stayed for a thirty minute parent study group.  

The children of study participants went to another classroom where childcare and an 

activity were provided.   

Family night #1:  Water in our community.  During the first Ocean Literacy 

Family Night, families explored their daily interaction with water through the topic of 

“Water in our Community.” This included examination of a series of maps that started 

with views of water on the Earth’s surface and eventually narrowed to examination of the 

watershed in which they live.  Google Earth was used as a tool to “zoom in” from a 

global view to a focused view of the creeks, rivers, and ocean that are all a part of the 
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school’s immediate neighborhood.  Each family was given a water exploration tool kit 

(See References for Web Link to Resources).  This consisted of a bag containing: 

 an Ocean Literacy pamphlet 

 an Oregon Department of Transportation map of Oregon  

(Donated by the local Department of Motor Vehicles office), 

 a laminated, two-sided “placemat”  (One side had a United States 

Geological Survey graphic about the water cycle.  The reverse side was a 

map of the local watershed), 

 a magnifying glass, and 

 a dry erase pen. 

Family groups were encouraged to look at each of the different maps and focus on places 

where they saw water.  They used magnifying glasses to examine details and used the dry 

erase pens to highlight familiar locations on the laminated watershed maps.  Examples of 

some of the observations shared in the discussion that followed include; how water is 

represented on maps, comparisons of the amount of water in different regions of Oregon, 

and surprise at how much water surrounds the community.   

 Following the exploration and discussion of maps, each family was asked to 

work collaboratively to draw a map that represented the daily impact of water in their 

lives.  Each family was provided with a piece of drawing paper and the third grade 

students were instructed to be responsible for getting the classroom supplies their family 

might need.  Families proceeded to discuss their ideas and draw their maps.  The final 
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step in this activity was for families to share their maps with the whole group.  The map 

exploration kits were sent home with families as a tool for further investigation. 

Family water maps. Figures 4.2 through 4.6 are examples of family water maps 

that were created as part of this activity.  Captions summarize the ideas the families 

shared about their maps.  All are included in an effort to show the diversity of responses 

to the same experience.  In addition, each of the maps illustrates different ways families 

interact with, or are influenced by water in their daily lives as coastal residents. 

 

Figure 4.2.  Water Map: Home Surrounded by Water.  A mother, father, student, and 
younger brother worked together to show their home and its location in relation to water 
in the community.  Several times, the student took his family to the chart of the 
hydrologic cycle that was created in class as a teaching tool.  Elements of the chart are 
incorporated into the family’s map. 
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Figure 4.3.  Family Water Map: Bridges.  A student and grandfather collaborated to show 
the student’s bus route from home to school.  Local communities, landmarks, roads, and 
rivers are labeled.  The child’s bus travels south before turning around and heading north 
to school.  The student reported that this means going over bridges that cross water seven 
times each morning as he rides the bus to school. 

 

 

Figure 4.4.  Family Water Map: Hotels.  A mother, father, student, and younger sister 
collaborated to show their neighborhood.  Both parents are employed in one of the hotels 
shown.  The family labeled their home with the student’s name as _____’s house.  The 
map itself was labeled “Familia ______” and listed each family member’s name.  
(Identifying names were removed for purposes of publication.) 
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Figure 4.5.  Family Water Map: Water Use at Home.  The student, mother, step-father, 
older brother, older sister, niece, and sister’s boyfriend collaborated to draw their home as 
the center of their map.  Water in the community is shown as the ocean and a local river.  
Rain and ice are shown falling from clouds.  Detail about how water is used includes 
mother watering plants, brother swimming, and student taking a shower.  Pipes under the 
house show how water gets to the home. 
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Figure 4.6.  Family Water Map: Local Bay and Sand Spit.  The map includes landmarks 
such as a parking lot, a dock, and a local restaurant.  Marine life includes crabs, seals, 
clams, and a seagull.  Low tide is shown with “stinky” sea grass and seals sunning on the 
beach.  This family routinely walks, crabs, and fishes in the area shown. 

As each family shared their map, I was struck by how accurately landmarks in the 

community and local geographic features were drawn.  It was also interesting to see the 

different focus for each of the maps.  For the most part, parents encouraged their children 

to share the family water maps, but on several occasions, if a child left out a detail a 

parent felt was important, the parent interjected their idea.   

Home-school connection activity #1.  Following each Ocean Literacy Family 

Night, a related home-school connection assignment was sent home.  The home-school 

connection format used is based on the Guided Language Acquisition Design (GLAD) 

model developed by Marcia Brechtel and Linnea Haley in the 1980’s.  Figures 4.7, 4.8, 

and 4.9 show responses to the assignment that followed the first family night.  These 
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examples are representative of the types of responses that were turned in by students.  

Only samples of work from students who signed assent forms, and whose parents 

completed the informed consent process to become study participants are shown. 

 
Figure 4.7.  Home-school connection#1a (Side A). A student shows herself watering 
plants in her yard. 
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Figure 4.8.  Home -school connection#1 (Side B).  The student details how she uses 
water and why it is important.  The assignment was signed by the student’s step-father. 

 

 

Figure 4.9.  Home-school connection#1b (Side A).  A student’s table shows different 
uses and amounts of water he uses in a day.  The assignment was signed, “Dad.” 
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Family night #2: Working and living at the coast.  The second family night 

topic was “Living and Working at the Coast.”  Family groups brainstormed different 

types of employment that is available in our local community and along the Oregon 

coast.  These responses were compiled on a page in the “electronic flip chart” I created 

using the interactive white board in my classroom.  We then focused on commercial 

fishing which is an important part of the local economy and a topic connected to the 

ocean literacy concepts studied in the classroom.  Discussion about the impact of 

commercial fishing on the types of jobs in our community followed.  Some of the ideas 

that were contributed during this conversation included the direct benefit of a salary for 

those employed to work on fishing vessels, income for fishermen and merchants who sell 

the fish, customers for businesses that provide fuel and supplies for the boats, 

employment for those who build and repair the boats and gear used by the fishing 

industry, work for the scientists who are studying ways to manage the fisheries in our 

area, and jobs based at the two U.S Coast Guard stations in our county. 

Following this discussion, I showed images of the different types of gear that 

commercial fishing vessels use during different fishery seasons.  The illustrations we 

looked at and talked about can be found on the Oregon Sea Grant website.  They are from 

a series of fact sheets titled, “Getting to Know Oregon’s Commercial Fisheries” (See 

References for Web Link to Fact Sheets).  Each family group received a packet that 

contained the illustrated Oregon fishing gear fact sheets showing gillnetters, long-liners, 

purse seiners, salmon trollers, traps, trawlers, and tuna trollers.  Families were asked to 

look at the materials together with a focus on the different designs of the fishing gear 
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shown.  Students and parents shared observations that had been made during family 

conversation.  The concept of bycatch—fish or other marine life unintentionally caught 

during efforts to catch a particular type of fish—was also discussed.   

Family fishing nets:  At this point, I introduced the “Design a Net” activity.  This 

included a brief introduction to the engineering process as asking what the problem is, 

imagining or brainstorming a solution, making a plan or design, building and testing the 

design, and making adjustments as needed.  Families were shown the materials I had 

gathered for the purpose of building family nets, as well as the “Oceans” in which they 

would test their nets.  A few of the many items provided for building nets included 

popsicle sticks; rubber bands; straws; mesh bags from avocado, tangerine, or onion bags; 

twist ties; tulle fabric; yarn; bottle corks; and chenille stems.  The dish tub “oceans” had 

items such as marbles, jacks, plastic milk jug lids, and beans in the water to represent 

fish.  Each family determined which type of “fish” they were going to try to catch.  Then 

they went through the engineering process to brainstorm, design, build, test, and improve 

their nets.  With each test, they recorded the total number of “fish” caught detailing the 

total catch, the target catch, and the bycatch, or items caught unintentionally. Families 

evaluated their nets for accuracy in catching their target fish and for the amount of 

bycatch inadvertently trapped in their nets.  Families then made modifications to their 

nets and tried to increase their target catch and decrease the amount of bycatch they were 

finding in their nets.  Families shared the process they went through in the design and 

modification process.  This activity is a modification of an activity called Net Gain, Net 
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Effect (p131).  It is found in the Project Wild Aquatic Curriculum and Resource Guide 

(2008).  This resource is available through the Council for Environmental Education. 

The net making materials families chose to use, their designs, and an example of 

one of the tubs with “fish” in it are shown in figures 4.10 through 4.14. 

 

Figure 4.10.  Family Fishing Net: #1: Designed to be put out behind a boat.  Materials 
used include mesh from a potato bag, chenille stems, corks, and foam packing peanuts.  
The family added the carabineer so that the catch could be lifted from the deck of a boat 
to the dock by a crane.  The drawstring at the bottom is so that net can be opened when it 
is hanging above the dock, to release the catch into tubs for processing.   
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Figure 4.11.  Family Fishing Net #2: Designed to be dragged behind a boat.  Materials 
used include: mesh from a garlic bag, straws, chenille stems, yarn and clay. 
 
 

 

Figure 4.12.  Family Fishing Net #3: Designed as a trap to lower and rest on the ocean 
floor.  Materials used include mesh from a tangerine bag, chenille stems, popsicle sticks, 
straws, and masking tape.  A weight made of clay and aluminum foil is intended to help 
keep the trap open. 
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Figure 4.13.  Family Fishing Net# 4: Designed to be lowered into the water and dragged 
behind a boat.  Materials used include mesh from an avocado bag, chenille stems, foam 
packing peanuts for flotation, and masking tape.   

 

Figure 4.14.  Testing nets in the “ocean.”  Dishwashing tubs with items such as marbles, 
assorted beans, glass beads, and plastic jacks were used to test family fishing nets. 
 
 Following the net making and testing activities, the group came together.  Each 

family shared the net they created, explained their design, and reported on their catch.  
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Families were given a folder labeled “Ocean Literacy Resources” in which to keep the 

packet of information about fishing vessels in addition to other pamphlets and 

information sheets related to fishing, clamming, crabbing, and safety on the Oregon 

coast. 

Home-school connection activity #2.  The home-school connection activity for 

the second family night asked that students interview a family member about how they 

came to live at the Oregon Coast and why they have stayed.  Figure 4.15 and 4.16 show 

the work a student did following the conversation she had with her mother. 
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Figure 4.15.  Home-School Connection #2 (Side A): Student drew mother walking on the 
beach. 
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Figure 4.16.  Home-school connection #2 (Side B): Student completed this assignment 
with her mother.  The child recorded the story of how her mother came to work at the 
coast.   

 

Family night #3: Water on Earth. The focus for the third and final family night 

was an exploration of Earth’s water.  This included looking at how much of the Earth’s 

surface is covered by water.  In addition families participated in activities selected to lead 

to a discussion regarding people’s access to clean drinking water, water available for 

agriculture, and the productive zones of the ocean (See References for Web Links to 

Activities). 

Family pre/post water charts.  Family groups were given drawing paper and 

asked to record their ideas about how water on Earth sustains life.  These sheets were set 
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aside while families participated in several related activities.  At the conclusion of the 

water activities, families revisited their charts and added more information and details.   

Activities that informed pre/post water charts and fraction plates.  The first 

activity used, that related to understanding the amount of water on the Earth’s surface, 

was “Earth Ball Toss” (See Resources for Web Link to CReSIS Pieces Activities).  For 

this activity, the families stood around the classroom.  As an inflatable globe was tossed 

from one person to the next, a student recorded a tally mark on a chart labeled “water”, or 

“land”, based on where the catcher’s right thumb “landed” when the globe was caught.  

After each participant caught the globe and reported “water” or “land,” they sat down.  

When all participants were seated, we counted the tally marks and then calculated the 

percent of water and the percent of land that had been recorded.  This led to participants’ 

observations about the amount of blue, representing water, on the inflatable globe.  I 

introduced the facts that seventy-one percent of the Earth’s surface is covered by ocean 

and that the ocean contains ninety-seven percent of the Earth’s water.  Students then led 

the “Water Demonstration” activity (See References for Web Link to CReSIS Pieces 

Activities) in which a five gallon container of water represents the Earth’s water.  

Through each step of the demonstration, students removed water, ultimately 

demonstrating the portion that is available for drinking.  These steps included: 

1. Removal of two cups of water representing fresh water on Earth. 

2. Pouring salt into the remaining water to represent ocean waters. 
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3. Removing half a cup of water from the “fresh water” container to 

represent all the unfrozen water that is found underground, on the Earth’s 

surface, or in the air. 

4. Replacing the remaining one and a half cups of “fresh water” with ice to 

represent frozen water in polar ice caps and glaciers. 

5. Filling a dropper with water from the remaining half cup and placing one 

drop in a tiny jar. 

6. Adding food coloring to what was left in the half cup to represent the 

amount of water that is either polluted, inaccessible, or too costly to 

transport. 

7. Discussion about what the last drop of water in the tiny jar represented—

the amount of drinkable water on Earth. 

We did one final activity to demonstrate the most productive zones in the ocean.  “A 

Drop in the Ocean” (See References for web link to Population Ocean for Activity 

Directions), provided a visual way to introduce concepts related to the photic zone—the 

top 100 meters of the ocean in which photosynthesis can occur, and upwelling, which 

brings nutrients to the surface along coastlines.  In this activity, each family cut an apple, 

which represented the Earth, into smaller and smaller fractions.  Each slice, or fraction, 

was recorded on a paper plate.  The final two cuts created a slice of one eighth of the 

apple, representing the food productive areas of the ocean and a slice of one thirty-second 

of the apple.  The skin of this last sliver of the apple was peeled off to represent the 

photic zone of the ocean.  The importance of photosynthesis by the algae, plants, and 
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phytoplankton in the photic zone to the marine food chain was part of the information 

introduced through this activity.  Families returned to their pre/post water chart and added 

new details about how water sustains life on Earth.  Families then came together and 

shared the charts as a whole group.  A great deal of discussion resulted from the charts 

themselves, but also as a result of participation in the evening’s activities.  Figures 4.17 

through 4.19 are three examples of the family pre/post water charts.  Figures 4.20 and 

4.21 show paper plates divided into fractions as a result of the “A Drop in the Ocean” 

activity.  Each family received an inflatable globe, a series of copies of world maps 

focused on oceans and ocean currents, and a world map showing topographic and 

bathymetry information to cut and fold into a dodecahedron (See Reference List for Web 

Links to Resources). 

 

Figure 4.17.  Pre-post water chart #1: This family chart included item number one, a 
picture of a fish prior to the evening’s activities.  New information was added following 
the activities, including water polluted by trash and a sketch showing the more productive 
zones of the ocean along coastlines. 
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Figure 4.18.  Pre-post water chart #2: The child drew the shark, the fish, and the boat and 
the mother wrote, “best place to get fish is the river,” prior to the family night activities.  
Following the activities, the mother added, “Dañamos el oceano con desperdicios que 
gente pone  en el oceano oh los derrames de petróleo oh Quimicos que curren por 
accidente (We damage the ocean with waste that people put in the ocean or the oil or the 
chemical spills that happen by accident.) 

 

Figure 4.19.  Pre-post water chart #3: This family had completed the first quadrant of 
their chart prior to the family night activities.  Information added related to fishing, 
pollution of the ocean, and the photic zone is shown. 
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Figure 4.20.  Fraction plate #1:  The family’s plate is divided according to the slices of 
apple.  The skin from the remaining slice, 1/32 of the apple, represented the photic zone.  
(Child did the slicing and parent recorded.) 
 

 

Figure 4.21  Fraction plate #2:  The family’s plate is divided according to the slices of 
apple.  The slice with the fish was peeled so that the skin of that 1/32 represented the 
photic zone.  (Parent did the slicing and child recorded.) 
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Home-school connection activity #3.  The third home-school connection activity 

focused on family experiences related to water at the coast.  Children were asked to talk 

to a family member about an interesting experience that occurred on or near a river or the 

ocean.  Figures 4.22 and 4.23 show a response based on a conversation between the 

student and her father. 

 

Figure 4.22.  Home-school connection #3 (Side A): Dad and grandparents in Dad’s 
fishing boat.  The background includes a waterfall and trees along the river. 
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Figure 4.23.  Home-school connection #3 (Side B): Details of how Dad asked for his 
wife’s hand in marriage.  Reference to the setting along the river and watching salmon 

spawn are part of the story.  (Brother’s name was removed for reporting purposes.) 
 
 

Parent Journals.  All parents who stayed for any parent study group were offered 

a parent response journal.  Following each family night, a set of response prompts was 

provided.  Suggestions included the encouragement to sketch or write about the family 

night activities and ideas related to study questions, or to free write and sketch about any 

ideas that interested the parents (see Appendix H for Parent Journal Prompts).  The 

journals were intended to provide a place for parents to write or sketch responses and 
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ideas in a private manner; not in the study group or in-depth interview setting.  Also, my 

hope was that parents would record ideas related to study questions and activities that 

might occur to them at times outside of involvement in study activities.  The names used 

for reporting about journal entries and related to any other discussion are pseudonyms. 

 Six parents chose to take journals, and all parents took writing prompts following 

each parent study group.  When I followed up with these parents at the conclusion of the 

data gathering process, only one focal parent, George, had chosen to make any journal 

entries.  He responded to every prompt, following each family night.  Most of George’s 

journal responses were consistent with comments he and other parents had made through 

the parent study groups and the in-depth interviews.  For example, in talking about 

making the family nets, George wrote, “I enjoyed (grandson) using his ideas where it 

worked or not.  Also enjoyed the other parents, as they helped their children.  And, that 

other families had some good ideas too!”  In response to the final family night, George’s 

journal entries were, “I enjoyed watching the kids doing hands on figuring of the water 

on earth.”  I learned a little bit more about George’s work as a handyman in a coastal 

setting from one of his final journal entries.  He wrote, “I get a lot of work, because of 

dry rot from all the rain, and metal gutters rusting away because of the salt from the 

ocean water.”  The journal response that provided me with the most insight into George’s 

efforts to be involved with his grandson’s education is shown in Figure 4.24. 
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Figure 4.24. Parent journal entry in response to free choice prompt. 
  

George wrote, “It’s a challenge for me, to be back helping a child grow.  And 

having afact on him every day.  I hope I’m doing good!”  This journal entry revealed the 

sense of responsibility that George was feeling with the recent death of his grandson’s 

father and in his own, new role in helping to raise his grandson.  George’s daughter and 

her children moved to Oregon to be with family at the start of the school year in which 

the study took place.   

Parent Study Groups 

  Over the course of the three Ocean Literacy Family Nights, 16 parents stayed 

following the dinner and parent-child activities to be a part of the three parent study 

groups.  The questions developed to guide the study group discussions were used to 

initiate conversations related to: (1) the evening’s activity, (2) parent funds of knowledge 

related to the activity, and (3) examination of parent perspectives related to their 

experience (see Appendix I for Bilingual Parent Study Group Questions).  Open ended 

questions were also incorporated in order to allow for parent conversations to be driven 

by parent interests and experiences.  Each study group session was audio recorded.  

Conversations addressed response to each of the ocean literacy activities as well as 
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discussion about how the concepts addressed might be developed further outside of the 

family night setting.  As the teacher-researcher, I facilitated the sessions by explaining 

the purpose of the study groups, asking structured and open-ended questions related to 

study questions, asking follow-up questions to encourage parents to elaborate on the 

ideas they shared, and by translating questions and responses so that all participants 

understood the conversation.  Usually, the parent study groups started out quietly with 

parents offering short responses.  As the sessions got started however, parents responded 

with a great deal of laughter, joking, and also thoughtful, serious responses to my 

questions as well as to one another’s contributions.  Parents encouraged one another to 

share ideas and seemed to enjoy the opportunity to speak with one another as well as with 

me.   

Focal Parent Interviews 

 In this section the in-depth interviews with six focal parents are presented 

as cases.  This includes description of the setting in which the interview took place, 

background information about each focal parent, and a summary of the parent’s previous 

experiences related to school involvement.  These interviews took place after the Ocean 

Literacy Family Nights had occurred.  I made arrangements to meet with parents at their 

convenience.  All parents except one chose to meet in their home.  Parent’s conversations 

are reported using participant’s own words and in the language in which each parent 

responded.  Translation of Spanish comments to English is done with the intent of 

conveying the ideas each parent expressed. Pseudonyms are used in accordance with IRB 
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protocol. Figure 4.25 shows the structure of the cases presented for the 6 focal parents 

and detail regarding the topics addressed during the in-depth parent interviews. 

 
Figure 4.25 Structure of focal parent case studies and topics addressed during in-depth 
interviews. 

 

Focal parents #1 Amy and #2 Jeff.  Amy and Jeff are a married couple.  They 

asked to be interviewed together.  They have three sons, one in high school, one in third 

grade, and a toddler.  Jeff participated in all three family nights.  Amy attended the 

second family night.  Both Amy and Jeff are high school graduates.  The couple met, 

married, and started their family at the coast. 

Setting.  This interview took place in the family’s home, a duplex located in a 

neighborhood of single family homes and multiple unit homes.  The home was located in 

a wooded area, off a quiet, gravel road.  The neighborhood appeared to have families 

with children, evidenced by play structures, children’s toys, and children out at play on 

that sunny, spring afternoon.  Amy, Jeff, my student, and his younger brother welcomed 

Structure of Six Focal Parent Case Studies
• Setting
• Background Information
• Involvement in School

Topics Addressed During Focal Parent In-Depth Interviews
• Parent funds of knowledge (ocean literacy and general) 
• Family and household routines and activities
• Parent experience with school involvement
• Ocean literacy
• Parent response to Ocean Literacy Family Nights 
• Parent response to study groups
• Additional topics resulting from parent response and interests
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me into their home.  My student then took the toddler to a back bedroom to play while I 

conducted the interview.  There were many books on shelves and in boxes in the living 

room area where we sat.  There was evidence of children’s school work and projects done 

at home around the room.  In addition, there were games and building toys appropriate 

for the ages of the younger boys on shelves and in boxes.   

Background information.  Both Amy and Jeff moved to the Oregon coast from 

inland areas of Oregon.  Amy moved from Portland.  She had attended high school in a 

small coastal town.  She moved back to the coast with her father when he retired.  The 

reasons Amy gave for choosing to live at the coast are, “it’s just so much quieter, and 

prettier, and nicer, and everything.  And so we decided to try [a beach town] because it 

was larger, and I’d have a better chance of finding a job.”  Amy’s work experience 

includes cleaning motel rooms as a high school student and working in retail after she 

graduated from high school.  She is currently employed at the local outlet mall, where she 

has worked in a variety of the stores there. 

Jeff also moved to the coast when his father retired from his work in a mill.  Jeff 

and his father opened a kite shop.  According to Jeff, “later that year, the shop went 

under.  We wound up finding work and staying put.”  In addition to his experience in the 

kite shop, Jeff worked at a gun club in high school, and most recently as the circulation 

manager for a local newspaper.  Jeff was unemployed during his involvement in this 

study as he was laid off when the newspaper was restructured under new ownership.   

Jeff is a Boy Scout leader and is very involved in scouting activities with his high 

school-aged son and with his third grader as well.  Many of the family’s evening 
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activities and events outside of the home are Boy Scout related.  The family has taken 

outings in the region to the Oregon Coast Aquarium, the Tillamook Forest Center, and 

the Evergreen Aviation and Space Museum both as part of scouting activities and as a 

family.  In addition, the Jeff and Amy talked about taking the boys to the Oregon 

Museum of Science and Industry and to the Portland Zoo.  Jeff accompanied my class on 

every field trip during the year his son was in my class.   

Involvement in school.  When I asked Jeff and Amy what they see as their role in 

their children’s education, Jeff responded, “Myself, I’ve always considered myself, me to 

be my children’s first educator.”  Amy and Jeff went on to talk about the differences in 

learning and school behavior of their two older sons.  Amy concluded with an 

observation about her third grader, “I think sometimes all it is, is it just has to be the right 

thing to capture his interest, and then he’ll run with it.  Jeff and Amy reported that they 

try to talk with their sons about what happens at school each day.  Jeff reported that with 

their middle son,  

I try every day to find out what happened at school and it’s very much pulling 
teeth.  I either have to know what happened so I can ask specific, pointed 
questions, or, I get, “it was good.”     

Amy added,  

Sometimes I think it’s ‘cause I don’t ask that he’ll tell me stuff.  I don’t pressure 
him to tell me anything and he’ll just start talking about something and I’ll just 
ask questions.  And then he’ll just talk about it and, no – he’s always got 
something. 

In regards to homework, Amy and Jeff noted the difference between their high 

school aged son and their third grader.  Their older boy has reached a point where he can 

do homework independently, with a few reminders.  Amy described the younger boy as 
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needing, “a lot more nagging, or just sitting down with him and just kind of just hanging 

out with him, and going over it, and talkin’ about it, and just trying to keep him focused.” 

I asked Amy and Jeff about ways they had volunteered in the school, or if there 

were ways they would like to volunteer.  Jeff talked about teaching indoor kite flying for 

his older son’s last field day at the elementary school.  Amy said that she had never 

volunteered in her children’s school, but noted that outside of conferences and special 

event nights at school, she sometimes interacts with teachers or staff is when she sees 

them through her work in a shop at the outlet mall. 

Focal parent #3 George.  George and his wife retired to the Oregon coast from 

Utah five years ago.  He participated in all three of the family nights with his grandson.  

He is the only participant who used his journal.  When I came to his home to interview 

him, George had the journal ready to return to me.   

Setting.  George, his wife, his recently widowed daughter, and his daughter’s two 

young children live in a home that was originally built as a vacation cottage.  George and 

his wife bought the house from the grandparents of family friends and kept it as a 

vacation home for their own use, and to rent out to families they knew, until they were 

ready to retire to the coast five or six years later.  The cottage, which is in walking 

distance of the beach, has now become the family’s year round home.  The neighborhood 

consists of a mix of very large, newer homes and smaller, older homes.  Some homes are 

lived in year round, while others are vacation rentals or beach homes.   
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George’s five year old granddaughter and my student, George’s grandson, were 

riding bikes in the driveway waiting for my arrival.  I was welcomed into the kitchen area 

where I was offered a fresh plate of cookies and a glass of water.  The children were 

excited to share the cookies they had prepared with their grandmother and to show me 

their home.  My student ran out to the yard to get the “salad in a pot” that he had brought 

home from school so that he could show me how much his plants had grown since we 

planted the seeds at school.  George laughed and said that he and his grandson were 

building a “robot” scarecrow to protect the lettuce from a rabbit that had been visiting the 

yard.  He explained that they were constructing the scarecrow out of scraps of lumber and 

attaching fishing lures to blow in the wind and scare away the rabbit.  As I set up my tape 

recorder on the kitchen table, the student played with the inflatable globe he had been 

given at the third family night.  Items found on the beach, such as agates, driftwood and 

shells, were displayed in the kitchen and in the adjoining living room.  The living room 

contained children’s toys, a television with a gaming system, and several small shelves 

with books and decorative items.   

Background information.  George grew up in Vancouver, Washington and 

graduated from high school there.  He served in the military after high school.  He said, “I 

could o’ went to– free two years of college, probably still could.  I’m not a book man.”  

