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Currently, one in eight individuals in the U.S. is foreign born (Camarota, 2007),
with 75% of immigrants hailing from Latin America and Asia. Nearly oneun f
children in the United States are children of immigrants (Fortuny, Heemagd
Chaudry, 2010), and these children are the fastest growing segment of children in the
country (U.S. Census, 2000 as cited in Matthews & Ewen, 2006b). Given this growth,
grounded in Berry’s (1997) acculturation framework and ecocultural thééeiser,
1997) , this study investigated the lived experiences of immigrant mothergouitly
children as these mothers adjusted to being parents in the U.S. In partisistydy
explored how mothers’ immigration stories influenced their adjustment to thad).S
well as how mothers’ experiences in their countries of origin (COO) adbwpth
experiences in the U.S. shaped their ideas of parenting, and finally how mothresd lear
to navigate the early childhood care and education (ECCE) system. Alsa,dlyis st

examined how mothers used the ECCE system to build social capital in support of their

parenting in the U.S.



An ethnographic approach was utilized to explore the experiences of 41
immigrant mothers living in Washington, DC and Virginia who were engaged with the
ECCE system. Consequently, in-depth interviews as well as observations were
conducted with immigrant mothers living in northern Virginia and Washington, DC,
hailing from both Latin America (h= 22) and Africa (n=19). Data weré¢yaed using a
modified grounded theory approach in which three waves of coding were conducted:
open coding, axial coding, and selective coding.

The findings from this study indicate that mothers’ immigration storiegjdinug,
their reasons for coming to a new host society, their journey and finally, adjustment
life in the new country, shaped their expectations of parenting in the U.S. Mathers
this study negotiated parenting ideas and practices from the U.S. and theodwnines
to create a new social framework for parenting in the U.S. that wasctifsom
parenting in their COOs and the U.S. Finally, a process model emerged frdatahe
reflecting these immigrant mothers’ navigation of the ECCE systemudtrdkted that
mothers drew upon a variety of social, organizational, and geographic tonsd¢c find
ECCE, sometimes faced obstacles to securing ECCE, and ultimatelghete develop
important social capital as a result of utilizing ECCE.

The findings from this study will provide practitioners, policy makers, and
researchers with a greater understanding of how immigrant familley@ang children
adjust to life in the U.S., experience parenting, and how they navigate the \CE. EC
system. This knowledge will contribute to creating the most effectograms, policies,

and studies to support immigrant families.
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Chapter 1: Introduction

One million immigrants enter the United States each year (Hernandez, 2009)
2007 there were 37.9 million documented and undocumented immigrants in the U.S.
Currently, one in eight individuals in the U.S. is foreign born (Camarota, 2007), with
75% of these immigrants hailing from Latin America and Asia (Hernandez, 2009).
Between 2000 and 2007 over 10 million immigrants made their way to the U.S., the most
in any seven year period in U.S. history (Camarota, 2007). Additionally, children of
immigrants are the fastest growing segment of children in the U.S. (U.S. Gengted
by Matthews & Ewen, 2006b), with 23% of children under 18 having at least one foreign
born parent (Hernandez, 2009).

Contemporary immigrant families are diverse in terms of language, caintry
origin, pre-immigration experiences, timing of immigration, socio-econoasiaurces,
education and geographic settlement (Dinan, 2006; Hernandez, 2009; Portes & Rumbaut,
2001). Despite this diversity, all immigrants are faced with having to leamto
navigate U.S. society. This task may be particularly daunting and challenging for
immigrantparentsof preschool-age children who need to negotiate U.S. social
institutions and systems that support child and family life. Specificallpusecof
limited qualifications many immigrants are only able to find low-wagekwbius the
majority (62%) of immigrant families are dual-earner households (Hernandez, 2009).
Consequently, low-income immigrant parents of young children often need early
childhood care and education (ECCE) so that both parents can work outside the home.
Additionally, being enrolled in ECCE one year prior to Kindergarten that is of high

guality is associated with better cognitive and socio-emotional outcoraeslat



childhood, particularly for immigrant children (Magnuson, Lahaie & Waldfogel, 2006
Given the connection between ECCE and parents’ employment and economic self-
sufficiency as well as with developmental outcomes for children, understanding
immigrant parents’ experiences with the ECCE system is important. Howleser
literature is very limited in elucidating immigrant mothers’ expersmas they adjust to
life and negotiate parenting in a new country, and as they learn to navigeteGlie
system, including not only their decision-making process regarding BOC&Sso what
they gain from having their children in ECCE.

Much of the research on adjusting to life in a new host society is grounded in the
ideas of acculturation. Acculturation has been broadly defined and conceptualized, as
well as widely researched in terms of its impact on various developmental ostcome
among children, adolescents, and adults. The classic definition of acculturation was
provided by Redfield, Linton, and Herskovits (1936, p. 149),“acculturation comprehends
those phenomena which result when groups of individuals having different cultures come
into continuous first hand contact with subsequent changes in the original cultumnespatte
of either or both groups,” (as cited by Berry, 1997, p. 7). Berry (1997) developed a fairly
comprehensive and well accepted conceptualization of acculturation with two
dimensions: individuals’ interactions with the host culture and individuals’ values and
beliefs. Additionally, Berry (1997) asserts that acculturation is a taypprocess
between the individual and society.

As reflected in Berry's framework, cultural beliefs that individuals holcaare
important part of adjusting to a new socieBarents’cultural beliefs, or parental

ethnotheories (Harkness & Super, 2006) are dynamic, shifting and changingiaoeoss



and context (Tamis-LeMonda, et al., 2007). These parenting ideas are shaped by not only
cultural beliefs but also environmental factors and constraints, which Eeedfin

families’ daily routines, and consequently contribute to parenting pracfides process

of negotiating parental ethnotheories from parents’ cultures of origin andHeoh .,

among certain contextual constraints may be particularly important tosteuoiding

parenting practices among immigrant mothers.

In addition to negotiating their ideas and practices regarding parentimg th$.,
immigrant mothers are faced with needing to learn how to interface withesywvair
systems, including the ECCE system. Research indicates that numerousagéincog
and familial factors (Lamb, 1998), characteristics of care (Hofferth, @ha&pissoker, &
Robins, 1996), as well as cost (Hofferth & Wissoker, 1992) and availability (Davis &
Connelly, 2005) are linked with families’ selection of ECCE. Despite thisndgsdaw
studies have focused specifically on the factors that contribute to low-incomggrant
parents’ selection and use of ECCE. Increased understanding of ECCibrsaledt
utilization dynamics among low-income immigrants is important giventhigagquality of
early child care is linked to children’s cognitive and socioemotional readmesser
Kindergarten, and some immigrant children who have not attended high quality ECCE
tend to enter school less ready than their counterparts who have attended high quality
ECCE (Magnuson, Lahaie & Waldfogel, 2006).

Despite the important research focused on child outcomes as a result of ECCE
utilization, far less is known about the positive outcomesfémailiesexperience as a
result of children being involved in ECCE. One body of literature that examines the

functions of child care indicates that ECCE may have a social function suchhislasit



immigrant children integrate into a new society by facilitatingepting interactions
between native born and immigrant children (Vandenbroeck, 2006). In addition, other
research indicates that parents may gather and create social cathigat mnteract with
their children’s ECCE programs—another possible social function of ECCE (Small,
2009). Social capital is particularly important to understand among immhigra
populations because research over the last 45 years consisting of the most recent
increases in immigration indicates that social capital or the resainaes from familial
and extra-familial relationships and networks (Coleman, 1988) are important for
immigrants in terms of decreasing disadvantage (Aguilera & Massey, RO0ry,
Modood, & Teles, 2005), and increasing well-being and child outcomes (Bankston &
Zhou, 2002; Runyan, et al., 1998); however immigrant families tend to have lower levels
of social capital (Bankston & Zhou, 2002; Kao & Rutherford, 2007). Consequently, it is
important to understand if and how ECCE programs may help immigrant parents develop
social capital.

Moreover, from a historical perspective, societal institutions including tiek chi
welfare system, the public welfare system, public education system, dacheatt
houses all contributed to immigrant mothers’ experiences navigating U.Sysdoie
particular these institutions influenced immigrants’ abilities to buildascapital
through interactions with immigrants and non-immigrants, and the dynamics of
immigrants’ parenting ideas and practices.

The work of institutions to support immigrants in integrating and developing
social capital is most important for the plethora of immigrants with yohildren, who

arrive from developing countries (Hernandez, 2009), with limited education anglengli



language skills, as well as minimal financial resources (Suarez@r8marez-Orozco,

& Todorova, 2008; Dinan, 2006). These children and families’ well-being are most at
risk for negative outcomes related to disadvantage. These negative outa®mes ar
particularly critical given that 20% of children of immigrants, dedias having at least

one foreign-born parent (Capps et al, 2004), are living in official poverty and nearly one
half are living below 200% of the federal poverty line (Hernandez, 2009). Thesehildr
live in families with many strengths or protective factors includinggh hkelihood of

living in a two-parent household (Dinan, 2006), strong work ethic (Dinan, 2006), high
motivation of parents regarding their children’s success (Fugligni, 2008), amdiglote

for bilingualism and biculturalism (Hernandez, 2009). Additionally, there arg man
immigrant children who have highly educated parents who are financiallges@inan,
2006). However, despite these strengths among immigrant families, thenaray
immigrant children who face significant disadvantage, including poverty, passht

limited proficiency in English, low levels of formal education (Hernandez, 2@89)ell

as lack of health insurance and lower health status (Robert Wood Johnson Foundation,
2009).

Nearly 25% of all children in the U.S. are children of immigrants (Fortuny,
Hernandez, & Chaudry, 2010), and 50% of these children are enrolled in ECCE one year
prior to Kindergarten. However, there is limited understanding of thesedantCCE
experiences, and specifically how they make their way through the EC@systl
ultimately utilize ECCE to create social capital to support their pagentso, very few
studies have considered specifically how immigrant families with youndrehil

navigate U.S. society, including negotiating their parenting ideas, assngdlexcting



ECCE. Moreover, there is very limited research on how ECCE programs contoibute
immigrant parents’ social capital development. This study intends togfdetaps in
research by examining the experiences of immigrant mothers with chitdeEeCCE

programs as they parent their young children in a major metropolitan area irsthe U



Chapter 2: Review of the Literature
Policies and Institutions Shaping Immigrants’ Adjustment to theU.S.: A History

U.S. approaches to policy related to immigrants and immigration shaped the
demographic composition of each wave of immigrants to the U.S. throughout the last two
centuries (Rong & Preissle, 1998) as well as the responses to these msbgrearious
American institutions. The shifting ethnic composition and size of various waves of
immigration, resulting from policy shifts, contributed to how various U.S. ingristi
including public education, settlement houses, child protective services, and social
welfare, shaped the “Americanization” or “incorporation” of immigrants, andthegse
institutions supported immigrants’ development of social capital or tla¢i@neof social
networks (Smelser & Alexander, 1998). Thus, the history of immigration and
immigrants’ experiences in the U.S. is tightly interwoven with and shapedtlonly the
factors that have driven various waves of immigration, but also, the differealt soc
institutions that have changed over time to integrate diverse immigrantd.Bit society
(Contreras, 2002). This history is particularly important to consider as a bao&drop t
understanding the role of contemporary institutions like ECCE in shaping inmigra
mothers’ experiences adjusting to parenting in the U.S. today.

Pre-twentieth century immigration. From 1780 to 1875, or the first century of
the U.S.’s existence, immigration was encouraged to meet the demands of tiaddi.S. |
market (Martin & Midgley, 2006). Labor needs of the U.S. remained steadghuou
the late 18 and early 19 centuries as reflected in the creation of the Naturalization Act
of 1790, which allowed for citizenship amowjite immigrants who lived in the U.S. for

multiple years (Spring, 2001). Immigration following this Act mirrored“thieiteness”



of this policy in that from 1790 through 1820, English speaking immigrants from the
British Isles dominated the immigrant pool; followed by German and Irishgnamis
during the mid-1800’s (Rong & Preissle, 1998).

By the latter part of the f9century, as American workers began to feel their jobs
were being threatened by immigrant workers, qualitative restrictiothe drarring of
certain groups of individuals from immigrating into the U.S. began to occur.
Specifically, the Immigration Act of 1882 made immigration from China illégabver
a half century based on the notion that Chinese immigrants were creating dompatit
job loss for U.S. workers in California (Martin & Midgley, 2006). It was also duhigy
time that immigrants who were unable to financially support themselveswere
admitted into the U.S. (Borjas, 2002).

The Progressive Era. In the 1910’s, during the first peak of immigration in the
20th century, over 1,000 immigrants were entering the U.S. per day (Rong & Preissle
1998). This swell in immigration, which resulted in 20 million immigrants frostéta
and Southern Europe arriving between 1880 and 1914 (Rong & Preissle, 1998), led to
federal legislation in 1917 that made passing literacy tests mandatonyfadalt
immigrants entering the U.S. Non-immigrant individuals believed thatoABgtopean
beliefs, specifically Western and Northern European cultural values teeamly ethics
that could sustain democratic ideals. During this time, the progressive movement
emerged to reform the societal ills that were a result of urbanizationtriatination,
and immigration. These reforms led to the emergence of a number of sodiatl omst)

which aimed to assimilate Eastern and Southern European immigrants.



Founded in the late 1800’s, the New York Society for the Prevention of Cruelty to
Children (NYSPCC), was the first institution created in the country with the puopose
protecting children through the enforcement of various, already- existilogpchtection
laws (Schiff, 1997). NYSPCC tried to address negative aspects of urban @onrty
immigration by instilling middle class values in poor and immigrant familleemly
grounded in the belief that assimilation of immigrants was best, therfasident of
NYSPCC, Elbridge Gerry, espoused that immigrants were not familiar wigridan
laws, and in turn, mistreated their children by not limiting their level of emmoy, and
forcing their children to engage in dangerous work. During its first 18 yearssteree
NYSPCC investigated 209,000 cases of children being mistreated of which, 36,300
children were ultimately removed from their parents’ custody; the majufritye
families impacted were immigrants (Schiff, 1997).

During the late 1800’s and early 1900’s, driven by a desire for a “unified, afficie
society,” settlement houses emerged as important institutions contributmmtgrants’
acculturation experiences (Lissak, 1989, p. 13). Created in 32 states by the 1920’s, these
institutions were designed to “rescue” poor individuals, many of whom were iaamsgr
The most famous of these settlement houses was Hull House in Chicago, which was
started by Jane Addams who held a more liberal approach to working with newcomer
families. Addams firmly believed that there could not be political democrabg 0 1S.
without social democracy (Lissak, 1989). She maintained, if “immigrants were not
forced to choose between two loyalties in becoming American, they would ndtéase t
self-respect. This would make it much easier for them to start feeliregiéam, to build

their personal attachment to the community, and as a result they would become an



integral part of American society,” (Lissak, 1989, p. 31). In turn, Addams’ ideas of
acculturation exhibit hints related to what Berry (1997) labels ‘intexyrait

contemporary research on immigrants. She encouraged supporting immigrants i
building informal networks among others from their own culture, as well as seeking out
more formal supports including social welfare agencies, and finally paringpatwider
American political and economic systems (Lissak, 1989).

Addam’s philosophy ultimately seeped into the public school system as schools
were considered the socializing institution, particularly of immigcartren.

Specifically, Addams ideas began to reflect assimilation as she pushedudingc
coursework on culture and ethnicity and the removal of bilingualism in American
classrooms (Lissak, 1989). Despite limited success in quelling the growtinajramnt
enclaves and sub-communities, aspects of liberal progressives’ ideagfleated
among other institutions that continued to shape immigrants’ experiences.

