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Abstract
Although strong parent-teacher relationships are pertinent to students’ achievement and well-
being, there are many common barriers to effective parent-teacher relationships, such as
miscommunication and misalignment of beliefs or expectations. This study investigates one
possible way to overcome these challenges: increasing teachers’ understanding of families’
cultural wealth and the application of that knowledge utilizing asset-based approaches. Through
a secondary analysis of survey data collected from 23 classroom teachers and 44 parents, this
study examined how teachers’ incorporation of families’ cultural wealth into the classroom and
their interactions with families impacts parent perspectives on the parent-teacher relationship (as
measured by communication, cultural wealth, parental engagement). The results of multi-level
modeling showed no significant effects of teachers’ inclusion of cultural wealth (specifically
familial or linguistic capital) into the classroom or relationships on parent sentiments regarding
communication, cultural wealth, or parental engagement. The findings showed meaningful
medium-sized effects of teachers speaking a little bit of Spanish on all three measured aspects of
the parent-teacher relationship. These findings suggest measuring specific components of
cultural wealth requires complex and nuanced measures with multiple sources of information
(e.g., qualitative interviews, observational data) to capture the relationships between multilingual

families and teachers.



Introduction

Classrooms in the United States are becoming increasingly diverse with students from a
variety of cultural, linguistic, social, and racial backgrounds (Ahmad & Boser, 2014; de Brey et
al., 2019). With each student and family bringing individual perspectives around ideal family
involvement or engagement within the schools, mismatches between parental expectations and
teacher expectations may occur, leaving unclear responsibilities and tension in the parent-teacher
relationship (Lareau, 1987). These misalignments may be more pronounced for students whose
backgrounds differ from the teachers' experiences and backgrounds, such as differences in
socioeconomic status, educational levels, or immigration status (Hughes & Kwok, 2007; Miller
et al., 2016; Ogg et al., 2021). More specifically, teachers may be unaware of the accumulated
assets and resources of communities of color or other marginalized people (Miller et al., 2016;
Saathoff, 2015; Trueba, 2009; Yosso, 2005). These discrepancies can also influence the student's
performance and self-efficacy, resulting in behavioral and academic impacts. With over five
million multilingual learner students (sometimes referred to as English Learners or English
Language Learners) in the US and a large majority speaking Spanish (National Center for
Education Statistics [NCES], 2022), research into effectively supporting multilingual learner
students can provide support for more effective and inclusive, asset-based teaching practices and
culturally responsive teaching.

Asset-based pedagogy (ABP) asserts that students’ culture is a strength and strives to
combat injustices (Morrison, 2017). Culturally responsive teaching similarly involves
acknowledging and incorporating marginalized students’ knowledge, language, beliefs, and
values into the curriculum, assessments, and family engagement initiatives (Flint & Jaggers,

2021). Within the classroom, asset-based practices include practices such as reinforcing



vocabulary using Spanish cognates, inviting multilingual students to share their experiences, or
communicating ways in which students’ and families’ bilingualism is a strength to their learning
(Gonzalez, 2021; Kelley & Kohnert, 2012; Project ELLIPSES, 2020). Yosso’s (2005) model of
community cultural wealth as a critical race theory (CRT) interprets six core forms of capital that
focus on the often-disregarded strengths of marginalized groups, including aspirational,
navigational, social, familial, linguistic, and resistant capital. Both familial and linguistic capital
can be leveraged by teachers to build on families’ strengths. Familial capital includes cultural
knowledge, memory, intuition, and history that is developed among family- including extended
family or ancestors- and kin. This kind of cultural wealth extends to communal care,
consciousness, and bonds. Linguistic capital refers to the skills acquired through bilingual or
multilingual communication and communication skills or experiences, such as skills resulting
from memorization necessitated by listening to oral histories or storytelling traditions (Y osso,
2005).

Asset-based pedagogy includes teachers assuming students, families, and parents have
the “skills, resources, beliefs and ideas that are valuable to learning and teaching” (Flint &
Jaggers, 2021, p. 256). There is abundant literature on the positive impacts of parent-teacher
relationships, high expectations for students, and asset-based pedagogy; however, there is a
paucity of experimental or quasi-experimental research on how teachers’ use of asset-based
approaches can influence the parent-teacher relationship. Because the parent-teacher relationship
can influence student trajectories, this study looks at the correlation between teachers’
incorporation of families’ cultural wealth and the parent-teacher relationship. More specifically,
this study investigates the correlation between teachers’ utilization of familial and linguistic

capital and the impact it can have on families.



Asset-based Approaches and Culturally Relevant Teaching

Models using asset-based approaches- like Yosso’s model of community cultural wealth-
have been proposed to encourage student learning and belonging within classrooms. These new
models are necessary because the dominant approaches to teaching and development tend to be
deficit-based, which means they focus on the problems, needs, and deficiencies of a community
(Ebersohn & Eloff, 2006). These problem-based approaches view students from diverse
backgrounds as having cultural deficits because their backgrounds and cultural experiences do
not match the dominant white culture that is most represented in schools and society (Flint &
Jaggers, 2021). Asset-based approaches also refer to the practice of amplifying the voices of
marginalized communities in conversations around effective practices.