George expressed that while college is not for him, he thinks it is important for his 

children and grandchildren. 

George said that he likes the pace of living at the coast, but like many, he does get 

tired of the rain.  When he and his wife get tired of the rain, they take trips to get out of 
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the grey weather and find some sunshine.  In addition to the grandchildren that currently 

live in his home, George also has grandchildren that visit from Washington.  George likes 

to walk on the beach by himself and also with his grandchildren.  He enjoys taking his 

grandchildren out in his small boat to go fishing and crabbing.  He does woodworking as 

a hobby and is now teaching his grandson how to use the tools in his shop.  In addition, 

George takes his grandchildren to the beach to fly kites and on hikes in nearby wilderness 

areas.  He mentioned that when his grandson played basketball, and when both 

grandchildren were on the local swim team, he helped by coaching.  George and his 

family attend local and regional festivals and activities such as the Garibaldi crab races.  

In addition, the family travels to visit family and friends throughout the Northwest, in 

Utah, and in Minnesota.   

George and his wife have started a handyman business and he counts one of the 

joys of living at the coast as being able to help some of his elderly neighbors.  While he 

does charge for some of his work, he also talked about helping out elderly neighbors with 

things like changing light bulbs, or about checking in with them to make sure they are all 

right after a storm.  In his words,  

You know that, that’s not a business to me.  That, that’s a friendship and we come 
out, after our neighbor.  So, you know, there’s, you know, there’s no kind o’ cost 
or anything with those kind of – type things.  Also, they – any kind of storms, 
they can call me at any time.  You go, day ‘n night if they get in trouble.”   

George talked about two different neighbors, who are in their nineties and that are able to 

stay in their homes and be independent because of his and his wife’s efforts.   
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George’s work experience, prior to moving to the coast includes maintenance work for a 

school district in Washington for fifteen years; working as a longshoreman; installing 

floor covering; and being a facilities manager for a large corporation that sold, marketed, 

and distributed food. 

Involvement in school.  When asked about what he viewed as his role in the 

education of his children and his grandchildren, George responded, “Probably the most 

important thing to me is reading.  You have to, you have to be able to read well and 

understand it.”  He added, “I think it’s, you know, mostly important if they enjoy it.”  In 

regard to homework, George described his responsibility as managing time for 

assignments to get done.  In his words, “I think you got to say, ‘Okay, here’s the time 

you’re reading, here’s the time you’re doin’ math, here’s the time you’re, you know, 

doing science.’” George’s journal entries provided further insight into George’s 

perception of his role in helping his grandson with homework.  In response to the prompt: 

What types of homework assignments do you feel are most beneficial for your child, 

George wrote, “Writing, reading, and math.  Not a lot.  But enough to get a system 

established.  For time every night for home work.  Even if it is 10 or 15 minutes.”  

George also listed: “A. Doing flash cards for multiplication.  B. Trying to correct the way 

he (grandson) holds his pencil.  So he can write better.  C. Take him to the Hatfield 

Science Center,” in response to a prompt regarding how he has been involved in his 

grandson’s education.  George described the manner in which the family works together 

to help with homework as a joint effort.  “Usually math things, I probably usually take.  

And reading, his mom and grandma take care of that.” I asked George about the types of 
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conversations about school he has with his grandson.  George responded, “I’ll ask him 

what he’s learnt today.  Yeah, what field trips he’s been on.  You know, what’d you see?  

What’d you do? You know?  Were ya, you know also—were ya a leader?” 

George recalled volunteering as a chaperone and being a part of the PTA when he 

was raising his own daughters.  He spoke about the role of the parent group as supporting 

teachers, the school, and working to raise funds for the school.  He recalled the teachers 

and the administrator asking the parent group for help with fund raising efforts to buy 

equipment for the school playground.  He talked about the parent’s being supportive, but 

that it was the district that had final decision making powers.  In George’s words, 

It was still up to the—a school district itself to okay those things.  So, just 
because the PTA and the families and the teachers agreed that that would be great, 
it was still up, up  to the district itself to put an okay on it for liability reasons.   

When I asked George about what kinds of interactions he has experienced with 

teachers and other adults in school settings, George talked about his work in the 

maintenance department of a large school district.  He described helping teachers make 

changes to classrooms in preparation for mainstreaming students with special needs into 

the schools.  He commented that “I respect teachers a lot.  Dealing with uh, with 

youngsters, that’s not easy.  That’s not an easy job.” 

Focal parent #4 Violeta.  Violeta immigrated from Michoacán, Mexico as a 

teenager.  She and her family attended one of the Ocean Literacy Family Nights.  She 

noted that she was not able to attend additional family nights because of prior 

commitments. Violeta is quite fluent in English.  When asked which language she 

preferred, she responded, “Ambos, o español está bien” (Both, or Spanish is fine).  My 
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teacher-researcher field notes indicate that Violeta “seemed timid and a little 

uncomfortable at first.  She sat with her arms crossed as we got started.  As the interview 

progressed, Violeta relaxed, became more animated, and unfolded her arms.”  

Setting.  Violeta lives on a street that is one block east of, and parallel to Highway 

101, the community’s main thoroughfare.  The neighborhood consists of many small 

houses constructed closely together.  Cars seemed to fill the driveways and line both 

sides of the hilly, narrow street.  As I approached Violeta’s house, I noticed that her 

house had a neat wooden fence around the yard and that the home had a new, metal roof 

which set it apart from the neighboring homes.  From the exterior, the home looks like 

many Northwest, coastal homes.   

When I reached the front door, I heard Latin music, power tools, and conversation 

in Spanish.  I knocked on the open door several times before I was heard.  My student 

came to the door with her one year old niece in her arms.  When I entered the front room, 

the tiled floors, the colors, the decorations, the sounds, and the smells were reminiscent of 

homes in the southwest, or perhaps Mexico that I have visited in the past.  The living 

room was furnished with comfortable leather couches and chairs and included a large 

screen television and sound system on a wrought iron stand.  I chatted with my student 

and we played with her niece on the couch while we waited for Violeta to finish making 

arrangements with a worker to return the following day to continue the tiling he was 

doing on the kitchen counter.  My student’s older brother also came out and sat talking 

with us.  Once we started to get set up for our interview, my student and her brother left 

the house and walked down the hill and across the highway to the public library.  
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Violeta’s older daughter came and took the baby to a back room.  Latin music along with 

quiet conversation and the sounds of the baby playing provided a relaxed background on 

the interview recording.  Family members living in the home include the following: 

Violeta, her husband (my student’s step-father), her thirteen year old son, her seventeen 

year old daughter, the daughter’s one year old baby, the daughter’s boyfriend, and my 

nine year old student.   

Background information.  Violeta was born in Michoacán, Mexico.  She and her 

brothers and sisters came to Salem, Oregon to join their parents, who were living andor 

working there when Violeta was a teenager.  Violeta graduated from high school in 

Salem.  When she married her first husband, they moved to a neighboring coastal town to 

be near his family.  After her divorce nine years later, Violeta married her current 

husband and together they were able to purchase their home.  When asked about the joys 

and challenges of living at the coast, Violeta responded, “Es bueno vivir en la playa, vivir 

en un lugar chico” (It’s good to live at the beach, to live in a small town).  She 

commented that many people don’t like the rain, but she doesn’t mind it.  When I asked 

again about challenges, Violeta could not think of any.   

I asked Violeta about her work experience.  She responded that she started 

working when she moved to the coast.  She described her work history as, “En diferentes 

etapas he cuidado de mis hijos o he trabajado en limpiando casas” (In different stages 

I’ve taken care of my children or I’ve worked cleaning houses).  Violeta currently cleans 

houses for clients who live in the community year round as well as for a vacation rental 

management company.  Her work hours are predictable for the year round residents, but 
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vary greatly depending on the season and holidays for her work cleaning vacation rentals.  

Violeta tries to schedule her work during school hours so that she can be home when her 

children finish school.  At times, she takes her youngest daughter, my student, with her to 

work on days when there is no school, or if she has to work later in the day. 

Violeta describes family activities as going to the park, playing cards, and going 

to the library.  She said, “Nos gusta leer.  Leemos muchos libros.  Especialmente mis 

hijos, leen mucho.  Van a la biblioteca y traen libros” (We like to read.  We read a lot of 

books.  Especially my children read a lot.  They go to the library and bring back books).  

Violeta describes family conversations as an important way the family spends time 

together.  “Lo que más hacemos es platicar.  Hablamos de lo que vemos en la tele, de lo 

que pasa en nuestra vida” (What we do most is talk.  We talk about what we see on TV, 

about what’s going on in our life).  She also said that the family enjoys helping the eldest 

daughter by babysitting if she is involved with schoolwork or working.  This enabled the 

daughter to graduate from high school the weekend prior to our interview.  Violeta said 

the family is willing to continue to support her daughter in this way when she takes 

classes at the local community college.  Violeta and her family go to Salem routinely as 

they have relatives there.  While in Salem, they enjoy taking the children to parks, 

shopping, and having family get-togethers.  Sometimes Violeta meets her sisters and their 

children in Corvallis to go swimming at the community pool there.   

Involvement in school.  I asked Violeta about what she sees as her role in her 

children’s education.  She responded, “Pues, se me hace –, un poco difícil en, en ayudar, 

más que nada como a (los hijos mayores) y ellos, porque ya no puedo ayudarlos” (Well, 



124 

 

it seems to me—, a little difficult to, to help, more than anything like [named older 

children] and them, because I can’t help them anymore).  Violeta continued, “Pero 

bueno, de (hija menor), pues allí no se me dificulta.  Y a todos les he ayu—les ayudé 

nada más a cierto nivel.  Ya después, ya no” (But, well, with [youngest daughter], there it 

is not difficult for me.  And I have helped, I helped them, only to a certain level, and after 

that, not anymore).  Violeta explained that the reason she is unable to help her children 

with their high school course work is not because of language issues, but because of the 

level of coursework expected from the students.  Violeta explained that in her home, 

“Ellos, entre ellos se ayudan.  Entre ellos ya si no saben algo, pues, se preguntan uno al 

otro y, y así es como, como salen del problema” (They, they help one another.  Between 

themselves, if they don’t know something, they ask each other and, and that’s how, how 

they solve the problem).  Violeta said that her children do their homework in their own 

rooms if they don’t need help.  If they do need help, they sit at the kitchen table and help 

one another.   

When Violeta described the conversations she has with her children about school, 

Violeta said, “Casi por lo regular me platican como, como les fue, y que hicieron.  Sea, 

con los amigos, si se encontraron” (Pretty regularly they talk to me about, about how 

things went and what they did, if they got together with their friends).  I asked Violeta 

about ways she has been involved in her children’s schools, she replied, “Bueno, es 

difícil porque trabajo.  Siempre he ayudado, sabe, mandar ‘snacks’, y de vez en cuando, 

he podido ir como voluntaria en los ‘field trips’” (Well, it’s hard because I work.  I’ve 

always helped, you know, sending snacks, and once in a while, I’ve been able to go as a 
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volunteer on field trips).  Violeta said that she has had few interactions with her 

children’s teachers outside of parent-teacher conferences because she has not felt the 

need to talk with them.  She said,  

No he conversado mucho con, sea, con los maestros, no.  No lo he necesitado 
porque come me dicen ellos (sus hijos) todo.  Y luego, pues yo me doy cuenta que 
no es necesario porque cuando, a, he ido a, a la escuela, luego me dicen, “Tu 
niña es buena estudiante (No, I haven’t spoken a lot with the teachers.  I haven’t 
needed to because they [her children] tell me everything.  And also, well I have 
noticed that it isn’t necessary, because when, a, I have gone to, to the school, they 
tell me, “Your daughter is a good student”).   

 

Violeta added, “Pero digo si notara algo, que anda mal, pienso que es la única manera, 

que decir que, sí hablaría” (But, say if I noticed something, that is going badly, I think 

the only way, that is to say, yes I’d say something).  When asked in what ways she would 

like to be involved in her children’s education, Violeta responded,  

Me gustaría este, ayudar, ayudar, ya sea en la cocina, o en lo que necesiten, o en 
los salones.  En lo que necesitan me gustaría.  A, a mí en lo personal, ahorita que 
tienen problemas con, con fondos, que no tienen suficiente dinero, ah, yo pienso 
que estaría bien que los padres de todos los niños, ah, como se turnaban para 
hacer la limpieza de la escuela, o trabajar en la cocina (I would like to, help, 
help, whether in the kitchen, or in whatever they need, or in the classrooms.  In 
whatever they need I’d like to help.  For, for me personally, now that they have 
problems with funding, now that they don’t have enough money, uh, I think it 
would be good if all of the children’s parents, ah, like took turns to do the 
cleaning of the school, or worked in the kitchen). 

At this point in our conversation, I mentioned that I had visited some schools in Mexico 

where I had seen that the parents took care of the cleaning and food preparation for the 

schools.  Violeta described in great detail, and with nostalgia, how in her experience in 

Mexico, the students themselves and the parents cooperated to maintain the school.  This 

included detail about how students all took turns to clean the classrooms and the school 
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grounds each day.  She talked about parents in Mexico supporting the school through 

fundraising efforts.   

Y los papas, ellos también este, cooperaban, si no había suficiente, a dinero, 
cooperaban haciendo kermeses, vendiendo comida parar sacar fondos para la 
escuela.  Y este, así es como, como le hacen allá hasta la, en muchos lugares, así 
le hacen (And the parents, they also um, cooperated, if there wasn’t enough, uh 
money, they cooperated holding bazaars, selling food to raise funds for the 
school.  And um, that’s how, how they do it there even the—in, in many places, 
that’s how they do it).   

Violeta shared a conversation that she had recently had with her friend, another mother, 

while they waited to pick up their children after school.  The friend mentioned that she 

had noticed the need for someone to clean the school bathrooms. Violeta agreed. The two 

mothers talked about having parents take turns coming before and after school to clean 

the bathrooms.  Violeta told her friend, “‘Si se puede,’ le digo.  ‘Pos podemos limpiar en 

la mañana o en la tarde, pero podemos hacer eso’” (“‘It can be done,” I told her.  ‘Well, 

we can clean in the morning or in the afternoon, but we can do that’”).  I told Violeta that 

her offers to help in the kitchen, in cleaning the school, and in other ways were very 

generous and I asked her what was getting in her way of doing these things.  She 

responded,  

Las cosas, o sea, que me impiden hacer eso, o que no estoy segura, es porque, ah, 
digo, yo puedo cocinar, puedo hacer lo que me pongan hacer, pero, ah, no sé, si, 
si permiten hacer eso en la escuela (The things, that is, that get in my way of 
doing that, or that I’m not sure about, is because, ah, I mean, I can cook, I can do 
what they ask me to do, but, ah, I don’t know, if, if that is permitted in the 
school). 

When I mentioned that there are many rules about food preparation and the use of 

cleaning chemicals in the schools, Violeta responded emphatically,   

Yo pienso que son, bueno, digo, tienen que cambiar las reglas porque si no hay 
suficientes fondos, y la gente quiere ayudar de esa manera—Yo limpio casas.  Yo 
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me dedico a limpiar.  Yo sé que químicos usar, y eso.  Ahora, si, si era después de 
que los niños ya no están allí—, sería más sano para los niños tener los baños 
limpios todo el tiempo, y para los maestros que están allí, a tener a una sola 
persona y que él no pueda hacer todo el trabajo (I think that they’re, well, I say, 
they need to change the rules because if there isn’t enough money, and people 
want to help in that manner—I clean houses.  My job is cleaning houses.  I know 
what chemicals to use, and all that.  Now, if, if it were after the children are not 
there—, it would be healthier for the children to have clean bathrooms all the 
time, and for the teachers who are there, than to have just one person who is not 
able to do all the work). 

 I asked Violeta if she was aware of the school’s parent group as a way of being 

involved in the school.  She replied that she and a friend had attended a meeting together 

once.  I asked her about that experience.  She replied,  

Fui cuando se trataba de reunir fondos para comprar este—, los juegos para 
fuera.  Y ese día estuvieron hablando de cómo podría uno cooperar, ayudar.  Ese 
día yo, yo porque nos dijeron que, “¿Qué podíamos?” yo les dije que yo podía 
este, ayudar.  Me dijeron que podía ayudar aquí en la casa o, o allá (en la 
escuela) podían mandar el trabajo.  Les dije que, “Sí.” Nunca recibí noticia de 
nada (I went when it had to do with raising money for um—, the toys for outside.  
And that day they were talking about how one could cooperate, help.  That day, I, 
I because they told us, “What could we do?” I told them I could um, help.  They 
told me I could help here at home, or they could send work there [to the school].  I 
said, “Yes.”  I never got word of anything). 

I asked Violeta what she thought had happened.  She replied,  

“Es lo que no, no sé la razón.  Yo pienso que tal vez es por, por lo que  usted me 
estaba comentando, que hay muchas reglas en la escuela.  Me imagino que tal vez 
es por eso, porque, yo conozco mucha gente, los padres de los niños hispanos, y 
yo estoy segura que si hablaron con todos ellos, ellos cooperarían y ayudarían.  
Porque, así nos criaron en México, todos ayudando, todos cooperando para la 
escuela.  Este, entonces, allá se cooperaba la ayuda para la escuela y  para las 
iglesias.  Entonces, allá, se reunía un grupo.  Unas cocinaban; unas tenían que 
llevar el desayuno a, dos veces a la semana, una vez a la semana depende de 
cuanta gente.  Otras este, a en la escuela para también para las excursiones que 
hacían, los “field trips,” también, como para el Día del Niño, allá celebran el 
Día del Niño.  Entonces nosotros como padres de familia cooperábamos para la 
clase para comprarles fruta a los niños y hacer piñatas.  Era lo que hacíamos, a, 
para el Día de las Madres también festejaban todos.  Y hacían los niños bailables 
para las mamás.  Hacen, hacen muchas actividades en México, pero lo hacen 
entre, entre las familias y los maestros.  Y no, no, o sea, no se siente tanto, la 
escuela no, no tiene que poner el dinero.  Si no, es más que nada la reunión y la 
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comunicación entre padres (That’s what I don’t, I don’t know the reason.  I think 
it may because, because of what you were telling me about, that there are a lot of 
rules in the school.  I imagine that it may because of that, because, I know a lot of 
people, the parents of the Hispanic children, and I am sure that if they talked with 
all of them, they would cooperate and help.  Because, that’s how they raised us in 
Mexico, everyone helping, everyone cooperating for the school.  Um, there was 
cooperation for the schools and the churches there.  So, there, a group would get 
together.  Some would cook; some had to bring lunch a, two times a week, once a 
week, depending on how many people.  Others, uh, in the school also for the 
excursions they had, the field trips.  Also, like for Children’s Day, there they 
celebrate Children’s Day.  So as parents, we cooperated for the class to buy fruit 
for the children and to make piñatas.  That’s what we did, uh, for Mother’s Day 
we also all celebrated.  The children did dances for the mothers.  They do, they do 
a lot of activities in Mexico, but they do it between, between the families and the 
teachers.  And, it isn’t, or, it doesn’t feel so, the school doesn’t, doesn’t have to 
provide the money.  If not, more than anything, it’s the getting together and the 
communication between parents). 

Focal parent #5 Carla.  Carla; her husband; their daughter, a third grader; and 

their son, who is a first grader, attended one of the Ocean Literacy Family Nights.  Carla 

volunteered as a focal parent and her husband volunteered as a study participant.  Carla 

was also a volunteer as a chaperone on class field trips and on occasion, in the classroom. 

Setting.  Carla lives in a gated community in an established development of 

condominiums and large beach homes.  The homes are nestled amongst Douglas firs at 

the foot of coastal mountains and out into shore pines along a golf course and the dunes 

of a sand spit.  The neighborhood includes trails through the forest to the beach or to the 

bay on the inland side of the spit.  The family has access to a swimming pool, indoor 

tennis courts, and the golf course.  As in many coastal neighborhoods, some of the homes 

are lived in year round, while others are vacation homes for seasonal visitors.  As I 

entered the front door, there was a stand that contained boots, sandals, tennis shoes, and 

all kinds of coats and gear for being outdoors.  The main, second floor consisted of a 
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large open space with a living, dining, and kitchen area.  One wall, consisting mostly of 

large windows, had a ledge that divided a sliding glass door from another triangular 

window above it.  This ledge was lined with glass beach floats that the family has found 

while walking on the beach.  There was a small room off the main living area where a 

computer is available for my student and her six year old brother to use.  There were toys 

and a climbing tower available for the family’s two pet cats.  The children greeted me 

and showed me around their home.  The third floor contained the bedrooms.  Carla and I 

sat at the long dining table for our conversation, while the children entertained 

themselves with reading and a video game upstairs.  Carla’s husband was not at home at 

the time of the interview.  He called during the interview, and as a result, Carla took fish 

(that her husband had caught), out of the freezer for dinner. 

Background information.  Carla moved to Portland, Oregon from Southern 

California when she was fifteen.  Her first opportunity to live at the Oregon coast was the 

result of applying for a cadet position for the Fish and Wildlife Division of the Oregon 

State Police (OSP) when she was a nineteen year old student at Oregon State University.  

At the time, Carla was majoring in Fish and Wildlife studies and was interested in 

eventually going to medical school to become a doctor.  Carla was involved in the 

Reserve Officer’s Training Corps (ROTC) and hoped to enter the military as a means to 

pay for medical school.  An injury resulted in a medical discharge from the ROTC.  Carla 

had enjoyed her experience as a cadet for the OSP in Astoria for two summers.  She 

changed her major to sociology, and after graduation, was hired as a law enforcement 

officer.  She was assigned to a position at the Oregon coast.  During this assignment, she 
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met and married her husband, who moved to the coast from the Willamette Valley 

because of his love for surfing and fishing in the area.   

Carla has had a wide variety of assignments in her work in law enforcement.  

These include, becoming a drug recognition expert and a detective for lottery and gaming 

related cases.  Developments in gaming led to need for more training in computers.  This 

provided Carla with the opportunity to go back to school to earn a Master’s degree in 

Information Systems.  When a Sergeant’s position opened, Carla applied both because of 

the potential for promotion, and because the position offered the opportunity to remain at 

the coast.  As a Sergeant, Carla patrols a large area, supervises other officers, mentors 

new recruits, and assists her Lieutenant.  She feels fortunate to have been able to stay at 

the coast in her fifteen year tenure in law enforcement. 

Carla describes most family outings as having to do with being outdoors.  This 

includes hiking, boating, and fishing.  Her husband is an avid surfer and fisherman.  Carla 

describes herself as, obsessed with finding the decorative, blown glass floats that are 

placed on beaches to draw tourists to the area.  When the glass floats are available 

between October and May, she and her family walk five to ten miles a week, “rain or 

shine,” on the beach in search of the floats, but also as a means of staying fit.  Carla 

enjoys activities related to physical fitness and describes herself as, “always training for 

something.”  She finds ways for the children to be involved while she is training.  For 

example, while training for a triathlon, the children rode their bicycles with her as she ran 

and her husband took the children out in their boat and followed Carla as she swam in a 

local lake.  Carla has family in Portland, so now and then she takes the children there to 



131 

 

visit their grandparents, aunts, uncles, and cousins.  In addition, the children stay with 

their grandparents for a couple of weeks during the summer.  Carla mentioned that her 

daughter has been to Zoo Camp in Portland and that the family has traveled to Hawaii.  

She tries to provide her children with this type of experience because, “I want them out to 

see that there’s more to the world.”  Carla added,  

We just want them to have as much experience—, we love living in our small 
community, but this isn’t the end all of end all, and there’s so much more out 
there that we want to expose them to; museums, and to…, just different cultures. 

When I asked Carla about the joys of living at the coast, she talked about finding the 

ocean inspiring.  In her words; 

I think it’s fascinating that you could put your foot into the water and there’s a 
whole new world that we can’t live in, or you know, we can be part of, but it has 
nothing to do with us really and um, how it all revolves around, the water and… 
it’s just amazing to me.  It’s just really, really amazing.  Um, I like living here 
because of the connection I feel with the ocean.   

As far as the challenges of living at the coast, Carla responded, “What I don’t like about 

it is it’s really small, and I think like, activities for the kids are hard.”  Carla also 

described forming long-term friendships as a challenge.  She said,  

You know, even though I’ve lived here fifteen years, as an adult, the locals, 
people that are born and raised here, don’t really see me as a local.  And then, I’ve 
also started to realize that people you do become friends with eventually leave.  
So, it’s hard to really build those bonds, those connections.  And it’s easier to just 
close yourself off because you know they’re just eventually gonna leave. 

Involvement in school.  Carla’s own educational background includes attending 

private, Catholic schools during elementary, middle, and high school with the exception 

of her eighth grade year.  She describes herself as the first person in her family to 
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graduate from college.  When I asked Carla what she viewed as her role in her children’s 

schooling process, she replied,  

It’s so vitally important to me.  And, to me, it’s, it’s preparing to go to college.  
And that it’s not just about, status quo and just getting everybody through, but 
really excelling and pushing.  And, and because all our kids can do that.  And you 
know there’re some that obviously can’t, but then, but still pushing them to their 
limits and not just—.  Having high expectations and not to be mean…but really, 
we all have to push ourselves in life….And somebody who’s educated, whether 
you use that knowledge in what you’re  doing, it’s never going to hurt you. 

Carla described “exploring the opportunity of private schools,” for her children.  She 
said,  

I wasn’t really happy with what private schools were here, and so I figured that—, 
I was really nervous about public school and so I figured if the public school was 
going to get my children, then they were going to get me too.  And so, um, I like 
being involved.  I like seeing who their friends are, and, and just knowing what 
they’re doing, and just being really involved. 

Later in the conversation, Carla added,  

With my sociology degree, what am I gonna do to best increase their chances to 
be successful and to be a positive member of society?  And I figure, the most 
interaction I can have with their education, with them socially and personally, is 
hopefully going to be the best to help them.  I don’t know, you know, nobody 
knows what their path is gonna be, but if I can help as much as I can—.   

 Carla described frustration at the amount and level of the homework her children 

are expected to do in comparison to what she remembers doing growing up.  She talked 

about hearing parents in the community say things about teachers not bothering to send 

homework because the students do not do it anyway, especially at the high school level.  

She described her own children doing the homework they are given fairly independently 

or with the help of a parent or babysitter.  Carla also mentioned that she and her children 

read a lot.  In addition, the children have access to educational games on the computer. 

Carla talked about having many conversations about school with her children as 

follows:   
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We have a lot of conversations about school.  I mean, not only like what they’re 
doing, or what they’re studying, who their friends are, but then also, you know, 
just to put in their mind that, “Where do you think you’re gonna go to college?” 

She described her experience in trying to volunteer in her children’s classrooms as, “there 

are actually a lot of teachers that are kind of put off by parents volunteering, or, of just 

having an active role.”  She continued, “I keep trying to say, ‘My role is to follow up 

with what you’re doing and I am a partner with you….  We just have to communicate 

that.  And so, to me, I see it more as a partnership.’” 

Carla joined the school’s parent group when her daughter started kindergarten.  