The social fabric of the U.S. at the beginning of th& @ntury, particularly in
urban areas, was characterized by children of immigrants comprising 589derftstin
America’s largest 37 metropolitan areas. Making public education mandatory the
early years of the Z0century was a direct result of societal goals related to the
deculturalization, or stripping immigrants of their own cultures (Spring, 20@1) a
Americanization of immigrants such that democracy in the U.S. could be presegved. B
1909 laws dictating mandatory attendance in public schools were passed to
“Americanize” children of immigrants (Smelser & Alexander, 1998). Thiwisen and
fear of democracy being lost was reflected in citizenship classdsetteame common

coursework in most public schools. Specifically, between 1903 and 1923 the number of
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states requiring citizenship be taught in public schools rose from one to 39 states.
Additionally, during these years an increasing number of statesategiglation that
indicated English as the only language of public schools (Smelser & Alexander, 1998)

During this time quantitative restrictions on immigration emerged that edmesdr
the composition of immigration in the 1920’s to the composition of the U.S. in 1890.
Congress passed legislation that limited immigration to three percentiofrthgrants
already living in the U.S.—using the 1890 demographic composition of the U.S. further
limiting these quotas to favor mostly northern and Western European immigrants
attempting to enter the U.S. (Martin & Midgley, 2006). Consequently, immigndrds
were born in the United Kingdom, Germany, or Ireland were given greatestepres
(Center for Immigration Studies, 1995). Additionally, the Oriental ExclusidroAc
1924 was passed, which further decreased the amount of Asian immigrants enéering t
U.S. in the second quarter of thé"2@ntury (Rong & Preissle, 1998).

Post-civil rights movement. This national origins quota system was in place
until immigration reform in the 1960’s, which resulted in the passage of the H&t-Ce
Act in 1965. This Act, during the Civil Rights movement, reformed the Immigratobn A
of 1924 and was meant to end “racial and ethnic discrimination in immigration policy,”
by repealing the quota system (Martin & Midgley, 2006, p. 13). The Hart-Celier Ac
aligned with anti-racist ideals and the hope of abandoning the notion of an “all-white
nation (Brettell, 2008; Rong & Preissle, 1998; Spring, 2001); however proponents of the
Act did not predict how precisely and quickly this legislation would ignite the second
greatest wave of immigration America had ever known (Center for Imnaigr&tudies,

1995).
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Since the passage of the Hart-Cellar Act, the immigrant population th $hdnas
quadrupled and in just the last two decades alone, it doubled (Vigdor, 2008). This
legislative shift allowed immigrants from various countries to entedtBeif they had
skills valuable to the U.S. economy or to reunify with family members (Rong i&skre
1998). The Hart-Celler Act changed the face of immigration in terms ofrage a
ethnicity. Between 1960 and 1990 the percent of immigrants coming from Asian and
Latin American countries increased drastically, while immigraots fEurope declined
precipitously (Rong & Preissle, 1998; Spring, 2001). Additionally, since 1970 the
number of children under age 18 with at least one immigrant parent has tripled, growing
to 23% (Capps & Fortuny, 2006; Hernandez, 2009). With the passage of the Hart-Cell
Act, public education and the child welfare system continued to be major institutions
contributing to the integration of immigrants; however, with welfare refdimsocial
welfare system emerged as an institution that shaped immigrant pasgresences of
the U.S.

On the heels of the Hart-Celler Act and in an effort to preserve immsgrant
cultures and languages, the bilingual education movement, led by Mexican &mseric
and Puerto Ricans, gained momentum (Spring, 2001). In 1968 the Bilingual Education
Act passed (Contreras, 2002), which provided funds for schools districts to create and
implement supplemental programs for immigrant children in public schools.
Specifically, these programs were meant to not only teach children both Emglish a
Spanish, but to also teach children about Mexican and Puerto Rican cultures and
histories, and to help families transmit their cultures to their children (5 2001).

This movement towards multicultural education as well as bilingual educatiohed in
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public school curriculum changes that placed more emphasis on culture throughout all
aspects of the curriculum (Spring, 2001).

In addition to the public education system, the legal system and specifically, the
child welfare system following the passage of the Hart-CelleoAtB65, continued to
contribute to immigrant families’ acculturation experiences, partiguilanelation to
child rearing practices and the treatment of children. The U.S. Constitusiomes
parents are children’s best caretakers and it protects parents’ rightetthesr children
as they wish (Coleman, 2006). However, the boundary of parents’ authority is defined by
maltreatment laws, such that if parents’ behaviors toward their childrentside of the
societal norms of what is considered acceptable in relation to non-abusive and non-
neglectful treatment of children, then the state can intervene (Coleman, 2006).
Specifically, the state may intervene if parents are engaginggroted or traditional
practices related to parenting, which are causing children to be nedtréaPS
continues to intervene in cases in which traditional parenting beliefs clésh/\8i.
societal norms for the treatment of children, shaping immigrants experierga®nfing
in U.S. society.

The ownership society.In the 1980’s the U.S. began to clamp down on
increased illegal immigration precipitated by the apprehension of undocumented
individuals by the U.S. Border Patrol. In 1986 the Immigration Reform and Control Act
was signed into law by President Reagan to deter employers from mdogumented
immigrants, while also granting amnesty to or legalizing 2.7 million undoceahent
immigrants in the U.S. (Martin & Midgley, 2006). It was also during this time tha

tensions and disagreements regarding bilingual education increased, whiclelytimat
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divided on political party lines. The Reagan administration aligned with conservat
organizations including U.S. English, Save Our Schools, and the Heritage Foundation,
who opposed bilingual education in favor of English-only curriculum and making
English the official language; while Mexicans and Puerto Ricans in the Daticoc

political party continued to be strong supporters of bilingual education (Spring, 2001).
As a result of the English-only movement, by the end of the 1980'’s, 17 states made
English their official language (Spring, 2001). However it was also during thes1980’
that the Supreme Court ruled in Plyler v. Doe (1982) that no immigrant child, regardless
of documentation status of the child or their parents, could be denied access to public
education (Contreras, 2002).

In the mid-1990’s, the Personal Responsibility and Work Opportunity
Reconciliation Act (PRWORA) was passed to reform welfare in the U.S. &spkethis
legislation targeted immigrants, and arguably contributed to their abilitiategrate
into U.S. society. Specifically, any documented immigrants who entered the tdrS. af
1996 were not eligible for any type of federally funded, public assistancehattilived
in the U.S. for at least five years; however immigrants who were alredlyg 1J.S. when
PRWORA passed were eligible for cash assistance under TANF, Medicaiticabihte
Children’s Health Insurance Program (SCHIP) but were barred from RaogpS and
SSI until they became citizens (Cohen, 2007). Additionally, during this time regslat
regarding sponsors for immigrants changed such that the sponsoring individual had to
earn above the poverty line to support the arriving immigrant if necessary. Epesésa

of PRWORA were meant to reduce the cost of immigration on society and to inform
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immigrants of the importance of responsibility and not becoming dependent on the
government (Borjas, 2002).

The changing demographics of the U.S. as a result of immigration may be most
apparent in public schools in the U.S., in which nearly one quarter of children have
immigrant parents. Given this, specific sections of the No Child Left BehindENC
Act of 2001 focused on improving educational outcomes for immigrant children (Capps,
Fix, Murray, Ost, Passel, & Herwantoro, 2004). NCLB legislation has resnlted i
changes in curriculum across all language programs (bilingual and Emghstrsion),
with greater focus on, “rapid English acquisition,” (Capps et al., 2004, p. 2). The focus on
English acquisition led to greater emphasis on pre-Kindergarten (PK) progsams, a
research indicates that English language support early on can help with Bugtesh
language development among immigrant children (Capps et al., 2004).

In sum, immigration legislation throughout the last two centuries has influenced
the demographic composition of the U.S. at certain points in history. Also, in
conjunction with these changes in immigration, various institutions have shifted to
contribute to immigrants’ adjustment to the U.S. society over time. Hegtte
demography of the U.S. and ideas regarding the importance of incorporatingamisig
have consistently influenced how various U.S. institutions including public education,
settlement houses, the child welfare system, and the public welfare $yesdéad, helped
and sometimes hindered the adjustment of immigrants to U.S. society througtayt his
With an increasing number of immigrant families with young children utdiECCE,
and this being the first system with which many immigrant families havgct, it is

important to understand how contemporary immigrant parents interact with tlesisyst
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Contemporary Immigrant Families in the U.S.

For the purposes of this study, immigrant families are defined as thodiegam
which at least one parent is foreign born (Capps & Fortuny, 2006). Additionally, firs
generation (foreign-born children of immigrants), 1.5 generation (fotsagn-children
of immigrants who were younger than age 12 upon arrival), and second generation
(native-born children of immigrants) will be referred to interchangeablgtaisiren of
immigrants” (Board of Children and Families et al., 1995; Capps & Fortuny, 2006) and
“immigrant children” throughout this study. Specifically, in this study, thEeggnces
of all families that include at least one foreign-born parent, including ehilolorn in the
U.S. as well as children born in the country of origin (COO), will be considered. The
experiences of immigrant families with young children tend to vary based emtgar
nativity, rather than children’s nativity. However, the majority of childsEimmigrants
(90%) under age five in the U.S. were born in this country (Hernandez, 2009).

Nearly one quarter (24%) of all children in the U.S. ages three to five areschildr
of immigrants (Fortuny, Hernandez, & Chaudry, 2010). It is necessary t@have
understanding of the unique combination of challenges experienced by immigrant
families because as these risks accumulate, children’s developmentahesi@re
impacted negatively (Effective Provision of Preschool Education project, 200&das cit
by Organization for Economic Cooperation and Development, 2006). However the
resources that immigrant families possess can provide a buffer againgtemigks.
Focusing on, and developing immigrant families’ resources and potential squital,c
as well as understanding immigrants’ cultural beliefs and practicesttyabe most

protective, while at the same time addressing such challenges aadangoverty,
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limited access to health care, and low parental education through ECCE,Imay he
mitigate children’s, negative developmental and academic outcomes. &gcifi
research indicates that high quality ECCE reduces the negative impactipfamigk
factors, by improving pre-reading, literacy and numeracy skills, as svebh@o-

emotional development (EPPE, 2004 as cited by OECD, 2006). Additionally, parents
with children in programs like Head Start that include health services mererefiort
their children are in very good or excellent health compared to parents of rchildoe

are not in Head Start (U.S. Department of Health & Human Services, 2005).

Resources.

Two-parent families. Living in a two-parent household may buffer some of the
risks experienced by immigrant children. Research indicates that childngnih two-
parent households tend to have greater academic success and higher emotibeaigvel
than their peers living in single-parent homes. Additionally, children whaesedrin
two-parent households are usually more emotionally close to both parents, experience
fewer stressful situations and have a higher standard of living, as wetenger more
effective parenting and co-parenting (Amato, 2005). In the U.S., compared to 80% of
white, native-born children and 39% of black, native-born children, 82% of all children in
immigrant families live with two parents (Hernandez, 2009).

Strong work ethic. Immigrant parents with a strong work ethic model for their
children the importance of hard work and dedication, which may contribute to children’s
motivation to work hard in school. Additionally, consistently seeking and harnessing
employment opportunities may help lessen these families’ experientegonerty

(Hernandez, 2009). At 95% of families, the percentage of U.S. immigrant familie
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which fathers were working in the past year, was the same as among natiyasots.
However, this figure varied among immigrant groups-- Hmong (73%) and 170$s) (
exhibited the lowest engagement with work. In 62% of immigrant families dtieem

was working last year, compared to 75% in native born families. Additionally, in 19% of
immigrant families there was another adult worker in the household; in natine-bor
families this figure was 13% (Hernandez, 2009).

Bilingual and bicultural. Research indicates that being a “balanced bilingual” is
associated with positive, cognitive developmental outcomes, including “attentioal cont
and linguistic awareness,” (Leseman, 2007, p.5). Immigrant children learrohow t
negotiate multiple cultural contexts including that of the host country as whkias t
culture of origin. These skills are especially important in a globalizagoecy. Among
children in immigrant families in the U.S., 75% are English fluent, and nearly 5086 of a
immigrant children speak another language and speak English very well i{Hezna

Denton, & Macartney, 2007).

Challenges.

Documentation status. Lack of documentation increases families’ risk of
poverty, and inability to receive government benefits to address their fihaeeis.
Often undocumented parents have children who are citizens and who are in turn eligible
for government benefits. Parents without documentation are often reluctané tihéa
children utilize these benefits because they fear being deported. Consequéddtbn chi
of undocumented parents are less likely to be enrolled in government programs, which
might provide both high quality early childhood education and access to healttncare.

the majority (55%) of immigrant families in the U.S., children (birth to age @ aa
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least one parent who is undocumented or in a “mixed status” family, and 11% of
immigrant children have two parents who are undocumented (Hernandez, 2009). Among
young children (under age six) of immigrants, 26% have one parent who is
undocumented (Matthews & Ewen, 2006b).

Limited English proficiency (LEP). Simultaneous acquisition and sequential
acquisition are two types of second language acquisition that young chiloimen fr
immigrant families experience (Tabors, 2008). Simultaneous acquisition of ¢ggngua
occurs when a child learns two languages from birth—neither language is dgminant
while sequential acquisition is when a child learns their native languagerfolsthen
learns a second language after the first language is somewhatexbljdigbors, 2008).
Sequential acquisition occurs among most immigrant families in which both phserd
limited proficiency in the dominant culture’s language. Often in these famiies, t
second language is not learned until the child begins formal schooling. In the U.S.,
Liang, Fuller and Singer (2000) found that even after controlling for family
socioeconomic status, the odds of using center-based child care are 60% lower for
families that speak Spanish at home than their English speaking counterparts. In
addition, research indicates that mother’s language proficiency is cletshd to
responsiveness to her infant, with mothers who have lower English proficiencyidssng
responsive to their babies (Cabrera, Shannon, West, & Brooks-Gunn, 2006). Lack of
experience with speaking English puts children at risk for communication issues in
school that may interfere with their learning, increasing their risk of przateanic
outcomes. Also, immigrant parents whose English speaking capabilitiesited, are

less likely to access health care due to language barriers as weited knowledge of
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the U.S. health care system (Ngo-Metzger et al., 2003; Yu, Huang, Schwalberg, &
Kogan, 2005).

Approximately 40% of immigrant children in the U.S. live in families where only
English is spoken; 16% of immigrant children live in households with parents of mixed
language skills, where one parent is fluent in English and the other is an English
Language Learner (ELL); finally, 44% of immigrant children live witlo fparents who
are ELL (Hernandez, 2009). Living with two ELL parents is most common among
Mexican (64%) and Somali (63%) immigrant children (Hernandez, 2009). One quarter
of all children in the U.S. have at least one parent whose primary languagéamtbes
something other than English; this figure is 87% for Latino children with immtigra
parents.

Poverty, unemployment, and underemployment. Poverty and more limited access
to resources important for children’s development are associated wittathaese
outcomes for children. Immigrant families, particularly those who havattgeerived
in the U.S., tend to experience greater levels of poverty, higher rates of upem@pio
and underemployment, and lower wages (Harwood, Leyendecker, Carlson, Asencio, &
Miller, 2002). Approximately 23% of children in immigrant families in the U.S. ilive
official poverty, compared to 15% of children in native-born families; additionally, 47%
of all children in immigrant families live below 200% of the federal povertystiulel
(Hernandez, 2009). For ELL parents this figure is highest at 48% of childrerckn bla
African immigrant families in the U.S. living in official poverty (Hernand2@09).

Among all low-income children, 25% are children of immigrants (Takanishi, 2004).
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Rates of unemployment among immigrants and native-born individuals in the
U.S. are similar, and thusndeemployment is a greater issue among immigrants.
Despite exhibiting strong work ethic and the desire to be employed, according to
Hernandez (2009), 23% of immigrant fathers are underemployed without fulj«tiane
round employment. Among immigrant groups in the U.S., Latinos have the grettest ra
of incomes below the Federal Poverty Level (FPL) (Ruiz de Velasco, Fitew®ell,
2000).