The benefits of asset-based approaches are not limited to students of colors or
multilingual learners. For example, in a study of learners with visual impairments (LVIs),
involving LVIs in decision-making processes was significant to their holistic well-being.
Another element of these asset-based approaches is strengthening the relationships between
students, teachers, and parents and viewing those relationships as a resource (Ramatea &
Khanare, 2021). Within this study, the asset-based approaches in consideration are teachers’
incorporation and engagement with students’ and parents’ familial and linguistic capital into
their communication, outreach, and interactions with parents. Teachers do this by drawing on
students’ and parents’ language and culture in order to better engage students and families and
intentionally activate students’ background knowledge to support their learning. These
approaches are expanded beyond the classroom in teachers’ beliefs and approaches in connecting
with and engaging with parents, such as by inviting parents from diverse populations to share

their knowledge and experiences with one another or the teachers, or by encouraging families to



continue speaking another language (Goldenberg, 2014; Larrotta & Yamamura, 2011; Valdez &
Lugg, 2010).
Parent-Teacher Relationships

Strong and positive parent-teacher relationships foster students’ academic growth and
success. Positive family-school relationships are correlated with increased GPA and standardized
test scores, improved behavioral and social skills, better adaptation to schools, improved
attendance and school climate, and improved family services, parent skills, and support from
teachers (Lasater, 2016). Stronger parent-teacher relationships are also correlated positively with
higher levels of emotional regulation in children (Acar et al., 2021). The benefits of strong
parent-teacher relationships, active communication, mutual respect between parents and teachers
span across a variety of cultures and countries (Ceballo et al., 2014; Fu et al., 2022;. This holds
true for Latino (sometimes referred to as Latinx or Latina) students as participation and
attainment of academic success are facilitated by parent involvement at home and at school
(Bohon et al., 2005; Ceballo et al., 2014).

Parent involvement has played an important and recognized role in the education of
children for centuries, with laws requiring parents to provide education as early as in the 1692
Massachusetts colony (Hiatt-Michael, 2016). In this era of education reform, because of the
overwhelming benefits and more recent research demonstrating the positive impacts of parental
involvement and engagement on children’s achievement, schools were mandated once more to
follow requirements regarding parental involvement set forth by No Child Left Behind (NCLB)
in 2002 (U.S. Department of Education, 2003). The reauthorization of the Every Student
Succeeds Act (ESSA) continues to maintain a focus on parental engagement by calling for

schools to do the following: reach out to all family members, build cultural bridges, create



meaningful two-way communication, foster active parent involvement in their child’s school,
make spaces for parent inclusion in decision-making, and form jointly written parent and family
engagement policies (Every Student Succeeds Act, 2015).

Despite the policies and overwhelming benefits of building strong parent-teacher
relationships, there are many barriers to cultivating strong connections between families and
schools. First, teachers do not receive extensive instruction on how to work with parents. Only
60% of teacher preparation programs include specific courses on family involvement, regardless
of the support for specific courses on parent involvement (Chavkin & Williams, 1988; Epstein &
Sanders, 2006) Teachers’ preparation and education specifically on multiculturalism, language
learning, multilingual learner instructional strategies, and institutional barriers to support systems
for families in new environments is lacking (Good et al., 2010). School leaders also do not
believe graduates are well prepared to foster family-school-community partnerships (Epstein &
Sanders, 2006). Principals who participated in Harvard’s Education Schools Project maintained
similar sentiments, with only 21% reporting that teachers were “moderately well” or “very well”
prepared to work with parents (Bartels & Eskow, 2010; Levine, 2006). While many teachers feel
unprepared, numerous teachers are eager to find ways to build meaningful relationships with
parents and to learn how to do so in culturally relevant ways (Chen et al., 2007).

A lack of strong preparation in home-school relationships can be reflected in classrooms.
Teachers and parents may make assumptions about one another and fear or avoid conflict,
creating negative communication. If parents and teachers do not consider one another as partners
in the child’s education, then communication may break down before ever beginning. This can
stem from a perceptual gap between teachers and parents on the kinds of behavior essential to

effective collaboration (Bang, 2018). Historical discrimination and differing experiences
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navigating education systems can also lead to distrust in educators, poor information and
resources, and challenges with handling conflict appropriately between educators and parents
(Lasater, 2016). These challenges are heightened when teachers hold varying beliefs and
expectations about parents’ engagement in their children’s education.

Teachers and schools often hold expectations of parent involvement and types of parental
involvement that are considered more ‘desirable,” often favoring the dominant culture and
leaving out socially vulnerable groups, differentially impacting parents from diverse
socioeconomic and cultural groups (Theodorou, 2008). Based on measures that reflect the
dominant culture, parental participation is generally considered lower for minority parents and is
correlated to income level (Theodorou, 2008). Many teachers view immigrant parents from
deficit perspectives that do not acknowledge alternative forms of parental involvement beyond
on-site presence (Theodorou, 2008). Parent-teacher relationship building in deficit-oriented
school environments with narrow perspectives on parent engagement can leave parents feeling
unheard and with beliefs that the schools do not care about their needs.