She described this first effort as a year of learning about the school and the group.  The 

following year, she was the president of the parent group.  For the past two years, she has 

been the chairperson for the group’s fundraising activities.  Carla described a family 

literacy event that the parent group sponsored the prior year.  She said that the parent 

organizers were excited that about one hundred families had attended and that many 

parents gave positive feedback about the evening.  At the close of the evening, she 

overheard a teacher complain about the amount of work that went into the evening for 

such a small turn out of families.  She said the parent group did not plan the event this 

year because of the teacher’s response.  Carla’s comments reflected a mix of 

understanding that the teachers carry a heavy workload and frustration at their lack of 

willingness to support the parent group’s efforts. 

And so this year, we’re like, “Well why are we gonna do it again if we just hear 
all these negative things about it?”  And we were so excited, and as a parent, 
that’s all you care about, is your kids having fun….  So, I don’t know if the vibe 
is the same, but I know the teachers are really, really, really taxed with their 
time… It’s too much out of their time.  It’s too hard on them, that they’re not 
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willing to support it.  And so I think that kind of put—at least from the parents’ 
arena, of the parents’ group—off , off, thinking, “Well if you don’t wanna, we 
can’t take this on all by ourselves. 

As we concluded our conversation about Carla’s involvement in the parent group she 

expressed her longing for a sense of community by saying, 

 I just, I really, really want, as far as me, like me as a parent, a more community 
atmosphere at the school….I think it’s important for the parents to see that there is 
community involvement at their child’s school….  I don’t know how to explain 
this.  I think that people have the feeling like they don’t have anything to 
contribute…Somehow we have to tap into that, that we’re not just this elitist 
group, that we’re only accepting people who can do x, y, and z. 

Focal parent #6 Julia.  Julia is the young mother of a nine year old son and an 

eighteen month-old daughter.  She is quite fluent in English, but when given the choice, 

she asked that we conduct the interview in Spanish.  When she could not find the word 

she wanted in Spanish, she switched to English.  When I resorted to English for difficult 

words, she either went along in English for a bit, or provided me with the word I was 

missing in Spanish.  Julia and her two children attended the final Ocean Literacy Family 

Night. 

Setting.  Julia and I met at a McDonald’s restaurant at her request.  She indicated 

that she was interested in being a focal parent, but that meeting in her home would be 

difficult because of her husband’s work schedule and because her home, a motel unit that 

has been converted to an apartment, is small.  We sat at a table in the play area.  My 

student and his little sister played on the play equipment while we talked. The two 

returned to the table frequently during the interview for sips of soda, to nibble on their 
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meals, and to see what we were up to.  Julia was very patient and soft spoken in 

responding to the children’s needs and questions when they came to her. 

Background information.  Julia immigrated to the Oregon coast from Sonora, 

Mexico when she was eleven years old.  She described living in a village about half an 

hour from the Gulf of California.  Julia’s parents, who had worked in orchards harvesting 

citrus fruit and nuts in Mexico, came to Oregon to work.  Once her parents were settled at 

the coast, Julia and her two brothers joined them.  Julia was enrolled in the district’s 

program for English for Speakers of Other Languages (ESOL) from the time she arrived 

as a seventh grader until she graduated from the local high school.  She was also one of 

the first students enrolled when a program for teen mothers was started.  Julia started 

busing tables at a local restaurant at age fourteen, moved up to hostess, and currently 

works as a waitress there.  She also does the books for the restaurant.  She has now 

worked there for ten years.   

When I asked Julia what she likes about living at the coast, she replied, “Okay, 

me gusta, y siempre me ha gustado, porque tengo un buen trabajo para sacar a mis hijos 

adelante y tengo una mejor vida” (Okay, I like it, and I have always liked it, because I 

have a good job to help my kids get ahead and I have a better life).  Julia added,  

Aquí, así, si uno tiene poquito dinero, lo estira.  ¿Me entiende, así?  Y si no hay 
trabajo o algo, puedes pedir ayuda y te ayudan.  Y en México, no es así.  Tienes 
que trabajar, si no, no hay quien te ayuda (Here, like, if someone has a little 
money, they can stretch it.  Do you know what I mean, like that? If there’s no 
work or something, you can ask for help and they will help you.  In Mexico, it’s 
not that way.  You have to work, if you don’t, there’s no one to help you). 

When asked about what is difficult for Julia about living at the coast, she responded, 

“Que no estoy con mis, con mi familia como estaba antes.  Es lo único que se me hace 
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difícil” (That I am not with, with my family like I was before.  That is the only thing that 

I find difficult).  Julia explained that her parents had decided to send her younger brother 

back to Mexico to live with her older sister.  The brother was not able to get along with 

the sister, so Julia’s mother had returned to Sonora to look after her youngest child in 

Mexico.  Julia is very close to both of her parents, and while she is glad to have her father 

nearby, she is sad that her family is divided.  She described a sense of isolation and 

depression because her mother is no longer here in Oregon with her. 

 When asked about skills, talents, or hobbies, Julia laughed and asked.   

¿Los míos? Pos ahorita a mí me gustaría haber seguido estudiando, pero no pude 
por, ah, de tener a mi hijo cuando iba a la escuela.  Pero, yo hubiera querido 
seguir estudiando.  Y pues, lo que hago es trabajar, ah, porque mi hijo ya está, 
ah, ah como un adolescente casi.  Y quiere conocer aquí, y quiere conocer allá.  
O, hoy que—, lo único que hago es limpiar mi casa (Mine?  Well right now, I 
would have liked to have continued studying, but I couldn’t because of, uh, 
having my son while I was going to school.  But, I would have wanted to continue 
studying.  And so, what I do is work, uh, because my son is already, uh , uh like 
an adolescent almost.  And he wants to see here and he wants to know there.  Or, 
today—, all that I do is clean my house). 

I asked Julia if she had any hobbies or interests that she pursued before she had her 

children.  She became animated and replied, “A mi me gustaba mucho escribir” (I liked 

to write a lot).  When I inquired about what kinds of things Julia liked to write about, she 

responded, “Canciones y versos.  A ha, me gustaba mucho.  Tenía  muchos—.  Yo soy 

una persona que tiene muchos cuadernos….  Pos, a veces si quiero, escribo cosas de la 

biblia, así” (Songs and verses.  Uh, huh, I liked it a lot.  I had a lot—I am a person that 

has a lot of notebooks….  Well, sometimes if I want to, I write things from the bible, 

things like that).  Julia talked about not having much time to write anymore because of 
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needing to take care of her children and clean her house.  She also talked about her young 

daughter being at an age where she needs a great deal of attention—always wanting to 

climb on her lap or see what she is doing.  Julia spoke of having aspirations to be a 

teacher or a nurse.  I asked if she had considered taking courses at the nearby community 

college.  She responded, “Bueno, mis pensamientos son encontrar un poco de dinero y, y 

irme p’ra México y estudiar allá para una carrera.  Es más, más fácil….  O, también, 

también prefiero ir a trabajar y ir a la escuela, ir a trabajar, ir a la escuela” (Well, my 

thoughts are to find a little money and, and to go to Mexico to study for a career there.  

It’s more, it’s easier….  Or, also, also I’d prefer to go to work and go to school, go to 

work, go to school). 

Julia described finding ways to get the children out of the house on her own or 

with her husband when they both have a day off, which is typically a Monday.  She said 

she enjoys taking her children to the beach and to places where they can be outside.  The 

family often travels to Salem or Portland.  Julia said,  

“Vamos a las tiendas, o andamos viendo si hay parques como, así, parques donde 
haiga juegos….  Nos gusta ir al zoológico y leer los, de estos que están allí de 
animales.  Que donde vienen, que de donde son, que es lo que hacen” (We go to 
the stores, or we go looking to see if there are parks like, you know, parks where 
there is play equipment….  We like to go to the zoo and read the, those things that 
are there about the animals.  About where they live, where they come from, what 
it is that they do). 

 Involvement in school.  When I asked Julia about what she sees as her role in her 

children’s schooling, she replied,  

De que debería ser más, más pendiente a ellos y enseñarles más en veces.  No sé 
si ya por el tiempo, en veces uno le da flojera, porque cree—.  O, uno piensa, 
“Ah, ellos aprenden en la escuela,” pero no es cierto,  porque uno también les 
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tiene que ayudar (That I should be more, more aware of them and teach them 
sometimes.  I don’t know if it’s because of the time, sometimes one gets lazy, 
because you believe—.  Or, you think, “Oh, they learn at school,” but it’s not true, 
because you also have to help them). 

 
Julia went on to talk about ways she wanted to establish routines in her home to ensure 

that her son read books from the library and practiced writing things like his name so that 

he would not lose the progress he had made during the school year.  When asked about 

conversations with her son about school, Julia said, “Pos, me dice de lo que pasó en la 

escuela, que es lo que hizo.  Me dice cuando se mete en problemas….  Yo siempre le 

pregunto, “¿Qué hiciste en la escuela hoy?” Sí, y me dice (Well, he tells me about what 

happened at school, what he did.  He tells me when he gets in trouble….  I always ask 

him, “What did you do in school today?”  Yes, and he tells me).  Julia indicated that she 

has to ask her son if he has homework every day.  If he does have an assignment, she has 

to get him to sit down and do it.  Julia describes helping with homework as her husband’s 

responsibility because she is often busy with cooking and taking care of her daughter.  

Julia commented that her husband has more patience for helping with homework than she 

does. 

I asked Julia about what kinds of activities she had been involved with at her 

son’s school.  She responded, “Pos, nunca he tenido oportunidad de, de tener actividad 

en la escuela.  Y fue mi primer año y me gustó, y me gustaría seguirlo haciendo” (Well, 

I’ve never had the opportunity to, of having activities in the school.  It was my first year 

and I liked it, and I’d like to continue doing it).  Julia went on to say,   

Porque yo pienso, depende en la maestra también.  Si dice, “O, hacer actividades 
con los, con los padres.” O, no sé si harían antes, y yo, y el no, como antes a él le 
daban papeles y no me los daba….Y pues ahora de grande, ya, ya empieza a 
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decirme más.  ¿Me entiende? (Because I think, it also depends on the teacher.  If 
she says, “Oh, do activities with, with the parents.” Or, I don’t know if they had 
them before and I, and he didn’t, because before they gave him papers and he 
didn’t give them to me….  And now that he’s bigger, now, now he is starting to 
tell me more.  Do you know what I mean?) 
 

When I described the school parent group and activities the parents do to support the 

school, Julia said she was not aware of the group.  I asked if she might be interested in 

being involved in the parent group.  She responded, “Pos, me ayudaría aprender más 

sobre la escuela de él [su hijo], las cosas que le…, que va estudiar,  que les van a 

proponer” (Well, it would help me learn more about his [son’s] school, the things that 

they will…, what he will study, what they will offer him).  I asked Julia about ways she 

was interested in participating in her son’s education.  She expressed interest in going on 

field trips with her son and his class.  She did not know how to go about getting on the 

school’s approved chaperone list, so I explained the process of completing the online 

training modules and criminal history check required by the school district. 

Summary of Chapter 4 

Detailed descriptions of the hands-on ocean literacy activities in which families 

participated and the resulting artifacts collected for analysis in this study are provided in 

this chapter.  These artifacts include photographs or photocopies of family water maps, 

family engineered fishing nets, family pre/post charts of water on our planet, and paper 

plate fractions showing water on our planet.  Home-School Connection worksheets 

designed to engage parent and child in conversations about family night related topics 

were also photocopied and analyzed.  In addition, parent journal entries for the parent 

who used this as a means to respond to prompts were described and are later incorporated 
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in the analysis process.  This chapter also includes detail about the in-depth interviews 

carried out with six focal parents.  These interviews are presented as cases and include 

information about the setting in which each interview took place, the parents’ 

backgrounds, and parent experiences related to school involvement. 

It is my hope that other educators can use the detail provided as a framework 

upon which to replicate or build on the work started in this study.   The following 

recommendations are based on my own experience, and on my efforts to support 

colleagues in their efforts to build home-school partnership using this model.  First, start 

with small steps.  Plan one or two family nights connected to STEM related topics that 

are relevant to your context and to your families.  Collaborate with other teachers and 

with organizations that have educational outreach goals related to your topic.  Conduct 

one or two in-depth interviews with parents in their home or in a community setting.  

Choose parents that have the potential to help you understand the diverse students you 

work with.  Seek local community and educational grants to support your efforts.  Share 

what you learn with colleagues, administrators, and community members.  Most 

importantly, enjoy the relationships of mutual respect and stronger understanding that 

result from the opportunity to spend time with your students and their families through 

this model. 
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Chapter 5: Findings 

Introduction 

Discussion in this chapter is intended to build on the detailed description of the 

data collection methods provided in chapters three and four and to illustrate the manner in 

which the data leads to and supports study findings.  The assertions proposed are the 

result of the recursive, analytic process of coding the multiple data sources used.  

Findings are organized in themes and concepts that correspond with the original research 

questions and that support the overall goal of understanding effective ways to build 

home-school partnership.  The first section includes findings regarding parent funds of 

knowledge related to ocean literacy as well as brief discussion of other areas of 

knowledge, expertise, or experience that are relevant to content area studies.  Next, 

discussion is focused on parent response and findings related to the shared experience of 

the Ocean Literacy Family Nights that brought parents, students, and myself, the teacher-

researcher together.  The third area discussed is an examination of parent desire for 

building a sense of community in the school setting.   The relationships between parent 

and child, parents and other parents, and the parents and me- the teacher-researcher that 

impact the development of this sense of community are examined.   When these areas are 

considered in sum, a model for strengthening home-school partnership through the use of 

humanizing practices emerges.   Figure 5.1 provides a framework for this discussion.   
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Figure 5.1  Framework for Voices from the Coast Study findings. 

THEORY FOR HUMANIZING HOME-SCHOOL PARTNERSHIP

Concept #2: A 
Different Kind of 

Family Night

Parents are interested in 
being involved and 
engaged in learning 
with their children, their 
peers, and with their 
children's teacher.

Themes:

-Parent priorities

-Funds of knowledge as 
a list

-Funds of knowledge as 
a process of building 
relationships

Concept # 1: Parent 
Funds of Knowledge

Parents have important 
contributions to make in 
the determination of 
essential student 
learning related to 
ocean ocean literacy 
and other curricular 
content.

Concept #3:  A Desire 
for Community

Parents are motivated 
by their children to 
engage in school related 
activities that support 
the development of a 
sense of community 
through relationship 
with others in the 
school setting.

Themes:

- Collaborative and 
project-based approach

- A focus on content

- An intimate setting

Themes:

-Parent-child 
interactions

-Parents getting to

know each other

-Parent-teacher 
conversations
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The first question that focused this study was, “What are the funds of knowledge 

that parents in a rural, coastal context bring to bear around the development of ocean 

literacy for their children?”  I organized findings related to the concept of Parent Funds 

of Knowledge and Ocean Literacy in the following three themes: (1) ocean literacy 

concepts that parents prioritize as important, (2) the compilation of a list of family funds 

of knowledge, (3) the importance of the process of accessing parent funds of knowledge 

in the development of relationships of “confianza” (trust). 

The second study question asks, “How do parents describe their involvement in 

their child's learning when invited to share funds of knowledge around ocean literacy?  

How do they describe interactions with the teacher, their child, and other parents when 

engaged in school activities related to ocean literacy?”  Discussion related to parent 

response to their involvement in study activities and to their interactions with others in 

the process is divided into two concepts.  A Different Kind of Family Night is based on 

parent response to the experience of taking part in the Ocean Literacy Family Nights.  

The combination of features that parents identified as unique are: (1) the collaborative, 

project based nature of parent-child activities, (2) the focus on school content, (3) and the 

intimate nature of participating in the activities in their child’s classrooms setting with a 

small group of families.  The final concept addressed is A Desire for Community.  Parent 

responses to study activities provide insight into the relationships that influence this sense 

of community and their involvement in their child’s education.   The three types of 

relationships discussed are (1) parent-child interactions, (2) parents getting to know each 

other, and (3) parent-teacher conversations. This chapters details the three concepts of 
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Parent Funds of Knowledge, A Different Kind of Family Night, and A Desire for 

Community, along with the supporting themes that led to the development of a Theory for 

Humanizing Home-School Partnership. 

Home School Partnership 

Review, analysis, and comparison of the artifacts and transcripts across the three 

parent study groups and the six focal parent interviews revealed important information 

about family funds of knowledge in general, and about family experience, knowledge, 

and skills related specifically to ocean literacy.  Conversations with parents regarding 

their own experiences in school and about their involvement in their children’s education 

provided a great deal of insight into their views and their interest in building a sense of 

community in the school setting.  Understanding of the nature of systemic barriers that 

limit parent interest or ability to engage in school related activities emerged as parents 

participated in conversations during parent study groups and in-depth interviews.  In 

addition, parent response to participation in study activities created the opportunity to 

explore parent motivation to engage in school partnerships based on interaction with their 

children, their peers—fellow parents, and their child’s teacher.  I learned a great deal 

about my students and their families as I observed and interacted with them over the 

course of the three family nights and through in-depth, more intimate conversations held 

in their homes, or in Julia’s case, in a setting outside of school.  Most importantly, as 

parents engaged in school related activities with their children, deeper, more lasting, 

relationships developed between the parents themselves, and between the parents and 

myself- the teacher than generally result from traditional parent involvement offerings 
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such as school-wide events and parent-teacher conferences.  The combination of the 

process of tapping into and valuing family funds of knowledge related to ocean literacy, 

engagement in the experience of collaborative parent-child activities, and opportunity to 

establish relationships through these shared experiences created a scenario in which 

relationships of trust and mutual respect developed.  These relationships have the 

potential to support home school partnership through the exploration of shared 

connections and a common interest in developing a sense of community.   

Parent Funds of Knowledge and Ocean Literacy: Priorities, a List, and a Process 

Themes: 

 Parent Priorities: Ocean as 
o Dangerous 
o Life giving resource 
o Source of recreation 

 The List 
o Parent experience 
o Parent knowledge 
o Parent skills 

 A Process 
o Relationships of “confianza” (trust) 

Findings related to parent funds of knowledge about ocean literacy are addressed 

in two parts.  The first is discussion of the list of the ocean literacy topics that emerged as 

important to parents.  The second area is focused on a discussion of the funds of 

knowledge list that was generated through data collected from artifacts, parent study 

groups, and in-depth interviews.   Following discussion regarding the experiences and 

skills parents have to offer that support the development of ocean literacy skills for 
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students, I examine the process of creating this list through having in-depth conversations 

with parents.  

Parent priorities for ocean literacy.  Parent response to questions related to the 

ocean literacy concepts they feel are important for their children to learn about can be 

grouped into three categories as follows; (1) the ocean as dangerous, (2) valuing of the 

ocean as an important resource, (3) the ocean as a means of recreation.   

The ocean as dangerous.  When parents were initially asked what it was they 

thought important for their children to learn about the ocean, parents’ immediate 

responses had to do with teaching their children about how to be safe around the ocean.  

Jeff’s response was, “I myself, I think the single most important thing for anyone to learn 

is just how powerful that great big body of water is.  Your safety is not something to be 

taken for granted.”   Jeff accompanied my class as a chaperone on our field trip to explore 

animal adaptations in local tide pools.  During his in-depth interview, he talked about 

how much he enjoyed the experience and that that visit “was probably the first time I just 

went down to a tide pool and hung out… in ten, fifteen years.”  He explained ensuring 

that, “everyone’s safe” was what has stopped him from taking his own boys and his Boy 

Scout troop on such an outing. Carla described spending a lot of time outside with her 

family.  She listed an emphasis on “safety around the ocean, [its] threat, and power” as 

important for her children to understand.  She added, “We’re always talking to them 

about how to find out where you are and where to—, how to know where to locate water, 

and looking at maps, or just knowing what can be out there to help them.”  In other 

words, Carla and her husband are teaching their children about ways to be safe and self-
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reliant as they explore their local context that includes forest, river, estuary, and ocean 

environments.  Larry talked about how he emphasizes, “respect for the water,” by talking 

to his grandchildren about, “undertows, sneaker waves, and that no kid goes to the beach 

by themselves.”   

As a teacher, awareness of parent emphasis on safety around the water and the 

ocean that is ever-present in their children’s outdoor environment provides insight into 

parent priorities.   Conversations about the need to teach children to respect the power of 

the ocean and how to be safe around it reveal an opportunity to work in partnership with 

families to teach ocean literacy concepts that parents value and feel are important for 

their children.   

The ocean as a life giving resource.  Most participant responses related to 

teaching children about ocean literacy concepts focused on caring for and valuing the 

ocean.  These ideas seemed to be influenced by the activities that occurred during the 

Ocean Literacy Family Nights as well as by experiences in the community.  During the 

discussion following the first family night, parents discussed the ideas they thought 

important for their children to understand from the evening’s activities.  Carlos 

volunteered, “Podemos usar el agua principalmente para vivir, porque el agua es vida, 

porque sin agua, no tenemos nada” (We can use water primarily to live, because water is 

life, because without water, we have nothing).  During the study group following the final 

family night, Larry commented, “The percent of fresh water is pretty amazing.  And if 

they learn anything—to protect the waters we have.  The importance of, you know, 

cherish the fresh water that we do have.” Violeta recalled her children participating in 
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community, beach clean-up events and said it was important for her children not to litter.  

She also mentioned recycling and not wasting water as habits she feels are important to 

teach her children.  In her words,  

Toda la basura, lo que se use, siempre tiene que ver, … que es para reciclar, y 
que es para la basura.  Porque, sí es importante que uno haga eso, y se fije lo que está 
tirando en la basura uno.  Así, uno ayuda y, y ya.  Que [sus hijos] no tiren basura en la 
calle, cuando andamos en la playa o, o en un parque- que no avienten la basura.  Tienen 
que recoger, y tienen que ser responsables, y que tienen que mantenerse limpios.  Eso es 
lo que más es importante, y no tiren mucha agua.  Esto que no me gusta, que 
desperdicien el agua” (All the trash, whatever is used, you always have to check... what 
can be recycled and what goes into the trash.  Because, yes, it is important that one do 
that, and pay attention to what’s being thrown away.  That’s how one can help, and, and 
that’s it.  That they [her children], not throw trash in the street, or when we go to the 
beach, or a park- that they don’t throw trash.  They need to clean up, and they have to be 
responsible, and they need to keep clean.  That is what is most important, and that they 
don’t waste a lot of water.  What I don’t like, is that they waste water.) 

During discussions that followed parent-child activities and conversations during 

parent study groups and in-depth interviews, parents emphasized the importance of caring 

for the ocean as an important, life-giving resource.   Parents often took on a more serious 

tone as they shared their views regarding the importance of the ocean and water in 

general.   The combination of parent-child activities and the related conversations created 

the opportunity for parents to share these ideas with their children, with other parents, and 

with me.   

The ocean as a source of recreation.  Parent study groups, artifacts, and in-depth 

interviews proved to be equally effective in determining ways that families interact with 

their coastal context through recreation.  Beachcombing, fishing, crabbing, and boating 

were some of the activities mentioned as ways that families enjoy living near the ocean 

and as a means for children to learn ocean literacy related concepts.  Thomas talked about 
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the fun that he and his son have pulling up their crab pots to see if they have caught any 

crab, but also to see what else might be in their catch.   

Sometimes you get really strange things in there…. We’ve actually had a baby 
octopus hanging on the bottom of our net, and when we were pulling it up, we 
were like, ‘Huh, look!’  And by the time we got it up to us it kind o’ let go and 
just flew off, but it was cool. 

Thomas and his wife Ruth described pulling sea stars from their crab traps and 

examining them with their son.  Thomas reminisced about teaching his son how to sort 

through the crabs to show him, “the little ones that are too little, or the females, that you 

can’t keep, you have to throw back.”  Family outings to engage in this type of outdoor 

activity along with visits to local venues such as the Oregon Coast Aquarium and the 

Hatfield Marine Science Center were recreational activities cited by parents as ways their 

children learn about the ocean outside of school. 

This area, the ocean as a source for recreation, describes ways that families 

exercise, relax, spend time together, and in general how important the ocean is to the 

quality of life that parents value about living at the coast.  Recreation also emerged as an 

important way in which parents teach their children about ocean literacy concepts.  

Parents described interactions that are fun, purposeful, and important to the development 

of their children’s understanding of the ocean.  These activities serve as natural and 

powerful ways that parents are teaching ocean literacy and many other concepts 

connected to school.   The opportunity to communicate the value of these experiences, 

and to talk about ways to build on school learning through family experiences in local 

settings were important parts of the conversations that took place during the parent study 
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groups.  Parents were able to get ideas from one another and to see that they had common 

interests.   

A priority in this study was to listen to parent ideas and ensure that they felt their 

ideas and contributions were valued.  As a teacher, my focus in teaching ocean literacy 

themes has been on scientific concepts and on connections to social science topics.  I 

have worked to integrate other areas such as literacy, mathematics, and art as well.  

Through the experience of partnering with parents during study activities, I have learned 

what their priorities are.  These three areas that emerged as important to parents: the 

ocean as dangerous, the ocean as a life giving resource, and the ocean as a source of 

recreation are areas that I can work to integrate by including parents as partners through 

activities in school, in the home, and in the community.  These three priorities identified 

by parents are in keeping with the Ocean Literacy Network (2005) definition of ocean 

literacy as “an understanding of the ocean’s influence on you and your influence on the 

ocean.”   It is interesting to note however, that the parent’s first priority, teaching their 

children how to be safe around the ocean is not one of the seven ocean literacy principles 

identified by the scientists and ocean science educators who participated in the Ocean 

Literacy Network efforts to identify the essential learning needed to “build a more ocean 

literate society” (2013).  Even Ocean Literacy Principle #6, “the ocean and humans are 

inextricably interconnected,” does not address the parent’s priority regarding safety.  

Details regarding this principle are related to human dependence and influence on the 

ocean as well as to the development of a sense of responsibility for caring for the ocean.  

Teaching concepts about safety is not identified or detailed as an essential ocean literacy 
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concept.  I propose that the very important work done by scientists and science educators 

who work to determine the concepts students need to learn can be strengthened by 

including parents in the conversations related to contexts and settings in which they have 

funds of knowledge resulting from their work and experiences.  Parents have a great deal 

to offer both in providing insight into what is important and useful for their children to 

learn, and in supporting school efforts through teaching their children about scientific 

concepts in the home and community setting. 

Parent funds of knowledge: A list of resources.  In the planning stages of this 

study, I anticipated that one outcome of this work would be a catalog of parent skills, 

knowledge, and experiences that I could connect to the Oregon Common Core State 

Standards (CCSS) for science as I developed and taught a cross-curricular, unit focused 

on the ocean.  I imagined that because of the coastal context in which the families live, 

parents would have funds of knowledge specific to this topic.  I expected findings that 

might be used to scaffold new learning about ocean literacy to related experiences my 

students had with their families at home and in the community.  A list of parent funds of 

knowledge is one of the important results of this study; however, it is the process of 

interacting with parents while compiling the list that has the most potential to impact 

home-school partnership.  For this reason, I emphasize how I went about accessing parent 

funds of knowledge.   