Low education of immigrant parents. Studies in the U.S. focused on immigrant
parents indicated an association between limited educatiblow English skills, and
poor school outcomes for children (Capps, et al., 2004). Specifically, studies show that
informal education at home including literacy development through shared corressati
reading, and writing among family members is far more limited withinliesnwhere
parents have less education. This type of informal education is linked to cognitive and
linguistic developmental outcomes, and in turn later school achievement (Leseman,
2009).

Level of education has also been connected with self-reported health stahg a
adults ages 25 to 74. Specifically, a recent national report reveals thadUliS.
without a high school diploma were three times more likely than adults wittegeol
degree, to be in less than very good health (Robert Wood Johnson Foundation, 2009).
This gap in adult health based on education level was seen in all 50 states.

In the U.S. 35% of ELL immigrant families have O to 8 years of schooling; this
figure is 19% for all immigrant families (ELL and non-ELL). Accordingternandez

(2009) 68% of all fathers of immigrant children in the U.S.hagé school graduates.
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Among families from Mexico in which both parents are ELL this figure drops to 31%,
trailed by immigrant families with two ELL parents from Portugal (35%atiers are
high school graduates).

Health status and healthcare. Despite experiencing mortality and morbidity
rates lower than their native-born counterparts, immigrant infants, childrendaltsl a
have lower overall parent-reported and self-reported health status (HuangL¥dsl&y,
2006). Research indicates that immigrants living in the U.S. longer tend to experienc
higher rates of chronic diseases like obesity, hypertension, and cardiovdsradae
(Dey & Lucas, 2006). These examples illustrate the immigrant paradox or the tiati
the longer immigrants, and particularly Latino immigrants are in the U.S.dhetheir
health status worsens or the more acculturated immigrants are, the warkedhbi
(Abraido-Lanza, Armbrister, Florez, & Aguirre, 2006). However additional resea
indicates that acculturation not only leads to unhealthy behaviors but, also those
immigrants who are more acculturated, engage in healthier behaviors thaastheir
acculturated counterparts, including more “leisure-time physical ggtighbraido-

Lanza et al., 2006, p. 1343).

Immigrant children and families experience issues in relation tosatcésalth
care; specifically, low-income immigrants are more than tmesi (11% compared to
26%) less likely than their non-immigrant counterparts to have health insuBecé (
Lucas, 2006; Huang, Yu, & Ledsky, 2006), due to economic barriers (Chavez, Flores, &
Lopez-Garza, 1992). Additionally, immigrants, particularly Latino famjheere less
likely than their native born counterparts, to have a usual source of care (Deag,

2006). Additionally, research indicates that cultural barriers to care ingllahguage,
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as well as limited understanding of the health care system, can laaygramts, “less
connected with the health care system” (Huang, Yu, & Ledsky, 2006, p. 634). Other
research indicates that immigrant parents are less likely than thee batn
counterparts to know where and how to access various community resources including
those related to drug and alcohol abuse, teen pregnancy prevention, domestic violence,
nutrition, and housing programs (Yu, Huang, Schwalberg, & Kogan, 2005).

Together the aforementioned characteristics associated with inminfignailies in
the U.S. help provide an understanding of the resources and risks these familas.confr
Specifically, these resources and risks influence the way immigrahemsdhink about
adjusting to life in the U.S. with young children, in terms of negotiating parenta
ethnotheories, as well as how they interact with various aspects of U.S. sodigdynig

institutions like ECCE.

Adjusting to Life as a Parent in a New Host Culture: Theoretical Framewrks

The majority of research on immigrant families is grounded in ecoloijieaty
(Carreon, Drake, & Barton, 2005; Eng et al., 2008; Farrell, Taylor, & Tennent, 2004;
National Center for Children in Poverty, 2007; Lahman & Park, 2004; McHale,
Updegraff, Kim, & Cansler, 2008), explaining the levels of influences on immigrant
families’ experiences of adaptation to U.S. society. However this theosyndberovide
enough insight into important aspects of immigrant parents’ interactions withtioas
like ECCE, as well as how immigrant parents of young children negotiate thenmtipgr
ideas and practices. In turn, the goals and methods of the proposed study are grounded in
ecocultural theory (Weisner, 2002b), which draws on social constructionism andrsing a

ecological framework to explain how parents’ ethnotheories and socitdlcap
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development are shaped by both cultural and structural or ecological factots anehic
reflected in daily routines. See Figure 1. In addition to ecocultural theorytuitiis s
draws from Berry’s (2006) acculturation framework, which specificgtigds light on the
experiences of immigrants. Together these frameworks shed light on howtiadagptd
adjustment to a new society is shaped by cultural and contextual factors.

Intersection of acculturation, parenting, and ECCE. Acculturation has been
widely defined, conceptualized and operationalized. Colloquially, the terntuaatian
is used to describe immigrants’ adjustment to new societies. Earliest rmbdels
acculturation were unidimensional, such that acculturation was defined as tha level
assimilation into American society that immigrants exhibited withoutrdefgat
maintaining their cultures of origin (Lara et al., 2005). Using this conceptiahzof
acculturation researchers assumed that changes in individuals took place on a single
continuum (Gordon, 1964 as cited in Birman, 2006). In other words the more immigrants
began to “Americanize” the less they would think and act in ways related touheres
of origin (Milton Gordon as cited by Lara et al., 2005).

Researchers went on to develop bidirectional constructs of acculturation, which
considered immigrants’ acquisition of the host culture and their experientetheyit
culture or origin to be on separate continua. These bidirectional measures of
acculturation assume that immigrants’ attainment of the host culture peimtent from
their level of acquiring or relinquishing their culture of origin (Hwang & Ting, 2008)
other words, immigrants continue to interact a lot with the new host culture, athie
same time maintaining many beliefs and values from their culture oh ¢Bgrry, 2006).

Specifically, Berry (1996) conceptualizes acculturation as a twoeyagmic process
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between the individual and society such that immigrants’ actions are only cdingqre

of acculturation experiences, with the host societies’ levels of acceatisodaeing an
important contribution to this process of adaptation. Additionally this process iaclude
both maintenance of the beliefs and values of one’s culture of angimteraction with
the host culture.

Figure 1: Framework of immigrant mothers’ adjustment to life in the U.S.

ACCULTURATION
Adaptation to a new
culture

Parenting in immigrant families
e social capital
parental ethnotheories

4

ecocultural theory
e daily routines
e cultural and ecological
influences on development
e social construction

Berry (1997) notes that individuals’ processes of acculturation ultimately shape
their long term psychological, sociocultural, and economic adaptation to the nety.socie
Specifically, research indicates that there are three types of tiappsychological,

sociocultural, and economic (Searle & Ward, 1990). Psychological adaptatiagntoefe
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internal outcomes experienced by the acculturating individual including idenstytal
health outcomes, and satisfaction with being in the new host culture. Sociocultural
adaptation consists of external aspects of acculturation including manssyieg related
to daily life such as family, school and work.

Immigrants’ levels of engagement with and enjoyment of employment signifies
their level of economic adaptation (Aycan & Berry, 1996 as cited by Berry, 1997).
Extending Berry’s model of acculturation to relate to the experiences of ramhig
parents this study maps the two aforementioned dimensions of acculturation, including,
maintenance of the beliefs and values of one’s culture of argiinteractions with the
host culture, onto concepts used in the cross-cultural psychology and sociological
literatures to describe aspects of parenting. These are: parental eihieetivbich is
another term for parenting beliefs that ultimately influence parentstipea (Super &
Harkness, 1996); and, social capital (Coleman, 1988). Consequently, this study aims t
gather insight into how immigrant mothers experience parenting in the UtBeyas
negotiate their parenting ideas, and as they navigate the U.S. ECCE sysé&timg cr
important relationships that bear necessary resources for parenting ilStheeGCE
programs shape immigrant parents’ adjustment to living in the U.S. and ultinfegtiely t
psychological, sociocultural, and economic adaptation to living in the U.S.

Defining culture. Given that acculturation is rooted in the notion of changes that
occur when immigrants move from one culture to another, it is necessary to discuss wha
is meant by the term culture. According to D’Andrade, “One of the oldestigliogical
wrangles in anthropology is over the tecaiture” (1984, p. 114). Early conceptions of

culture focused on knowledge or the shared beliefs and ideas needed to operate
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successfully in a community (Goodenough, 1957 as cited by D’Andrade, 1984). A major
guestion that arose from this definition was whether culture should be considered to be
inside or outside the individual or both. This questioning led to further
conceptualizations that moved beyond the psychology of the individual and included
culture as a process, in addition to meaning systems (D’Andrade, 1984). Specifical
some assert that cultural meaning systems can be present in both theoinsttiiti

society as well as the psychology of individuals in a particular community, and tha
culture is a process whereby parents pass cultural ideas and beliefs ¢hittiezn

(Geertz, 1975 as cited by Levine, 1984).

Further, Swidler (1986) conceptualizes culture as a “tool kit” of habits,
preferences, and abilities that contribute to “strategies of action” or thesgesc
individuals experience to navigate their environment. During times of transition or
“unsettled cultural periods” beliefs contribute to individual actions; however, it is
contextual factors like social, institutional, and material resourcesgl8oWeisner,

2004) that shape action, and in turn determine which cultural beliefs remain (Swidler
1986). Additionally, Weisner (1997) considers culture to be the ways that everyday
activities of individuals and families reflect shared cultural models cefeadi a
community. The aforementioned definitions and conceptualizations shed light on the
complex nature of culture, which includes aspects of meaning, process, and context.
Components of each of these definitions guide the proposed study. Specifically, the
importance of considering culture from inside and outside the individual will be
addressed by examining parents’ cultural beliefs and values as wellragrtiteigies of

action interacting with aspects of society including ECCE and individuals throughout
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their daily routines. These characteristics of culture will be considpesifisally to
understand the process parents experience as they negotiate a new cuktisidbein
as well as a new society, through interactions with their children’s EC&fegon.

First dimension: Parental ethnotheories. Culture plays an important role in
shaping parents’ ideas regarding their children’s development. In partitu$ notion
of how parents’ beliefs and practices are shaped by culture is reflegiacental
ethnotheories, one aspect of children’s developmental niche (Super & Harkness, 1996)
and families’ ecocultural niche (Weisner, 1997), or the contexts in which children
develop that are influenced by both cultural and structural factors. “Parental
ethnotheories are cultural models that parents hold regarding children, $aaniie
themselves as parents,” (Harkness & Super, 2006, p. 62), where cultural models refer to,
“shared understandings that frame experience, supplying interpretatithras of
experience and inferences about it, and goals for action” (Quinn & Holland, 1987, p. 6).
Further, parental ethnotheories are reflected in the experiences offdaambng
children and parents, and they are a result of cultural experience withttiralcul
community (Harkness & Super, 1992).

For the past few decades human development and family studies reseaschers, a
well as scholars in the fields of anthropology, psychology, child development and
sociology have become increasingly interested in parental beliefrsyated how
cultural contexts influence the ways parents organize their cultural b&edsiiow &
Collins, 1990; Levine, 1974; Mead, 1972; Sigel, 1985; Whiting & Whiting, 1975). This
interest in parents’ beliefs has stemmed from a widely accepted id¢laeba beliefs

influence parent-child interactions and in turn, developmental outcomes for children
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(Bronfenbrenner, 1979; Kessen, 1979; Sameroff & Chandler, 1979). In addition to
considering how parents’ cultural beliefs impact developmental outcomesralesrs
have used parental ethnotheories to illustrate how cultural ideas are trathsmidss
generations (Goodnow, 1996). Specifically, the ways parents’ ethnotheories are
exemplified through parenting practices in the context of families’ daitynesihas been
the focus of much cross-cultural, ethnographic research (Weisner, 1997; H&kness
Super, 2006). Even more recent research indicates how parents’ ethnotheories can
change over time, as well as across various contexts (Tamis-Lemonda2@23).

Research indicates that certain large cultural groups in the U.S. havecspecifi
cultural beliefs to which they adhere. Of course, this is not to ignore the within group
diversity that Latinos from different COOs as well as differentosmonomic
backgrounds exhibit. However there are certain cultural beliefs that tend tlmbe he
among Latino families and African families. These are important to considsation
to how immigrant mothers from these regions of the world think about parenting in the
u.S.

There are a few cultural beliefs that many Latinos tend to refer beindaily
lives including respeto, familismo, machismo/ marianismo, and personalisorib (N
Carolina Institute of Medicine, 2003). Respeto or respect refers to the imgmtheat
Latinos place on interpersonal relationships. Specifically this idea ernpbakferential
behavior basis on social status determined by gender, social class, or satial. plrs
addition, based on this cultural belief confrontation is to be avoided. A second cultural
belief that influences how Latinos think about parenting is the notion of “familismo” or

the importance that is placed on developing strong family relationships, and putsieg the
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relationships above all else. Also, these familial relationships are sdeng@eatest
source of support and advice, above all other potential supports, including institutions.
Finally, machismo and marianismo refer to the ideas that the male is ceddiniée the
familial authority figure in Latin American cultures; while women eoesidered to be
responsible for the care of the children (North Carolina Institute of Medicine,.2003)
Other research indicates that parents of Latino youth tend to exhibit authorita
parenting styles (Dornbusch, Ritter, Leiderman, Roberts, & Fraleigh, 188xglleas
modeling, verbal directives, and negative physical control (Laosa, 1980). Tkis earl
research also indicates that instilling family and religious values idrehilare the most
important child rearing beliefs that Latino parents hold (Gonzalez-Ramyss,Z&
Cohen, 1993 as cited by Zayas & Solari, 1994).

African families living in the U.S. draw much of their cultural beliefs fritwe
Africentric perspective (see also Randolph & Koblinsky, 2001), which is cordpfsE)
components that are based on African history and philosophy. These include the
following:

« Spirituality refers to the belief in a Supreme being as well as an emphasis on
individuals’ characteristics, and experiences of the world, rather thamtatarial
possessions.

» Communalism or interpersonal orientatianreflected in the notion that the well-
being of the group comes before that of the individual. This is illustrated byaAfric
American mothers’ tendencies to emphasize the importance of teaching their

children how to interact successfully with other children without the spirit of
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competition. In addition, building rapport and making connections with individuals
is extremely important to most African Americans.

» Harmonyor the integration of all the components of one’s life to create a whole,
illustrates the importance of seeking unity rather than control.

» Expressive communication or oralttgfers to the significance of passing
information through oral, rhythmic communication.

* Affect sensitivitys employed by parents when they use facial expressions rather
than words to convey a message to their children. It is the intermingling of
emotions and thoughts.

* Rhythmic movement gross motor, physical, patterned action relates to the
connectivity among the environment.

» Multidimensional perception or venigillustrated in African Americans’
preference for activities that engage multiple sensory experieRoegxample
African American’s tend to learn better when music and movement areditilize

* Stylistic expressivenessfers to the importance of expressing one’s uniqueness;
however, this individuality is usually a reflection of the person’s connection to the
group itself, and does not challenge the goals of the group.

» Time as a social phenomenisnn contrast to the dominant cultural belief that time
is a material possession. According to the African worldview, time is agatihor
social events; this is illustrated by the notion that among African Ameriaans
event begins when the first person arrives and ends when the last person leaves.