Despite these challenges, many schools and teachers are taking steps toward expanding
parental involvement to broader asset-oriented ideas of parental engagement, encompassing
culturally responsive and collaborative ways to engage families that also address power
imbalances (Leo et al., 2019). These perspectives acknowledge that what seems like low parental
involvement may be due to differences in access to transportation or childcare, rather than
parents’ desires to participate. For example, Latino immigrant parents want to be involved in
their children’s education but can be prevented from participating by the school, such as due to a
lack of translators (Ramirez, 2003). Parents are involved in many other ways that still correlate

to student achievement, such as with high parental aspirations (Purisi¢ & Bunijevac, 2017;
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Gonzalez & Gabel, 2017) One prime example of this is that Latino parents provide significant
emotional and physical support to their children throughout schooling despite their lack of
English; many Latino families place a high cultural value on education and stay involved in other
ways (Zarate, 2007).

Many families and parents face additional barriers to building strong bonds with their
child’s teacher, such as through stereotyping and misunderstandings between families and
teachers that occur especially when there is not an alignment of socioeconomic status or race
between the parent and teacher. There is oftentimes a racial and socioeconomic status mismatch
between parents and teachers in low-income schools (Miller et al., 2016; Yazdani et al., 2020),
and these sociodemographic differences between parents and teachers can affect the relationship,
especially when teachers do not understand or acknowledge the cultural wealth diverse students
and families can bring. There are significant differences in teachers’ and Latino parents’
perceptions of one another, especially for Latino parents who speak primarily Spanish in their
households (Miller et al., 2016). In a study of parents and teachers across 52 schools, Miller and
colleagues (2016) found that Spanish-dominant Latinos have less positive perceptions of the
teachers as compared to English-dominant Latinos or non-Latino parents; meanwhile, teachers
perceive Spanish-dominant Latinos more positively. This study also found that Latino parents
often treat teachers with high respect and follow teachers' recommendations, which may result in
fewer complaints from parents resulting in teachers thinking more positively of their relationship
(Miller et al., 2016). Differences in teachers’ and parents’ reports may be reflected in the data
due to differences in the cultural perceptions of teachers. Teachers may then reach out to those
families less, creating a cycle of disengagement, negatively affecting the parent-teacher

relationship, and highlighting how communication gaps may create a roadblock to academic



12

achievement. Because Latino parents want to be involved and their involvement has a positive
impact on their children, it is critical to break the cycle of disengagement (Grace & Gerdes,
2018). Fortunately, although many teachers share concerns about miscommunication and
language barriers with families (Rivera, 2018), they also share a desire and hope to still connect
with families that could protect against this cycle of disengagement (Miretzky, 2004).

While many teachers desire better relationships, many multilingual learners face
substandard perspectives and expectations regarding how interested in education teachers think
parents are. In a case study by Huss-Keeler (1997), immigrant parents were viewed as ‘not
interested’ in their children’s education, and teachers believed the parents were incapable of
helping their children learn English. This idea was reinforced when teachers only considered
typical parent involvement in their judgments, disregarding alternative types of involvement that
do not require English, such as attending school events. This cultural misunderstanding resulted
in a teacher-parent relationship cycle that often reinforced teachers' pre-existing notions of
stereotyped parental involvement and resulted in teachers reaching out to parents less, creating a
less welcoming environment for parents to engage with the teachers (Huss-Keeler, 1997).

Further, teacher expectations of students shape student outcomes, and teachers with
higher expectations give those students more feedback, warmth, and challenging work, which
subsequently affects their behavior and motivation (Lasater, 2016). Students of color are
disproportionately placed into lower academic programs based on these teacher perceptions
(Seyfried, 1998). Teachers’ perceptions of their students' social skills are one of the main reasons
for variances in student GPA (Seyfried, 1998), highlighting the importance of teachers’ positive
perceptions and beliefs in students. High teacher expectations have been found to positively

predict college completion for students of color (Sims & Ferrare, 2021). Even when students of
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color face unreasonable low expectations, they may rely on familial capital instead for high
expectations, motivation, support, or mentorship that they may not receive from their teachers
(Luna & Martinez, 2017; Sims & Ferrare, 2021).

Teachers' perceptions have similar effects on immigrant students. Teachers may hold
conflicting opinions on these students' attitudes and abilities: teachers both perceive immigrant
families and students as holding high aspirations and educational goals, positive attitudes toward
school, and high respect for teachers, and yet teachers simultaneously believe these behaviors
will decrease over time and result in lower educational achievement (Blanchard & Muller, 2014).
This results in parents holding high expectations while teachers do not, creating a difference in
expectations. The teachers’ perceptions also result in newcomer students getting assigned into
classes with less rigorous coursework and fewer resources, reproducing inequality as students
conform to the teachers’ lower expectations (Blanchard & Muller, 2014). Most relevant to the
present research is that students’ English-language proficiency affects teachers’ expectations.
Nonimmigrant language-minority students and immigrant language-minority students were both
deemed unlikely to attend college, and the student's GPAs reflected these expectations.
Fortunately, when teachers receive training and support from schools, social mechanisms like
responsive and reciprocal communication increase social capital with parents through trust,
mutual expectations, and shared values (Shoji et al., 2014).

Ways to Strengthen Parent-Teacher Relationships

There are many existing ways to promote parent-teacher relationships. One of these
involves creating programs meant to foster connections between teachers and diverse families.
Family engagement after-school programs designed for districts with a high proportion of low-

income and ethnically diverse families that develop trust and shared expectations improve parent
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and teacher perceptions of one another; however, it does not remove the gap between Spanish-
dominant parents and teachers' perceptions of one another (Miller et al., 2016). Ethnographic
research also highlights numerous examples of the necessity for better listening and intentional
relationship-building with individuals from diverse backgrounds (Hong, 2022).