Discovering funds of knowledge through artifacts and parent study groups.  I 

was able to glean information about parent funds of knowledge through observations of 

parents as they participated in the family night activities, through analysis of the artifacts 
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they created, and through coding and analysis of the transcripts that resulted from the 

parent study groups.  For example, the accuracy of the family water maps shown in 

Figures 4.3 and 4.6 demonstrates strong awareness of local geography. When I asked the 

parent study group to think about what experiences or knowledge they had that connected 

to our activities about the water cycle and the watershed, Aaron, responded, “Just how we 

recreate with it.”  When I asked him to elaborate, he said, “Fishing and boating, and 

things like that.”   George added, “Storms.”  When I asked, “Okay, what about storms?”  

George responded, “About the Siletz River flooding, almost every year.”  Through 

examination of the water maps, analysis of study group transcripts, and responses 

captured in George’s interview, I learned that Aaron, and George both spend a great deal 

of time on the ocean, the bay, and the river when they go fishing and crabbing.  Between 

them, they have a great deal of real life, knowledge about local waterways, seasonal 

weather patterns, and about the wildlife they interact with as they work, recreate, fish, 

and crab in our coastal community.  

Some parents spoke easily and with pride about skills and knowledge they had 

developed as the result of work and life experiences or perhaps in the pursuit of hobbies 

or personal interests.  Other parents were hesitant and at times, unsure of the value of the 

funds of knowledge they had to offer.  Through the process of responding to questions 

and participating in conversations with peers and with me as the teacher-researcher, the 

uncertainty these parents showed initially was often replaced with willingness to share.  

For example, following the second family night, in which the families had engineered 

fishing nets, I asked the parent study group if they had any experiences, skills, or 
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knowledge related to the concepts we had explored.  After several other parents had 

responded, Ruth hesitantly contributed, “Well, I guess, I mean, I was raised with my dad 

fishing, like, every day.”  She laughed nervously, and then continued, “So, it—, knowing 

kind of um, you know, hooks and baits, and you know, different types of hooks to go 

with different types of fish and things like that, different foods that different fish like.”  

Her engagement in the conversation with the other parents and with me continued.  As 

she relaxed, Ruth laughed along with the group as she joked about how her father had her 

help get bait for their fishing expeditions.  “He used to make us be the ones diggin’ in the 

trash bins to pull fish guts out for bait, yeah.  So that was always fun, ‘cuz then we smelt 

like fish too.”  This led to questions about where Ruth was raised and where she fished 

with her father.  In the process, Ruth talked about the fact that both of her parents are deaf 

and as a result, she is fluent in sign language.   Ruth’s fluency in sign language along 

with her knowledge about different types of fish and the different types of hooks and bait 

used to catch them, are examples of general funds of knowledge and of knowledge 

relevant to ocean literacy that have potential as resources to be integrated into classroom 

instruction.   

Conversations about funds of knowledge.  The in-depth parent interviews turned 

out to be the most productive tool used to learn about parent funds of knowledge.  The 

opportunity to visit at length with parents, in a setting outside of school, seemed to 

facilitate conversations that focused on the parent as opposed to the student.  While most 

parents seemed nervous at the beginning of their interview, they soon relaxed and seemed 

to enjoy the questions and the opportunity to talk and share their ideas.  Questions 
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regarding parents’ work experience in the coastal community as well as in other locations 

generated the most conversation regarding parent experience, skills, and knowledge.  

Inquiry into parent skills, talents and hobbies sometimes led to responses that still had 

some connection to parents’ work.  For example, Carla reported that, “physical fitness is 

really important to me,” when I asked about her hobbies and interests.  In her work in law 

enforcement, fitness is vital to her success and well-being.  Jeff reported skills and 

experience in graphic design, sewing, kite construction, and indoor kite flying that relate 

to his current hobby, but that are also connected to his experience in opening a kite shop 

with his father.   

Creating a list.  As I grappled with the best way to organize information about 

parent funds of knowledge, and specifically about their depth of expertise related to 

ocean literacy, I decided to put all of the information about the different skills, 

knowledge, and experiences in one collective location (see Appendix M: Collective 

Summary of Family Funds of Knowledge). NVivo 9 queries facilitated the collection of 

all references to funds of knowledge along with the parent source and their related data 

segments. I organized the information according to categories, the parent associated with 

each item, and the data source that provided the information.  In addition, I used bold 

italics as a way to distinguish funds of knowledge related to ocean literacy. 

While the generation of a list of parent funds of knowledge was expected as a 

result of study activities, the broad range and the specifics about the different types of 

backgrounds, skills, and knowledge that parent have to offer as potential resources for 

student learning was unknown prior to interactions with parents. This information will 
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prove valuable as I endeavor to strengthen instruction related to ocean literacy and to 

include parents of diverse backgrounds in other units of study and in classroom activities.  

Parent funds of knowledge related to ocean literacy.  The ocean literacy 

related funds of knowledge that emerged as part of the collective experience, skills, and 

expertise that parent participants shared reveals connections to both work and leisure 

activities.  In the process of talking about their life experiences and about raising their 

families and working at the Oregon coast, parents expressed a strong sense of connection 

to the ocean.  They described an acceptance of hardships related to extremes of weather 

and isolation, along with struggles with employment.   Despite these difficulties, parents 

expressed an appreciation for the opportunity to live in an area rich in natural beauty and 

for the lifestyle afforded by living in a small town in a coastal community.  Table 5.3 

provides a list of parent funds of knowledge related to ocean literacy that were identified 

through conversations with parents as a part of study activities. 
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Table 5.3 

Summary of Parent Funds of Knowledge Related to Ocean Literacy 

Beachcombing (Identification of plants, animals, shells, rocks, and debris) 

Boating (Boat handling, safety, engine maintenance and repair, navigation) 

Clamming and Crabbing (Commercial and recreational) 

Fishing (Commercial and recreational) 

Geography of Area 

Hunting 

Kite Building 

Kite Flying (Indoors and Outdoors) 

Surfing 

Survival Skills (Forest, river, ocean) 

Swimming (Recreational, fitness, water rescue) 

Weather Related Skills (Forecasting, building and maintenance in coastal 
conditions) 

 

A process of building relationships of “confianza” (trust).  Typically, in funds 

of knowledge work, emphasis is placed on developing relationships between teacher-

researchers and parents as they engage with one another in a series of home interviews.  

In the Voices from the Coast study, parent willingness to volunteer as study participants 

and their engagement in the related parent study groups and in-depth interviews did result 

in stronger relationships between parents and me as the teacher-researcher.  In addition, 

parents demonstrated that these relationships developed among the parents themselves.  

Teacher-researcher notes indicate that during the first dinner, served prior to the first 

family night, families clustered around their student’s table and ate dinner in family 
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groups.  During the second parent study group, Jeff noted a difference in the parent’s 

interactions.  He said,  

[I] got to chat with George a little bit, where last time, I was stuck over here and 
he was stuck over there and I think we made eye contact once last week, but that 
was about it.  Where this week, we were chattin’ and jokin’ 

By the third and final family night, families seated themselves without regard for 

their student’s assigned seat.  They sat near other families they had gotten to know as the 

result of involvement in study activities.  In fact, parents and children engaged in lively 

conversations within the table groups in which they were seated and across the classroom 

to other table and family groups.   Friendships between the parents developed as they 

interacted during this informal meal time, while they collaborated and shared during the 

parent-child activities, and in the more structured parent study group setting that 

concluded each evening.  Conversations about the evening’s activities and about topics 

such as sports and camping trips, occurred between parents, as they waited for their 

children to rejoin them and as they walked out of the school together.  Connections were 

made within the context of study activities, and appeared to continue beyond that setting.  

An example of this was when one parent asked another for her phone number as she 

wanted to arrange a play date for their children. 

Efforts to identify and tap into family funds of knowledge related to ocean 

literacy offered the opportunity for me, as the teacher-researcher, to get to know parents 

on a deeper level than is typical in my experience with parent involvement activities.  

Working to access funds of knowledge through the integration of collaborative parent-

child activities and parent study groups meant that parents were a part of developing 
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understanding and connection to school content, to their child’s teacher, but also to one 

another.  The list of ocean literacy and other funds of knowledge that developed as a 

result of these interactions is a powerful resource for making what and how I teach more 

relevant to my students.   Drawing on parent funds of knowledge in future teaching 

efforts will also help parents feel more a part of student learning in school.  While this 

curricular connection, this list of potential resources and parent expertise is invaluable, it 

is the process of generating this inventory that offers the most promise for strengthening 

home-school partnership. 

A Different Kind of Family Night   

Themes: 

 A Collaborative and Project-Based Approach 

 A Focus on Content 

 An Intimate Setting 

 

Parent response to study activities reveals that parents perceived the experience of 

being involved through parent-child activities and conversations focused on ocean 

literacy as a different kind of family night than they had previously experienced.   

Themes that emerged to support this assertion are that activities were (1) collaborative 

and project-based, (2) focused on content and, (3) intimate.  In combination, these three 

themes combine to describe what parents found as positive in their experience of 

involvement in their child’s learning about ocean literacy concepts through family night 

activities.  These findings have potential to inform planning of future home-school 

partnership activities in my school and in other schools as well. 
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Collaborative and project based.  The format used for parent and child activities 

during the Ocean Literacy Family Nights was a brief introduction to an ocean literacy 

concept, the introduction of a related family project, time to work on the activity, and a 

concluding time for sharing and for whole-group discussion.  The family project and 

related materials were sent home with families as a means of encouraging further 

exploration of the ocean literacy concept explored each evening.   

I observed parents as they worked side-by-side with their children.   

Conversations focused on the completion of projects and, at times, included discussion of 

related ocean literacy concepts or other school related ideas.  For example, there was a 

great deal of conversation between parents and children in the process of making the 

family water maps.  As Aaron and his children colored the map they created together, he 

talked to them about how seals warm themselves on the beach so that they can survive in 

the cold ocean water.  Mario was impressed with his son’s knowledge of the hydrologic 

cycle.  During the parent study group, he commented about how his son shared what he 

had learned about the hydrologic cycle in the process of working together to create their 

family water map.  He laughed, “Yeah, yeah, he taught us a lot about the water going all, 

all the water going, returning back into the oceans.”  Amy and Larry talked about sharing 

the fishing nets at the end of the second family night.  Their conversation went as 

follows: 

Amy:  “I thought it was really cool seeing what everybody else came up with.”   

Larry: “I agree, that’s what got, that’s what caught my attention too was 

 everybody’s designs,”  
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Amy:  “Like when you guys were trying to use the peanuts, the Styrofoam  

peanuts.  I thought that was interesting.” 

When the parent study group compared the Ocean Literacy Family Nights with 

prior experience in school activities, Jeff volunteered, “I’ll jump in and say, the hands on 

is probably the biggest difference.”  George agreed.  He said, “I liked the activities that 

involved participation, especially the catching fish activity.   I also liked the quantity and 

quality of fresh and salt water on Earth because it involved everyone.”  Ruth’s response 

to the net building activity was, “It didn’t feel like you were havin’ to learn something, 

but you were learning something by having fun.”  Larry followed with, “I enjoyed 

[grandson] using his ideas where it worked or not.  Also enjoyed the other parents, as 

they helped their children, and that other families had some good ideas too!”   

As parents participated in the hands-on activities with their families, there was a 

great deal of variation in their final products.  The opportunity to discuss the learning 

experience and appreciation for the different outcomes expressed by other parents 

encouraged parents and children to share their efforts.  Participation in the parent-child 

activities prior to the parent study groups also served to give the parents a common 

experience upon which to start conversations related to ocean literacy and school 

involvement.  Finally, the use of hands-on, collaborative projects also provided a means 

for exposing parents to the type of activities their children experience during their school 

day.   

Focus on content.  I chose ocean literacy as the topic for the family night 

activities because of its relevance to both the coastal context in which the study took 
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place and the connection to concepts I was teaching in my classroom at the time.  It was 

my hope that families would be interested in this topic and that it would also provide 

opportunity for parents to contribute their funds of knowledge as they interacted in 

activities with their children and with other families.  Parent response to the ocean 

literacy activities was positive.  They commented on enjoying participating in the 

activities with their children, as well as about learning with their children.  Ruth’s 

comment during the second parent study group is representative of this reaction.  In 

talking about the net building activity, she said, 

Well, I thought it was interesting.  I mean cuz it kind o’ brought me to see 
different styles, different, you know when you don’t really think about it, you 
think they’re all kind of the same, but, you know, you see how some of ‘em 
launch out the front, some are out the back, some are.. you know so it was, I 
actually got to learn something.  It was kind of cool. I liked that. 

Julia and Dave, two parents who both attended only the final family night expressed 

enjoying the evening’s activities and regret that they had not been able to attend more of 

them.  Dave lamented,  

This is really interesting.  You know, I kind o’ regret not being here for the other 
ones, but you know, something like this would be good.  I know my wife and my 
family would be all for, you know really into it, the facts and stuff. 

Julia spoke about how much she had enjoyed being a part of the evening with her son and 

with the other parents.  She also expressed feeling like she had missed out on an 

opportunity and that she would like to continue learning about the ocean.  She told me,  

Oh, dije que, “wow,” porque dije yo, “me perdí dos de estos, tuvieron dos, a, 
‘meetings,’ que hicieron.”  Y era, fue divertido, y aprendí algo nuevo.  Igual yo.  
Y si haber sabido, hubiera venido a los tres.  Pos, estaría bien si usted nos sigue 
enseñando más sobre el océano porque, la verdad, yo no sé mucho de eso.  Y, 
pos, me gustaría que nos enseñara si podía, si pudiera (Oh, I said, "wow," 
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because I said, "I missed out on two of these, they had two, a, meetings, that they 
did.  And it was, it was fun, and I learned something new.  I did too [learned].  If I 
would have known, I would have come to all three.  Well, it would be good if you 
would keep teaching us more about the ocean because, to tell the truth, I don't 
know much about that.  And, well, I’d like it if you’d teach us if you could, if you 
could).   

George followed Julia’s comments with, “I’ve learned something every week.  This week 

how much fresh drinking water we get out of all the water on earth.”  He concluded by 

saying, “If there were four, five family nights a year, I’d encourage more parents to 

come.  I’d come.”   

Parents seemed to enjoy the dual role of teaching and learning about ocean 

literacy concepts with their children, as well as learning alongside fellow parents.  

Parents contributed their funds of knowledge in a very natural way through these parent-

child and parent-parent interactions.   

An intimate setting.  The informal, intimate nature of the family nights seemed 

to lend itself to parents feeling comfortable in engaging in conversations with their 

children, with one another, and with me as well.  As parents came in and helped 

themselves to a simple dinner, the children often broke the ice and helped parents feel 

comfortable in the classroom setting.  In general, parents greeted one another and talked 

about the day or about other topics of interest to them.  Following dinner we transitioned 

to an introduction of the ocean literacy topic, then to the parent-child activity, and finally 

to the whole group sharing and discussion.  When the children moved to another 

classroom so that the parent study group could be recorded, parents moved into a small 

circle. As Jeff’s reflected on his experiences following the three family nights, he said, 
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One of the nifty things about the evenings was getting to see the kids operating in 
their classroom, although it wasn’t all of the kids, and for space reasons there’s no 
way you could do that, but it was nice to see them working in their space, not 
necessarily leading their parents, but working with their parents and getting things 
that they know where they are, and yeah, I’m good with that.  Uh, where if the 
concept grew too far, you’d have to move to the gym and …Yeah, I would leave 
growing the event pretty far down on your list.  I don’t think you want it to get 
very much larger because it will lose some of the intimacy and some of the charm 
of being able to go into your child’s classroom and work with your child. 

When I asked him to compare the Ocean Literacy Family Nights to his previous 

experiences, Jeff described attending parent-teacher conferences, back to school open 

house events, and attending special event nights.  He said,  

One that comes to mind is a reading night we went to in the cafeteria last year; it 
may have been the year before.  But, it was a nice event and all, but we were all 
kind of crammed in the cafeteria, and it was loud.  Eventually somebody said 
something, but the kids didn’t get to do as much with it. 

Amy talked about attending a family art night.  She recalled,  

There were different art projects going on in different classrooms.  That, that to 
me was, I thought was overcrowded.  There was—, ‘cuz there were several things 
that it would have been nice to participate in, but, but we’d get to the room and 
it’d be full of people, and, and you know, you’d have to either wait awhile and by 
the time it looked like you might be getting up, then a whole other swarm would 
be coming in behind you.   

In addition to parent comments about the intimacy of spending time with their 

children in the classroom setting, the types of interactions between all involved also led 

to a different sense of connectedness or intimacy.  I wrote an analytic memo noting many 

instances of laughter or joking as I transcribed parent study group sessions.  I also noted 

that my own interaction with the parents who had attended the family nights led to more 

frequent informal conversations in situations such as seeing each other during bus duty or 

in settings out in the community.  Jeff described the intimacy and charm of the Ocean 
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Literacy Family Nights.  Spending this kind of relaxed time, engaged in meaningful 

activities with students and families in the classroom setting, created an opportunity to 

develop closer relationships and deeper understanding between parent and child, between 

the parents themselves, and between parent and teacher.  

Parent responses to the experience of participating in the Ocean Literacy Family 

Night generated enthusiastic and animated conversations.  This was true whether as part 

of the parent study group discussion or through the in-depth interviews.  It appears that 

ocean literacy was an engaging topic for the parents and that they enjoyed the process of 

sharing a meal, participating in parent-child activity, and then taking part in conversation 

to share their insights.  Parents seemed to feel a connection and value to being involved 

with the ocean literacy activities at school, and to contributing their ideas about how to 

continue these efforts at home and in the community.  Analysis of parent study groups, 

in-depth interviews, and analytic memos helped to identify the combination of factors 

that parents valued in their participation in the Ocean Literacy Family Nights.  These 

elements, (1) collaborative, project based activities, (2) a focus on meaningful content, 

and (3) an intimate experience with a small number of families in the classroom setting 

were the factors that parents described as important. 

A Desire for Community 

Themes: Relationships developed through 

 Parent-Child Interactions 

 Parents Getting to Know Each Other 

 Parent-Teacher Conversations 
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The third concept that resulted from this study is parent interest in building a 

sense of community in the school setting.  Parent response to the Ocean Literacy Family 

Nights and in-depth interviews, teacher-researcher field notes, and analytic memos 

provided data indicating that parents have an interest in developing a sense of community 

for themselves and for their children within the school setting.  Examination of 

relationships that inform this finding includes (1) parent-child interactions, (2) parent 

efforts to get to know one another, (3) and parent- teacher conversations.  Analysis of 

data collected during parent study groups and in-depth interviews, along with analytic 

memos offered insight into both the barriers that parents have experienced, and possible 

ways that parents and educators can work together to support the development of the 

sense of community within the school that the parents desire. 

Parent-child interactions.  Parents made it clear that their children were the most 

powerful motivation for their coming to the Ocean Literacy Family Nights, and as a 

result, in their participation in related study activities.  Several parents described 

scenarios in which their children expressed interest in the family nights and urged them to 

participate.  In Julia’s words, “He get home, he said, ‘Mom, are we going, mom?  Mom, 

at 5:30.’”  Julia said she told her son, “It’s three o’clock,” then later, “It’s four o’clock.”  

At five o’clock Julia said her son told her, “Okay, you better hurry up!”  Julia finished by 

laughing, “Uh huh.  That’s why we came here, you know.  He wanted to come.”  Dave 

added, “She [daughter] did the same thing that he [Julia’s son] did.  Soon as I got home, 

it’s like, ‘We’re going today?’ Yeah, she had to count down. She set the alarm on her 
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clock.”  Violeta shared a similar experience when I asked her about what motivated her 

participation.  She thought about the question and replied, 

Ah… ¿Cuáles fueron las razones? Sea, la primera fue porque [hija] dijo que 
fuéramos.  Eso fue la primer razón [riendo] que fuéramos y este, y la otra es que, 
pues…, me gusta ir y ver cuando hay reuniones de maestros (Ah… What were the 
reasons?  The primary one was because [daughter] said we should go. That was 
the primary reason we went [laughing], and the other reason, well... I like to go 
and see when teachers have meetings). 

Parents appeared to appreciate the opportunity to be a part of their child’s world of 

school.  Carla and Maureen talked about how excited their children get when they take 

them to a school activity.  Carla said, “I just think the kids enjoy family nights where we 

can see them in their element that they spend so much time in.  And they like that 

interaction.  It might be hard for us to take time out, but they just get so excited about it.”  

Maureen nodded in agreement and added, “They have so much to show us, tell us and 

they do, they get really excited about it.”   

During the same parent group discussion, Amy shared her thoughts about working 

with her son during the net building activity,  

Yeah, I mean it reminded me just how much fun it is to do things with (son), 
that’s for sure. I mean, he’s a fun kid, and he’s very creative, and you know 
sometimes you get busy and you forget how fun your kids are. 

Amy’s comment about having fun with her child was confirmed by others who talked 

about enjoying the time spent with their child, with their child’s classmates, and with 

other parents.   

Larry’s initial motivation for bringing his grandson to the family nights was as a 

way to support his transition into a new school setting.  He was interested in helping his 
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grandson become a part of the school community.  Larry seemed relieved, during our in-

depth interview, when I assured him that his grandson was making friends and doing very 

well in our class.  Larry responded,  

Yeah, that’s good…. That was one of my fears of him, of him coming here…. 
‘Cuz I changed enough schools in my lifetime that—, I know what it’s like to 
change school and sometimes it can be a little rough at the beginning.  

Involvement in study activities reassured Larry about his grandson’s adjustment to his 

new school and in the end, also provided Larry with a sense of community that he valued.  

In his final journal entry, Larry wrote that “I’ve enjoyed the classes with my grandson, 

and would do it again.”   

 The nature of the Ocean Literacy Family Nights and the home-school connection 

assignments used in this study fit parents expressed interest in being involved in school 

related activities with their children.  The children’s eagerness to take part served as a 

powerful motivation for parents to make the effort to come to the evening events.  Parent 

and child response to engagement in the collaborative activities and to the conversations 

that followed indicate that this approach offers a meaningful way for teachers to support 

parents in being involved in school activities with their children.  The process of talking 

with parents about their funds of knowledge related to school topics, and of 

demonstrating to parents that these resources are relevant and valuable to their children’s 

success in school provided the opportunity for parents and me as the teacher-researcher to 

explore ways that parents can support school learning in school, at home, and in the 

community.  In addition, this acknowledgement and valuing of parent funds of 
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knowledge inspired confidence for some parents who were unsure of their ability to help 

their child with school related learning. 

Parents getting to know each other.  The Ocean Literacy Family Nights brought 

together parents of diverse educational, socioeconomic, cultural, and linguistic 

backgrounds.  Despite these differences, parents shared a common interest in developing 

a sense of community within the school.   While parents were initially reserved at the 

beginning of the family nights, especially the first one, by the end of the evenings, 

parents shared ideas and laughed together.  I worked to facilitate the development of 

friendships by encouraging sharing of space, materials, and ideas.  The children were also 

an important part of making parents at ease as they moved about the classroom for 

supplies and by jumping in and participating in the parent-child activities.  I translated 

directions and parent conversations on the fly to ensure that English-speaking and 

Spanish-speaking parents would understand the activities we were engaged in as well as 

the conversations that occurred during the discussion of the parent-child activities and 

during the parent study groups.   

Questions regarding interaction with others were part of the protocols for the 

parent study groups and the in-depth interviews.  When asked to talk about interactions 

with other parents during parent-child activities, parents generally expressed appreciation 

for the opportunity to get to know one another.  I noted that when Jeff commented, 

“Well, got to meet some uh parents I wouldn’t normally get to,” during the first parent 

study group that his manner implied the he typically did not interact with Spanish-

speaking parents.  As a result, I incorporated a question regarding parent response to the 
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translation of the family nights in the in-depth interviews.  Answers to this question 

provide insight into how bringing parents together is an important way to build 

understanding between diverse parents.  Jeff described his response to the use of 

translation as,  

I have mixed feelings on that as a hard core, right winger.  I’m not quite that bad, 
but I did find it mildly disruptive sometimes.  But at the same time, I had a chance 
to turn to [son] and discuss a concept with him.  

George’s reaction was, “I felt like sometimes it took twice as long.  Didn’t bother me, but 

it might bother other people.  It’s important for kids to learn a foreign language.  I still 

consider Spanish a foreign language.”  Violeta described the need for translation as 

important for others.  She said,  

Está perfecto porque, yo entiendo muchas cosas, y por mí no es mucho problema, 
pero hay personas que no entienden mucho y necesitan, necesitan esa ayuda.  Y 
para los que no saben, pienso que está muy bien porque así ello también les va 
gustar ir porque van a entender todo.  Porque muchos no quieren ir, porque si, 
“¿No, pos de todas maneras no entiendo, a que voy?”  (It’s perfect because, I 
understand a lot of things, and for me that’s not much of a problem, but there are 
people who don’t understand a lot and they need, they need that help.  And for 
those that don’t know, I think it’s really good because that way they are also 
going to like going because they’ll understand everything.  Because a lot of them 
don’t want to go, because if, “No, well I’m not going to understand anyway, why 
go?”) 
 

Finally, here is Carla’s response to the translation offered during family night activities 

and discussions: 

I thought it was great!  I think, I mean as a nation, not just as, as a little 
community, but as a nation, we do horrible at integrating our communities 
together, but then, also teaching our children other languages.  I mean, I just think 
that there’s no reason why our kids shouldn’t… There’s just such a bias in 
people’s minds about learning other languages, and that whole, well, “If you’re 
here you need to learn English.”  I just think it’s ridiculous and I think that, that to 
be able to speak another language is just so beneficial.  Especially in this global 
world that we live in.   
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 These examples of parent responses to interactions with parents from different 

linguistic backgrounds illustrate how the approaches used in this study offer opportunity 

to help build the sense of community and partnership valued by parents and educators.  

Jeff’s comment about meeting people he normally would not, occurred following the first 

family night.  His response about the translation being mildly disruptive, and that it 

offered the opportunity to discuss concepts with his son occurred during the in-depth 

interview following the three family nights.  I believe that through participation in the 

family night activities parents started to appreciate one another as peers and friends 

despite their differences.  This process of positive interactions has the potential to help 

build understanding and relationship between groups that do not typically interact in the 

school setting.   

Parent-teacher conversations.  The majority of parent study participants listed 

attending parent conferences and school wide-events as the extent of their involvement in 

the school.  Conversations about homework revealed that parents viewed their role as 

making sure their children get their homework completed and returned to school.  The 

opportunity to examine in-depth conversations that occurred between parents and me- the 

teacher-researcher led to insights and understanding about ways educators can support 

parent interest in building a sense of community.  This is beneficial to parents and 

educators alike as a sense of community has potential to build the partnership and 

collaboration that will ultimately benefit the children involved.  Working together to 

understand what is needed to build a sense of community offers the possibility to 

transform parent-teacher interactions.  Two of the many parent-teacher conversations that 
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occurred through implementation of this study are presented in this section. These 

conversations are representative of parent-teacher conversations that have the 

transformative potential to support the development of community that parents long for. 