* Positivityis an inclination to see the good even in the direst of situations. This is

reflected in the expression, “Making a way out of no way.”
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These aspects of the Africentric perspective contribute to the way Afncaigrant
mothers think about parenting in the U.S. However it is not these beliefs alone that
determine these immigrant mothers’ ways of interacting with their emildr

According to Berry’s (1997) model, immigrant parents negotiate whether they
maintain their cultural beliefs and identity from their culture of origin or nawéver
Tamis-Lemonda and colleagues’ (2007) research asserts that imsiigeaental
ethnotheories may be comprised of beliefs both from one’s culture of origincamd fr
U.S. society—or that parents can negotiate and hold seemingly conflictingatul
beliefs. In turn, the intention of the proposed study is to elucidate how immigrant
parents’ ideas and practices, in interaction with their children’s ECCEgmnodpecome
dynamic and inclusive of both the U.S. culture as well as the parents’ culturégrof or

Second dimension: Social capital. The second dimension of acculturation as
defined by Berry (1997) consists of immigrants’ interactions with the hosirewt
immigrants’ processes of building social capital. As a widely discusskdedrated
construct, social capital, in a most general sense, refers to the benefés@mndes that
individuals, families, and groups receive from social relationships. SpdyifiCaleman
(1988) theorized about the importance of social capital or the relations among individua
as being beneficial to individuals, families, and ultimately societiesordot to
research based on Coleman’s (1988) conceptualization of this construct, so@aicapit
particularly important for disadvantaged families who have fewer resolroeydn et
al., 1998), as well as children who are considered at risk (Furstenburg Jr., & Hughes,

1995; Teachman, Paasch, & Carver, 1996).
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Families reflect three types of capital, which are interrelated amndadict child
outcomes: financial, human, and social (Coleman, 1988). Financial capital oefers t
financial resources or wealth of a family, while human capital includes pérsona
characteristics, skills, and capabilities, including parents’ educatioseaRsdh indicates
that social capital can buffer the possible risks of low financial and human eapadab
disadvantaged families (Coleman, 1988; Kawachi, 2000). Specifically, social capita
results from the parent-child relationskghin the family between parents and children,
and from relationshipsutsidethe family including those relationships in the
neighborhood and among various community organizations and particularly educational
institutions, including ECCE.

According to Coleman (1988) there are three salient forms of social capital
each of these aspects of social capital have relevance for and can be usedstanghde
the experiences of immigrant families (Kao, 2004), and particularly immignaiitea in
ECCE. First, inherent in any social structure are norms of reciprocitytterrsaof trust
including obligations and expectations in which individuals in a network depend upon
one another. For example, if neighbor A cares for neighbor B’s child, in the future,
neighbor A can expect neighbor B to care for her child. This resource of care is
consistently available to both of these neighbors; however for families ¢hs@ally or
culturally isolated this resource may not be available.

New immigrants may experience greater isolation from majority@ifamilies
but may have very intense, reciprocal relationships with other familiestifr@mcultures
of origin (Kao, 2004). Putnam (as cited by Brettell, 2008) refers to this as tmetitisti

between bonding and bridging social capital. Bonding social capital ref@mkgo |
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between individuals from a similar community or background, while bridging social
capital is comprised of connections across communities or cultures. Deveofing
bonding and bridging social capital, or relationships among immigrant famdiestfie
same culture of origin and relationships between immigrants and non-imisigra
ultimately contributes to parents’ experiences of acculturation to U.8tywo&CCE
programs provide opportunities through parent policy councils and parent organizations,
as well as meetings with teachers, and adult education classes to develop boidp bondi
and bridging social capital, including relationships of trust, obligations, andtakpas.
Second, information channels are another important aspect of social capital
(Coleman, 1988). Specifically, individuals rely on relationships with others fairert
types of knowledge; this is particularly true among parents who rely on othatspanel
teachers for information regarding the school system. Regardless of edieatis,
limited ability to understand English may impair immigrant parents’ adsliio gather the
necessary knowledge they need to navigate the American education systeatelyiti
impacting their children’s success (Kao, 2004). For all families, but partictda
immigrant families, ECCE can provide necessary information to parentslireggaow
the public education system in the U.S. is organized, such that their children are set up fo
success prior to entering Kindergarten. Also, ECCE can provide parents with
information regarding education for themselves to ultimately improvedigirearnings
and financial stability. Finally, ECCE can provide families with importesaith related
knowledge including scheduling annual visits to the doctor, keeping immunizations
current, good nutrition, mental wellness (Gupta et al., 2009), as well as metviets

including dental (Obeng, 2008), vision, and hearing exams. All of these connections with
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health care in ECCE often lead to better health outcomes as witnessed in kead Sta
programs throughout the U.S. (U.S. DHHS, 2005). However, very little research has
been done specifically focusing on the health care experiences of imniggralrds in
ECCE.

Finally, Coleman (1988) discussed social norms and sanctions as important
aspects of social capital that govern behavior among children, familiesy@ety s
Specifically, these refer to expected behavior among individuals in societigiah w
accepted behaviors are rewarded and unacceptable behaviors are sanctioned. In
particular, as Coleman (1988) puts it, “Effective norms that inhibit crime makssible
to walk freely outside at night in a city and enable old persons to leave their houses
without fear for their safety,” (p. S104). Norms can encourage behavior or discourage
behavior. In ECCE programs this is reflected in the amount of encouragement parents
receive to be involved with their children’s school. Additionally, parents are caedti
with fines if they do not arrive to pick up their children on time at the end of the day.
This may be something that immigrants from more disadvantaged backgrounds might
experience more often than other families, particularly if the parents doveotdiable
transportation or the parent has a non-traditional or changing work schedule and their
hours of employment conflict with the ECCE center’s hours.

Strategies of acculturation. Berry (1997) proposes that from the perspective of
the acculturating individual there are four acculturation strategiegratien,
assimilation, separation, and marginalization. Additionally, these seatggnerally
lead to various types of adaptation or outcomagegration the most common

acculturation strategy, occurs when individuals maintain their culturaf bgitems
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from their cultures of origin while interacting in, developing social chtad taking on
aspects of the new culture. Researchers often consider this to be a vergusonsci
selection process in terms of choosing which aspects of the culture of origin are
maintained, while living in the new culture. Despite a historical focus on iéegsnm,
integration is now a favored strategy of acculturation, as immigrants wirttegeated

or balanced in terms of their interactions with both the host culture and the culture of
origin tend to have more positive mental health outcomes (Farver, Eppe, & Ballon,
2006). Additionally, research indicates that parents who are able to balance teefalue
both cultures, or to integrate, may be better able to navigate U.S. society, while
maintaining important ties with their culture of origin (Harwood et al., 2003)o, Afss
acculturation strategy is associated with the most positive child and faumdgmes
(Berry, Kim, Minde, & Mok, 1987; Berry & Kim, 1988).

Despite the positive developmental outcomes associated with integration, Berry
(1997) explains that integration can only be chosen by the individual as an acculturation
strategy if the dominant culture is accepting of cultural diversity swafal inclusion is
highly regarded. Portes and Zhou (1994) reinforce this idea with their discussion of
segmented assimilation or why some groups of immigrants are more vulnerable t
downward mobility than others, as the factors related to downward mobility are: ski
color, location, and absence of mobility ladders. These three factors are in spme wa
controlled by the host society and thus in many ways can determine the@tount
experiences of the immigrant. For example, the color of one’s skin may meamtliffere
things in different cultures—for example, black immigrants arrive from Afaicd

experience racism for the first time in the U.S (Portes & Zhou, 1994). The
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neighborhoods in which immigrants tend to settle are in close proximity to

neighborhoods of native poor families; in turn, the larger population views these two
groups as the same and responds to them as such, even though their needs and
experiences may be very different. Finally, immigrants’ access tmf@ational ladders

for intergenerational mobility,” (Portes & Zhou, 1994, p. 23), are somewhat ndperexis

as the manufacturing and personal services jobs typically available tgriamtsi do not

have very much upward mobility in the contemporary economy. For all these reasons the
experiences of integration may vary across different immigrant groups.

The second acculturation strateggsimilation is often not distinguished by
researchers from integration. This strategy of acculturation is charact by
abandoning the culture of origin and fully taking on the values, beliefs, andcpsacfi
the new host culture. From the perspective of the dominant culture this is usually
considered the melting pot strategy of acculturation (Berry, 2006). Those who promote
this particular acculturation strategy tend to believe that a single ahgoyagorking
with all families is best and that being “color blind”, so as not to recognizzreliifes in
the needs of families from diverse backgrounds, is most appropriate.

A third type of acculturation strategyearation,occurs when immigrants remain
highly connected to their culture of origin and do not interact with the new culture—from
the perspective of the dominant group this level of acculturation is consideregsiegre
(Berry, 2006). Immigrants who anearginalizedfall within the fourth acculturation
strategy, and tend to have a low connection to both their culture of origin and the new
culture. This occurs when individuals are forced to disconnect from their home culture

by the dominant culture, and then for reasons of discrimination by the dominant culture
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they experiencexclusionfrom the new culture (Berry, 1997). These individuals and
families are most at risk for adverse outcomes as they have limited &mecesources in
both their cultures of origin and the new host culture to buffer the challenges ofifiving
a new culture. Research indicates that children of immigrant parents who are
marginalized tend to have more psychological problems than their countenplarts w
integrated or assimilated parents (Farver, Eppe, & Ballon, 2006).

Ecocultural theory. A way to understand the experiences of immigrant parents
as they negotiate parenting and navigate U.S. society with young childrengsisaoh
families’ daily routines and how cultural and ecological factors shapeienrpes.
Specifically, ecocultural theory borrows from the ideas of sociatagri®nism while
utilizing an ecological approach, to better understand how cultural and ecolsgieelsa
of the context shape parents’ experiences of rearing children acrossnditfeltures.
Cultural aspects refer to shared beliefs, values, and practices relateld trearing,
while ecological aspects of families’ lives reflect social, tngbnal, and material
resources (Lowe & Weisner, 2004). Weisner (1997) argues that ecoculturethresea
related to children and families’ development should be focused on multiple levels
including: 1) the ecocultural context which includes institutions, family struture
demographic and epidemiologic patterns, that shape individuals’ development; f8) belie
values, and ideas held by parents related to child rearing; and 3) the ionesrdtat
occur everyday or daily routines, shaping families’ experiences.

Ecocultural theory provides a lens focused more specifically on developmental
trajectories or individuals’ “cultural careers,” which shape individudishtities and

bring meaning to interactions (Weisner, 2002a, p. 325). Specifically, the theory
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considers what these cultural careers are comprised of, shaped by, and how they are
reflected in families’ daily routines or every day interactions withucaltand ecological
aspects of society. This theory purports the ideas that daily routines,
...crystallize culture directly in everyday experience because tioydmvalues
and goals, resource needs to make the activity happen, people in relationships, the
tasks the activity is there to accomplish, emotions and motives of those engaged
in the activity, and a script defining the appropriate normative way to engage i
that activity (Weisner, 2002b, p. 275).
Within each of these daily interactions individuals ascribe meaning to varioatsos
based on cultural beliefs, which ultimately influences individuals’ develo@hent
experiences (Weisner, 2002b). Overall, ecocultural theory provides unique ingight
how both culture and context shape parents ideas and practices as reflected nythe eve

day experiences of parents and children.

Early Childhood Care and Education and Immigrant Families

Defining ECCE. In the proposed study ECCE consists of and is defined as early
childhood developmental and educational (Cochran, 2007) care programs and providers.
However recent literature and research distinguishes some ECCE progitaengyasgh
guality, as these programs have the most positive impacts on children (NICHD, 2006).
Thus, according to the National Association for the Education of Young Children
(NAEYC), the national accrediting body for early childhood programs in the higb.,
quality ECCE refers specifically to, those programs that include, “a developigental
appropriate curriculum; knowledgeable and well-trained program staff andtedieend

comprehensive services that support their [children’s] health, nutrition, and sdtial we
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being, in an environment that respects and supports diversity,” (NAEYC, n.d.). lAs suc
when high quality is attached to the term ECCE throughout this document it refess to t
aforementioned definition outlined by NAEYC, when it is not utilized, ECCE refers t
the previously stated basic definition.

ECCE selection & utilization among immigrant families. According to Child
Trends Databank (2005), 61% of all U.S. children under age six were in some type of
non-parental care in 2005. In light of the continuous rise in child care use among all U.S
families throughout the last few decades and particularly since welfarexwr@ number
of studies have been conducted to better understand parents’ use of child care
(Capizzano, Adams & Sonestein, 2000; Fuller, et al., 2000; Kisker, Hofferth, Phillips &
Farquar, 1991) and the impact of this care on children’s development (Burchinal,,Ramey
Reid & Jaccard, 1995; Caughty, DePeirtro & Strobino, 1994; Howes, 1999).
Specifically, research indicates that immigrant children betweergtdsed three and
five were less likely than native born children to be in non-parental care (584sver
71% of children with native-born parents) (Matthews & Ewen, 2006b). However, among
immigrant children ages three to five with employed parents, 73% werddrcahe
(compared to 82% of children of U.S.-born parents), and those in child care were more
likely to be in center-based care than in any other type of care (Matth&ueg,
2006b). Research utilizing the nationally representative ECLS-K dataset taxhtyc
Magnuson, Lahaie, and Waldfogel (2006) found that among immigrant children in the
year prior to Kindergarten: 46% attended preschool (63% among children of native born

parents) and 12% attended Head Start (10% of children with native born parents). In
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other words, at least 58% of immigrant children were in an ECCE setting inathpre
to Kindergarten.

A small body of research indicates that when considering ECCE for their
children, parents not only think about quality of care, but also cost and convenience
(Peyton, Jacobs, O'Brien, & Roy, 2001). Research indicates that the number of children
being cared for at the same time, location, whether the provider speaks English, and
whether or not care is provided at a reasonable cost are all importantatistrestthat
parents consider as they select child care (Hofferth, Shauman, Henke, & West, 1998)
More recent research shows a link between parental characteristics asddbts of
child care that parents think are most important in their selection proces# (Kiam,
2009). Specifically, highly educated, wealthy parents who have preschool ayerchil
indicate that a program of high quality, and focused on learning and child development
are of the utmost importance (Kim & Fram, 2009). However, among parents afra low
SES, who were employed outside the home, logistical issues including, location, cost,
and hours of operation were most important as they selected care for tlaearcfilim
& Fram, 2009). Other research shows that low-income parents’ cultural vatles a
beliefs play into their selection of care for their children (Fuller, HadipwRambaud, &
Eggers-Pierola, 1996). Despite this research, much of it is quantitative asddamn
non-immigrant populations.

Few studies have focused specifically on the factors that contribute to low-
income,immigrantmothers’ selection and use of non-parental ECCE or the process
mothers use to navigate the ECCE system as they select care for tdeemchihcreased

understanding of ECCE selection and utilization dynamics among low-income
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immigrants is important given that the quality of early child care is linkethildren’s
cognitive and socioemotional readiness to enter Kindergarten. Some immigldmnchi
who have not attended high quality ECCE enter school less ready than their counterparts
who have attended high quality ECCE (Magnuson, Lahaie & Waldfogel, 2006).

Cultural characteristics indicating preference for care by familyb@es are often
cited as reasons that immigrant families utilize formal early childhoogt@ams at lower
rates than their native counterparts. However, recent research incheatibese
enrollment gaps may be most closely related to structural (affordabditgssibility)
reasons rather than cultural preferences (Hernandez, Denton, & Macaa@ey. In
addition, recent work on social exclusion that moves beyond solely considering
socioeconomics, and considers how immigrant families lack access to g gériet
institutions, sheds light on the structural barriers including languageci@hasand
geographic barriers that immigrant families face when in searcmateg and support
(Yoshikawa, Godfrey, & Rivera, 2008).

Research shows that certain familial characteristics (materpbbyment, marital
status, income, language, and parental education) as well as neighborhoodridtascte
are related to the likelihood of children’s participation in ECCE (Natiorsditute for
Early Education Research as cited by Matthews & Ewen, 2006b). Immigrales$am
which parents are married are less likely to include a mother who is emphdyed,in
turn decreases the likelihood of ECCE utilization. Among immigrant paretie iU.S.
their likelihood of being married is greater than among native-born parents omersn
in immigrant families tend to engage in work outside the home at lower rates tbag am

native-born families (Hernandez, 2009), leading to higher rates of poverty among
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immigrant families and an inability to afford ECCE (Matthews & En206b). In other
words, in immigrant families in which mothers are not working, ECCE is@ededor

care purposes and is reffordableenough for enrichment purposes. Parents’ language
abilities influence their selection of ECCE for their children; if theeerer ECCE

programs available with bilingual teachers, this limitation may detentsai®m

enrolling their children in ECCE. However, recent work in the U.S. indicates that
structural barriers related to families’ socioeconomic status actmuthie majority of

the gap in terms of preschool enrollment among immigrants in the U.S. (Hernandez,
Denton, & Macartney, 2007). Additionally, in the U.S. the National Task Force on Early
Childhood Education of Hispanics (2007) found that in various Latino neighborhoods in
California and Chicago there was a shortage of ECCE programs availabléedLim
geographic and financial accessibility is increasingly being comsld®r researchers as

the most common reasons immigrant families are attending ECCE psogtamver

rates than non-immigrant children, rather than reasons based on parents’ values and
beliefs (Hernandez, Denton, Macartney, 2007).