In developing parent-teacher relationships, it is important that relationships are built upon
mutual respect and an asset-oriented view; trust, respect, and simultaneous mutual efforts are
foundational in developing meaningful relationships between teachers and parents (Geller et al.,
2015). Teachers can foster authentic caring in parent-teaching relationships with emphatic
consideration, active listening, and thoughtful dialogue to celebrate, honor, and sustain their
students’ families' cultures and identities to create transformational relationships (Hong et al.,
2022). Disrupting the traditional power dynamics between teachers and families to co-construct
educational spaces with family experiences and knowledge at the center is essential to creating
equity-oriented asset-based parent-teacher relationships that engage with parents’ and students’
familial capital (Hong et al., 2022). These mindsets and practices to improve relations mirror the
act of engaging parents' and students’ familial capital by embracing cultural knowledge from the
family and aspiring to connect to the community, reflecting the care and emotional, moral, and
educational consciousness learned from kin (Yosso, 2005).

Overall, strong parent-teacher relationships are a critical component to student
achievement, emotional regulation, and success, and parents and teachers together play an
invaluable role in building a mutually reciprocal, culturally sensitive, highly engaged
relationship. Despite teachers’ efforts, existing research shows barriers to developing these
relationships, especially for parents of color, due to misalignments between parents and teachers

in expectations of the relationship and the student, stereotyped images of one another, poor
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teacher preparation programming, and deficit-based school environments and perceptions.
Developing relationships using asset-oriented approaches, such as through Yosso’s (2005) lens
of community cultural wealth, parents and teachers can build relationships on trust, mutual
respect, reciprocity, and embracing of cultural knowledge families bring. This study investigates
how asset-based approaches that teachers incorporate into the classroom impact their parent-
teacher relationships with Latino parents of multilingual learners. This study investigates two
specific types of cultural wealth- familial capital and linguistic capital- to explore specific ways
teachers’ incorporation of cultural wealth may translate to their relationships with parents and
how parents feel about the parent-teacher relationship. Increased knowledge of the complexities
of asset-based approaches that foster strong parent-teacher relationships with Latino parents
could help bridge the perceptual gap between teachers and parents and ultimately result in
increasing the achievement of the child, due to the benefits of strong parent-teacher relationships.
The Developing Collaboration and Consultation Skills (DCCS) Professional Development
Intervention Program Study

In 2014-15, a pilot study was conducted by Babinski et al. (2018) to explore the efficacy
of a professional development program created to increase the language and literacy skills of
elementary-aged Latino multilingual learners. The professional development program focused on
approaches for integrating families’ cultural wealth, a framework for collaboration between
classroom teachers and ESL teachers, and high-impact instructional strategies. The pilot study
involved a randomized control trial of 45 teachers and 105 Latino students learning English as a
second language attending local schools and in kindergarten, first, or second grade. Each teacher
was observed at the beginning and at the end of the school year, and students were individually

assessed using the Woodcock Mufioz Language Survey (WMLS) during the same time. As part
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of the program, teachers in the intervention group initially received a five-day summer institute
training, followed by four training modules conducted by the research team in October,
December, February, and April. Teachers then received ongoing instructional coaching every six
weeks during the school year from the research team, and the classroom teachers and ESL
teacher met weekly for 30 minutes as part of a school team to align instruction and content.
Teachers in both the intervention and control groups completed a survey asking questions
relating to components of the professional development program, such as the instructional
strategies they use, their collaboration, and their incorporation of cultural wealth into the
classroom, including questions related to parent involvement and engagement. Findings from
this study show positive impacts of the professional development program on teachers’
instructional practices and students’ language and literacy outcomes (Babinski et al., 2018).

Parent surveys were collected as part of this study but were not previously analyzed. The
current study uses information collected from the parent and teacher surveys about cultural
wealth and home-school relationships. In the original study, parent surveys were distributed to
parents of Latino multilingual learner students to complete at the end of the school year. If the
parent did not return the first survey, then another survey was sent home with the student.
Parents returned the survey in the stamped, addressed envelope that was included with the
survey. The parent survey included questions about their relationships with their child’s teacher
and school, focused on three primary topics: communication with the child’s teachers and
school, cultural wealth, and parental engagement in school-based activities. Parents received a
$20 gift card for completing the survey.

Methods
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The current study is a secondary data analysis of the original DCCS pilot study data,
including the parent surveys, to investigate how teachers’ use of asset-based approaches
regarding parent interactions impact parent-teacher relationships with Latino families. The
previous study focused on the professional development program and its impacts.

Participants

The participants in this study included 45 teachers and 57 parents. Classroom teachers
were invited by ESL teachers who were recruited to participate in the study; ESL teachers
invited classroom-teacher colleagues teaching kindergarten, first, or second grade to participate.
The school team submitted an application to join the study after their principal signed an
agreement stating they understood the teachers would need 30 minutes to collaborate weekly if
randomly assigned to the intervention group. Schools were then matched based on the percentage
of students who were eligible for free or reduced-price lunch, and then schools were randomly
assigned within a pair to a waitlist/control group or to the intervention group.