Understanding barriers to parent involvement.  The following segments from 

Carla and Violeta’s home interviews offers an example of how in-depth interviews 

provided me as the teacher-researcher with insight into these two parents’ desire and 

struggle to achieve a sense of community.  I asked parents to consider what was the same 

and what was different when comparing their school experience to their child’s.  Carla 

talked about how her experience in private, Catholic schools was different than what her 

children are experiencing in the public school system.  She recalled parents being 

required to volunteer a certain amount of time and to assist with school activities in the 

Catholic schools in which she was raised.  Carla described mixed experiences in her own 

efforts to be involved through volunteering in the classroom and through involvement in 

the school’s parent group.   She talked about the parent group being a core group of four 

or five parents that were working to keep the parent supported activities such as fund 

raisers, a school carnival, guest speakers, teacher appreciation activities, and school 

improvement efforts, going.  Carla expressed interest in recruiting additional parents, but 

seemed unsure about how to accomplish that goal.  She said,  

I know there are other parents that we could tap into.  I guess they are not 
comfortable, or they don’t feel like they are a part of the group.  They don’t have 
to be a stay at home mom- All they need is fifteen minutes, they all have different 
talents to offer. 

When asked about her linguistic background, Carla responded, “I’m adopted and 

my adopted mother, so my mom, is Hispanic.”  She continued to describe being raised in 
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a family where her grandparents spoke Spanish.  Carla studied Spanish in high school 

and college.  She talked about how her upbringing has made her sensitive to the need to 

involve the Spanish-speaking parents in our school.  In her words,  

There’s a huge need not only because not only do they then not feel welcome, 
they don’t see any Hispanic people around them [in the parent group], you 
know…. Because, Hispanic people are so—the culture is so, community 
orientating.  And if they don’t feel like they’re welcome, or if they don’t feel 
like— it’s not that they don’t want to do it; it’s that they don’t feel comfortable 
coming, and that somehow, we have to bridge that gap because there is so much 
that they can offer.  And that we need to, we need to make them feel comfortable 
enough to come.   

I asked Carla if she had any ideas that might encourage participation of parents who do 

not seem comfortable joining the parent group, or about ways to have parents feel more 

welcomed as volunteers in the school. After some thought, she responded, “We need a 

liaison between parents and teachers.  A person one or two times a week, maybe a 

volunteer coordinator.  A staff member might work.”  Carla continued and spoke about 

the parent group’s efforts to put on events at the school and never knowing if families 

would show up.  She said,  

It is difficult for families to come.  And you know, it’s hard for [us], as a family to 
go.  And a lot of times, I’m like, “Ah, I don’t wanna go,” you know. But, hey, it’s 
important.  And I think and even if a person, if a family just goes to one, then it’s 
something, you know.  And I think it’s important too for the parents to see that 
there is community involvement at their child’s school.  Because, and I think that 
one begets another.    

Violeta’s in-depth interview also provided insight into parent interest in 

developing a sense of community in the school.  Her response to the first family night 

was as follows: 



173 

 

Pues, me gustó mucho. Me gustó conocer los papas de otros niños.  Se me hizo 
bonito…. Pienso que estuvo muy bien. Y todas las actividades, de lo que se habló 
y todo, pues estuvo bien.  Todos nos divertimos.  Pienso que hasta los, todos los 
maestros deberían de hacer eso para que se conozcan más  (Well, I liked it a lot. 
I liked meeting the parents of other children.  I thought it was nice….  I think that 
it’s, it was very good.  And all of the activities, what was talked about and 
everything, well, it was good.  We all had a good time.  I think that even, all the 
teachers should do it so that they get to know each other better). 

When I asked Violeta if she meant that the parents and the teachers should get to know 

each other better or if she meant the parents should get to know one another, she replied,  

Yo pienso es importante que se conozcan también los adultos, los padres de los 
otros niños, porque—luego muchos niños cuando molestan a otros niños, uno 
puede hablarlo allí, o sea, tener más comunicación a los padres con los 
compañeros  (I think it's important that the adults also get to know each other, the 
parents of the other children, because—later a lot of children when they bother 
other children, one can talk about it at that moment, that is  to say, to have more 
communication with fellow parents). 

Violeta continued sharing her ideas about the importance of parents getting to know one 

another  as we discussed whether serving a meal at the beginning of each of the Ocean 

Literacy Family Nights impacted her family’s participation or not.  I explained that the 

meals were provided with the intent of making it easier for families to attend an evening 

event, and to create a casual way for families to interact with each other before the more 

structured activities started.  Violeta explained,   

O sea, lo personal, yo pienso que a mí no me importó eso, si hubiera comida o no.  
No me importa mucho porque yo salgo de mi trabajo, a las, al más tardar, a las 
tres.  Trato de terminar  porque tengo que recoger a [hija].  O sea, para mí, no, 
no es mucho problema.  Pero como muchos padres que salen a las cinco de la 
tarde, seis, o ya tarde, que llegan y agarran a sus niños y vamos a la junta  Pues 
tal vez no comen, y se van hacer la junta, y para ellos, yo pienso que es muy 
buena idea, porque ya no harían de comer ni comería el niño (So, personally, I 
think that for me it wasn’t important, if there was food or not. It’s not very 
important for me because I leave my job, at, at the very latest, at three.  I try to 
finish because I have to pick up [daughter]. So, for me, it’s not much of a 
problem.  But many parents get off work at five o'clock, six, or really late, to get 
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home and grab their children and off to the meeting.  They may not eat, and they 
go to the meeting, and for them, I think it is very good idea, because neither they 
nor their child would have had anything to eat). 

Violeta went on to suggested having potluck meals as a way to save the school money, 

and as a way to build community between parents, and ultimately between the children as 

they grow up together. 

Podríamos llevar un platillo diferente cada persona y así la escuela no tiene que 
gastar.  Yo pienso que llevar unas galletas, o algo, lo que pueden llevar, los que 
puedan y los que no, no.  Pero, pero tratar de, tratar de pasar la bien y conocer 
[uno a otro].  Eso les ayudaría, nos ayudaría nosotros como padres, conocer a 
los papás de los compañeros de nuestros hijos.  Y les ayudaría a nuestros hijos a 
que no, no tengan tantos problemas entre compañeros. Nos ayudaría, este, 
porque nos verían a todos los adultos que estamos bien, y que es saludable 
conversar bien, conocerse, sin necesidad de tener problemas ni nada. Porque los 
niños tan pequeños, y van creciendo, ya cuando llegan a la adolescencia, quieren 
tener muchos problemas.  Y, y pienso que es una manera ayudarlos, a que, debe 
de convivir uno sanamente (We could each bring a different dish and that way the 
school doesn’t have the expense.  I think if someone brought cookies, or 
something, whatever they can bring, those who are able, and not those who aren’t.  
But, but try, try to have a nice time and get to know [each other]. That would help 
them, would help us as parents, to meet the parents of our children’s friends. And 
I would help our children not to, do not have so many problems between 
classmates. It would help us because, um, because they would see that we as 
adults are getting along, and that it’s healthy to have a nice conversation, to get to 
know each other, without the need to have problems or anything.  Because the 
little children, they grow, and when they reach adolescence, they tend to have a 
lot of problems.  And, and I think that is a way to help them, that, we should get 
along in a healthy way). 

 We talked about the role of the parent group in the school.  Violeta had shared 

her experience of volunteering to help and then never hearing a response from the group.  

I asked Violeta if she thought having someone as a translator at the parent group 

meetings would be enough to help Spanish-speaking parents feel welcomed and able to 

participate.  She emphatically agreed and then shared her view of the difficulty some 

Spanish-speaking parents encounter in communicating with teachers at school.  
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Sí, sí, sí, sí.  Pienso que sí.  Sí, porque yo, casi la mayoría que conozco de, de 
hispanos…. nos reunimos, que en un cumpleaños, y invitan a todas las familias.  
Entonces, allí se habla de lo que está pasando en la escuela.  De— Hay mucha, 
mucha discriminación, a, en la escuela de maestros con los padres.  Y yo no estoy 
segura que sea tanto la discriminación o sea que no entienden [los padres], que 
lo toman a mal porque no entienden ellos.  Pero muchas veces, no es eso, si no 
que como por ejemplo a una persona,  si es un maestro, es feo o habla serio, tal 
vez un padre no entiende mucho, un hispano.  Y [el padre] va y le habla, y él con 
su mirada o que esta serio, pero le [el maestro] está hablando bien…. Uno 
cuando habla nada más el español, y no entiende otro idioma, pues uno se basa 
en la mirada.  Se basa, a como está comunicando la persona y si uno se a basa 
todo lo que está pasando de la otra persona, uno más o menos imagina de que de 
que se está tratando  (Yes, yes, yes, yes. I think so. Yes, because I, almost the 
majority I know of, of Hispanics…, we get together, maybe at a birthday party, 
and they invite all of the families.  Then, there is talk about what is happening at 
school.  About— there is a lot, a lot of discrimination, uh at school of teachers 
toward the parents. And I'm not sure it's so much discrimination or that they 
[parents] don’t understand, that they take things wrong because they don’t 
understand. But a lot of times, it's not that, but rather for example if a person, say 
it’s a teacher, is rude or speaks seriously, perhaps a parent does not understand 
much, a Hispanic. And they [the parent] goes and talks to him, and with a look, or 
because he [the teacher] is speaking seriously, but he is speaking fine to him…. 
When a person speaks nothing but Spanish, and they don’t understand another 
language, well they base everything on a look.  It’s based on how a person is 
communicating, and if you base everything that is happening on the other person, 
you more or less imagine what they are talking about).  

I asked Violeta if she has had access to translators as she needed them.  She replied,  

No he pedido porque no lo he necesitado [traducción].  No lo he necesitado.  
Pero, otros padres sí lo necesitan.  Sí lo necesitan.  Y por eso digo que es muy 
importante que sí pase eso.  Yo he interpretado a mucha gente.  Y por eso digo 
que no es mucha la discriminación, si no que la forma de comunicarse. Es más 
que nada el idioma.  Es el idioma. Y por eso creo que es necesario.  Que se 
puedan comunicar.  Para entender y saber lo que está pasando. Eso es muy 
importante. (I haven’t asked because I haven’t needed it [translation].  I haven’t 
needed it.  But, other parents do need it.   Yes, they need it. And that’s why I say 
that it’s very important that that happen.  I have interpreted for a lot of people.  
That’s why I say, there isn’t a lot of discrimination, it’s the way people 
communicate.  More than anything else, it’s the language.  It’s the language.  
That’s why I think it’s necessary.  So that people can communicate.  To 
understand and know what’s going on.  That’s very important.)  
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It is interesting to juxtapose Violeta’s responses to Carla’s at this point.  Carla’s 

interest in a sense of community reflects her connection to her own past experiences as a 

student as well as her interest in providing her children with the best school experience 

possible.  Her comments indicate frustration that her efforts to be involved in the 

classroom and to develop a sense of school community through parent group activities 

have not been more successful.  Carla expressed an interest in finding ways to reach more 

families.  Violeta also showed interested in developing a sense of community in the 

school.  Her purpose however, was related to parents and families making connections 

while children are young so that there will be fewer problems as the children reach high 

school.  This difference in focus is likely due to Violeta’s experience as the parent of high 

school students.  Violeta, like Carla, talked longingly about her own schooling 

experience.  She compared levels of parent involvement in Mexico to the activities she 

has been able to participate in as her children have gone to school in the United States.  

While Carla struggled to recruit parent support for the school’s parent group, Violeta 

experienced bewilderment at why her efforts to help the group were not accepted.   Both 

mothers shared language skills- some level of ability in both English and Spanish, and 

described situations in which they had taken leadership roles as parents.  Carla has held 

important positions in the school’s parent group, and Violeta has made herself available 

to translate for other parents.   Carla and Violeta’s daughters became good friends during 

the school year, so the two mothers were interested in developing their relationship with 

one another as a way of supporting the girls’ friendship.  Carla and Violeta have a great 

deal in common, and a great deal of background experience - funds of knowledge, that 
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have the potential to make a big difference in home-school efforts to build community in 

the school.  This presentation of their in-depth interviews illustrates how important the 

conversations between parent and teacher are in gaining insight into the systemic barriers 

that parents experience in their efforts to be involved in their children’s school.   

Parent uncertainty about how to get involved.     Through the course of study 

activities, parents expressed interest in being involved in their children’s schooling and in 

the development of their children’s ocean literacy skills in a variety of ways.  There were 

also instances however, where parents were unsure of how they could get involved or if 

they had anything to offer.  One example of this that came up several times was the 

process required by school district policy to volunteer in the classroom and to accompany 

classes on field trips as chaperones.  At the conclusion of the last parent study group, I 

asked parents, if they had any final ideas about ways they wanted to be involved in their 

children’s education at home, at school, or in the community.  Dave responded, “I want 

to definitely sign up for the—, I don’t know what you gotta do for the field trip gig.  It’s 

late for that, but I’m gonna find out.  It’s a little too late.”  Julia also expressed interest in 

going on field trips with her child, yet was unsure about the process needed to do so.  

When I asked if there was anything related to her son’s schooling that she had wanted to 

do, but that she had not yet had the opportunity to do.   She answered, “Pos me gustaría 

ir cuando mi hijo vaya, vaya a los viajes, como los ‘field trips’” (Well, I’d like to go with 

my son when he goes, goes on the trips, like the field trips). I explained the process to 

both Dave and Julia and assured them that they would have plenty of opportunities to 

volunteer as chaperones in the coming years.   
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While interviewing Amy and Jeff, we talked about the concept of funds of 

knowledge.  Following questions regarding work experience, skills, and hobbies, I asked 

if they could think of any ways they might apply these “funds of knowledge” in school. 

Amy, who had said she had never volunteered in her children’s school, responded, “I 

don’t know that I’ve ever thought I had anything to offer.  I wasn’t aware if I had 

anything to offer.”   Carla, echoed Amy’s thoughts, though it was in relation to her 

struggle with finding effective ways to partner with teachers and to involve more parents 

in the parent group.  Carla observed, “I think, people— I don’t know how to explain this.  

I think that people have the feeling like they don’t have anything to contribute.”   

Almost every parent named parent conferences as the way they had been involved 

in their child’s education.  Chaperoning field trips and sending snacks to school were also 

listed as experiences parents had in being involved in school.  Uncertainty about how to 

become involved, what skills might be valued as contributions, and parent struggles to 

list ways they had been involved in school provided insight into the need for engaging 

parents in new ways.  More importantly, this provides opportunities  to start 

conversations with  parents and school personnel about what community and potential 

home-school partnership might look like in classrooms and in the broader context of the 

school as a whole. 

The two parent-teacher conversations detailed here offered parents the 

opportunity to speak openly and honestly about their experiences and desires related to 

involvement in their child’s school.  It is important to note that interactions leading to 

these conversations had led to the sense of “confianza” (trust) that is essential to the 
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funds of knowledge approach.  Equally significant is the reminder that my role as 

teacher-researcher undoubtedly influenced parent responses.   

Summary of Chapter 5 

This chapter details the findings that emerge through the process of applying 

grounded theory analysis in the Voices from the Coast study.  An overarching theme of 

understanding factors that strengthen home-school partnership is supported by discussion 

of the themes and concepts that support a theory of humanizing home-school partnership 

through (1) engaging parents in conversations and valuing their funds of knowledge in 

general, and specifically related to and ocean literacy; (2) the shared experience of a 

different kind of family night that engages families through collaborative, project-based, 

activities focused on content, and that take place in an intimate setting; and (3) creating 

opportunities to develop relationships between parent and child, parents and their peers, 

and parents and their child’s teacher as a means to support parent interest in developing a 

sense of community within the school setting.  Each of these concepts is discussed in 

detail and with the supporting ideas that helped to identify them as essential to this study.  

The framework for study findings is displayed in figure 5.1.   
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Chapter 6: Implications and Impact 

Introduction  

This final chapter is written following a great deal of focus on processing the data 

that resulted from study activities.  This included multiple cycles of coding data, sorting 

and resorting themes and categories as they emerged, writing many drafts to clarify my 

own thinking and to communicate what I learned, and the creation of diagrams- reworked 

repeatedly in the effort to synthesize and clarify study findings.  This process also meant 

asking questions and seeking answers through delving back into the data; having further 

conversations with parents; countless discussions with colleagues and educators who 

work in my school and in other settings; and reading and learning about new ideas that 

connected with my thinking as I considered the implications and impacts of this study.  

I begin this chapter with a discussion of the affordances and constraints of this 

study.  This includes the influence of the setting and conditions in which study activities 

took place as well as my role as the teacher-researcher.   My background as an educator 

and my life experiences as well as parent backgrounds and prior experience with school 

involvement are considered.  Following discussion of the affordances and constraints of 

this study, I present implications for how the process of developing and implementing 

study activities, immersion in the data analysis cycles, and reflection on study findings, 

have the potential to influence my own future work and the work of others in our efforts 

to humanize home-school partnership. 
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Affordances and Constraints of the Study 

Findings from this study are specific to a particular group of parents who 

participated in a series of study activities, in a rural, coastal context in Oregon, over a 

short period of time.  Study findings are representative of this group of sixteen parents.  

Artifacts and quotations from parents were included in great detail, and with careful 

accuracy in an effort to present this specific group as precisely as possible.  While this 

level of focus on this group of participants provides important insights and understanding 

of an approach to humanizing home-school partnership, there is no certainty that 

repetition of the same processes and activities with a different group of parents, in a 

different setting would yield findings that either confirm or disagree with those found in 

the Voices from the Coast study.  Moreover, it is possible that changes in the content area 

chosen; the number of participants; and the number of family nights, parent study groups, 

and in-depth interviews carried out, might influence findings if this study were repeated.   

Data in this study were transcribed, translated, and analyzed by an individual 

teacher-researcher.  This provided the opportunity for immersion in the data in a manner 

that afforded the opportunity to follow-up on themes and questions as they emerged 

through data analysis.  One concern this raised however, is captured in an analytic memo 

written as I transcribed and then coded an in-depth interview:   

As a student, I read transcripts in research articles.  Now as a researcher, as I 
transcribe conversations with a subject, I find the black and white letters on the 
page have lost some of the dimensions, the nuances of  the relationship that are 
part of the conversation I attempt to preserve.  I will have to work hard for parent 
voices to keep their identity, their characteristics, and flavor that have the 
potential to be lost through the process of recording and transcribing a 
conversation. 
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In addition, while I made every effort to accurately portray interactions with study 

participants, and to analyze and report findings in an objective manner, I am fully aware 

that my interactions with parents and my interpretation of study data are influenced by 

my life experience. According to Charmaz (2006),   

neither observer nor observed come to a scene untouched by the world. 
Researchers and research participants make assumptions about what is real, 
possess stocks of knowledge, occupy social statuses, and pursue purposes that 
influence their respective views and actions in the presence of each other. 
Nevertheless, researchers, not participants are obligated to be reflexive about what 
we bring to the scene, what we seek, and how we see it. (p. 15) 

 
My work in public education and my role as teacher-researcher impacted every aspect of 

this study.  The topic of building home-school partnership, the research questions, the 

study protocol and its related activities, and the methods chosen for collection and 

analysis of data were all undoubtedly the result of my experiences and perspectives.  That 

being said, I made every effort to remain objective.  The use of ethnographic methods for 

the collection of data and grounded theory approaches for analysis supported my efforts 

to represent the experiences of the parent participants as accurately as possible.  Charmaz 

(2006) writes that, 

the strength of grounded theory coding derives from this concentrated, active 
involvement in the process. You act upon your data rather than passively read 
them. Through your actions, new threads of analysis become apparent. Events, 
interactions, and perspectives come into analytic purview that you had not thought 
of before. Focused coding checks your preconceptions about the topic. (p. 59) 

 

I am aware that despite the strong the relationships that developed between parents and 

me, I was still their child’s teacher.  While parents seemed comfortable participating in 

study activities and taking part in conversations and interviews, there is the likelihood 
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that their responses may have been influenced by one or both of my roles as teacher and 

researcher.  Parent life experiences and backgrounds related to living at the coast, and in 

being involved in school as students themselves, or as parents were crucial to informing 

the questions that guided this research.  For some however, previous negative 

experiences, especially in the school setting, may have been a factor in their decision not 

to participate in the Ocean Literacy Family Nights and related study activities.  The 

insight of this group of parents would strengthen efforts understand the factors that 

support build home-school partnerships. 

 

Implications for Future Research Using the Funds of Knowledge Approach 

Through their use of the funds of knowledge approach in Tucson, Arizona, 

González, Moll, and Amanti (2005) demonstrated the benefits of integrating family skills, 

experiences, and knowledge as a means of making instruction more meaningful and 

relevant for students.  They describe the process of accessing family funds of knowledge 

through home interviews as integral to developing relationships of “confianza” (trust) 

between teachers and parents.  González et al. (2005) caution that, 

the funds of knowledge approach should  not be confused with parent 
participation programs, although increased parental involvement is often a 
fortuitous consequence of the work described herein.  This is also not an attempt 
to teach parents “how to do school,” although that could certainly be an outcome. 
(p. x)  

The researchers continue and describe the purpose of their work as,  

an effort to accomplish something that may be even more challenging: to alter 
perceptions of working-class or poor communities and to view these households 
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primarily in terms of their strengths and resources (or funds of knowledge) as 
their defining pedagogical characteristic. (p. x) 

I was interested in using the funds of knowledge approach as a means to understanding 

ways to build partnerships between home-and school, beyond the incidental 

improvements González et al. (2005) mention.  My aim was to discover and highlight 

family funds of knowledge, especially related to ocean literacy, and to draw upon these 

strengths as a means for improving instruction.  In this process, I wanted to change 

perceptions of the community in which I teach, in the manner described by González et 

al. (2005).  

In this study the funds of knowledge approach was applied in a new context and 

with modifications to the typical design.  A rural, coastal elementary school in the Pacific 

Northwest became the setting, which contrasts significantly to previous studies conducted 

in the Southwest, in urban neighborhoods of Tucson, Arizona.  In addition, parents and 

the teacher-researcher comprised the study group instead of teachers and university 

educational researchers.  Parent-child activities were another distinctive innovation used 

to tailor the funds of knowledge approach in a manner that made the interactions between 

parents and the teacher-researcher collaborative and reciprocal.  It was parent 

conversations, as opposed to teacher conversations that were emphasized.  This focus was 

used in order that study findings would represent the parents’ perspectives.  While the 

results of this study will influence classroom practice, as is an important goal in the 

Tucson funds of knowledge studies, the primary focus in this study was on understanding 

effective ways to build home-school partnership.  In this study and in the efforts of 

González, Moll, Amanti (2005) and others, the relationships that developed through the 
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funds of knowledge approach are emphasized and valued. The use of the school setting in 

combination with parent-child activities to examine the development of relationships 

between parent and child, between parent participants, and between the teacher-

researcher is also unique to this study’s design. Future funds of knowledge studies, 

modified purpose, context, and subject matter, as was the case in this study, have the 

potential to inform partnerships in different community contexts both inside and outside 

of school, around different curriculum areas, and at different grade levels.  

Reflection on the design of this study, further reading regarding funds of 

knowledge and ethnographic approaches, along with discussions with colleagues has 

resulted in an interest in exploring the potential for future studies in which the funds of 

knowledge approach and ethnographic approaches are integrated with engaged research 

approaches.  Van de Ven (2007) introduces engaged scholarship as   

a participative form of research for obtaining the advice and perspectives of key 
stakeholders (researchers, users, clients, sponsors, and practitioners) to understand 
a complex social problem.  By exploiting differences in the kinds of knowledge 
that scholars and other stakeholders can bring forth on a problem, I argue that 
engaged scholarship produces knowledge that is more penetrating and insightful 
than when scholars or practitioners work on the problems alone.  (p. ix) 

Modification of the funds of knowledge approach to incorporate a model in which 

parents and perhaps students are co- researchers offers another avenue and the potential 

for developing strong community home-school partnership. 

The use of the funds of knowledge approach to further explore home-school 

partnership offers many possibilities.  The fundamental elements of valuing parent funds 

of knowledge and of building relationships of “confianza” (trust) provide an entry 
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point—a  place to start building partnership.  In my view, I have started a process that has 

the potential to bring meaningful change in my school setting.   

Implications for Humanizing Home-School Partnership Practices 

Findings from this study have potential to impact home-school partnership in 

important ways.  Understanding the impact of shared experiences, parent motivation to 

participate in school related activities, and factors that support or impede the 

development of partnership, creates an opportunity for meaningful change.   

The opportunities for interaction between a diverse group of parents, and between the 

parents and I, led to the development of different kinds of relationships than generally 

result from traditional parent involvement approaches.  Reflection on these interactions 

and parent response suggests potential for application of theories that involve humanizing 

pedagogy in a new manner.   

Typically, discussion of humanizing pedagogy is focused on applications in 

teacher-student interactions and relationships.  Paulo Freire developed the concept of 

humanizing pedagogy as the result of his work teaching adults— farm workers in 

Brazil— how to read and write in the 1960’s.  He detailed this theory in his book, 

Pedagogy of the Oppressed.  According to Freire (2003),  

in a humanizing pedagogy the method ceases to be an instrument by which the 
teachers (in this instance, the revolutionary leadership) can manipulate the 
students (in this instance, the oppressed), because it expresses the consciousness 
of the students themselves. (p.69)   
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Freire describes the importance of praxis, a dialogic process in which teacher and 

students engage in dialogue about issues of oppression or inequity in their lives.  Through 

critical reflection on these conversations, ideas for action are generated.   

Bartolomé & Macedo (2000), Fránquiz (2012), and Salazar (2008) use the term 

“humanizing practices” as they report their research findings related to application of 

Freire’s theory of humanizing pedagogy in classroom settings.  Salazar (2008) explains 

that the use of humanizing practices serves “as a more inclusive term that incorporates 

teacher attitudes, curriculum, materials, instructional strategies, assessment, and 

classroom culture” (p.342).  According to Salazar,   

Macedo and Bartolomé (2000) suggest that humanizing practices include valuing 
students’ background knowledge, culture, and life experiences. They add that 
acknowledging and using students’ heritage languages, and accessing their 
background knowledge makes good pedagogical sense and constitutes 
humanizing practices for students. (p. 342) 

In this study, the purpose of the Ocean Literacy Family Nights was to build on the 

parents’ shared experience of living at the Oregon coast.  The family nights created 

common ground and a starting point for conversations about parents’ funds of knowledge 

and parents’ experiences with involvement in school.  Study findings revealed that 

parents found the experience of having the parent-child activities in the classroom setting 

and the interactions with their children, with other parents, and with their child's teacher 

worthwhile.  Based on reflection on study findings, and on revisiting the literature related 

to humanizing pedagogy and critical pedagogy, I believe that these theories connect to 

my work with the funds of knowledge approach and to building home-school partnership 

in relevant and powerful ways.  Just as a shift was made in the focus of the relationships 
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in the application of a funds of knowledge approach used in this study, I propose that 

exploration of humanizing practices with an emphasis on the relationships between 

teacher and parent, and between the parents in a classroom or school community, has a 

great deal of potential for supporting the kind of critical examination of real issues using 

the dialogic model Freire described.  Giroux (2010), describes Freire principles as 

intended to  

help students develop a consciousness of freedom, recognize authoritarian 
tendencies, empower the imagination, connect knowledge and truth to power and 
learn to read both the word and the world as part of a broader struggle for agency, 
justice and democracy. (“Lessons to be learned from Paulo Freire, para. 1) 

As I contemplate how important these ideas are for students, I also think of the 

parent conversations that happened through study groups and in-depth interviews. 