Developmental outcomes related to ECCEMuch of the research on ECCE
relates to the ways high quality programs impact children’s developnoemtaimes.
Specifically, engaging in high quality ECCE is associated with pesttoignitive
(reading, math, and language skills) and socioemotional developmental outcomes for
children. The National Institute of Child Health and Human Development (NICHD)
Study of Early Child Care and Youth Development (SECCYD) found that children who
were in higher quality, non-maternal child care during their first founvtoyears of life

had greater cognitive and social skills than their age-mate peers whawaset
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guality non-maternal care (NICHD, 2006). Higher quality care predicted school
readiness, based on standardized reading and math scores at age four and @Hfalf (NI
2006). In another study utilizing a low-income sample comprised of 32% Latinos , Loeb
and colleagues (2004) found that children who were in center-based care between 24 and
48 months were cognitively and socially more prepared for Kindergarten than thei
counterparts who did not attend center-based care.

Data from the 1998 Kindergarten cohort of the Early Childhood Longitudinal
Study (ECLS-K) found that amonmgnmigrantchildren, preschool attendance was
associated with greater reading and math skills in Kindergarten (MagriLghaie, &
Waldfogel, 2006). Additionally, results from a study of universal pre-Kindengan
Oklahoma indicated better cognitive developmental outcomes for Latino chiidie
attended pre-K than their ethnic-racial counterparts who did not attend preschool
(Gormley, 2008). Finally, results from NICHD’s SECCYD indicate thaideclil’s
socio-emotional development was related to their participation in high quali&EE
Specifically, children who were in high quality ECCE exhibited: sectiaelanent,
cooperation and compliance, while being less aggressive and disobedient (NICHD,
2006). Loeb and colleagues (2004) found that children who were cared for by someone
with less than a high school degree tended to exhibit a greater amount of soaairbeha
problems. Related research indicates that a link between time in care andmbehavi
problems only emerges when the child is in low quality care, and that the likelihood of
displaying behavior problems actually decreases with more hours in higty gaadi

(Votruba-Drzal, Coley, & Chase-Lansdale, 2004).
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Multiple studies indicate the importance of high quality ECCE for language
development. Results from NICHD’s SECCYD indicate that the language=dtbiz the
care provider or teacher was significantly associated with langieagdopment, which
is also supported by Magnuson, Lahaie, and Waldfogel's (2006) findings that preschool
attendance is associated with a higher likelihood of passing an Englishgangua
proficiency screening during Kindergarten among immigrant children. 18gr2008)
found in his study of universal pre-K in Oklahoma that children in high quality pre-K
showed greater increases in language development than other Latino childregrin low
quality care. Overall, research indicates that preschool may be even mdradidoe
immigrant children (Gormley, 2008) whose parents do not speak English at home
(Magnuson, Lahaie, & Waldfogel, 2006). These results are particularly impsitae
14% of immigrant children’s parents speak only English at home and only 26 % are
fluent in English (Hernandez, 2009). Together these findings indicate that it is intporta
for immigrant children to be in high quality ECCE such that they are expodael to t
language skills of other providers to improve not only their language developatent
also school readiness, and their ability to integrate into U.S. society (Hezn2004;
Portes & Rumbaut, 2001). Considering the demographic characteristics gfrantmi
families, which indicate hardship particularly in relation to education, health, a
financial stability, as well as the importance of these areas for imantighildren’s
overall well-being (Takanishi, 2004) coupled with immigrant families gngwise of
ECCE, it is important to understand how ECCE as an institution supports immigrant
families in their acculturation to U.S. society, particularly in relatioméodomains of

health, education, and financial stability.
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Functions of ECCE. According to Vandenbroeck (2006) ECCE serves multiple
functions in society. These can be grouped into three broad categories: economic,
educational, and social functions. Specifically,gbenomidunction of ECCE is to
provide care for children such that parents can be employed and in turn, economically
secure. Theducationalunction of ECCE is to provide children with developmental
opportunities necessary for cognitive and socio-emotional development, important for
later educational success; this includes much of what was highlighted in the previous
section. Finally, and generally least thought of and least researchedcitidéunction
of child care programs refers to the utilization of ECCE to acculturatesdi,
marginalized groups into society (Vandenbroeck, 2006). There is very liragedrch
on the social function of ECCE for immigrant families, particularly asldtes to how
these institutions contribute to immigrant families’ development of sogpatat and
reduction of disadvantage, as well as immigrant parents’ ethnotheories.

Based on research from Europe (see Fukkink, 2008; Vandenbroeck, 2006) the
social function of ECCE refers to the ways that these programs contribategiating
diverse groups of individuals into society. ECCE environments are considereg a pla
where children can learn how to interact in a multicultural society through thei
experiences with other children from diverse backgrounds. In addition, ECCEr¢eache
can be integral in supporting parents’ cultural beliefs (Fukkink, 2008). Based on Small’'s
(2009) recent work focused on parents using child care centers in New York Citlg, ECC
programs can be a hub for building and expanding social relationships and networks
among parents. Small (2009) found that parents were able to expand their social

networks in ECCE programs that provided institutional support for this process, including
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having parent-teacher organizations, the arrangement of drop-off and pick-ugll, @ w

the frequency of field trips. Parents’ enrollment in ECCE and their develoghsntial
relationships, and consequently, social capital led to improved well-being aheseg t
parents (Small, 2009). Given this, this study extended Vandenbroeck’s (2006) and
Fukkink’s (2008) research to move beyond solely focusing on societal functions of ECCE
and consider the social function for families that ECCE play. Additionallysthdy

used Small’s (2009) work, which focused on the social relationships that native born
parents gain from their children’s ECCE programs, as a springboard to explorgdiow t
happens among immigrant families, specifically, and to understand the spleetsaof

social capital that ECCE programs may help parents develop.

Purpose of the Study

The purpose of the present study was to provide more insight into the dynamic
experiences of low-income immigrant mothers as they adjust to life in dosvgociety,
negotiate parenting in the U.S., and learn how to navigate and utilize the ECCEtsystem
support their parenting. This study also aims to add to the limited research ocidhe s
function of ECCE by understanding how immigrant mothers use ECCE programs to build
social capital. Specifically, this study moves beyond previous studies of iamnig
families in a couple distinct ways. First, study focuses on the ECCHexqes of
parents rather than children. Previous research has focused specificdiidoen and
their outcomes from being involved with ECCE. This work is important and has
provided researchers, practitioners, and legislators with important insig/litént
necessary supports for the development of low-income immigrant children. Second,

much of the work focused on immigrant families with children is quantitative, and
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specifically very demographically focused. This qualitative study builds oneakhaof
previous gquantitative research on immigrant children, to understand some of the
processes related to being a mother in the U.S. following immigration, including
negotiating parenting beliefs and navigating U.S. child-and familyectgstems.

Finally, this study extends several important areas of research: gspraicnegotiating
parenting ideas and practices in a new host culture; 2) ECCE decision-nvakiciy as a
field we do not completely understand among non-immigrant families, and we know
even less among immigrants; and, 3) development of social capital amorgyamimi
mothers in ECCE programs. Consequently, grounded in ecocultural theory, the study

explores the following research questions:

How do low-income immigrant mothers navigate and negotiate U.S. societyoutigy y

children? Specifically,

* How do these mothers’ experiences in their countries of origin, as well as thei
immigration experiences and adjustment to the U.S. shape their expectations of
parenting in a new host society?

* How do low-income immigrant mothers negotiate their ideas and practices
related to parenting as they adjust to living in the U.S.?

* How do low-income immigrant mothers navigate the U.S. early childhood care
and education system?

* How do these mothers use early childhood care and education programs to build

more social capital?
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Chapter 3: Design and Methodology

Methodological Approach

The goal of this study was to gain greater understanding of the livedesqasr
of immigrant mothers of young children as they parented in the U.S. and irciiotera
with the ECCE system. This study was guided by the beliefs, habits, and tools of
(Masterman, 1970 as cited in Daly, 2007) social constructionism. A constructivest noti
of meaning making through social interactions aligns with concepts assbwidi
ecocultural theory, including how individuals’ roles and identities are shaped through
daily interactions. Specifically, the methods for this research weted in the notion
that there is not one singular reality, but rather multiple perceptions dietat are
constructed through social interactions, and filtered through one’s mind aswell a
processes of the external world. In this meaning-making process, individaais’
experiences, their understanding of the current interactions, as well asébhechers’
perspective all contribute to the co-construction of multiple realities/(R8D7).
Utilizing a social constructionism paradigm, this research is most glakghed with the
subjectivist end of an epistemological continuum in that it is based on an underlying
assumption that there can be different interpretations and explanations ¢f realit

In line with social constructionism, a qualitative approach was utilized irstefm
data collection and analyses. Unlike quantitative methodologies, rooted in notions of
positivism, qualitative methodologies provided data on how and why certain phenomena
occur. Specifically, in-depth interviews and observations provided rich insigtthie

contexts of immigrant mothers’ lives, the processes of negotiating ipgrénthe U.S.
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as well as navigating the ECCE system, and the meaning that these rasthi&ed to
their interactions, roles, and identities related to parenting in the U.S.

Similar to previous work grounded in ecocultural theory, this study used aspects
of ethnography, including field observations and in-depth interviews to understand the
experiences of immigrant mothers of young children in the U.S. Ethnographic methods
are important tools for exploring how culture impacts individuals’ experiencds\as
“are centrally concerned with the adaptive projects of individuals and communihiat
is, with what they are trying to accomplish to meet their goals in their dultaorkd,”
(Weisner, 1997, p. 177).

Field sites and sample recruitment.After receiving IRB approval from the
University of Maryland, recruitment efforts commenced. Prior to each iatervi
participants were required to read and sign an informed consent form (See Agpéndic
and B). Participants were informed verbally and in writing that their interweuld be
audio recorded. In addition, participants were made aware that they could agkguest
about the study before, during, and after the interview, as well as discohenue t
interview and/or withdraw from the study at any time. Each participanivestaicopy
of the consent form to keep for their records.

Mothers were recruited to participate in this study from three ECCEgmsgn
the DC metro area in which a high percentage (over 70%) of immigrantdanfibm a
variety of countries of origin were enrolled. These sites were part ojex study
conducted by the National Association for the Education of Young Children (NAEYC) in
which the student researcher was involved. The NAEYC project focused on how high

quality, ECCE programs serve immigrant children (ages 3-5) anddhaires, with a
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large emphasis on strategies, tools, and techniques that programs used to engage
immigrant children and parents successfully in ECCE programs, suchitbaE@CE
programs could utilize this information to work successfully with immigramilfes (see
Vesely & Ginsberg, 2011). Multiple abbreviated case studies, includingadassr
observations and interviews with teachers and staff, of ECCE programsondreted

in the U.S. and abroad. The NAEYC project was focused more specifically on what was
happening in the classroom, including child-teacher, child-child, and parent-teacher
interactions, and how ECCE programs were working with immigrant familres. |
contrast, the present study aimed to understand more rabthers’experiences, and
specifically how their interactions with ECCE programs shaped theiftacation
experiences.

Sample stratification. This study focused on mothers who were immigrants
embedded within particular households as the units of analysis. Previous research
indicates that circumstances surrounding and reasons for immigratiom teang Emong
families. As indicated by various migrant categories including: temptabor
migrants; highly skilled and business migrants; refugees; forced migratidriamily
reunification families migrate for a variety of reasons (OECD, 2006). tidddily, the
reasons that families migrate are often tied to the political, leatpsgocial, and
economic conditions in families’ countries of origin. For example during thevzarg
in Guatemala and El Salvador numerous immigrants fled to the U.S. as redndees
asylees. Additionally, immigrants from the same countries and regions iof teng to
have similar levels of human capital (Portes & Rumbaut, 2006) In other wordegmil

from similar countries of origin tend to have similar reasons for migramgvell as
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resources related to education and labor skills following migration. Togbh#ser t
characteristics, reasons for migrating and levels of human capital tipgraats’

resources for and experiences of raising their children in a new cultuaeldition to

families’ reasons for migrating, families’ timing of immigrationfew long the family

has been living in the U.S., which is often used as a proxy for level of acculturation, may
also shape parenting in immigrant families. In other words parents who ardJirsthe
longer tend to have parenting experiences that look more similar to one another than t
parents who are newly arrived in the U.S.

Given this potential diversity of experiences which is linked to regions of origin
and timing of immigration, the sample in the current study was stratifiex lnesthese
characteristics such that diversity regarding these charaictersscaptured. Despite
recruiting mothers whose families were from the same region of ongdinvao were in
the U.S. the same amount of time, these families were different. Spbgitivare was
variation in who was included in these households over time, and whether the mother was
part of a couple relationship or not. However, focusing specifically on immigrant
mothers, who were embedded within a particular household as the units of analysis,
regardless of how these households changed over time, helped manage this potential
diversity. To capture diversity in relation to region of origin and timingnohigration
in the sample for this study, immigrant mothers were recruited from sepzeate field
sites because these sites provided access to mothers from diffei@md cgprigin
(Central and South America, Northern Africa, and the Middle East), as well as

immigrants who were in the U.S. for varying amounts of time.
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Field sites. Through a larger NAEYC project (see Vesely & Ginsberg, 2011),
field sites were identified. However, the sample for the study was ntedétathe
overall goals of the NAEYC project. Mothers were recruited from three gregin
different geographic areas in the DC metro region because this numbesgfreitided
access to families from different countries of origin and given the numbtasities at
each site this also ensured the ability to recruit enough participants. Addrtiona
utilizing three sites helped increase the diversity of the sample talprimgight into
parenting experiences across different immigrant groups currently livithg iDC metro
area of the U.S.

The River Banks Programvas founded 1945 and is located in Spring Valley, a
medium-sized city in Northern Virginia, just west of Washington, DC. It provided
comprehensive services for children of all ages with the goals of prephilieigeis for
school and ensuring children’s success throughout their educational caregpsefrom
Kindergarten through high school. The early childhood education component of River
Banks included an early learning center, Virginia pre-kindergarten imdiatassrooms,
as well as Early Head Start and Head Start programs. Immigranetamére recruited
from the Head Start classrooms because these classes included a high number of
immigrant families, as well as children who were four years old, and consigquentd
be transitioning to Kindergarten within one to two years.

For 43 years River Banks was the delegate agency receiving Spring%/alle
Head Start funds providing early childhood education programs to low-income families.

At the time of the study there were 15 Head Start classrooms serving overldhahi

LAll the names of participants and organization®ived in this study were changed to protect thegoy
of study participants and program staff
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multiple sites throughout Spring Valley. Field work was conducted at one Haadigt
on the west side of Spring Valley, which included three classrooms (apprdyiBstate
children) located within an elementary school. In the last five to seven yearacial-
ethnic demographics of the west side shifted due to an influx of immigrants, sutttetha
community went from being comprised of mostly African Americans anaha.dimilies
to the majority of families being from African (Egypt, Morocco, Ethiopia, Eafrand
Middle Eastern countries (Pakistan and Afghanistan). The children andefaamiliolled
in these three Head Start classrooms reflected these demographkiwghithe majority
being from Africa, the Middle East, and a few Latin American and Africaerfaan
families. In addition, 85% of these families fell below 100% of the federal fydires.
The second field site, La Casita del Saber (The Little House of Wisdom), wa
founded in 1986 by a community of low-income parents who were committed to their
children receiving a high quality, bilingual, multicultural early childhood edutcata
Casita, a multisite program, was originally established in the Coéuhidaghts
neighborhood of Washington, DC and was comprised of programs for children, youth,
and families, serving over 1500 families. At the time of the study, the nyagbrit
residents in Columbia Heights were African Americans. However one third of the
neighborhood was comprised of Latino families, the greatest concentrationnofsLiat
all of DC. Despite this, with the rising cost of living many of the poorest arsd racent
arrivals from Latin America were moving to less expensive areas in astthe
Washington, DC and Maryland. Additionally, there were more African and Middle
Eastern families moving into the area. The families served by LaaGasiimed to reflect

these demographic transitions in that families served by the prograntiatehef the

54



study were Latin American, African American, and African. Within Lait@ashildren

and families in the universal pre-Kindergarten pilot program, which was iftlityéar,
were observed. This pilot program was comprised of five classrooms housed in a
bilingual charter school. Specifically, parents were recruited fromlassroom with the
oldest children who would be attending Kindergarten the following fall. There were 17
children in this classroom.