Teachers

Of the 43 teachers recruited and invited to join the study, 32 teachers were classroom
teachers. The thirteen ESL teachers were excluded from the current analysis. Seven additional
classroom teachers were excluded from this study. Four teachers were excluded due to missing
teacher-level data despite having matching parent-level data. Two teachers were excluded due to
having no parent-level data matched. One teacher was removed because their only student/parent
match involved a parent who completed an invalid form. There were 23 classroom teachers
included in this study with teachers’ years of experience ranging from one to 29 years of
experience (M = 8.93); 13 teachers with Bachelor’s degrees, 10 teachers with Master’s or

degrees beyond Master’s. There were 10 kindergarten teachers, eight first-grade teachers, and
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five second-grade teachers. Of the teachers in the current analysis, 20 were female, and two were
male (one participant did not indicate gender), and 21 of the teachers identified as non-
Hispanic/Latino (two did not respond to this question). Three teachers identified as African
American or Black; the remaining 18 teachers identified as White (two participants did not
respond). The majority of the teachers spoke only English: 18 spoke English only, three spoke
beginner Spanish, one teacher was fluent Spanish, and one teacher spoke a second language
other than Spanish.
Parents

Parents of Latino students who were learning English, spoke Spanish as their first
language, qualified for ESL services, and were within the participating classrooms were invited
to participate in the study. Of the 57 initial parent participants, six parents’ data were excluded
from this study due to excluded matched teacher-level data. An additional seven parents who
responded to the questionnaire in English completed an invalid form (which included a mistake
on the response scale), resulting in uninterpretable data which are not included in these analyses.
Valid survey responses were obtained from 44 parents: 39 were mothers, one was a father, and
one form was completed by a mother and father jointly (missing = three). Only three participants
had one child (7% only child, 50% with 2-3 children, 32% with four or more children). All but
one of the participant responses indicated identifying as Hispanic; one identified as Native
American or Alaska Native, seven participants identified as White, 29 participants identified as
other, which encompassed Guatemalan, Hispanic, Latino, Spanish, and Mexican. There were 24
parents who spoke Spanish all of the time with their children, seven who spoke Spanish most of
the time, and 11 who spoke both Spanish or English (two participants missing).

Materials
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Numerous measures, tests, and questionnaires were administered during the original
study, such as questionnaires that were created to examine classroom-teacher and ESL teacher
collaboration, efficacy, parent outreach, parent involvement, and use of high-impact instructional
strategies. The original items for both the parent and teacher surveys were derived and adapted
from The National Center for Family and Community Connections with Schools 4 Toolkit for
Title I Parental Involvement (Ferguson, 2009). The survey measuring teacher-level data in this
study focuses on seven items in the parent involvement section of a post-test survey at the end of
the school year. The items in the original 12-item Likert-type measure were selected due to their
focus on linguistic or familial capital, both forms of Yosso’s model of cultural wealth. The
linguistic capital items focused on items regarding encouraging families to continue speaking
and reading in Spanish with their child or providing materials to parents in Spanish. The teacher
responses regarding their proficiency in another language was coded into four categories
reflecting various Spanish proficiency levels. The familial capital items focus on incorporating
students’ culture into the classroom and assuring parents know they are supporting their child’s
education. At the end of the study, parents completed a 28-item Likert-type survey with items on
communication with their child’s teachers and school, cultural wealth, and parental engagement
in school-based activities, in addition to demographic questions. Each of the existing subscales
within the parent survey- communication with your child’s teachers and school, cultural wealth,
and parental engagement in school-based activities- was used for analysis.

Procedure

As a secondary data analysis, this study broadly investigated the relationship between

teachers’ use of asset-based approaches on parent perceptions of the parent-teacher relationship

using data from the original DCCS study by Babinski et al. (2018). The measures for asset-based



20

approaches that teachers incorporated were determined by analyzing survey items teachers that
aligned best conceptually with Yosso’s (2005) model of cultural wealth. Of all the teacher
questionnaires and scales, the parent involvement scale questions best captured measures of
cultural wealth. Five items in particular reflected familial capital, such as the item “I help the
parents of my Latino English Learners see that many things they do at home and in the
community support their child’s learning (e.g., eating meals together as a family, going to
worship services).” Three items loosely reflected linguistic capital by promoting language
inclusion through measures like “my school offers meetings and/or workshops for parents in
Spanish.” The items in the parent survey were divided into three sections that were maintained
for the analysis: communication with your child’s teachers and school, cultural wealth, and
parental engagement in school-based activities. The only items removed were questions 21 and
22, which asked if the parents spoke Spanish and/or English with their child.