Parent interest in coming together at school was motivated primarily by their children’s 

desire to participate in the Ocean Literacy Family Nights.  Parents, at times, seemed 

surprised at how much they enjoyed the parent-child activities and the discussions that 

followed during the parent study groups.  They expressed appreciation for the 

opportunity to collaborate with their child, to meet other parents, and to interact with their 

child’s teacher in the school setting.  Analysis of conversations that occurred in the 

implementation of this study showed that parents are eager to be a part of a community in 

their children’s school.  They are interested in being more involved, but are unsure about 

how to go about doing so, or even if they have anything to offer.   

Study activities provided insight into the power of shared experiences as a means 

for building relationships, as well as into factors that motivate and hinder parent 
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involvement in school related activities.  Building on study findings offers a powerful 

place to start in developing home-school partnership and the sense of community that the 

parents desire.  Doing this in a manner that integrates humanizing practices has the 

potential to add the opportunity for meaningful change in the school setting.  Some 

parents shared experiences of involvement in the school through participation in activities 

and meetings sponsored by the school’s parent group.  Volunteering in classrooms, 

chaperoning on field trips, and providing snacks were also mentioned as ways parents 

have supported their children in school.  Other parents talked about having an interest in 

being involved, but of not being sure what relevant skills they might have to do so.  

These contrasting views, from diverse parents in the same school, create an interesting 

dichotomy.  Frustration that few parents are involved in the school, and that there is little 

diversity represented in the membership of the parent group, was expressed.  Other 

parents described a desire to be involved, and at the same time, uncertainty about how to 

negotiate the process of volunteering in the school.  Parents also reported that they did 

not feel they had anything to contribute, or felt that their attempts to participate had been 

rejected. While this divide in perceptions and in experiences is troublesome, it also 

presents an opportunity.  Neither group—those frustrated by lack of participation, or 

those not sure about how to participate—are satisfied with the current status of parent 

engagement effort and opportunities in the school.  In addition, parent group members do 

not feel teachers support their efforts.  This means conversations between teachers and 

parents are also needed.  Conversations about current parent involvement efforts, 

brainstorming about possible future collaborations to support student learning and school 
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activities, and examination of the skills, interests, and abilities parents have to offer, can 

potentially lead to increased parent engagement.   Efforts to involve a broader, more 

diverse group of parents in existing efforts and in implementing new ideas need to be 

considered.   Examination of current communication strategies used in the recruitment of 

members for the school’s parent group, or for extra volunteers when help is needed is a 

potential starting point.  Finding ways to engage parents who do not usually respond, or 

who are not usually sought out for their input, along with identifying the best means to 

communicate with them, might lead to different approaches, and perhaps the participation 

of a larger and more diverse group of parents.  Improved communication may bring the 

help needed in the school and facilitate the process for parents who want to volunteer in 

school activities but who are unsure how to do so.  The use of humanizing practices, that 

incorporate parents’ experiences and interests, and that create opportunity for their 

involvement in solving problems and setting priorities in the school has potential to help 

create a community in which parents’ voices zinform significant decisions. 

Parent-child activities in school, in the home, and in community settings have 

great potential for supporting the development of student’s academic skills in ways that 

are relevant and meaningful to both parent and child.  Combining this with the process of 

visiting families in settings outside of school, at home or in the community, to generate a 

compilation of family funds of knowledge, presents opportunity for relationships between 

parent and child, parent and other parents, and parent and teacher to develop and 

strengthen.  This kind of collaboration between home and school is based on the common 

goal of developing academic skills around different content areas.  Parents have a great 
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deal to offer in these efforts, especially when connections are made with topics in which 

parents have related funds of knowledge.  In this study, engaging parent and child 

through the topic of ocean literacy and through collaborative, hands-on activities 

established a sense of working together, of partnership.   Using humanizing approaches 

offers the significant potential of including parents in the process of developing 

innovative, new home-school partnerships in which parents can take meaningful 

leadership roles.  True partnership in this type of interaction will include parents in the 

planning of the types of parent-child activities that happen in the school and potentially, 

in the home and community as well.  Messing, in González et al. (2005) evaluated 

teacher participation in the Tucson, Arizona funds of knowledge project.  She suggests 

that, “the social process of teaching and learning in the classroom can only be improved 

by building rapport and relationships of confianza, mutual trust, based on increased 

understanding between teachers and students with their families” (p. 191).    

Engaging families in curriculum that relates to meaningful issues can be a means 

of radicalizing the curriculum in ways that make it more meaningful to the community as 

a whole.  What makes the combination of these approaches powerful is that it not only 

empowers the students and the parents, but eventually, the entire community as well.  It is 

the bonds or connections that are formed through working together to effect change in the 

community, change that is chosen by the community itself.  So, for example, after 

students and parents learn together about the impact that the community has on the ocean 

as well as on the rest of the watershed, they, as community members, can to go out and 

make positive changes to solve problems created by their impact. This in turn makes the 
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community a better place to live and in the process, unites and strengthens the 

community.   

I have certainly felt the impact of the relationships that developed between me, 

the students who attended the Ocean Literacy Family Nights, and the parents who 

volunteered as study participants.  A different, deeper connection developed with those 

children and their parents.  Even though this cohort of students and parents has moved 

on, a sense of connectedness remains.  I look forward to engaging these parents, and the 

parents of future students, through the combination of a funds of knowledge approach 

and humanizing practices.  Wink (2000), states that 

critical pedagogy gives us the power to understand what we must do the very best 
where we are today.  We cannot fix every educational problem in the world, but 
we can live our own beliefs in our own communities.  Critical pedagogy is the 
power that leads us from silence to voice. (p 93) 

 
Humanizing pedagogy, critical pedagogy, and the humanizing practices that are so 

important to my students’ learning and school experiences are equally relevant to their 

parents’ engagement in our school. 

Implications for Hybrid Family Involvement Experiences  

One very short response that Violeta gave during the first parent study group has 

led to many subsequent conversations with parents and with other educators, and to 

implications for the creation of hybrid family involvement experiences.  First I provide 

detail regarding this significant conversation. Then I describe the manner in which 

professional development opportunities I was involved in during the time of the study 
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converged with study activities.  This is followed by my explanation of the concept I am 

describing as hybrid family involvement experiences. 

Parents were engaged in a conversation about ways they could explore the 

concepts of mapping, the water cycle, watersheds, and water in our community with their 

children, outside the school setting.  I translated the conversation, using English and 

Spanish, to ensure that all parents could be a part of the dialogue.  Parents had ideas such 

as, talking about where the water that flows in the rivers or streams they see as they hike 

and fish comes from, or about exploring how water from Portland and Salem ends up in 

the Pacific Ocean—in our “backyard.”  Mario suggested coming to more activities such 

as the Ocean Literacy Family Night in which they had just participated.  Violeta quietly 

said, “Ir a explorar, todo el grupo” (Go exploring, the whole group), and then she 

laughed nervously, as if unsure of how her comment would be accepted.  When I 

translated: “Violeta suggested that we can go exploring as a group,” Mario responded, 

“That’d be cool!”  Several parents joined in saying, “Yeah!  That sounds great.”  Jeff 

said, “That’s an intriguing idea.”   

Violeta’s comment intrigued me too.  I wrote about it and highlighted it in my 

field notes.  As I transcribed and coded the conversation from that evening, I wrote an 

analytic memo: “This was the FIRST [Ocean Literacy Family] night.  I am excited to see 

how animated the parents were as we talked about the night’s activities.  Already a sense 

of community- they want to go on trips together!”    

During the interview with Violeta, in her home, I told her that something she had 

said during the first parent study group was stuck in my mind, and that I kept thinking 
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about it.  She laughed and said, “Sí, en México se dice, ‘tengo eso que me está volviendo 

loca’” (Yes, in Mexico they say, ‘something is driving me crazy’).  I restated her idea 

about exploring as a group and we discussed it further.  I learned that Violeta’s 

suggestion was the result of her positive experiences of going to the Oregon Coast 

Aquarium as a chaperone with my class, and of her family’s involvement during the first 

family night.  Other parents had also spoken about how much they enjoyed being 

chaperones.  For example, during his in-depth interview, Jeff talked about being 

motivated to volunteer as a chaperone in order to be involved with his own child, but also 

because, in his words,  

I think that the biggest thing for me is the kids’ reactions.  You go on a field trip 
and all of the sudden the whole class knows your name.  And, they’re always glad 
to see ya, and want to chat with ya…and the teachers are always appreciative.  
But really the kids’ reactions is the one that really gets it. 

The combination of parent response to the Ocean Literacy Family Nights, parent 

interest in a sense of community, and the fact that the implementation of study activities 

coincided with a series of field experiences related to our studies about the ocean, created 

a scenario in which students and parents were involved in ocean literacy activities at 

school and in the community.  In addition, the follow-up materials that were provided for 

families at the end of each Ocean Literacy Family Nights, the home-school connection 

activities, and other related homework assignments meant that ocean literacy activities 

were happening in the home as well.    

It is important to note, that during the time I was involved in developing, 

implementing, and then analyzing study data, I participated in a series of three, ongoing 
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professional development grants that focused on improving STEM education.  The first 

two included the OCAMP and STEM grants mentioned in earlier chapters.  The third 

grant was a teacher research grant offered through Willamette University.  The OCAMP 

grant focused on ocean literacy and inquiry approaches.  The STEM grant emphasized 

project based learning, and the Willamette University grant stressed place-based learning 

with connection to ocean literacy, reading, and writing.  These professional development 

opportunities helped me make connections with environmental educators, scientists, and 

agencies that seek to improve science education, and that often have educational outreach 

goals.  Themes that were developing through the Voices from the Coast study converged 

with resources and learning resulting from involvement in these three grants and the work 

I was doing around ocean literacy with students in my classroom and through field 

experiences. 

Violeta’s comment: “Ir a explorar, todo el grupo” (Go exploring, the whole 

group), sparked conversations and contemplation about ways to develop her idea.  The 

notion of hybrid parent involvement experiences emerged. At this time, I define hybrid 

family involvement experiences as activities that result from collaborative efforts 

between school and community agencies in which parent and child engage in activities 

related to content areas.  These hybrid activities may take place in the school or in 

community settings.  They would not take the place of classroom activities, or of the 

class field trips that occur during the school day.  Instead, they would supplement and 

build on learning that occurs in the classroom and during field experiences.   
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The reasons to develop these hybrid activities are to create meaningful parent-

child activities related to content area, to build home-school partnership through the 

development of a sense of community, and to support parents in accessing community 

resources.  Parent response to the Ocean Literacy Family Night supports further efforts to 

expand parent-child activities.  By teaming up, community agencies and the school can 

support one another in their educational outreach goals.  This type of collaboration, or 

pooling of resources, has the potential to reach more parents, and also to introduce 

parents to educational experiences and opportunities available in the community that, for 

a variety of reasons, they do not currently access.  A few of the possible impediments that 

keep families from using these resources include, cost of admission, lack of reliable 

transportation, the cost of gas, language barriers, and not knowing about the opportunities 

that are available.   

Through collaborative efforts, hybrid family experiences can be supported 

through funds and resources from the school and the agencies themselves, and from 

grants to supplement costs such as materials, transportation, and possibly meals. 

Table 6.1 provides an example of how student learning and home-school 

partnership can potentially be integrated through the content area of ocean literacy. 
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Table 6.1 

Potential classroom activities, field experiences, hybrid family involvement activities for 
a third grade ocean literacy unit 

 

Classroom Field Experiences Hybrid Family 
Involvement 

Activities 

Cross-curricular, thematic 
instruction related to the ocean 
 
Inquiry activities 
 
Project based learning  
 
Guest speakers 
 Aquarium educator 
 OSU and Oregon Department of 

Fish and Wildlife biologists 
 Hatfield Marine Science Center 

scientists and educators 
 Commercial fishermen 
 Parents with funds of 

knowledge related to ocean 
studies 

 Artists  

Rainwater quest 

Tillamook Forest Center 

Oregon  Coast 
Aquarium 

Hatfield Marine Science 
Center 

Yaquina Head light 
house and tide pools 

Knight Park/Salmon 
River salmon release 
day 

 

Family excursions to 
any one of the sites 
the students have 
experienced 

Parent-Child 
activities provided in 
collaboration with the 
teacher and any of the 
agencies listed, and 
occurring in the 
community or the 
school. 

 

This is a rudimentary explanation of the concept of hybrid parent involvement 

experiences that resulted from Violeta’s contribution to our study group discussion.  I 

include it as an implication from this study as it is an important idea that is the direct 

result of engaging with parents.  To date, this idea has led to talking with parents and 

with educators from local agencies about possibilities.  It has also led to further 

preliminary exploration of third space theories.  I am interested to learn how these 

theories relate to my work in general, but to this idea of hybrid parent involvement 
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experiences in particular.  As I understand the concept of third space, it is not a specific 

physical space, but places and times where individuals integrate their lived experiences 

and knowledge with those of a new paradigm.  Moje et al. (2004) reported on working to 

create third space in content area literacy for secondary students.  They describe working 

toward building 

a third space focused on cultural, social, and epistemological change… one in 
which everyday resources are integrated with disciplinary learning to construct 
new texts and new literacy practices, ones that merge the different aspects of 
knowledge and ways of knowing offered in a variety of different spaces. (p. 44) 

I am interested in building on the findings of the Voices from the Coast study in my work 

as a teacher and as a researcher.  The combination of a funds of knowledge approach, 

integration of third space theories, and hybrid parent involvement experiences, has the 

potential to further explore and develop meaningful home-school partnerships. 

Implications for Advocacy 

  My journey as an educator has always included the role of advocating for 

students and their families.  The process of being involved with parents through the 

Voices from the Coast study has reinforced the need to continue this role.  Currently, a 

minority of parents, those with social and cultural capital, participate in decision-decision 

making roles in this school setting.  Study findings reinforce that parents have a desire to 

be part of a strong school community and that they are interested in engaging in activities 

that support their children’s learning.  In order for this to happen, parent funds of 

knowledge and parent voices need to be included in ongoing meaningful ways. 

Opportunity for every parent to voice their interests and opinions is crucial to 
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strengthening home-school partnership.  Based on this work, I will continue to advocate 

for improved communication and for efforts to create an environment in which parents of 

diverse linguistic and cultural backgrounds are routinely included as partners in the 

education of their children.   

The ocean literacy initiative and other educational projects in the district in which 

this study took place are supported by strong collaborative efforts between community 

agencies, local businesses, the school board, and by school administrators.  These entities 

have made ongoing efforts to reach out to and support educators through professional 

development offerings, funding for classroom materials, donations of supplies, and 

support for buses for educational field trips.  There is great potential for involving parents 

in their child’s education through including them in the ocean literacy work that is 

underway.  As shown by the list of funds of knowledge related to ocean literacy, local 

parents have skills, experience, and knowledge that the educational community can tap 

into through a variety of means.  Inclusion of parents in what is a strong district level 

initiative has potential to build further support in what we are trying to accomplish— 

students with strong ocean literacy skills.  This includes inviting parents as guest speakers 

and providing more parent-child activities in the school setting, in the home, and in the 

community.  Involving parents will build additional support for the ocean literacy 

education efforts that are underway in this school district and will strengthen overall 

home-school partnership in the process. 
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Implication for School-Wide Influence 

Based on conversations and observation of the Ocean Literacy Family Nights I 

implemented in my classroom, the coordinator of my school’s after school program wrote 

a grant for the following academic year.  She received funding to support teachers in 

holding STEM nights following the format developed for the Voices from the Coast 

study.  This included dinner, a parent-child activity, and a parent discussion regarding 

parent funds of knowledge and ways to extend the concepts explored outside of school.  

Ten of the fourteen classroom teachers in my school chose to participate.  They were 

each paid a stipend to develop three activities.  Grant funds provided the materials 

needed.  I supported teachers by sharing my experience and by attending some of their 

first family nights.  I also conducted three family nights in my own classroom.  Though I 

did not collect data, or include any information regarding these subsequent family nights 

in this study, the experience with a different set of families reinforced my findings and 

my commitment to this approach.   Ellen Hamilton, the After School Program 

Coordinator wrote,  

Your project was getting underway while I was in the planning and grant writing 
stage. Your willingness to share your project was the inspiration to keep seeking 
resources that would fund parent /child educational opportunities, educational 
opportunities that truly and meaningfully supports families and teachers as 
lifelong learners. (personal communication, April 1, 2013) 

While these school wide STEM nights did not integrate the component of interviewing 

parents in order to ascertain their funds of knowledge, I had conversations with the 

participating teachers about the value I found in the process of home visits and in-depth 

interviews.  Efforts such as these STEM nights and the use conversations to identify and 
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then integrate parent funds of knowledge into parent-child activities offers the 

opportunity for educators and parents to work together to build community and 

partnership.    

Summary of Chapter 6 

This chapter begins consideration of some of the affordances and constraints of 

the study.  The remainder of the chapter is organized around the implications that resulted 

from the findings in the Voices from the Coast study.  Five areas are addressed.  Included 

are implications for (1) future research using the funds of knowledge approach; (2) 

humanizing home school partnership practices; (3) hybrid family involvement activities; 

(4) advocacy, and; (5) school-wide influence.  .    

This study offered the opportunity to engage with parents around the meaningful 

work of looking for ways to build home-school partnership.  This included application of 

the funds of knowledge approach in a new setting and with modifications made based on 

including parents as study group participants.  This was done with the intent of reporting 

parent views and supporting results using their voices.  The use of ocean literacy as the 

content area focus proved to be a meaningful topic for the parents and children involved.   

Charmaz (2006) reflected on the process of constructing grounded theory.  In her 

view,  

Comparative methods lend you basic tools, yet myriad interactions occurring in 
multiple forms at various levels shape the content of your grounded theory.  
Ultimately, the emerging content shapes how you use the tools.  Your grounded 
theory journey relies on interaction- emanating from your worldview, 
standpoints, and situation, arising in the research sites, developing between you 
and your data, emerging with your ideas, then returning back to the field- or 
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another field, and moving on to conversations with your discipline and 
substantive fields.  To interact at all, we make sense of our situations, appraise 
what occurs in them, and draw on language and culture to create meanings and 
frame actions.  In short, interaction is interpretive. (p. 179) 
 

In a sense, Violeta’s comment, “Ir a explorar, todo el grupo” (Go exploring, the whole 

group) is an apt description of the journey the parent participants and I shared.  The 

interaction that Charmaz describes was essential in engaging parents in activities and 

conversations and, in the process, developing relationships of mutual “confianza” (trust). 

Together we explored relationships between parent and child, parent and fellow parents, 

and parents and teacher-researcher.  Interaction with the data was essential as a means of 

interpreting the conversations and parent ideas.  In closing, I think of Larry’s comment, 

“I’ve enjoyed the classes with my grandson, and would do it again.”  I have truly enjoyed 

the journey of becoming an educational researcher and of collaborating with the families 

involved in this study.  I have learned a great deal about their interests, their deep 

commitment to their children, and about the rich, diverse funds of knowledge they 

possess. I’ve enjoyed this journey with parents and would do it again. 
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Appendix A: Lincoln County School District 
Guidance Document for Ocean Content 
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Appendix B: Bilingual Informational Meeting Invitation 
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Who? ALL parents of 3rd grade students in Mrs.  Roebber’s 3rd  
grade class  
 

What?  YOU are invited to take part in this informational 
   meeting about a parent involvement study!   
 YOUR opinions and ideas about being involved in your 

child’s education will be the focus of the study. 
 This project is a research study that Susan Roebber is 

conducting as part of her PhD dissertation. 
 

When? Tuesday, October 17, 2011 at 6:00 p.m. 
 

Where? 
 

Mrs.  Roebber’s Classroom, Room 5 
XXXXXXXX Elementary School 
 

Why? 
 

Learn about how YOU will have the opportunity to be involved 
as an important part of the OCEAN LITERACY unit taught in 
your child’s class this year.   

(Participation in the study is voluntary.) 
 

~Childcare provided in the gym~ 

If you are interested in learning more about the Ocean Literacy 
Project but are not able to attend this meeting, please contact me! 
Susan Roebber: (541) XXX-XXX susan.roebber@lincoln.k12.or.us 

YOU ARE INVITED! 
Come Learn About 

The Ocean Literacy Study!!! 
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¿Quién?   Todos los padres de estudiantes de 3°grado del salón 
de clase de la Sra.  Roebber 

¿Qué?  ¡Usted está invitado a formar parte de esta reunión 
informacional acerca de un estudio acerca del 
involucramiento de padres! 

 Sus opiniones e ideas acerca del involucramiento de 
la educación de su hijo será el enfoque de este 
estudio. 

 Este proyecto es un estudio que Susana Roebber 
está  completando como parte de la disertación 
para su doctorado. 

¿Cuándo? Martes, 17 de octubre a las 6:00 p.m. 

¿Adónde? El  en salón de clase de la Sra.  Roebber, Aula 5, en la 
Escuela Primaria XXXX 

¿Por qué? 

 

Aprender acerca de cómo USTED tendrá la 
oportunidad de involucrarse como una parte importante 
de la enseñanza de Capacitación Sobre el Océano que 
será enseñada en la clase de su hijo este año. 

(Participación en este estudio es voluntario.) 
~Se proveerá cuidado para niños en el gimnasio~ 

¡Si usted tiene interés en aprender más acerca del Proyecto de 
Capacitación  Sobre el Océano, pero no puede venir a esta reunión, por 
favor póngase en contacto conmigo!  
Susan Roebber: (541) XXX-XXXXsusan.roebber@lincoln.k12.or.us 

¡ESTA INVITADO! 
Venga a Aprender acerca del  

¡Estudio de Capacitación 
Sobre el Océano! 

 



223 

 

 

 

 

 

 

Appendix C: Bilingual Recruitment & Informed Consent Meeting Agenda 
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AGENDA 

I. Goals & Purpose of the Voices From the Coast Study  

II. Activities & Time Commitment 

Family Nights 

Parent Study Groups 

Reflective Journal 

Home-School Connection Activities 

Focal Parents 

i.2 in-home, in-depth interviews 

ii.   selection 

III.   Collection and Use of  Data 

   Use of pseudonyms 

    Security and storage of data 

IV. Informed Consent 

Reading and discussion of the informed consent form  

Questions & Clarification 

V. Interest and Willingness participate as a focal parent 

XXXXXXXX Elementary  
Third Grade  
Parent Information Meeting 

Voices from the coast: Drawing on family funds of 
knowledge to build ocean literacy and home-school 
partnerships 
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AGENDA 

I. Objetivos & propósito del estudio de Voces de la Costa  

II. Actividades y obligación de tiempo 

a. Noches familiares 

b. Grupos de estudio para padres 

c. Diario de reflexión 

d. Actividades de conexión entre hogar y escuela 

e. Padres focales 

i. 2 entrevistas  exhaustivas, en casa 

ii. Selección 

III. Recopilación y uso de datos 

 a.  Uso de seudónimos  

          b.  Seguridad y mantenimiento de datos 

  

IV. Consentimiento informado 

a. Lectura y discusión de la forma de consentimiento informado  

b. Preguntas y clarificaciones 

V. Interés y voluntad de participar como padre focal 

Escuela Primaria de XXXXXXXX  
Tercer Grado 
Reunión de Información para Padres  

 

Voces desde la costa: Usando capacitación de familia 
acerca del océano para aumentar colaboración entre  
hogar y escuela 
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INFORMED CONSENT FORM 

 

Project Title: Voices from the coast: Drawing on family funds of 
knowledge to build ocean literacy and home-school 
partnerships 

Principal Investigator: Dr.  Kathryn Ciechanowski, Assistant Professor,            
OSU College of Education 

Student Researcher:  Susan Roebber, PhD Candidate,                                            
OSU College of Education 

 

Version Date:    April 20, 2012 

 

1.  WHAT IS THE PURPOSE OF THIS FORM? 

 
This form contains information you will need to help you decide if you want to be in this 
study or not.  Please read the form carefully and ask the study team member questions 
about anything that is not clear. 

2.  WHY IS THIS STUDY BEING DONE? 

 Parent involvement in school is shown to benefit students, parents, and teachers.  This is 
a study about involving you, as a parent, in your child’s education and in your child’s 
Ocean Literacy development.  Ocean literacy is the ocean’s influence on you- and your 
influence on the ocean.  As a parent who lives and works at the Oregon coast you have 
valuable experience and knowledge about the ocean.  In other words, you have “funds of 
knowledge,” or background information that we can use to help your third grade child 
learn about the ocean. 

The purpose of this study is to learn about your ideas and experiences of being involved 
in school and in teaching your child about the ocean.  By being part of this study, you 
will help build understanding about how teachers can include parents in school learning 
activities. 

This study is part of Susan Roebber’s work to earn a PhD in Teacher Leadership.   
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3.  WHY AM I BEING INVITED TO TAKE PART IN THIS STUDY? 

You are invited to take part in this study because you are the parent of a third grade 
student in Mrs.  Roebber’s class at XXXXXXXX Elementary School.  Your decision to 
participate or not will NOT influence your child’s grades or treatment at school in any 
way.   

4.  WHAT WILL HAPPEN IF I TAKE PART IN THIS RESEARCH STUDY?  

If you agree to volunteer to be part of this research study, you will take part in the 
following activities between May and June of 2012: 
 

Activity: 

 All Parents 

Description Time 
Commitment 

Parent 
Information 
Meeting 

 Calendar and description of study activities 
 Informed Consent explained and completed 
 Parent Information Form explained and 

completed 
 Child Assent Form explained and completed 

1 hour 

Three Ocean 
Literacy Family 
Nights 

 Parents and children  work together on an 
activity about the ocean 

  

2 hours for each 
family night 

(6  hours total) 

Parent Study 
Group After 
Family Night 

 Study parents stay for a group discussion 
 We will video record Parent Study Groups  
 Children do an ocean literacy related activity 

in another room with childcare provided 

½ hour for each 
study group 

(1& 1/2 hours total) 

3 Home-School 
Connection 
Homework 
Activities 

 Home-School Connection Homework 
activities are sent home to start a 
conversation between you and your child 
about ocean literacy. 

 We will photograph/photocopy Home-
School Connection Homework activities and 
return them to you. 

1 hour per Home-
School Connection 
Homework activity 
( Up to 3 hours 
total) 

Parent Journal  We will ask you to keep a journal.  You will 
write and/or draw  about: 
 What you think about the family night 

activities and the parent study group 
discussions 

 Doing  Home-School Connection Homework 
activities with your child 

 Anything you want to share about being 
involved in school or in helping your child 
learn about the ocean. 