The third field site was Time of Wonder, which was located in the western part of
the Mount Pleasant neighborhood of Washington, DC. At the time of the study, the
neighborhood was fairly diverse in terms of social class as well astrateity.

Specifically, there were African American, Latino, and white Europaanilies from a

variety of socioeconomic backgrounds living in this area. Under a different name, Ti

of Wonder began in 1911 as a home to unwed mothers. In 1971 it was renovated—
bedrooms were turned into classrooms—to become a child care program for
neighborhood families who were primarily Latino and Caucasian. During th&98ials

Time of Wonder received a Head Start grant to provide early childhood education, and it
was during this time that the number of Latino families increased, and macanfr
American families began utilizing Time of Wonder. Additionally during timee, DC
provided funding that supplemented low-income families, and particularly thogefam
who did not qualify for Head Start, but could not afford high quality ECCE on their own.

At the time of the study, Time of Wonder continued to serve neighborhood
families, and there continued to be three types of slots at Time of Wondeallieder
funded through Head Start, subsidized by the DC government, and paid for privately by

families. Consequently, 70% of the families at Time of Wonder were low-inceome, a
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approximately 70% were Latino. However, with more and more African immggrant
beginning to live in the Columbia Heights and Mount Pleasant neighborhoods the
diversity of families at Time of Wonder was beginning to reflect theggberhood
demographic changes. At Time of Wonder mothers, of children from the two oldest
classrooms in the center which included 15 children each, were recruited.

Sample recruitment strategies. From the three aforementioned centers 41 low-
income, immigrant mothers were recruited to participate in this studgpitee focus on
recruiting mothers given their roles as primary caregivers of yohitdren, there were
some fathers (n=4) who also participated in interviews or part of inteswgth the
mothers. Inclusion criteria for this study were: being a mother of a childwabko
enrolled in one of the ECCE programs mentioned above; having children who would
begin Kindergarten between fall 260#nd fall 2011; and, being a first generation
immigrant (ie: the mother was born outside of the U.S.). These eligitiiigyia
allowed for purposive sampling or asking certain immigrant mothers tcipaté
because they are “information rich,” (Patton, 2002) to occur. Interviewing rsatbased
when saturation, or no longer hearing new information, themes, or storiesmggardi
mothers’ experiences, was reached.

Participants were recruited in a variety of ways including: volunteemitigei
children’s classrooms, particularly during the time that children were legimgy picked
up or dropped off; accompanying family service workers on home visits during the
beginning of the school year; finally, visiting parent gatherings assdaiatie the
centers to tell parents about the study and determine their levels oftimdhesproject.

Mothers were recruited at Time of Wonder through another focus group research proje

2 One mother recruited for the study already haddaeghter in Kindergarten.
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offered at the center. In addition, mothers at Time of Wonder were recruiteg as the
signed their children in and out of the program (See Table 1).

Sample description. The sample for this study consisted of 41 first-generation
immigrant mothers. All of the parents were enrolled in one of the three fietsd(ka
Casita del Saber, River Banks, and Time of Wonder), which were funded by Hdad Star
or the Child Care and Development Fund (CCDF). Nineteen of these mothers hailed
from various African countries (Ethiopia, n=8; Ghana, n=5; Sudan, n=2; Egypt, n=1;
Morocco, n=1, Somalia, n=1) and 22 were from Latin American countries (Eld®alva
n=10; Mexico, n=7; Guatemala, n=2; Argentina, n=1; Dominican Republic, n=1;
Ecuador, n=1), and migrated to the U.S. nine years (min.= 2; max.= 21) before they were
interviewed for this study, on average. Mothers were 32.1 years old (min. =215 ma
46), and had two children (min.= 1; max.= 4), on average. For 22 mothers this was their
first child. Six mothers still had children living in their COOs.

Data collection. This study adhered to the five principles of grounded theory laid
out by LaRossa (2005) including: 1) language being central to sociahdifthas the
importance of analyzing written texts including field notes and transcanbediews; 2)
words as indicators of theory; 3) coding by classifying and categodrimgepts as a
means to theorizing; 4) considering theory to be a series of interrelatexptand
categories that help make sense of a specific phenomenon; and 5) selegtitrgla ¢
variable.

Grounded theory, as outlined by Glaser and Strauss (Daly, 2007; Strauss &
Corbin, 1990), is a qualitative approach that encourages researchers to allowathémes

new theories to emerge from the data without the confines of predeterminedrideas
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theories regarding the population of interest. Despite the usefulness of thigueclani
modifiedgrounded theory approach was utilized, which allowed for consideration of
ideas and theories from prior studies that informed and guided the goals andsaaglys
this study. This approach required starting with a theoretical perspectives tasiel
ecocultural and acculturation frameworks served as guides in terms oblietdian and
analyses. Specifically, sensitizing concepts or guiding ideas from taeseworks
guided the development of the interview protocol as well as the earliest phdsés of

analysis (Van den Hoonard, 1997).

Table 1: Recruitment Sources

Source Type of Recruitment # of participants

* home visits

River Banks Program * in classroom (pick-up, drop-off) 24 participants
* parent meetings
* in classroom (pick-up, drop-off)

La Casita del Saber 7 participants
* parent meetings
e at center

Time of Wonder 10 participants
« focus groups

According to Masterman’s (1970 as cited in Daly, 2007) construction of
paradigm, to collect data about the experiences of immigrant mothénsyauing
children in ECCE in the United States, “tools” in line with social constructiomisre
used. Specifically, field observations in the classrooms, ECCE-rel&tetihgs and

programs, as well as in mothers’ homes during interviews, focusing on interactions
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between parents and ECCE staff, parents and children, and parents with other parents,
were collected. Also, in-depth interviews with mothers were conducted to wamerst
mothers’ experiences of parenting in the U.S., as they interacted witkhhéien’s

ECCE programs and providers. In-depth interviews were the primary date $outhis
study.

Field observations. | spent one day a week at River Banks Programs and La
Casita del Saber as a participant observer. At Time of Wonder | observed artthspent
at the center during pick up and drop off every couple of weeks to meet and recruit
parents, and | spent time observing in some of the pre-Kindergarten clasaréeMns
times during data collection. As a participant observer | was able to get tolk@ow t
teachers, staff, children, and their families such that recruitment of radtbm these
classrooms was less complicated. In addition, being in the classrooms allowed me t
observe interactions between parents and the program; these observations provided
additional insight into immigrant mothers’ experiences. | paid particttimtaon to pick
up and drop off, as well as other occasions on a day-to-day basis for observing parent-
teacher and parent-child interactions, including parent-teacher confgrandeother
parent meetings. While onsite or observing families in their daily routmesading
during the in-depth interview, | jotted field notes based on my observations of behavior
interactions, and discussions related to parents’ and children’s experiémeeislition |
made notes regarding my personal reflections. Using Emerson et al.’s (19@iques
for writing up field notes, each night after observing | converted my jottinigs ¢yer

notes using Microsoft Word.
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I n-depth interviews. In the narrative tradition of social constructionism (Daly,
2007), in-depth interviews with immigrant parents of young children who attesréeof
the three aforementioned ECCE programs, were conducted. Unlike quantitatarehrese
in which sample sizes are determined by confidence intervals, for qualgatdies,
sample size is a bit more flexible and is dependent upon saturation, or the point at which
there is no new conceptual and theoretical information being gleaned from eadbwnte
(Daly, 2007). There are various estimates of the number of interviews argcess
achieve saturation, which range from 15 (Katherine Allen, personal comriom)da
20 (Daly, 2007) to 30 (Isaac & Michael, 1981). Because | recruited from threedisti
centers with diverse immigrant populations it was necessary to conduct moB89tha
interviews such that saturation could be reached. Specifically, | eulldeta from 41
families, 22 of these families were Latin American and 19 were Afritatopped
conducting interviews when | reached saturation within each of these langeateg
ethnic groups.

The majority of interviews were conducted with mothers, as mothers, patticula
in the two large cultural groups studied, were the primary caretakers. Hdaewver
fathers (two Latino and two African), whose data were not included separatieéy
analyses for this project, participated in all or part of the interviews. nTdjority of
interviews were conducted in parents’ homes; while seven interviews oretaated at
the ECCE programs due to convenience for the parent. All of the interviews were
digitally audio-recorded. The interviews focused on the following adsssographic
background (age, number of children, marital status, household data, country of origin)

and immigration experiences, daily routines, ECCE history, parenting bekeénts’
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ideas and interactions related to education, health care, and financialystsdiil

support, ideas about the future, and advice to other immigrants. The analyses for this
dissertation did not utilize data conducted on education, health care, and financial
stability. These data will be analyzed in future projects. See Appendix laefbrlk
interview protocol. Interviews lasted for one to three hours, with the avertageew
lasting approximately two hours.

All of the African parents were interviewed in English, and the Latinos were
interviewed in Spanish with the assistance of undergraduate researcm&ssgisERA)
who were bilingual and bicultural. Specifically, one UGRA was born in the U.S., grew
up in El Salvador from the age of a few months until the age of 13, then migrated to the
U.S. and is completing college here. The other two UGRA'’s were second generat
immigrants. Specifically, they were born and raised in the U.S. by parbata/ere
originally from El Salvador. These research assistants were toaasdélanguage and
culture during interviews, and were often able to quickly build rapport with goentits,
particularly with mothers from Time of Wonder who knew me less well becausetl sp
fewer hours each week at this center. Following the interviews they transttrédbe
interviews in Spanish, and then translated these to English for analysed GIRAeés
randomly checked each others’ transcriptions and translations for accuracy.

Data analyses.Throughout the data collection process | was engaged in memo-
writing and began to make connections among concepts as they emerged fdata the
(Charmaz, 2006). Utilizing a modified grounded theory approach, formal data analyse
were divided into three phases: open coding, axial coding, and selective codinggaaR

2005). Field notes and transcribed interviews were loaded into Atlas.ti, a software
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program designed to assist qualitative researchers with data managepesifically,
Atlas.ti was used to help manage the data during open coding, in which | read each
interview and field note and began coding using both sensitizing concepts (Van den
Hoonard, 1997) as well as concepts that emerged from the data (LaRossa, 2005). The
sensitizing concepts | began with, which were related to ecoculve@lytand my
research questions were: demographic information, immigration experi&@EE
history and experiences, ECCE social connections, parenting beliefs, gnoatane.
A constant comparison method was used throughout open coding, such that paragraphs of
text were read and then compared with previous blocks of text to determinasf it w
indicator of an existing category or if a new category needed to bedreBhis aspect of
the analyses yielded additional codes, including ECCE challenges, socidl gaipga
nostalgia for COO, couple relationship, employment, documentation, parenting supports,
racist thoughts and discrimination experiences. Open coding yielded 41 codestelyjtim
a smaller subset of these were used for the analyses reported in this document.

During the second phase of analyses, axial coding, each of the salientieategor
or codes that emerged during open coding were examined by looking acrose cases t
understand the various dimensions of each category (LaRossa, 2005). For example, to
fully understand the dynamics of mothers’ experiences with the ECCE sydtefrthal
coded text for this code was compiled using Atlas.ti. Next, all the pieced oélated to
“ECCE history and experiences” were read to understand and code for the various
dimensions of each category. Ultimately, what emerged from this phase of coding i
relation to this one code were the dynamics of how mothers selected BC@GEif

children, including additional codes like, “reasons for looking for ECCE”, “connections
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to ECCE”, “obstacles to securing ECCE”, and “ECCE experiences”. lfidaring
selective coding, the last phase of analyses for this study, the mainustastying the
analysis” (LaRossa, 2005, p. 850) emerged reflecting various facets of immigra
mothers’ parenting experiences and interactions with their children’ €£E@&grams.
Specifically, from the initial code, “ECCE history and experiences” a psoc®del of
how immigrant mothers navigated the ECCE system emerged.

Data quality. A widely referenced model for trustworthiness in research consists
of characteristics that are associated with higher quality studies (Guliaad 8Bed by
Krefting, 1999). Specifically these components of trustworthiness identifi&uba
(1981) include: truth value, applicability, consistency, and neutrality. Additionally,
Guba’s model (1981) identifies the strategies for ensuring these aspgea#dityfin both
guantitative and qualitative research. See Table 2 for the terminology usadtfor e
criterion in qualitative and quantitative research, and for the strategiesaie

employed in this study to ensure these four criteria were met.
Truth value. Thisrefers to the level of confidence in, or how plausible the

findings are based on the design of the study, the participants and the context. In
guantitative research this is determined by considering the internal vahdity study or
the strategies that were utilized to ensure the changes observed in the degeTatdat

of interest are accounted for by changes in the independent variable. Additiondlly, trut
value in quantitative research is based on the notion that there is one spedii¢aeali
measured. Alternatively, epistemological assumptions of qualitativacbseealude the
idea that there are multiple realities defined by various participdreftig, 1999).

Consequently, qualitative researchers need to accurately reflectabbses such that
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those who, “share that experience would immediately recognize the descyiptions
(Krefting, 1999, p. 174). In qualitative research this is referred ¢oeaisbility, rather
than internal validity as in quantitative research.

Table 2: Criteria of Trustworthiness in Research (adapted from Krefting, 1999)

Quantitative Strategies Employed
Criteria Qualitative Approach
Approach in this Study
e Prolonged time in
the field
Truth value Credibility Internal validity e Triangulation
e Peer examination
e Reflexivity
Applicability Transferability External validity e Thick description
e Thick description
Consistency Dependability Reliability e Triangulation
e Peer examination
e Triangulation
Neutrality Confirmability Objectivity

o Reflexivity

Applicability. This aspect of trustworthiness refers to how well the findings can
be generalized to other contexts and individuals outside the study, or what is called
external validity in quantitative research. This is not necessarilyl@gaalitative
research as the focus is on the uniqueness of individuals’ situations through obtaining

thick descriptions of individuals’ experiences (Krefting, 1999). Thus, in qualitative

64



research applicability is referred to as transferability, or how welfindings can be
applied to another context that is similar to the context of the original reseancoln
and Guba (1985) indicate that to ensure future researchers are able to applygualita
findings to a larger or different context it is incumbent upon researchers to prictide
descriptive data (Krefting, 1999).

Consistency. This refers to the repeatability of findings if the study were
replicated in a comparable context. In other words, study findings remain tee sam
across subsequent studies. In quantitative research this is referredlimbodgy, and is
generally based on assuming the existence of a single reality. Gemelability is
ensured by well controlled, tight research designs. However, in qualitatiaeateseith
the assumption of multiple realities as well as the focus on, “learningtfi®mformants
rather than controlling for them” (Krefting, 1999, p. 175), observing the breadth of
variation in participants’ realities and experiences is desired. Camsysn qualitative
research is referred to as dependability or being able to explain and accdhat for
variation observed across participants. Given that the goal of qualitatiaecreseto
understand the varied dynamics of participants’ experiences, rather thartdryin
ascertain the average experience as in quantitative research, incluticiggrds’
experiences that are somewhat atypical or those who might be considering amnoutlie
guantitative research are extremely important in qualitative rdsaaterms of
elucidating the multiple facets of certain phenomena (Krefting, 1999).