Hierarchical linear modeling (HLM), or multi-level modeling, was used because students
and their parents were nested in classrooms. This model was used to determine within and
between classroom effects of teachers’ use of familial and linguistic capital on parent sentiments
regarding school communication, cultural wealth, and parent engagement. Models involving
nesting within the school and within the district were not possible because those models did not
meet the necessary convergence criteria to continue higher-level models, likely due to the small
sample size. Level 1 of the model accounts for the within-classroom parent-level differences.
This model included the following Level 2 predictors: grade level, race, Spanish proficiency,
teachers’ years of experience, familial capital, and linguistic capital as fixed effects to determine
if any teacher-level between classrooms variables predict parent responses. The general equation

for this model was:
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Yij = Poj + P1 grade 1; + P2 grade 2; + B3 race black; + B4 span_littlej + Bs span_some; +
Bs span_lots; + B7 yrexp; + Bs rel_cap; + o ling_capj + 1
where
grade 1 is a dummy-coded variable that equals 1 for first-grade teachers and 0 otherwise,
grade 2 is a dummy-coded variable that equals 1 for second-grade teachers and 0
otherwise,
race black is a dummy-coded variable that equals 1 for Black teachers and 0 otherwise,
span_little is a dummy-coded variable that equals 1 for teachers speaking a little Spanish
and 0 otherwise,
span_some is a dummy-coded variable that equals 1 for teachers speaking some Spanish
and 0 otherwise, and
span_lots is a dummy-coded variable that equals 1 for teachers speaking a lot of Spanish
and 0 otherwise.
Grade level, race, Spanish proficiency, years of experience, familial capital, and linguistic capital
were entered as fixed effects because they were expected to have potential non-random effects.
Results
Multi-Level Effects on Parent-Teacher Communication
In the full model for communication, there was insufficient evidence to conclude the
mean differences of parent responses on communication were different due to teachers’ use of
familial capital, all else held constant, F(1, 9.47) = 0.00, p = 0.999. There was also insufficient
evidence to conclude the mean differences of parent responses on communication were different
due to teachers’ use of linguistic capital, all else held constant, £(1, 12.9) = 0.00, p = 0.96.

Teachers’ use of familial capital resulted in a non-significant non-meaningful Pearson’s r effect,
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r=0.00. Teachers’ use of linguistic capital resulted in a non-significant non-meaningful
Pearson’s r effect, » = 0.01. Considering the small sample size, although there was insufficient
evidence to conclude mean differences of parent responses on communication were different due
to grade, race, Spanish proficiency, or years of experience, there were a few notable differences
that indicate possible statistically meaningful effects, based on magnitude. These potentially
meaningful effects are with second-grade teachers, all else held constant, F(1, 9.65)=1.32, p =
0.28, and teachers speaking a little Spanish, F(1, 13.6) =0.74, p = 0.41, all else held constant.
This is reflected in Cohen’s d and Pearson’s » measures of effect size in the communication
model for both second-grade teachers (d = 0.74, » = 0.35) and teachers speaking a little Spanish
(d=0.47, r=0.23). Based on the intra-class correlations, around 32% of the variation in the
parent responses on communication came from the classroom the parent’s student was in
(between teacher/classroom variation).
Cultural Wealth

In the full model for cultural wealth, there was insufficient evidence to conclude the
mean differences of parent responses on cultural wealth were different due to teachers’ use of
familial capital, all else held constant, F(1, 6.39) =0.03, p = 0.87. There was also insufficient
evidence to conclude the mean differences of parent responses on cultural wealth were different
due to teachers’ use of linguistic capital, all else held constant, (1, 8.72) = 0.04, p = 0.85.
Teachers’ use of familial capital resulted in a non-significant non-meaningful Pearson’s r effect,
r=0.07. Teachers’ use of linguistic capital resulted in a non-significant non-meaningful
Pearson’s r effect, » = 0.07). Considering the small sample size, although there was insufficient
evidence to conclude that mean differences of parent responses on cultural wealth were different

due to grade, race, Spanish proficiency, or years of experience, there were a few notable
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differences that indicate possible statistically meaningful effects based on magnitude. These
potentially meaningful effects are first-grade, F(1, 6.52) = 0.73, p = 0.42, second-grade teachers,
F(1,6.67)=1.29, p = 0.30, and teachers speaking a little Spanish, F(1, 10.7) =0.95, p =0.35, all
else held constant. This is reflected in Cohen’s d and Pearson’s r measures of effect size in the
communication model for first grade, d =0.67, r = 0.32, second-grade teachers, d =0.88, r =
0.40, and teachers speaking a little Spanish, d = 0.60, » = 0.29. Based on the intra-class
correlations, around 27% of the variation in the parent responses on cultural wealth comes from
the classroom the parent’s student was in (between teacher/classroom variation).
Parental Engagement

In the full model for parental engagement, there was insufficient evidence to conclude the
mean differences of parent responses on parental engagement were different due to teachers’ use
of familial capital, all else held constant, F(1, 5.97) = 0.02, p = 0.89. There was also insufficient
evidence to conclude the mean differences of parent responses on parental engagement were
different due to teachers’ use of linguistic capital, all else held constant, (1, 9.16) =0.04, p =
0.85. Teachers’ use of familial capital resulted in a non-significant non-meaningful Pearson’s
effect, = 0.06. Teachers’ use of linguistic capital resulted in a non-significant non-meaningful
Pearson’s r effect, » = 0.06. Considering the small sample size, although there was insufficient
evidence to conclude that mean differences of parent responses on cultural wealth were different
due to grade, race, Spanish proficiency, or years of experience, there were a few notable
differences that indicate possible statistically meaningful effects based on magnitude. These
potentially meaningful effects are speaking a little Spanish, F(1, 9.98) = 0.79, p = 0.40, speaking
some Spanish, F(1, 10) = 1.43, p = 0.26, and teachers speaking a lot of Spanish, or near fluency,

F(1,13)=1.11, p =0.31, all else held constant. This is reflected in Cohen’s d and Pearson’s r
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measures of effect size in the parental engagement model for little Spanish, d = 0.56, » = 0.27,
speaking some Spanish, d = 0.76, » = 0.35, and teachers speaking a lot of Spanish, d = 0.58, r =
28. Based on the intra-class correlations, around 27% of the variation in the parent responses on
parental engagement comes from the classroom the parent’s student was in (between
teacher/classroom variation).