½ hour per week 

(5 hours total) 
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Three Focal Parents: 

You are invited to volunteer to be a focal parent.  If you are chosen as a focal parent, you 
will do the activities described in the chart above.  You will also be interviewed twice.  
The interviews will take place in your home and will include questions about your 
background, experience and history of living and working at the Oregon coast.  (If you 
prefer to be interviewed in a location outside of your home, we can arrange to meet in the 
place of your choosing in the community.) Questions about parent involvement in school 
will also be asked.  The interviews will be tape recorded.  Each interview will take 
between 1 and 1 ½ hours.  Every parent can volunteer to be a focal parent.  Three parents 
will be chosen to reflect the diversity of the students in the class.  If more parents 
volunteer than are needed, we will draw names. 

Recordings and Photographs/Photocopies:  As a participant in this study, you will 
be audio/video recorded.  In addition we will photograph/photocopy artifacts you 
create as part of study activities. 

 

______      I agree to be audio recorded and video recorded.   

Initials 

_____        I agree to have my writing, drawings, and artifacts I make  

Initials       photographed and/or photocopied. 

_____        I do not agree to have my writing, drawing, and artifacts I make  

Initials      photographed and/or photocopied. 

Storage of Data and Artifacts: Original digital audio and video recording will be 
destroyed after they are put on a password protected computer.  Digital files and 
photographs/photocopies of artifacts collected in this study will be stored at OSU in the 
College of Education in a locked cabinet.  These materials will be destroyed three years 
after the completion of Susan Roebber’s dissertation.  All data collected will be stored 
without the use of your name.  You will be assigned a pseudonym.   

Study Results:  Study results will be made available through posting of Susan Roebber’s 
dissertation on the OSU Library Scholar’s Archive.  You can also contact Kathryn 
Ciechanowski or Susan Roebber for information about study results. 

 

5.  WHAT ARE THE RISKS AND POSSIBLE DISCOMFORTS OF THIS 

STUDY? 
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The possible risks and/or discomforts associated with the being in the study include:  

 
 Participation in family night and parent study group activities will include sharing 

of feelings, opinions and experiences.  It is possible that you may feel 
uncomfortable in sharing your feelings, opinions, and experiences or that you may 
feel uncomfortable with those shared by others.  You will be assigned a 
pseudonym so that in storing data collected or reporting study findings your 
identity will be protected.  While every precaution will be taken to protect your 
identity, it is possible, because of the small number of participants in this study, 
that other participants may be able to determine your contribution. 

 
 The researchers cannot guarantee the confidentiality of information that is shared 

during Parent Study Groups.  We will ask members of the group meetings to 
maintain the confidentiality of comments made during the discussion.  However, 
there is still a risk that comments you make during the discussion may be shared 
outside the group. 

 

6.  WHAT ARE THE BENEFITS OF THIS STUDY?                                                               

We do not know if you will benefit from being in this study.  However, you may gain 
information about ways you can participate in school activities.  You may also learn 
about ways to help your child learn about the ocean. 

What we learn from this research will be used to inform the development of future parent 
involvement activities for XXXXXXXX Elementary School and for other schools in 
Lincoln County School District.  What we learn may also be used to provide professional 
development about parent involvement and the development of ocean literacy.   

 

7.  WILL I BE PAID FOR BEING IN THIS STUDY?    

You will not be paid for being in this study.  You will receive ocean literacy related 
materials at each of the family nights you attend.   

8.  WHO IS PAYING FOR THIS STUDY?                                                                         

Lincoln County School District is providing XXXXXXXX Elementary School facilities 
to support this study.  OSU Federal Credit Union is providing a grant to purchase 
supplies and pay for childcare.  Local agencies such as Hatfield Marine Science Center 
and NOAA are providing support in the development of activities and by providing 
materials. 

9.  WHO WILL SEE THE INFORMATION I GIVE?                                                             
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The information you provide will be kept confidential to the extent permitted by 
law.  Research records will be stored securely and only researchers will have access to 
the records.  Federal regulatory agencies and the Oregon State University Institutional 
Review Board (a committee that reviews and approves research studies) may inspect and 
copy records having to do with this research.  Some of these records could contain 
information that personally identifies you.  When the results of this study are published, 
your identity will not be made public.  Final results of the study will be provided to 
Lincoln County School District and XXXXXXXX Elementary staff.  This will be done in 
a way that does not personally identify you. 

In addition to those listed above, only the principal investigator, Kathryn Ciechanowski, 
and the student researcher, Susan Roebber, will have access to documents and recordings 
made.   

10.  Mandated Reporters: Oregon law requires that certain individuals (mandated 
reporters) disclose to the proper authorities any information shared with them concerning 
abuse.  As educators, Kathryn Ciechanowski and Susan Roebber are mandated reporters.  
The researchers may also report threats of harm to self or to others.  Except as explained 
above, all information gathered during this research project is confidential to the extent 
permitted by law. 

 

11.  WHAT OTHER CHOICES DO I HAVE IF I DO NOT TAKE PART IN THIS 
STUDY?                                                                                                                             
Participation in this study is voluntary.  You and your child are welcome to participate in 
the Ocean Literacy Family Nights whether you choose to participate in this study or not.  
If you decide to participate, you are free to withdraw at any time without penalty.  You 
will not be treated differently if you decide to stop taking part in the study.  If you choose 
to withdraw from this project before it ends, the researchers may keep information 
collected about you and this information may be included in study reports.  You are free 
to skip any questions that you would prefer not to answer during any study activity. 

If you are selected as a focal parent and you are unable to complete the two in-home 
interviews, your participation as a focal parent may be terminated in order to provide 
another parent the opportunity to participate.  Your decision to participate in this study or 
not to participate in this study will not impact your child’s grades or your child’s 
relationship with their teacher in any way. 

 

12.  WHO DO I CONTACT IF I HAVE QUESTIONS? 

If you have any questions about this research project, please contact:   
 Principal Investigator 

Dr.  Kathryn Ciechanowski, Assistant Professor, Teacher Education 
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College of Education 

Oregon State University  

104 Furman Hall 

Corvallis, OR  97331 

541-737-8585  

kathryn.ciechanowski@oregonstate.edu 

 

 
 Student Researcher 

Susan Roebber, 3rd Grade Teacher 

XXXXXXXX Elementary School 

susan.roebber@lincoln.k12.or.us 

 

If you have questions about your rights or welfare as a participant, please contact the 
Oregon State University Institutional Review Board (IRB) Office, at (541) 737-8008 or 
by email at IRB@oregonstate.edu 

 

13.  WHAT DOES MY SIGNATURE ON THIS CONSENT FORM MEAN? 

Your signature indicates that this study has been explained to you, that your questions have 
been answered, and that you agree to take part in this study.  You will receive a copy of this 
form. 

 

 

Participant's Name (printed): _____________________________________________ 

____________________________________     ______________________________ 

 (Signature of Participant)       (Date) 

____________________________________    _______________________________ 

(Signature of Person Obtaining Consent)      (Date) 

 ___________________________________    ________________________________ 

(Witness or Translator)          (Date) 
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FORMA DE CONSENTIMIENTO INFORMADO 

 
TÍTULO DEL ESTUDIO: Voces desde la costa: Utilizando los fondos de conocimiento 
de la familia para aumentar capacidad sobre el océano y asociaciones entre hogar y 
escuela.   

 
INVESTIGADORA PRINCIPAL: Dra.  Kathryn Ciechanowski, Profesora Agregada, 
Colegio de Educación de OSU 
 
INVESTIGADORA ESTUDIANTIL: Susan Roebber, Candidata de doctorado,  
Colegio de Educación de OSU  
 
FECHA DE ESTA VERSIÓN: 20 de abril de 2012 
_____________________________________________________________________ 

 

1.  ¿CUÁL  ES EL PROPÓSITO DE ESTA FORMA?  

Esta forma contiene información que le ayudara a decidir si usted quiere estar en este 
estudio o no.  Por favor lea la forma con cuidado y si tiene preguntas o si hay algo que no 
está claro hable con el miembro del equipo de estudio.   

 

2.  ¿POR QUÉ SE ESTÁ HACIENDO ESTE ESTUDIO?  

La participación de padres en la educación de sus niños, ha mostrado ser beneficiosa para  
estudiantes, padres, y  maestros.  Este es un estudio acerca de incluir a usted como padre 
en la educación de su hijo y en la capacitación sobre el océano de su hijo.  La 
capacitación sobre el océano es la influencia del océano en usted- y su influencia en el 
océano.  Como un padre que vive y trabaja en la costa de Oregon usted tiene experiencia 
y conocimiento valioso acerca del océano.  Es decir, tiene un "cúmulo de conocimiento" 
o información de fondo que podemos usar para ayudar a su estudiante del tercer grado 
aprender acerca del océano.   

El propósito de este estudio es de examinar sus ideas y experiencias mientras que usted 
toma parte en actividades en la escuela y en enseñándole a su niño sobre el océano.  En 
tomar parte de éste estudio, usted ayudara en aumentar entendimiento de como maestros 
pueden incluir a los padres en actividades de enseñanza escolares.   

Este estudio se realiza como parte del trabajo que hace Susan Roebber hacia la 
terminación de su doctorado en el Liderazgo de Maestros.   
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3.  ¿POR QUÉ SOY INVITADO A PARTICIPAR EN ESTE ESTUDIO?         

Es invitado a participar en este estudio porque es el padre de un estudiante del tercer 
grado en la clase de la Sra.  Roebber en la Escuela Primaria XXXXXXXX.  Su decisión 
de participar  o no participar NO influirán los grados de su niño ni el tratamiento 
en la escuela en ninguna manera. 

 

4.  ¿QUÉ SUCEDERA SI PARTICIPO EN ESTE ESTUDIO?  

Si está de acuerdo en participar como voluntario en este estudio, usted participará en las 
actividades siguientes entre mayo y junio de 2012:  

 

Actividad: 

 Todos los Padres 

Descripción  Compromiso 
de Tiempo 

Reunión de 
Información para 
Padres 

 Calendario e descripción de las 
actividades del estudio. 

 Consentimiento Informado explicada 
y completada 

  Forma de Información del Padre 
explicada y completada 

 Formulario de Asentimiento explicado 
y completado 

1 hora 

Tres Noches 
Familiares acerca 
de La 
Capacitación  
Sobre el Océano 

 Padres y niños trabajan juntos en una 
actividad relacionada al océano  

  

2 horas para 
cada Noche 
Familiar  

(6 horas en 
total) 

Grupo de Estudio 
de Padres 

 Padres participando en el estudio se 
quedan para Grupo de Estudio de 
Padres  

 Grabaremos las discusiones del grupo 
en video 

 Mientras padres están en el grupo de 
estudio, los niños harán una actividad 
relacionada a la capacitación sobre el 
océano en otro salón.  La supervisión 
será proporcionada.   

½ hora por cada 
Noche Familiar 
(1 ½ horas en 
total) 
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3 Actividades de 
Tarea de 
Conexión  

Entre  Hogar y 
Escuela 

 Actividades de Tarea de Conexión 
Entre Hogar y  Escuela son mandadas 
a casa para empezar una conversación 
entre usted y su hijo acerca de la 
capacidad relacionada al océano.   

 Haremos copias o sacaremos fotos de 
Las Actividades de Tarea de Conexión 
Entre Hogar y Escuela y  se las 
devolveremos.   

1 hora para cada 
Tarea de 
Conexión Entre 
Hogar y 
Escuela 

 (Hasta 3 horas 
en total) 

Diario del Padre 

 

Le pediremos que usted escriba y/o dibuja 
en un diarios acerca de: 
 Qué piensa de las actividades después 

de las noches de familia y de la 
discusión del grupo de padres. 

 Hacer las actividades de Tarea de 
Conexión Entre  Hogar y Escuela 

 Cualquier cosa que usted quiere 
compartir acerca del involucramiento 
en la escuela o acerca de ayudarle a su 
hijo aprender acerca del océano 

  

½ hora a la 
semana 

(5 horas en 
total) 

 

Tres Padres Focales:  

Usted es invitado participar como voluntario para ser un padre focal.  Si usted es 
seleccionado/a, como un padre focal, usted hará las actividades descritas en el gráfico de 
arriba.  También tomará parte en dos entrevistas.  Las entrevistas tomarán lugar en su 
hogar incluyera preguntas acerca de sus antecedentes familiares, su experiencia y su 
historia de vivir y trabajar en la costa de Oregon.  (Si prefiere ser entrevistado en algún 
lugar fuera de su casa, nosotros podemos arreglar para encontrarnos  en el lugar de su 
escoger en la comunidad).  También habrá preguntas acerca del involucramiento de 
padres en la escuela.  Estas entrevistas serán grabadas.  Cada entrevista tomará entre 1 y 1 
½ horas.  Cada padre puede ofrecerse a ser un padre focal voluntario.  Tres padres focales 
serán escogidos de manera que refleja la diversidad de los estudiantes en la clase.  Si más 
de los tres padres necesitados se ofrecen como voluntarios, escogeremos un nombre al 
azar. 
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Grabaciones y Fotografías/Copias: Como participante en este estudio, será grabado 
en audio/video.  Además, sacaremos fotografías/fotocopias de artefactos que usted 
crea como parte de las actividades del estudio. 

 

_______         Estoy de concuerdo en ser grabado en audio y en video.   

Iniciales       

 

_______         Estoy de concuerdo en que lo que he escrito, dibujado, y que artefactos                         
  Iniciales       que yo hago sean fotografiados y/o fotocopiados.   

 

_______         No estoy de concuerdo en que lo que he escrito, dibujado, y que                         

Iniciales         artefactos que yo hago sean fotografiados y/o fotocopiados.   

 

Como Serán Guardados Datos y Artefactos: Las grabaciones digitales originales de 
audio y de video serán destruidas después de que sean puestas en una computadora 
protegida con contraseña.  Archivos digitales y fotografías/fotocopias, que son 
recompilados  en este estudio serán guardados en OSU, en el Colegio de Educación, en 
un gabinete cerrado con llave.  Estos materiales serán destruidos tres años después de la 
terminación de la disertación de Susan Roebber.  Todos los datos completos serán 
guardados sin el uso de su nombre.  Será asignado un seudónimo.   

 

Resultados del estudio: Puede conseguir acceso a los resultados del estudio como serán 
hechos disponibles al anunciar la disertación de Susan Roebber en la Biblioteca de OSU 
en el Archivo del Erudito  (OSU Library Scholar’s Archive).  Usted también puede 
contactar Kathryn Ciechanowski o Susan Roebber para obtener información sobre los 
resultados del estudio.   

 

5.  ¿CUÁLES SON LOS RIESGOS Y LAS MOLESTIAS POSIBLES DE ESTE 
ESTUDIO?  

 Los riesgos y/o las molestias posibles asociados con tomar parte en el estudio incluyen: 

 
 Participación en la noche familiar y en actividades del grupo de estudio de padre, 

incluirá compartir los sentimientos, las opiniones y las experiencias.  Es posible 
que pueda sentirse incómodo en compartir sus sentimientos, las opiniones, y las 
experiencias o que puede sentirse incómodo con esos compartidos por otros. 

 Será asignado un seudónimo, para que al guardar los datos coleccionados o al 
compartir las conclusiones del estudio, su identidad será protegida.  Mientras 
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cada precaución será tomada para proteger su identidad, es posible, debido al 
pequeño número de participantes en este estudio, que otros participantes puedan 
poder determinar la contribución de un individuo.  Las investigadoras no pueden 
garantizar la confidencialidad de información que es compartida durante los 
Grupos de Estudio de Padre.  Pediremos que los miembros de las reuniones del 
grupo mantengan la confidencialidad de comentarios hechos durante la discusión.  
Sin embargo, hay todavía un riesgo que comentos que usted hace durante la 
discusión pueden ser compartidos fuera del grupo. 

 

6.  ¿CUÁLES SON LOS BENEFICIOS DE ESTE ESTUDIO?  

Nosotros no sabemos si usted beneficiará de estar en este estudio.  Sin embargo, puede 
ganar información con respecto a su participación como un padre en actividades de la 
escuela.  También podrá aprender estrategias para apoyar a su niño en el aprendizaje 
acerca del océano.   

 

Lo que aprendemos en este estudio se usara en el futuro para informar el desarrollo de 
actividades para incluir a los padres en la Escuela Primaria XXXXXXXX y en otras 
escuelas del Distrito Escolar del Condado de Lincoln.  Puede ser que lo aprendido sea 
usado en entrenamiento de educadores que se trata del involucramiento de padres y del 
aprendizaje acerca del océano.   

 

7.  ¿RECIBERÉ PAGO POR ESTAR EN ESTE ESTUDIO?  

Usted no será pagado por estar en este estudio.  Recibirá materiales relacionados a la 
capacitación  sobre el océano en cada una de las noches de familia que usted asiste.   

 

8.  ¿QUIÉN PAGA POR ESTE ESTUDIO?   

El Distrito Escolar del Condado de Lincoln está proporcionando las facilidades 
necesitadas en la Escuela Primaria XXXXXXXX.  Una beca proporcionada por OSU 
Federal Credit Union será usada pare proveer materiales y cuido de niños.  Agencias 
locales como Hatfield Marine Science Center y NOAA están ayudando en el desarrollo 
de actividades y en proporcionar materiales.   

 

9.  ¿QUIÉN VERÁ LA INFORMACIÓN QUE DOY?                

La información que usted proporciona durante este estudio será mantenida confidencial 
hasta el punto permitido por la ley.  Los registros de la investigación serán guardados 
firmemente y sólo investigadores tendrán acceso a los registros.  Las agencias regulativas 
federales y Oregon State University Institutional Review Board (la Tabla Institucional de 
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Revisión de la Universidad Estatal de Oregón un comité que revisa y aprueba estudios de 
investigación) puede inspeccionar y puede copiar registros que pertenecen a esta 
investigación.  Algunos de estos registros podrían contener información que identifica 
personalmente a usted.  Cuando los resultados de este proyecto son publicados, su 
identidad no será hecha pública.  Los resultados finales del estudio serán proporcionados 
al Distrito Escolar del Condado de Lincoln y al personal de la Elementaría 
XXXXXXXX.  Esto será hecho en una manera que no le identifica personalmente.   

 

Además de los incluidos arriba, sólo la investigadora principal, Kathryn Ciechanowski, y 
la investigadora estudiantil, Susan Roebber, tendrán acceso a documentos y grabaciones 
hechas.   

10.  Los Bajo el Mandato de Reportar: La ley de Oregon requiere que ciertos 
individuos (puestos bajo el mandato de reportar) revelen a las autoridades cualquier 
información compartida con ellos que concierne el abuso.  Como educadores, Kathryn 
Ciechanowski y Susan Roebber son puestos bajo el mandato de reportar.  Las 
investigadoras también pueden reportar amenazas de daño a sí mismos o a otros.  
Excepto a como es explicado arriba, toda la información coleccionada durante este 
proyecto de investigación es confidencial hasta el punto permitido por la ley.   

11.  ¿QUÉ OTRAS OPCIONES TENGO SI YO NO PARTICIPO EN ESTE 
ESTUDIO?  

La participación en este estudio es voluntaria.  Si decide participar, está libre de retirarse 
en cualquier momento sin pena.  Les invitamos a usted y a su niño para tomar parte en las 
Noches Familiares acerca de La Capacitación  Sobre el Océano si escoge tomar parte en 
este estudio o no.  Usted no será tratado de forma distinta si decide no continuar 
participando en el estudio.  Si escoge retirarse de este proyecto antes de que termine, los 
investigadores pueden mantener información recopilada acerca de usted y esta 
información puede ser incluida en los reportes del estudio.  Este estudio incluye, 
entrevistas, grupos de estudio de padres, diarios de padres, y actividades de Tarea de 
Conexión Entre Hogar y escuela.  Está libre de no responder a cualquier pregunta que 
preferiría no contestar durante cualquier actividad del estudio.  Su decisión de tomar parte 
en este estudio o no tomar parte en este estudio no impresionará los grados de su niño o la 
relación de su niño con su maestro en ninguna manera. 

Si es seleccionado como un padre focal y usted no puede completar las dos entrevistas en 
su hogar, su participación como un padre focal puede ser terminada para proporcionar a 
otro padre la oportunidad de participar.   

 

12.  ¿CON QUIÉN ME CONTACTO SI TENGO PREGUNTAS?  

Si tiene cualquier pregunta acerca de este proyecto de investigación, por favor póngase en 
contacto con: 
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 Investigadora Principal 

Dr.  Kathryn Ciechanowski, Profesora Agregada, Colegio de Educación de OSU 

Oregon State University  

104 Furman Hall 

Corvallis, OR  97331 

541-737-8585  

kathryn.ciechanowski@oregonstate.edu 

 
 Investigadora Estudiantil 

Susan Roebber, Maestra de 3° Grado 

Escuela Primaria XXXXXXX 

susan.roebber@lincoln.k12.or.us 

 

Si tiene preguntas acerca de sus derechos o su bienestar como un participante, por 
favor póngase en contacto con Oregon State University Institutional Review 
Board (IRB) Office, at (541) 737-8008 o por correo electrónico a 
IRB@oregonstate.edu 

 

13.  ¿QUÉ QUIERE DECIR MI FIRMA EN ESTA FORMA DE 
CONCORDANCIA? 

Su firma indica que este estudio ha sido explicado a usted, que sus preguntas han sido 
contestadas, y que está de acuerdo en participar en este estudio.  Usted recibirá una copia 
de esta forma.   

 

El Nombre del participante (en letra de molde):_______________________________ 

 

_____________________________________ _______________________________ 
(Firma de Participante)        (Fecha) 

 

_____________________________________ _______________________________ 
(Firma de la Persona que Obtiene Consentimiento)    (Fecha) 

 

_____________________________________ _______________________________ 
(Testigo o Traductor)        (Fecha) 
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ASSENT FORM 

 

Project Title: Voices from the coast: Drawing on family funds of 
knowledge to build ocean literacy and home school 
partnerships 

Principal Investigator: Dr.  Kathryn Ciechanowski, Assistant Professor,            
OSU College of Education 

Student Researcher:  Susan Roebber, PhD Candidate.                                     
OSU College of Education 

 

We are asking you whether you want to be in a research study.  Research is a way to test 
new ideas and learn new things.  You do not have to be in the study if you do not want to.  
You can say Yes or No.  Even if you say yes now, you can change your mind later.  Your 
grades will not be affected in any way if you decide either Yes or No. 

 

Ask questions if there is something that you do not understand.  After all of your 
questions have been answered, you can decide if you want to be in this study or not.   

 

This study is about understanding what parents think about being included in helping you 
learn about the ocean.   

 

We are asking you if you want to be in this study because you are a student in Mrs.  
Roebber’s third grade classroom at XXXXXXXX Elementary School. 

 

If you take part in this study, we will ask you to allow us to use your Home-School 
Connection homework to help us understand how your parents work on school work with 
you when you are at home. 

 

 

 



241 

 

Some things that might happen to you if you are in this study are: 
 Your teacher might make a copy of your Home-School Connection homework to 

share with other teachers,  
 Your work may be published to help other teachers, 
 We might also find out some things that will help other children someday. 

 

We will write a report when the study is over, but we will not use your name in the 
report. 

 

If you want to be in the study, sign your name on the line below. 

 

Participant's Name (printed):  _____________________________________________ 

 

___________________________________ _______________________________ 

 (Signature of Participant)       (Date) 

 

___________________________________ _______________________________ 

(Signature of Person Obtaining Assent)      (Date) 
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FORMULARIO DE ASENTIMIENTO 

 

Título del proyecto: Voces desde la costa: Utilizando los fondos de conocimiento de             
la familia para aumentar capacidad sobre el océano y asociaciones entre hogar y 
escuela 

Investigador principal: Dra.  Kathryn Ciechanowski, Profesora Agregada,              
Colegio de Educación de OSU 

Investigadora Estudiantil: Susan Roebber,  Candidata de doctorado,                    
Colegio de Educación de OSU 

 

Le preguntamos si desea participar en un estudio de investigación.  Un estudio es una 
forma de probar nuevas ideas y aprender cosas nuevas.  No tiene que estar en el estudio, 
si no desea.  Puede decir Sí o No.  Aunque  ahora dice que sí, puede cambiar de opinión 
más tarde.  Sus grados no serán afectados en ninguna manera si decide Sí o No. 

 

Haga preguntas si hay algo que no entiende.  Después de que sus preguntas hayan sido 
contestadas, puede decidir si desea estar en este estudio o no.   

 

Este estudio trata de entender lo que padres piensan acerca de ser incluidos en ayudarle a 
usted aprender acerca del océano.   

 

 Le estamos preguntando si desea estar en este estudio porque es un estudiante en la clase 
de la Sra.  Roebber en la Escuela Primaria de XXXXXXXX. 

 

Si usted toma parte en este estudio, le pediremos que nos deje usar sus tareas de 
Conexión Entre Hogar y Escuela para ayudarnos entender como sus padres trabajan con 
usted en las tareas de la escuela cuando está en casa. 
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Algunas cosas que quizás sucedan a usted si está en este estudio son:  

• Su maestra quizás haga una copia de su tarea de Conexión Entre Hogar y 
Familia para compartir con otros maestros, 

• Su trabajo puede ser publicado para ayudar otros maestros,  

•Nosotros también quizás averigüemos algunas cosas que ayudarán a otros niños 
algún día.   

 

Vamos a escribir un reporte cuando el estudio termine, pero no vamos a utilizar su 
nombre en el reporte.   

 

Si quiere estar en el estudio, firma su nombre en la línea de abajo. 

 

Nombre del participante (impreso): ________________________________________  

 

_________________________________ ____________________________________  

(Firma del participante)                                                                        (Fecha)  

_________________________________ ____________________________________  

(Firma de persona obteniendo el consentimiento)                                (Fecha) 
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Appendix E: Bilingual Voices from the Coast Parent Interest Form 
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Parent Contact: 
Parent Name: _________________________________________ 

Child’s Name: _________________________________________ 

Phone Number:________________________________________ 

Address:____________________________________________ 

Background Information: 
1. What languages do you speak? __________________________ 

2. What language did you first learn? _______________________ 

3. What language do you usually speak at home? _______________ 

4. In which language do you prefer to receive school information? 

__________ 

5. Ethnic and racial identity (Response to this question is optional.) 

Choose one Ethnicity: 

 Hispanic/Latino 

Not Hispanic/Latino 

 

Choose one or more (regardless of ethnicity) 

Asian                 American Indian or Alaska 

Native  

Black or African American                White     

Native Hawaiian or Pacific Islander 

Interest in Being a “Focal Parent”: (Please mark one box below.) 

 Yes, I am interested in participating as a focal parent.  This means I 
agree to complete two interviews in my home.  I understand that these 
interviews will be audio recorded. 

    No, I am NOT interested in participating as a focal parent. 