Neutrality. Producing bias-free findings is a goal of research, and is reflected in
objectivity in quantitative research. This refers to study findings besegffom the

influence of researcher bias or poor instrumentation. In other words, “thébjec
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researcher is seen as scientifically distant, that is, as someone whaitueated by,
and does not influence the study,” (Krefting, 1999, p. 175). In qualitative research,
forging working relationships with participants was necessary to gain trdish aurn,
the ability to collect rich data from participants. Consequently, examiningetiteality
of the data, as determined by the study’s applicability, was consideregaodmeount
rather than the neutrality of the researcher, which is most important in gtisatita
research. Neutrality in qualitative studies is referred to as confirtyglihefting,
1999).

Strategies. Specific strategies were employed in this study to increase cigdlibil
transferability, dependability, and confirmability, including lengthydfiekperience and
rich, thick descriptions of these experiences, triangulation, peer examination, and
reflexivity (Krefting, 1999).

Approximately seven months were spent in the field, in interaction with
immigrant parents in ECCE programs as well as their homes. This extendegment
in the field enabled me to become familiar and trusted among mothers, as oletkeave
their experiences over this period of time. | kept detailed field notes alskerving
interactions between parents and teachers in the ECCE programs, as welleaarmbf
after interviews, and | digitally recorded parents during the interviéhsough detailed
field notes, and audio recorded interviews, in which | was able to gather quotations f
mothers regarding their ideas and experiences provided thick descriptissargder
trustworthiness in qualitative research. Specifically, utilizing methveords offered
direct evidence of participants’ lived experiences, which added todtubitity,

transferability, and dependability of this study (Krefting, 1999).
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Various methods of triangulation were employed to ensure data quality, and in
turn, trustworthiness regarding the findings for this study. First, tlatign of data
sources and methods was made certain by utilizing multiple data sourcesthodsne
including field observations of parents, children, and staff, as well as conduetiagtin
interviews with parents. Second, triangulation of investigators wag affhrs study.
The UGRA'’s who assisted in translating the interviews with the maedsd helped
interpret these interview and observation data from a cultural perspe&tsgs.|
regularly met with the UGRA'’s about the field observations and askelefor t
interpretations of what | was seeing. Together these varied methodsgtitation
increased the credibility, dependability, and confirmability of this studyjraturn,
helped to tell a more complete story about the experiences of these intmpayents
with young children in ECCE.

| engaged in peer examination with several of my colleagues anfes tluring
the course of data collection and analyses. We discussed what was beingdatser
each of the field sites and during the interviews with the parents, as wellvasvas
interpreting what | was seeing and hearing. These peers provided feestirrckng my
interpretations of data particularly during the selective phase of codhig.leids to the
credibility and dependability of the study.

Reflexivity is the consideration of the researcher’s background to understand how
her experiences may influence qualitative data collection, analyses, and ihgwstudy
findings (Krefting, 1999). Reflexivity was consistently considered through@aistudy
in terms of how my background, experiences, and perspectives impacted yhe stud

results. Being a white, upper middle-class female who was born andirateedJnited
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States, as well as having spent time in various countries outside the U.S., amg) worki
with immigrants in the United States through research, teaching Engksies|and
volunteer work, influenced not only the development of my research questions, but also
the collection, analyses, and interpretation of data. In addition, | was pregriagt dur
data collection and was a new mother during data analyses.

Throughout the last six years | intermittently travelled for short, 10 dag/tivia
few Central American countries including Guatemala, Honduras, and CoatanRere |
volunteered and assisted with the construction of homes. Additionally, | spent one month
in Guatemala during the summer of 2008, living with a Guatemalan familyjsud
Spanish, and travelling throughout the country. Together these travel expegavees
me insight into various aspects of the daily routines and experiences of famdies
children who are living in Central America.

Moreover | spent extensive time in the U.S. working with families from
immigrant backgrounds. In particular, during the Spring of 2008, | conducted a small
qualitative study of Latino immigrant mothers who were part of a program
Washington, DC. | spent nearly four months observing and interviewing the Latina
immigrants involved in this program about their experiences being mothers in the U.S.
Finally, throughout the last couple years | worked with immigrant fasnitieMaryland
who were from a variety of regions of the world including Central and South Amasica
well as Africa, the Middle East, and South Asia. | worked as a family pdankliabitat
for Humanity and as an adult English teacher through the public schools adulteducati

program.
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Together, these travel experiences along with my experiences wariking
immigrants living in the U.S. have provided me with opportunities to understand both the
strengths these families possess and the challenges they face, agdwelisascultural
beliefs these families possess. These experiences were payticalpful in terms of
data collection and analyses for this study.

Additionally, | worked closely with three UGRA'’s, with whom | regularly
consulted regarding assumptions | held based on preconceived ideas antheagerie
One of the UGRA'’s was an immigrant from El Salvador and thus, she was able to
provide me with explanations for what life might have been like particularly for sbme
the parents from El Salvador, as well as their adjustment to life in the Uteties.Sin
terms of African families, one of the teachers at La Casita del Saber, ohginglly
from Senegal, Africa, often shed light on some of what | was seeing wittaAfri
families. Having this teacher as a sounding board did not breach any confiditiees
African parents because they were at separate centers (theyrajdifrican parents
were at River Banks).

Finally, during data collection | was pregnant with my first child, and during the
data analyses phase of the project | was in the earliest phases of motheriidaitlyC
these experiences influenced my fieldwork as well as my intenorettthe data. For
example, being pregnant as | collected data often provided a way of connetting wi
mothers either upon meeting one another or during the interview. During some
interviews, mothers provided me with advice regarding labor and delivery]laswe
selecting ECCE. In terms of analyses, being a new mother certainkroéd the way |

understood each mother’s story, and the gravity of the challenges they fdtsteet
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bravery as mothers in a new country. For example, as | read Mercedes’ adcount

leaving her seven month old daughter in El Salvador, caring for my own seven month old
son, | had a much better understanding of the emotional turmoil she must hasesliet a
tried to adjust to life in the U.S., while her daughter remained in her COO.

Not being a member of the racial and/or cultural groups of the mothers in this
study was sometimes a challenge because of both language issues asstatilEzsing
trust. With the help of translators | was able to manage language gesllemd with the
help of ECCE program teachers and staff | quickly became a trusted membeeof the
mothers’ weekly lives as they interacted with their children’s ECCEranog In
addition, the UGRA'’s also helped establish rapport and trust with many of thesLasina
they were from similar cultural, socioeconomic, and linguistic backgrounds.

Oftentimes, however, not being of the same background as the mothers was a
benefit during data collection. Being an outsider sometimes contributedrtohthess of
the data. Specifically, mothers did not assume that | knew or understood atg aspe
their cultural beliefs or experiences. Thus, when | asked them questioriingdaeir
experiences they saw this as an opportunity to teach me about their cultuserdfdf
the same cultural background as participants, they may not have shared spdcis af
their cultures based on assuming that as a member of the same cultureyl alread
understood certain cultural experiences. Finally, the participants werewo
Consequently, I was able to connect with participants on the level of gender, which
helped them feel comfortable during the interviews. Also, as previously mehtione

being pregnant also enabled me to connect with participants in a unique way that invoked
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trust and rapport fairly quickly. Overall, remaining reflexive throughout #ssarch

added to the credibility and confirmability of this research.
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Chapter 4: Immigration Stories

This chapter provides insight into the first research question, which focused on
mothers’ experiences immigrating to the United States. These immigsatiries were
complex and were comprised of three interrelated and consecutive psocksssion to
migrate, journey from country of origin (COO), and adjustment to life in the BlISof
these mothers’ immigration stories were shaped by interactions witlicimélies as well
as their documentation statuses (see Figure 2). Ultimately motherigjriation
experiences shaped their experiences of parenting in the U.S. Thesmgarent
experiences included negotiating their ideas regarding mothering, aswaligating
various child-and family related systems, like early childhood care andtemtuc

(ECCE).

Figure 2: Immigration Stories

Family Contingencies Documentation

VoAl
4 N

Decision to |, Journeyfrom | Adjustment to
Migrate Country of Origin Host Society

Decision to Migrate

For many mothers deciding to migrate to the U.S.—despite this being a life

changing decision—was not drawn out and in some cases was fairly spontaneous. As
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mothers reflected on their experiences coming to the U.S. it was clear Heatldugsions

were often made fairly quickly and without a lot of forethought. This was piartig

true among mothers who came from Mexico, Central and South America, and tended to

come without documentation. Maria described her decision to come to the U.S. as

“spontaneous”. She discussed emigrating from El Salvador to bring her youreyeiosist

her mother in California. Her sister was too young to travel to the U.S. byfhersel

particularly without documentation, so Maria left the university and reunitesidter

with her mother.
| never thought of coming here because | was going to the university, it was a
spontaneous decision...I didn’t want to come. It just happened that way. My
mother wanted to bring my little sister to the U.S. and because she was so
young—she was 11 years old at the time—the guy that was going to bring her
said that he could not bring her. So | said | would go with her and | only had
three more classes to finish school...it was quick because | sincerely | dem’t e

know why | made that decision. | didn’t even ask anybody, | just told my mother,
‘mom, | am leaving.’

Maria did not return to El Salvador, stayed in California for a short while, and tdtyma
made her way to Washington, DC where her husband was living.

Mothers who came with visas, generally African mothers, planned a bit more than
those without visas, but still not very much. Sana explained her decision to stay in the
U.S., which she madster arriving in the U.S.

| left November 28th ...but the real one [civil war] started December 29th...Then

when | came here my decision was to go back to Italy because my brother was in

Italy and he said all my transcripts my mom took from Somalia into the unyersit

[in Italy] (she had many Italian teachers in Somalia so when the civibegan

she had the opportunity to finish her studies in Italy). And when | came here | was

supposed to go back to Italy by January 15...[my brother went back to Somalia]

then | don’t know who is going to support me [in Italy]...then some cousins they
live here and they could support me here.
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As this passage depicts, Sana came to the U.S. in the earliest days of tharaivil

Somalia. Her initial plan was to come to the U.S. to visit cousins, before imimigt@t

Italy, where she would continue her studies. After being in the U.S. for just over a

month, following the start of the civil war in her country of origin (COO), Sana was
persuaded by cousins to stay in the U.S. With her brother no longer in Italy and unsure of
how she would support herself there, she decided to stay with family in the U.S., and
forego her plans to finish school in Italy. Despite making limited plans regaraiming

to and staying in the U.S., mothers discussed four factors that prompted them to leave
their COOs and come to the U.S.: political unrest and war, family reurofcateatment

for ill family members, and better economic opportunities in the U.S.

Political unrest and war pushed a few mothers to emigrate from their C@0s. F
example, Maisa arrived in the U.S. in 2004 after fleeing a civil war in Darfur, Sudan. “
had been in refugee camps, also, like my family, and | applied in refugee camgs to g
the border of Sudan with the neighbor country of Chad. At that time | got a visa from
Chad for a chance to come to the United States.” Maisa was looking to leave Sudan
because of the conflict there that was forcing her and her family to liveefogee camp.
Consequently, leaving was her primary focus, with the country she was headed to
secondary. When Maisa came to the U.S. and left behind the refugee camps ifoDarfur
stability and peace in the U.S., she was by herself, and she knew only two pebple i
U.S. when she arrived. Her family continued to live in these camps, and thus she had
limited opportunities to contact them because they had no access to internet and although

they had a cell phone, the reception was always poor. Being away from hgr famil
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during a civil war, as well as not being able to talk with them on the phone much while
she was adjusting to life in the U.S., was extremely difficult for Maisa.

Other mothers’ decisions to immigrate to the U.S. were contingent on their
families of origin as well as their families of procreation. These motlesnsled to come
to the U.S. to reunite with family members, boyfriends, and spouses, or to mighate wi
these significant others. Like mothers who left their COOs due to war andgbolit
conflict, mothers who came for family reunification often had not made detailedtplans
migrate. In fact, as Maria described above, these decisions to come to.thetd.S
sometimes quite spontaneous. In the case of Maria her decision to come to the U.S. was
S0 spontaneous that it ultimately shaped her experiences in the U.S. Spedctieatiid
not finish her education in El Salvador as she intended to prior to immigrating to
Washington, DC, which is where her husband was living. Had Maria’s mother not asked
her to bring her sister across the border, most likely Maria would have dekyed h
immigration so she could graduate before coming to the U.S. This delay would have
potentially impacted her documentation status, as her husband was a U.S. resident and
was working on the paperwork to sponsor her as she was finishing school. Consequently,
if Maria had waited to come to the U.S. she would have come legally and with a
university degree. This may have led to greater economic stability féarhidy than
what her income from McDonald’s provided.

Like Maria, Samira’s decision to stay in the U.S. was rather spontaaedus
contingent on her family’s needs. Specifically, she visited her sister, tyand decided
to stay in the U.S. at her request. Nyanath lived in Virginia and was working dnrfgnis

her university degree, when Samira and her mother visited to help with her childaen for
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few months while she was in school. At the same time Samira had been in school in
Sudan working towards being a medical lab technician. However, while visiting the
U.S., Nyanath convinced her to stay, even though their mother went back to Sudan after
six months.

Moreover, forces that prompted mothers to leave their COOs and come to the
U.S. were sometimes so strong that some participants even chose to lehea chil
behind, in their COOs, which was emotionally difficult. Mercedes left hensaomth
old baby in El Salvador because Juan, her boyfriend and the father of her child, who was
a U.S. resident, told her he was spending too much money traveling back and forth and
wanted her to come to the U.S. to be with him. Prior to meeting Juan Mercedes never
had any intention of leaving El Salvador, and when she did emigrate, she did so
somewhat reluctantly. Ultimately Mercedes and Juan split up. Mercedameehm the
U.S. because at this point she gave birth to another child and she believed it better for her
to be raised here.

For some mothers it was a combination of factors that led them to the U.S.
Usually these reasons were related to leaving poverty in their COOs giaitiiee of
job opportunities in the U.S. Participants mentioned coming to the U.S. for economic
reasons, to earn more money for their family. There were limited job oppasusitd
limited access to education for their children in their COOs, whereas in the UeS. the
were opportunities for employment and what mothers believed to be a promise of a
“better life”. For Esmeralda reasons for emigrating from Mexiceséictly related to

earning more money in the U.S. Esmeralda’s parents essentially sent hdy 18. ttee
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earn money when she was 16. Her parents were extremely emotionally distentvas s
growing up in Mexico.

They usually never said anything to me. My mom never talked to me, and of

course, my father didn’t talk to any of his children... No, the only thing that they

want is that | send them money but they don’t think anything because they never
say anything...Well, my mom is sick so my mom asks that | send her money
because we still have a younger sister but they still don’t say much...l came to
make money | didn’t come to get married that’'s why they sent me so that | ca
send them back money.
Esmeralda left Mexico because her parents needed money. Of course whewnesthe arri
what she discovered was just how difficult it was to earn enough money in the U.S. to
support oneself and still send some money back home. “[I came because] supposedly
there are more opportunities, that is what they say over there [in Mexicd]j$nbt
true.” So it was both her parents’ needs as well as the idea that she could eafn a lot
money in the U.S. that contributed to Esmeralda’s decision to migrate.

Mothers also came to the U.S. to support the medical treatment of family
members. These mothers came to the U.S. contingent on hoping to help their family
members. They helped their family members in one of two ways: earning nooserydt
home for medical treatment or finding better treatment for their famiiylvees in the
U.S. Isabel came to the U.S. to earn enough money to send back to her family im Mexic
for her son’s treatments for asthma. She described her reasons, “...[my oldestsson] wa
young and sick. He was born with bronchitis and he needed treatment. My brothers were
already here so they told me | could come live with them here, work, and send money for
[his treatment], because there was very little work in Mexico.” Ultimasabel stayed

longer than the three or four years she initially anticipated being in thdé&t&use her

second daughter who was born in the U.S. was diagnosed with leukemia when she was
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two. Isabel decided to stay and seek medical treatment for her daughters aite foer
daughter’s cancer going into remission she remained so if the canceedeshe would
have access to the necessary treatments. Marisol came to the U.S. to legleherifo
needed treatment for his diabetes. He was sick for a few years in Glacaeoch&er
family could no longer afford his medications and treatments there, so he cémme to t
U.S. for treatment. Two years later Marisol joined him in the U.S. to help witlatgs c
after he went blind and lost his speech from the diabetes.