Discussion

The purpose of this study was to examine the influence of asset-based approaches based
on Yosso’s familial and linguistic capital on three aspects of the parent-teacher relationship:
communication, cultural wealth, and engagement. The results of the analysis did not indicate any
significant effects of teachers’ incorporation of familial or linguistic capital on any of the parent-
level responses regarding communication, cultural wealth, or engagement. Based on this study,
there is no evidence of a relationship between teachers’ use of cultural wealth and the parent-
teacher relationship; however, the lack of findings in this study does not mean the relationship
does not exist at all.

The null findings on familial and linguistic capital in this study contrast with the findings
of studies showing important impacts of incorporating families’ cultural wealth into the parent-
teacher relationship (Geller et al., 2015; Hong et al., 2022; Miller et al., 2016; Shoji et al., 2014;
Yosso, 2005). There are multiple possible reasons why this study did not result in significant
effects. First, the study was limited by a small sample size that resulted in lower variability and
an inability to include potentially important factors at the school or district level. With a larger
and more varied sample size, it is possible more nuanced results, such as school or district-level
influences, would have been revealed. Next, the measure of familial and linguistic capital also

had some limitations. The measure itself involved a self-report Likert-type scale with only four
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teacher response options. The scale of this measure may not have been sensitive enough for
teachers to respond accurately, and retrospective self-report data may be limited by teachers’
memories or social desirability bias. In addition, the questions asked may not have best reflected
the constructs for familial or linguistic capital. There are numerous components of cultural
wealth, familial capital, and linguistic capital; the measure used in this study was not validated
and may not capture the nuances of cultural wealth. For example, because there was no metric
for the quantity or quality of teachers' efforts, key components that contribute to parent-teacher
relations, such as the presence of active communication, may have been missing in the measure
(Fu et al., 2022). Measures that include more nuanced self-report data, qualitative questions,
classroom observations, and other measures could provide more valid and reliable data to
examine the impact of cultural wealth on the parent-teacher relationship.

The complexity of cultural wealth and the components of cultural wealth- such as
familial and linguistic capital- are very challenging to measure. Most studies discussing cultural
wealth focus on cultural wealth as a whole, rather than breaking down Yosso’s (2005) model into
its components. Cultural wealth may therefore be global, rather than specific. This is why a
validated tool beyond only self-report data should be developed or used in future studies to
examine the types of cultural wealth and their impacts. The medium-effect size of teachers
speaking a little bit of Spanish despite no effect of linguistic capital indicates the need for more
nuanced measures of linguistic capital because speaking Spanish in the classroom could be
considered a way of embracing families’ linguistic capital. Future studies should examine parent-
teacher relationships of multilingual teachers with multilingual parents to investigate the roles

shared culture and language may have on the parent-teacher relationship.
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The results did indicate a medium-size effect of teachers speaking a little bit of Spanish
on parent sentiments regarding communication, cultural wealth, and parental engagement. When
considering the very small sample size, there were potentially meaningful impacts of multiple
covariates on aspects of the parent-teacher relationship. Based on Pearson’s effect sizes, there are
meaningful medium positive effects of teachers’ speaking a little Spanish on the parent-teacher
relationship in all three domains of communication, cultural wealth, and parent engagement. In
addition, there was also a medium positive effect of teachers speaking a lot of Spanish (high
proficiency) and an increase in parental engagement scores. Curiously, there was also a high
negative effect of teachers speaking some Spanish on parental engagement; this is likely due to
the extremely small sample sizes for teachers speaking some or lots of Spanish (N =1 for both).
The positive effect of teachers speaking some Spanish may indicate linguistic capital has an
effect on parent-teacher relationships when linguistic capital is operationalized differently. This
is because a teacher’s incorporation of marginalized students’ and parents’ language into the
communication and engagement opportunities, such as through basic greetings in Spanish that
welcome and encourage bilingualism from families, utilizes asset-based pedagogy that can
strengthen relationships (Flint & Jaggers, 2021; Ramatea & Khanare, 2021). It is also possible
that teachers’ attempted use of Spanish contributes to parents’ feeling the teachers believe in a
more mutually reciprocal relationship, or at least feel a bit more connected to the classroom
(Rivera, 2018).