Voices from the Coast 
Parent Interest Form 
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Contacto del Padre: 
Nombre del Padre: _____________________________________ 

Nombre del Niño: ______________________________________ 

Teléfono: ____________________________________________ 

Dirección: ____________________________________________ 

Información de Fondo: 
6. ¿Qué idiomas habla usted? _____________________________ 

7. ¿Cuál idioma aprendió usted primero?_____________________ 

8. ¿Qué idioma habla usted normalmente en casa? ______________ 

9. ¿En cuál idioma prefiere usted recibir información de la 

escuela?_________ 

10. 5.  La identidad étnica y racial (Respuesta a ésta pregunta es opcional). 

Elija un grupo étnico: 
 Hispano/Latino 
No Hispano/Latino 
 

Elija una o más (independientemente del grupo 
étnico):																																																			

		 Asiático           Amerindio o nativo de Alaska  

  Negro o afroamericano                    Blanco      

  Nativo de Hawái u otra isla del Pacífico											 

Interés en ser “Padre Focal”:(Por favor marque una caja abajo.) 

 Sí, quiero tomar parte como un padre focal.  Esto quiere decir que 
concuerdo completar dos entrevistas en mi hogar.  Comprendo que estas 
entrevistas serán grabadas.   

   No, NO tengo interés en participar como padre focal.   
 

Voces Desde la Costa 
Forma de Interés de Padre 
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Appendix F: Bilingual Family Night Flyers 
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Dear Families, 

You are invited to attend a series of 3 Family Nights.  Come and have fun learning  

about the ocean together!   

Schedule of Tuesday Night Family Activities:  

 Light Dinner~ Subway Sandwiches 

 Family Activity~ Learning about the ocean 

 Adults~ Conversation about the family activity (This part is optional) 

Children ~ Activity with childcare provided 

Each Family Night will start at 5:30 p.m.  in Mrs.  Roebber’s Classroom. 

If you plan to attend, please fill out the form below and return it to Mrs.  Roebber.   

 This information will help in ordering food and preparing enough materials for 
everyone. 

‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐ 

Any questions?  Please call or e‐mail!                  
  Susan Roebber: XXX‐XXXX susan.roebber@lincoln.k12.or.us 

 

 

Student: 

DATE  Number of Family 
Members Attending 

Childcare Needed for siblings 

(Please list name and age of child/children) 

May 22     

May 29     

June 5     

MRS.  ROEBBER’S FAMILIES

YOU ARE INVITED!!!! 

3 FAMILY NIGHTS 
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Estimadas Familias, 

¡Están invitados a participar en 3 Noches de Familia!  ¡Vengan y diviértanse 

 aprendiendo acerca del océano juntos! 

Horario Para Las Noches de Actividades de Familia en los martes: 

 Cena ~ Sandwiches de Subway 

  Actividad con la familia~ Aprendiendo acerca del océano 

 Adultos~ Conversación acerca de la actividad de familia (Esta parte es  

opcional) 

Niños~ Actividad con cuidado de niños 

Cada Noche de Familia comenzará a las 5:30 p.m.  en el salón de clase de la Sra.  
Roebber.   

Si van a asistir,  por favor llenar la forma abajo y regresar a la Sra.  Roebber.  Esta 
información ayudará en ordenar alimento y  en preparando suficientes materiales para 
todos.   

‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐‐ 

¿Preguntas?  ¡Por favor llamar o mandar correo electrónico!              

Susan Roebber: XXX‐XXXX  susan.roebber@lincoln.k12.or.us 

Estudiante: 

FECHA  Número de 
Miembros 
 de la Familia que 
Asistirán 

Cuidado de niños (Por favor escriba el 
nombre/los nombres y la edad/las edades 
 de niño/niños) 

May 22     

May 29      

June 5     

LAS FAMILIAS DE LA SRA.  ROEBBER

¡¡¡ESTAN INVITADOS!!!! 

3 NOCHES DE FAMILIA 
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Susan Roebber: XXX-XXXX   susan.roebber@lincoln.k12.or.us 

 

 

 

 

 

 

 

 

 
Susana Roebber: XXX-XXXX  susan.roebber@lincoln.k12.or.us 

RECORDATORIO 
1˚ Noche de Familia 

Mañana- martes el 22 de mayo  
              a las 5:30 

Salón 5 ~ La Clase de  
la Sra.  Roebber 

*ENTREN LA ESCUELA AL NORTE DEL EDIFICIO, 
CERCA DE NUESTRA CLASE* 

REMINDER 
1st Family Night 

Tomorrow- Tuesday, May 22 at 5:30  
Room ~ Mrs.  Roebber’s Classroom 

*ENTER THE SCHOOL AT THE NORTH END 

OF THE BUILDING BY OUR CLASSROOM* 
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Appendix G: Home-School Connection Tasks 
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Name:____________________________ Date:__________ 
 

Home-School Connection: Water Log 
Talk with a member of your family about how you use water every day.  
Create a table, picture, or write about the water you use in 24 hours.  (Use 
additional paper if needed.) 

For example:  When I brush my teeth, I get water from the faucet in the 
bathroom.  I use about 3 cups of water in the process of brushing my teeth. 
 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 
Name of family member(s) you worked with: ______________________ 
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_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 
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Nombre: _____________________  Fecha: _____________ 

Conexión entre Hogar y Escuela: Inventario de Agua 
Hable con un miembro de su familia acerca de cómo utilizas el agua cada día.  
Haga una tabla, un dibujo, o escriba sobre el agua que usas en 24 horas.  (Use 
papel adicional si es necesario.) 

Por ejemplo: Cuando me lavo los dientes, uso agua del lavabo en el baño.  Yo 
uso unas 3 tazas de agua en el proceso de cepillarme de los dientes. 
 

 
 

Nombre(s) de miembro(s) de familia con quien trabajó: ______________ 
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_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 
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Name: ______________________ Date: _______________ 

Home-School Connection: Living at the Oregon Coast 

Interview a family member about how they came to live at the Oregon Coast.  
Ask questions that help you understand how and why they ended up living 
here and why they have stayed.  Write and/or sketch about what you learn.  
(Use additional paper if needed.) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

Name of family member(s) you worked with:  ____________________ 
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_________________________________________________ 

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 

 



258 

 

Nombre: ______________________  Fecha: __________ 

Conexión Entre Hogar y Escuela: Viviendo en la Costa de Oregon 

Haga una entrevista con un miembro de su familia acerca de cómo el/ella se 
vino a vivir en la costa de Oregon.  Haga preguntas que le ayudará a entender 
cómo y por qué terminó viviendo aquí y por qué se ha quedado.  Escriba y/o 
haga un dibujo mostrando lo que aprendes.  (Use papel adicional si es 
necesario.) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Nombre(s) de miembro(s) de familia con quien trabajó: ________________ 
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_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 
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Name: ______________________ Date: _______________ 

Home-School Connection: Adventures at the Coast 
Talk to a family member about a time that he/she had an interesting or 
exciting experience in or near a river or the ocean.  Write and/or sketch 
about your experience.  (Use additional paper if needed.) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

Name of family member(s) you worked with: ________________________  
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_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 
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Nombre: ______________________ Fecha: _____________ 

Conexión Entre Hogar y Escuela: Aventuras en la Costa 

Hable con un miembro de la familia de un tiempo que el/ella tuvo una 
experiencia interesante o emocionante en o cerca de un río o el océano.  
Escriba y/o haga un dibujo mostrando lo que aprendes sobre ésta 
experiencia.  (Use papel adicional si sea necesario.) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

Nombre(s) de miembro(s) de familia con quien trabajó: ______________  
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_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________

_________________________________________________ 
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Appendix H: Parent Journal Prompts 
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1. Write about ways you have been involved in your child’s 
education before. 

2. What are ways you prefer to be involved in your child’s 
education? 

3. Write about your experience at the first Ocean Literacy Family 
Night. 

4. Free write!  Choose what you want to write about.   
 
 
 
 

 

1. Escriba acerca de maneras en que usted ha sido 

involucrado en la educación de su hijo/a antes. 

2. ¿Cuáles son maneras en que usted prefiere ser involucrado 

en la educación de su hijo/a? 

3. Escriba acerca de su experiencia en la primera Noche de 

Familia Acerca del Aprendizaje del Océano. 

4. ¡Tema Libre!  Escoja lo que quiere escribir.   

Parent Journal  

Writing Ideas #1 

Ideas Para Escritura en 

los Diarios de Padre #1 
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1. Write about interactions you have with your child’s teacher, 
with other parents from school, and with other adults in 
school. 

2. What types of homework assignments do you feel are most 
beneficial for your child? 

3. Write about your experience at the second Ocean Literacy 
Family Night. 

4. Free write!  Choose what you want to write about.   
 
 
 
 

 

1. Escriba acerca de maneras en que usted tiene interacciones 
con la maestra de su hijo/a, con otros padres de la escuela, y 
con otros adultos en la escuela. 

2. ¿Qué tipos de tareas de casa piensa usted que son más 
beneficios para su hijo/a? 

3. Escriba acerca de su experiencia en la segunda Noche de 
Familia Acerca del Aprendizaje del Océano. 

4. ¡Tema Libre!  Escoja lo que quiere escribir.   
 

Ideas Para Escritura en los 

Diarios de Padre # 2 

Parent Journal 

Writing Ideas # 2 
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1. Think about your interactions with water and the ocean.  As a 
coastal resident, what work or leisure activities do you do that 
connect you to water and the ocean? 

2. What is your favorite thing about living at the coast?  What is 
your least favorite thing about living at the coast? 

3. Write about your experience at the third Ocean Literacy 
Family Night. 

4. Free write!  Choose what you want to write about.   

 

 

1. Piense en sus interacciones con agua y el océano.  ¿Cómo un 
residente de la costa, qué trabajo o pasatiempos tiene usted 
que le conectan con el agua y el océano? 

2. ¿Cuál es su cosa favorita según viviendo en la costa?  ¿Qué es 
lo que le gusta menos acerca de vivir en la costa? 

3. Escriba acerca de su experiencia en la tercera Noche de 
Familia Acerca del Aprendizaje del Océano. 

4. ¡Tema Libre!  Escoja lo que quiere escribir.   
 

Ideas Para Escritura en los 

Diarios de Padre #3 

Parent Journal  

Writing Ideas #3 



268 

 

 

 

 

 

 

Appendix I: Bilingual Parent Study Group Questions 
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Date: ____________________________ 

Topic: _________________________________________________ 

Parent Study Group Focus Questions: (Used following each of the 3 Family  

Night activities) 

Map of Group: 

 

 

 

 

 

 

 

    

1. What are the concepts about the ocean that you and your child explored together 
in the parent-child activity this evening? 
 
¿Cuáles son  los conceptos acerca del océano que usted y su niño exploraron 
juntos en la actividad de padre y niño esta noche? 

2.  What experience, skills, or knowledge do you have related to the ocean literacy 
topic that we explored this evening? 
¿Qué experiencias, habilidades,  o conocimiento tiene usted que es relacionado al 
tema del aprendizaje del  océano que exploramos esta noche? 

3. In what ways can you continue to explore this topic with your child outside of 
school? 

¿En qué maneras puede continuar  explorando este tema con su niño fuera de la 
escuela? 
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4. (Following 2nd and 3rd Family Nights) 
Have you had an opportunity to expand on any of the family night activities we 
have done previously, or perhaps to do any other ocean/water related activities in 
the last several weeks? 
¿Ha tenido la oportunidad de ampliar en alguna de las actividades de noches de 
familia que hemos hecho antes, o tal vez para hacer cualquier otra actividad que 
se relaciona al océano/agua en las últimas semanas? 
 

5. Describe some of the interactions you had with others during the activity this 
evening.  Think about interactions with your child, other parents, or the teacher. 
 Describe algunas de las interacciones que usted  tuvo con otros durante la 
actividad esta noche.  Piense de interacciones con su niño, con otros padres, o con 
la maestra. 

6. Will your participation in the activity this evening influence your participation in 
your child’s education in school or outside of school in any way? 
 ¿Influirán  las actividades de esta noche su participación en la educación de su 
niño en la escuela o fuera de la escuela en alguna manera? 

 
7. What types of communication and or activities typically are effective in engaging 

you and/or other family members in school related activities? 
¿Qué tipo de comunicación o qué tipo de actividades típicamente sirven para 
fomentar a usted y /o a otros miembros de la familia en tomar parte en las 
actividades relacionadas con la escuela? 
 

8. Other thoughts or ideas?  
¿Otros pensamientos o ideas? 
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Appendix J: Bilingual Home Interview Questions for Focal Parents 
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Home Interview #1 and Home Interview #2 were combined as all focal parent 
interviews took place following the family nights.   

Home Interview #1: Prior to Family Night Activities 

 These questions are intended to start conversations related to these study topics.  The 
researcher will ask follow-up questions based on parent responses. 

 
1. Parent History and Work Experience:  

a. How did you come to live at the Oregon coast? 
b. What are some of the joys and challenges of living here? 
c. What are some of your skills, talents, or hobbies?  
d. What types of work have you done in this community? In other 

communities?  
e. What languages are spoken in your home? In what situations is each 

language used by different family members? 
f. What is your own educational background? 

2. Family/Household Routines and Activities: 
a. What kinds of household chores or routines does your child help with? 
b. What kinds of activities do you do as a family at home? In the local 

community? In neighboring communities? In other places? 
c. What kinds of reading, math, or science related activities do family 

members do at home? 
3. Parent Experiences with School Involvement: 

a. What do you view as your role in your child’s schooling process? 
b. What kinds of conversations about school do you have with your child? 
c. How do you handle homework with your child? 
d. What is the same for your child at school as when you were in school?  

What is different? 
e. What are your experiences in being involved in activities in your child’s 

school? 
f. What kinds of school-related interactions do you have with other parents? 
g. What kinds of interactions do you have with your child’s teacher? With 

other adults in the school? 
h. In what ways are you interested in participating in your child’s school? 

What are some ways you have felt encouraged to participate in the 
school?  Are there some ways you have felt discouraged from 
participating in the school? 

i. Do you have ideas about ways you would like to be involved that have 
not been offered as a choice? 

4. Ocean Literacy: 
a. What do you think is important for your child to learn about the ocean?  
b. What kind of information has your child already learned about the ocean? 

How did he or she learn this information? 
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c. Are there particular activities that you do with your child that help 
him/her to better understand the ocean’s influence on us and our influence 
on the ocean? 
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HOME VISIT #1: TRANLATION OF QUESTIONS 
1. Historia del Padre y la Experiencia de Empleos:  

a. ¿Cómo llego usted a vivir, en la costa de Oregon?  
b. ¿Cuáles son algunas de las alegrías y los retos de vivir aquí? 
c. ¿Qué son algunos de sus habilidades, talentos, o pasatiempos?  
d. ¿Qué tipos de trabajo ha hecho usted en esta comunidad?  ¿En otras  

comunidades?  
e.  ¿Qué idiomas son hablados, o usados en su casa? ¿En qué situaciones es 

utilizado cada idioma por los diferentes miembros de la familia? 
f. ¿Cuál es su propia formación académica? 

2. Rutinas e Actividades Familiares y de la Casa:  
a. ¿Con qué clases de quehaceres o rutinas domésticos ayuda su niño?  
b.  ¿Qué clases de actividades hace usted como una familia en casa? ¿En esta 

comunidad? ¿En comunidades vecinas? ¿En otros lugares?  
c. ¿Qué clases de actividades relacionadas al leer, a las matemáticas, o a la 

ciencia hacen miembros de la familia en casa? 
3. Las Experiencias del Padre en el Involucramiento en la Escuela: 

a.  ¿Qué ve usted como su papel en el proceso de la educación de su niño?  
b. ¿Qué clases de conversaciones acerca de la escuela tiene usted con su 

niño? 
c. ¿Cómo maneja usted la tarea con su niño?  
d. ¿Qué es lo mismo para su niño en la escuela como cuándo usted estuvo en 

la escuela? ¿Qué es diferente? 
e. ¿Qué son sus experiencias en estar involucrado/a en la escuela de su niño?  
f. ¿Qué clases de interacciones relacionadas a la escuela tiene con otros 

padres? 
g. ¿Qué clases de interacciones tiene usted con la maestra de su niño? ¿Con 

otros adultos en la escuela?  
h. ¿En qué maneras es interesado/a usted a participar en la escuela de su 

niño? ¿Qué son algunas maneras que usted ha sentido apoyo a tomar parte 
en la escuela? ¿Hay algunas maneras en que ha sentido desalentado/a de 
tomar parte en la escuela? 

i. ¿Tiene usted ideas sobre las formas que le gustaría estar involucrado que 
no se han ofrecido como una opción? 

4. La Capacidad Acerca del Océano: 
a.  ¿Qué piensa es importante que su niño aprenda acerca del océano?  
b. ¿Qué clase de información ya ha aprendido su niño acerca del océano? 

¿Cómo aprendió él/ella esta información? 
c. ¿Hay actividades particulares que usted hace con su niño que le ayuda 

mejor comprender la influencia del océano en nosotros y nuestra 
influencia en el océano?  
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Home Interview #2: Following Family Night Activities 

 
These questions are intended to start conversations related to these study topics.  The 
researcher will ask follow-up questions based on parent responses. 
 
1. Parent History and Work Experience:  

a. Based on your participation in the Voices from the Coast study, have you 
made any new connections between your work experience, skills, talents, 
or hobbies (sometimes referred to as you “funds of knowledge”) and ways 
you can support your child’s ocean literacy development?  

b.  Are there other school related topics where you can use your funds of 
knowledge to support your child’s learning? 

c. Describe your experience of using your funds of knowledge in your 
interactions with your child, with other parents, and with your child’s 
teacher. 

2. Family/Household Routines and Activities: 
a. Has involvement in study activities influenced the kinds of activities you 

do as a family at home?  In the local community? In neighboring 
communities?  In other places? 

b. What kinds of reading, math, or science related activities do family 
members do at home?  Have these changed or remained the same based 
on study activities? 

c. Do you have plans or ideas about how you will use your funds of 
knowledge related to ocean literacy to support your child’s learning in the 
near future?  How about ways to use your funds of knowledge to support 
your child’s learning about other topics? 
 

3. Parent Experiences with School Involvement 
a. What do you view as your role in your child’s schooling process? 
b. What kinds of conversations about school do you have with your child?  

Have these conversations changed or remained the same following your 
participation in study activities? 

c. Has how you handle homework with your child changed or remained the 
same based on study activities? 

d. Describe your experiences in being involved with your child in the family 
night activities?  How were these experiences similar or different to your 
prior experiences in being involved in activities in your child’s school? 

e. Describe your experiences of interacting with other parents in study 
activities.  How were these experiences similar or different to your prior 
experiences in being involved in school-related experiences with other 
parents? 
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f. Describe your experience of interacting with your child’s teacher in study 
activities.  How were these experiences similar or different to your prior 
interactions with your child’s teacher? With other school adults? 

g. In what ways has participation in study activities influenced your thinking 
about how you want to be involved in your child’s school?  Are there any 
study activities that you found encouraged your participation?  Are there 
any that discouraged your participation? 
 

4. Ocean Literacy: 
a. What do you think is important for your child to learn about the ocean?  

Has this changed based any study activities? 
b. Do you have any specific ideas or plans about how you can continue to 

support your child’s learning about the ocean outside of school?  In 
school? 
 

5. Family Nights: 
a. Do you have any questions or comments about the family nights that you 

haven’t had the opportunity to address? 
b. Any “Plus/Delta” recommendations- Explain- positive/change 
c. For future planning, what are days of the weeks, times of the, day, and 

months you would be most likely to participate in future family nights? 
d. What are your responses to the way family nights were conducted 

bilingually?  
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HOME VISIT #2: TRANLATION OF QUESTIONS 

 
1. Historia del Padre y la Experiencia de Empleos:  

a. ¿Basado en su participación en el estudio de Voces desde la Costa, ha 
hecho usted algunas nuevas conexiones entre su experiencia de empleo, 
sus habilidades, talentos, o pasatiempos (se puede referir a esto como sus 
"fondos de conocimiento’) y maneras en que usted puede apoyar el 
desarrollo del aprendizaje del océano de su niño? 

b. ¿Hay otros temas relacionados a la escuela donde usted puede utilizar sus 
fondos de conocimiento para apoyar a su niño? 

c. Describa su experiencia de utilizar sus fondos de conocimiento en sus 
interacciones con su niño, con otros padres, y con la maestra de su niño.   

2. Rutinas e Actividades Familiares y de la Casa:  
a. ¿Han cambiado los tipos de actividades que  hace usted como una familia 

en casa como resultado de tomar parte en las actividades del estudio? ¿En 
esta comunidad? ¿En comunidades vecinas? ¿En otros lugares?  

b. ¿Qué clases de actividades relacionadas al leer, a las matemáticas, o a la 
ciencia hacen a miembros de la familia hacen en casa? ¿Han cambiado o 
se han quedado lo mismo basado en actividades del estudio? 

c. ¿Tiene usted planes o ideas acerca de cómo usted pueda usar sus fondos 
de conocimiento relacionados al aprendizaje acerca del océano para 
apoyar al  aprendizaje de su hijo en el futuro cercano?  ¿Y maneras en que 
usted pueda usar sus fondos de conocimiento para apoyar el aprendizaje 
de su hijo en otros temas? 
 

3. Las Experiencias del Padre en el Involucramiento en la Escuela: 
a.  ¿Qué ve usted como su papel en el proceso de la educación de su niño?  
b. ¿Qué clases de conversaciones acerca de la escuela tiene usted con su 

niño? ¿Han cambiado estas conversaciones o se han quedado lo mismo 
basado en su participación en las actividades del estudio? 

c. ¿Ha cambiado como usted maneja las tareas con su niño basado en 
actividades del estudio?  

d. ¿Describe sus experiencias en tomar parte con su niño en las actividades 
de las noches familiares? ¿Cómo fueron éstas experiencias semejantes o 
diferentes a sus experiencias previas en participar en actividades en la 
escuela de su niño? 

e. Describa sus experiencias de interactuar con otros padres en las 
actividades del estudio.  ¿Cómo fueron éstas experiencias semejantes o 
diferentes a sus experiencias previas en participar con otros padres en la 
escuela? 

f. Describa su experiencia de interactuar con la maestra de su niño en las 
actividades del estudio.  ¿Cómo fueron éstas experiencias semejantes o 
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diferentes a sus interacciones previas con la maestra de su niño? ¿Con 
otros adultos en la escuela?  

g. ¿En qué maneras ha influido su participación en las actividades del estudio 
sus pensamientos de cómo quiere participar en la escuela de su niño? ¿Hay 
actividades del estudio que usted encontró apoyaron su participación? 
¿Hay cualquiera que desalentó su participación?  

4. La Capacidad Acerca del océano: 
a.  ¿Qué piensa es importante que su niño aprenda acerca del océano? ¿Ha 

cambiado esto basado en las actividades de estudio?  
b. ¿Tiene algunas ideas o planes específicos acerca de cómo puede continuar 

apoyar su niño en el aprendizaje acerca del océano fuera de la escuela? 
¿En la escuela? 

5. Noches de Familia: 
¿Tiene alguna pregunta o comentario acerca de las noches de familia que asistió a 
que no ha tenido la oportunidad de abordar?  
b.  ¿Cualquier  Positivo/Cambio (Explica Plus / Delta)? 
c.  ¿Para planear, cuáles días de la semana, tiempos del día, o meses serian mejor 
para su participación en noches familiares en el futuro? 

d. ¿Qué le parece la manera de conducir las noches familiares en forma bilingüe? 
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Appendix K: Summary of Data Collection Tools Used 
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Summary of Data Collection Tools Used 

1. Three Parent Study Groups : 16 Parent Participants 
Data Collected 

 Audio recording of parent 
discussion 

Source of Data 

Any parent who completed the informed consent 
process and who participated in any or all of 3 parent 
study groups following Ocean Literacy Family Night 
activities 

2. Artifacts: 16 Parent Participants and 12 Students 

Data Collected 
 Photographs and 

photocopies of artifacts 
created during family nights 
by parents with children 

 Parent Journal Responses 
 Photocopies of Home-

School Connection 
assignments 

Source of Data 

Any artifact created by parents who completed the 
informed consent process.   

Any artifact created by parent and child where the 
parent completed the informed consent process and  
child completed the assent process 

3. In-Depth Interviews of Focal Parents: 6 Focal Parent Participants  

Data Collected 
 Audio recording of parent 

interview 

Source of Data 

Any parent who indicated interest in serving as a focal 
parent on the Voices from the Coast Parent Interest 
form 

4. Teacher-Researcher Fieldnotes and Analytic Memos 

Data Collected 
 Fieldnotes  
 Analytic memos  

Source of Data 

Teacher-Researcher notes taken prior to, during, or 
following interaction with parents during study 
activities 

Analytic memos created during transcription, analysis, 
and writing process 
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Appendix L: List of Codes Used 
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Appendix M: Collective Summary of Family Funds of Knowledge  
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Collective Family Funds of Knowledge  

Funds of 
Knowledge 

Study 
Participants 

Source 

(Ocean Literacy Related 
skills, knowledge, or 
experience are shown in 
bold italics.) 

 

A
rt

if
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ts
 

P
ar
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t 

S
tu
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y 

G
ro

up
 

H
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l 
C

on
n

ec
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P
ar

en
t 

Jo
u

rn
al

 

In
- 

D
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th
 

In
te

rv
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w
 

Advertising FP2     X 

Agriculture: Nuts, Fruits FP6     X 

Baking FP3     X 

Beachcombing(identi-
fication of plants, 
animals, shells, rocks, 
and debris) 

P1, FP3, FP5 X X X  X 

Boating P1, FP3,  X X X  X 

Business management 
(budgeting, payroll, 
inventory control,  
marketing) 

FP1, FP2, FP3 P1  X   X 

Computers  FP5     X 

Construction FP 3, P1, P6 X X    

Cooking FP4   X  X 

Crabbing FP3, P3, P4 X X   X 

Custodial FP3, P4, P9  X   X 

Fishing FP2, FP3, 
FP4,P1,P3,P7 

X X X  X 

Gardening FP4 X  X  X 

Geography of Area FP2, FP3, P5, P6 X     

Graphic Design FP2     X 

Guns: Use and Care FP2     X 

Hair Styling FP 10  X    

History FP2, FP3  X   X 

House Cleaning FP1, FP4, P3, P5, 
P8 

 X X  X 

Journalism (editing and 
marketing) 

FP2     X 
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Kite Building FP2     X 

Kite Flying: (Indoors 
and Outdoors) 

FP2     X 

Knitting FP4     X 

Language: (Mayo, 
Spanish) 

FP4, FP6, P2,P8, 
P9 

 X   X 

Law Enforcement FP5  X   X 

Maintenance FP3, P2  X   X 

Physical Fitness FP5     X 

Project Management FP3     X 

Reading FP1, FP3, FP4     X 

Retail Sales FP1     X 

Scout Leader FP2  X   X 

Security P7  X    

Sewing FP2     X 

Sign Language  P3  X    

Surfing P1  X    

Survival Skills-Outdoors FP2, P1, P10 X    X 

Swimming FP4     X 

Weather Forecasting FP,P1  X    

Woodworking FP3     X 

Writing  FP6     X 

 

 

 

 

 



 

 

 

 

 