These findings certainly warrant further research into linguistic capital, in part due to the
limitations of the operationalization of the constructs in this study. This left each measure limited
to 3-5 items, rather than a more extensive number of items to increase the internal validity of the

measure. The study was also limited by the lack of variation in the levels of teacher Spanish
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proficiency, the parent English survey error, and the small sample size (preventing nesting by the
school and district levels). However, despite these limitations, there were medium effect sizes for
the influence of teachers’ Spanish language proficiency that suggested even beginner Spanish
may contribute to stronger parent-teacher relationships. It is possible that teachers who engage
with parents in Spanish, even in small amounts, build trust and reciprocity by trying to create a
more welcoming environment by engaging with parents’ linguistic capital. Further studies
investigating ways to measure cultural capital and the continuum of teacher bilingualism and its

influence on the parent-teacher relationship should be conducted.
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Parameters

Outcome
Communication  Cultural Wealth Parent
Engagement
N=20 N=20 N=20

Regression coefficients (fixed effects)
Intercept
Teaching first grade
Teaching second grade
Race: African American
Teacher indicates they speak
a little Spanish
Teacher indicates they speak
some Spanish
Teacher indicates they speak a
lot of Spanish (high
proficiency)
Teacher mean years of
experience

Teacher mean relational

**%3.43 (0.29)

-0.33 (0.50)

-0.61 (0.54)

0.09 (0.62)

0.67 (0.78)

-0.25 (1.13)

0.38 (0.87)

-0.01 (0.04)

-0.00 (0.40)

%359 (0.31)

-0.42 (0.49)

-0.63 (0.56)

-0.10 (0.61)

0.81 (0.83)

-0.34 (1.13)

0.17 (0.88)

0.00 (0.04)

0.07 (0.40)

#%%3 07 (0.24)

-0.11 (0.41)

20.22 (0.44)

0.03 (0.51)

0.58 (0.65)

~1.12 (0.94)

0.77 (0.73)

0.01 (0.03)

-0.05 (0.33)



capital approaches usage
Teacher mean linguistic

capital approaches usage

Variance components (random effects)
Teacher intercept

Residual

Model summary
Deviance statistic
Number of estimated

parameters

-0.02 (0.45)

0.21 (0.22)

0.44 (0.15)

79.6

0.10 (0.50)

0.18 (0.28)

0.47 (0.17)

77.3

37

0.07 (0.37)

0.12 (0.21)

0.34 (0.13)

71.1

Note. Estimate (estimated standard error). Continuous covariates were grand-mean centered.

Tp <.10. *p <.05. *¥*p < .01. ***p < .001.
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Table 2

Teacher-Level Measures of Cultural Wealth from A Toolkit for Title I Parental Involvement

Items

Familial Capital

1. Tencourage the parents of my Latino English Learners to continue to speak, read, and
write in Spanish with their child.

2. Tlinvite the parents of my Latino English Learners to volunteer in the classroom (e.g.,
field trips, classroom parties, read-a-loud, book fair).

3. Tencourage the parents of my Latino English Learners to participate in school
activities such as the School Improvement Team (SIT), the PTA, or other school
activities.

4. 1know how to incorporate my Latino English Learners’ culture and language into the
classroom.

5. Thelp the parents of my Latino English Learners see that many things they do at home
and in the community support their child’s learning (e.g., eating meals together as a
family, going to worship services, visiting others, etc.).

Linguistic Capital

1. My school provides information to parents in Spanish such as announcements, flyers,
report cards, and updates.

2. My school offers meetings and/or workshops for parents in Spanish.

3. When needed, interpreters are available at school to help me communicate with the

parents of my Latino English Learners.
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Table 3

Parent-Level Measures of Cultural Wealth from A Toolkit for Title I Parental Involvement

Items on Likert-Type Scale (strongly disagree, disagree, agree, strongly agree)

Communication with your child’s teachers and school

1.

2.

10.

11.

12.

I know how to contact my child’s teacher.

Requesting a meeting with my child’s teacher is easy.

When needed, interpreters are available at school to help me communicate with
teachers and other school staff.

The information I receive from my child’s school is easy to understand.

My child’s teacher is always willing to talk with me about my child.

I receive regular updates on my child’s progress.

Sometimes, I am confused by the information I receive about my child’s progress in
school.

My child’s teacher gives me suggestions for how to help my child with his/her school
work at home.

My child’s teacher helps me understand my child’s test results.

My child’s teacher encourages me to continue to speak, read, and write in Spanish with
my child.

I am sometimes invited to volunteer in my child’s classroom (e.g., field trips,
classroom parties, read-a-loud, book fair).

My child’s teacher encourages me to participate in School activities such as the School
Improvement Team (SIT), Parent-Teacher Association (PTA) or other school

activities.
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13. The school provides information in Spanish such as announcements, flyers, report
cards, and updates.

14. My child’s school offers meetings and/or workshops for parents in Spanish.

15. School staff welcomes me to become more involved in my child’s school.

16. School staff tells me that the many things I do at home and in my community support
my child’s learning (e.g., eating meals together as a family, going to worship services,
visiting others, etc.).

Cultural Wealth

17. 1 feel that the school respects the language and culture of my family.

18. I feel that the school values my input regarding my child’s education.

19. I feel welcome at my child’s school.

20. I feel that teachers know how to incorporate my culture and language into the
classroom.

Parental Engagement in School-Based Activities

21. I usually attend parent-teacher conferences.

22. I usually attend Parent-Teacher Association (PTA) meetings.

23. I usually attend school events with my child.

24. 1 feel like I have a good relationship with my child’s teachers.

25. I volunteer at my child’s school.

26. I help my child with his/her homework.




Note. These measures were selected and adapted from The National Center for Family and
Community Connections with Schools 4 Toolkit for Title I Parental Involvement (Ferguson,

2009).
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