COO often dictated the documents mothers were able to receive to enter and
remain in the U.S. legally. For example, mothers who emigrated from diffefrece
countries to avoid political and social unrest were able to get visas to irctatlg here
as refugees or asylees, and then could apply to remain in the U.S. permanentlys Mother
who came for family reunification reasons, were often sponsored by thdy fam
members and received green cards to come and remain in the U.S. legdigyUIB tin
2009, 27% of all “new arrival” immigrants and refugees (NAIR) were admitted on
family-sponsored visas, 35% of all NAIR were admitted as immediateves of U.S.
citizens, 28% of all NAIR as refugees and asylees, and 7% of all NAlkhedtasas
through the diversity lottery (U.S. Department of Homeland Security, 2010). Qigtaini
green card through family members or as a refugee/ asylee was aps plossible,
particularly for mothers from Mexico, Central, and South America. According to the
U.S. Department of Justice, in 2010, 1,780 individuals from EIl Salvador applied for
asylum in the U.S. and only 146 were granted this status; whereas 614 Ethiopians applied
and 407 were granted. Consequently, because of their commitment to their families,

some mothers chose to make the journey to the U.S. without documentation. These
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mothers tended to remain in the U.S. undocumented despite applying for residency
paperwork year after year. Finally, mothers who came solely for ecomeasons were
often unable to secure the appropriate documentation to come to the U.S. and/ or to
remain in the U.S. In turn, arriving legally in the U.S. and overstaying one;s visa
generally after giving birth to a child was another way mothers in this stadywithout
proper documentation.

Overall, there were varied reasons that mothers came to the U.S. including
political unrest and conflict in their COOs, health issues of family memisensification
with family, and finally, better economic opportunities in the U.S. than in ti@®<
Both family and documentation shaped mothers’ decisions to migrate to the U.S. For
many mothers their decisions to come to the U.S. were very much contingent or based on
the needs and desires of family members. Documentation was a result o$dims that
mothers immigrated, as well as the country they were emigrating iinderms of
qguotas. For example, mothers who fled war and political unrest generally agived a
refugees or asylees, and received appropriate documentation. Other mothers fr
countries like Ethiopia, Ghana and Eritrea were able to receive visas thheutdjlidrsity
lottery (U.S. Embassy in Dakar, Senegal, n.d.). In contrast, it was impossibiethers
from Central America to receive diversity lottery visas becausedhetries in Central

America from which mothers came already had high rates of immigration to$he U

The Journey

Despite not having documentation, Sofia decided to come to the U.S. to secure “a

better future,” for her children. Her experiences traveling to the U.S.Eidalvador
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with her husband were similar to many mothers who came from Mexico and Central
America.

...It took almost a month. It was very hard. We (there were 90 other people with

Sofia and her husband) all had to walk almost 11 days and by bus too. We would

only sleep for like two hours and it was really hard. Through the desert when we

were sleeping a snake bit me two times. My husband thought | was going to
die....It was $6,000 per person...there were 10 of us who didn’t have anything to
eat, not even water. We would go for whole days without water...When we were
walking because for example my feet would get very swollen because thd shoes
wore were not my size and | would bleed a lot. There was a time when | told my
husband he should go on without me.

For mothers who came to the U.S. without the appropriate documentation their
actual journeys to the U.S. were far more physically harrowing andfatriéss mothers
who were able to come to the U.S. via airplane with visas and necessary paperwork.
However, leaving one’s country during the midst of civil war and political unreated
journeys to the U.S. that were filled with fear and sadness for some mothesse T
mothers were separated from their families, who were either nmgratiother countries
or remaining in refugee camps to escape unrest. Fortunately thesesmateespared
physically grueling journeys, but still had to endure stressful travelseXaonple, Maisa
was living in a refugee camp in Sudan near the border with Chad because hesfamily’
village was burned in the civil war in Darfur. She traveled to Chad, applied for a U.S.
visa there, and came on an airplane to the U.S. Physically her trip was not dangerous or
unsafe, but it was rather difficult to leave her family in Sudan as she featbe safety
and missed them terribly.

The majority of mothers entering the U.S. without a visa or necessary

documentation were from Mexico and Central America, and they shared stories of

extremely arduous trips from their homes to the U.S. Mothers paid between $3,000 and
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$6,000 for each person to be taken through the desert of Mexico by coyotes who are
individuals who earn money by illegally crossing immigrants over the MexXioader

into the U.S. These trips could sometimes take as long as one month. Generakyg coyot
would provide mothers with three opportunities to successfully enter the U.S. During
these journeys, mothers were often required to walk for days with blistertngdege

little food, water, and sleep, and in some cases to risk their lives riding on the tops of
trains, swimming across rivers with heavy currents, and keeping snakesiandritters

at bay during the nights in the desert, as well as witnessing the loss of otlests’ |

These experiences were so challenging some mothers, as Sofia indicatedhaingie

they were going to die in the desert as they tried to make their way toShbddder.

Some participants with similar experiences to Sofia were travelmg aand in
addition to the physically and emotionally grueling journey through the desgrgltte
experienced being caught by immigration. Among mothers who traveled alone, some
were forced to endure humiliating experiences with immigration offider$king strip
searched. Daniela, who came to the U.S. at her mother’s request, was trdoveéng a
caught, and detained by immigration officials. She described her experancgs
arrested and held in custody until her mother was able to get her freed.

...they treat you—well, | think they treat dogs better than people...l wasestres

for a month. Oh | was crying because | felt when they arrested me | didn’t know

why they had to strip me. We were all a group of women in a room naked...I felt
ridiculous...l had to go through so many bad experiences. | didn't feel like |
deserved them because | had not committed anything bad....There were a lot of
women and a man arrived and told us to take off all of our clothes. And you have

to do it..., and if you left the cell they had to strip search you when you returned.
Since | did not want to be inspected, | would not go out [of the cell].
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Traveling alone with children was the experience of a few mothers inukig. st
This generally meant one family member, usually the father, arrivée i0.S. first to
set up for the family by finding employment and a place to live as well asgang for
the family’s arrival. Sometimes it was a few months and sometimesiaew years
that they were separated. Alejandra traveled alone with her 18 month old daugkter as h
husband came to the U.S. first, and “sent for” her a year later.
| wanted to get a visa but they wouldn’t give it to me...l came walking through
the desert because my husband didn’t have work in El Salvador. He came first
and after a year he sent for me. We had a little girl at the time. She was six
months when he left and she was a year and a half when we got here.
It took Alejandra three tries to get over the border, and she and her husband paid $12,000
($6,000 each) for both she and her daughter to cross into the U.S. She left her job as a
nurse and her family in El Salvador, experienced a difficult and expensive trip to the
U.S., and arrived in the U.S. undocumented to live in a small apartment, work in a low-
wage job, and spend very little time with her husband who worked an opposite shift. In
many ways Alejandra paid so much to come to the U.S., only to arrive in a new country
with nothing. This ultimately contributed to Alejandra experiencing depeeg=elings,
which is discussed later in this chapter. Traveling with children was seeni@adtdfy
some whether they had documentation or not. Yenee, a single mother from Ethiopia,
who gave birth to her son after being in the U.S. for seven years, describeddeseling
though she would probably not have made the journey to the U.S. if she already had her
son. She discussed the difficulty of traveling with a baby. “...the first ttnegd easy.
But like | don’t know now things are complicated for travel with a baby. It is @asy

when you are single and you don’t have anything.”
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Once mothers crossed into the U.S. some came directly to the DC metro area
while other spent days, months, even years in other parts of the U.S. including Florida,
New York, Texas, North Carolina, and lllinois before coming to Washington, DC.
Generally mothers made stopovers because they had family that lived iditfesat
geographic areas. Mothers who spent time in other places before coming to DC
ultimately came to the U.S. capital city for both economic and familypnsasFor
example, after spending two days in Maryland in a house with other undocumented
immigrants, Juliana continued on to New York, where she had a cousin. However after
being there for eight months and not earning enough money to send back to her father,
who had used his house as collateral, to borrow money to pay for Juliana’s trip to the
U.S., Juliana began to consider other options. This was around the same time a former
coworker from when she worked at a fruit company in Guatemala, who was now living in
Washington, DC, contacted her.

It was a good, stable place where we were living but | wasn’t able to ayargp

the money | owed. So my dad...the money that he had borrowed on the house, he

said they had given him three months to pay it back...and | wasn’'t working on

this side so they were going to take away his house. So I told him (former co-

worker who was living in Washington, DC) how it was going and he told me that

in Washington, [DC] there is more work ...what mattered most to me was to pay

my dad the money because he can’t lose his house because what'’s the point of me
being here if | can’t help my family...So he said, ‘well, come here and wad! fi

you a job.’...and that is how | came to Washington.

The journeys that some mothers made to the U.S. were physically and
emotionally strenuous and many mothers mentioned that if they went back to tsr CO
they would never again be able to bear another similar passage to the U.S. Codysequent

most did not plan to return to their COOs unless they were absolutely certain thdy woul

never want to return to the U.S. Some mothers were nostalgic about their home countries
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and would entertain notions of returning home; however, they were not completely
confident that things would be better for them at home, and could not risk going back
home, not being happy, and not being able to return to the U.S.

There was only one family who seemed to have very definite plans about going
back home. Valeria and her husband migrated to the U.S. seven years before they were
interviewed and when asked about the future they mentioned definite plans to return to
Mexico to be with family in the next three to five years—no other family mentioned
returning to their COO while their children were still young. Given that dgyot
arrive recently in the U.S., and that they have a house in Mexico, as well ad thatfac
Valeria mentioned her intentions to finish her last year of school in Mexseelhs as
though their plans to go back to their COO will likely come to fruition. Often mothers
discussed wanting to go back to their COOs shortly after they arrived; hoafares
few years many mothers gave birth to more children, and became more idtagthte
child and family institutions in U.S. society, and despite missing home, they thought i
better for their children and sometimes themselves to stay in the U.S. \dadieniat
indicate any of the same desires to have her children finish school in the U.S., and
certainly had a detailed plan about when and why they would go back to Mexico, which
none of the other mothers in the study mentioned.

Most mothers indicated that when they were older, and their children were in
college they would then consider the possibility of returning to their COO. Mbsbdli
want to return when their children were young because they wanted to ensurdrthat the
children were educated in the U.S. In the meantime many were unable to evifrevisi

COOs because they could not afford the trip. Among mothers who were undocumented,
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they knew if they went back to their countries they would most likely not return to the

U.S. because they could not bear another difficult journey across the border.

Adjustment to the U.S.

Upon arriving in the U.S., the majority of mothers in this study either stailked w
or spent time with family and friends. Mothers who did not initially stay withljaami
friends upon their arrival to the U.S., had spouses who were already in the U.S. when
they arrived or they came with their spouses. There were no mothers who arrhed in t
U.S. on their own and did not have any support from family or friends. However for
some mothers these supports in the U.S. were more limited. This was particuéarly
for Maisa who migrated because of the civil war happening in Darfur. When steglarr
she stayed with a friend of her brothers for a few days, and then an acquairtance fr
Darfur. Only three months after Maisa arrived, she married her husband whetshe m
here, and explained to me, “...you know, in the United States it is not easy to be by
yourself.” In contrast, other mothers arrived to have the support of their inmediate
family including mothers, siblings, and/or spouses. Regardless of the |esygdpmirt
mothers had when they arrived, most experienced a period of adjustment to living in the
U.S. They were forced to adjust to life without family members, with new andysual
different employment, and more demanding daily routines. This process ofrahjtist
was even more complex and challenging when mothers started parenting in this new
context.

Employment contributed to the majority of mothers’ adjustment experiences.

However, they discussed employment in the U.S. with fairly mixed feelingay Ma
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mothers mentioned that they really liked being in the U.S because of all the op@stunit
for employment as well as advancing one’s education as Desta described,

...and when | first came | went to school and in the meantime | was working...so

| worked part time, went to school and still had enough time to have a family and

send the money back home for my sisters and brothers. And when | came here
my mom was [in Ethiopia] too, so | sent money for her too. 1 still paid the
school—I got financial aid so that helped—I paid my books and still | had
enough...to send, especially for the holidays—not all the time but for the special
days like holidays.

Enrolling in English classes, as well as taking advantage of other edatation

opportunities like certificate and associate degree programs availablarauaity

colleges in the U.S. was something mothers really appreciated in the U.S. dMigther

Desta felt empowered by their abilities to support their families and movarfbiw

their own lives.

This new level of responsibility that mothers faced was something that
particularly struck many participants, as they began to parent in the U.S. Ornileedescr
as, “independence,” that was felt, particularly in relation to work and childregady
Aisha’s husband, stated, “the social systems are different...you see you daingssby
yourself here. You work, you take care of your family, yourself, your Kitiai are
more independent here.” However these feelings of empowerment and independence
were juxtaposed with feelings of stress and pressure mothers felt ionrétathe
responsibility they now had in the U.S. with limited supports.

In terms of work, mothers mentioned that to earn enough money to live, both
parents needed to work, and to work a lot. Some discussed feeling that if they did not

have a job, they would end up with nothing; whereas in their COOs if they did not have a

job, they would still be able to live in their families’ homes, and as one person said, “you
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can always have beans, rice, and tortillas.” Esmeralda described thisgréBsar
difference here is that if you don’t have a job then no one will help you but [in Mexico]
they are good to you and if you don’t have anywhere to live they will help you, but here
they won't.” Elsa, a mother of two children very much missed her family of origon w
were in her COO, she mentioned nostalgically her experiences with fanmigrdiin
Mexico. Elsa discussed the difficulty of all this pressure regarding waoided with
not having family support.
| mean here it’s tough, it's tough living here. Because you have to do so many
things, it's different. Not things you’d think of before [coming here], you know?
And not being with your family, being alone...well | think in Mexico even if you
are working to make ends meet you are still happy with your familyyeweis
together. When it was time to eat, we would all eat together. But not heree. Her
it is all about working, working, and well, working.
Many mothers shared Elsa’s sentiment in terms of missing their fanaly a
feeling as though they did not have a lot of family support, particularly in relatibe to t
amount of additional demands they were facing as mothers in a new society. oin lie
family support mothers turned to what they saw as a wealth of institutional supports for
families. Selena described this,
| think here one feels greater responsibility here and at the sameotingety
more information [on parenting] here—like about schools, on what is important
for their future, and what one has to do in their best interest...over there [in El
Salvador] hardly ever.
Being undocumented was another challenging aspect of mothers’ adjudiments
living in the U.S. Daniela applied for a visa before coming to the U.S. but was denied,

and because she wanted to see her mother, who initially came to the U.S. to escape

problems with Daniela’s father, she decided to come to the U.S. without docuorentati
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However, despite having the support of her mother when she arrived, Daniela
experienced fear and worry, particularly in relation to her documentation. status

If you don’t have your documents in order you don’t feel liberated to do what you

want. If you want to drive, you can’'t go out and get a license because you don’t

have your papers in order....Also that you are always afraid. Is whatdawill

right? It what | will do, wrong? You don’t know what your rights are here. One is

always afraid...

Mothers’ lives changed immensely after arriving in the U.S., particulatigrms
of couple relationships and children. Getting married and/or having children sftatly
arriving was not uncommon, and these were generally considered positiveeseeri
However a few mothers arrived in the U.S. to be faced with and expected to live within
an abusive relationship. Juan, the father of Mercedes children convinced her to come to
the U.S. She suffered through a difficult journey to the U.S., including riding on the roof
of a train through the mountains in extremely cold weather, and almost falling of
because she somehow fell asleep. Mercedes described her life hehe astibke
hell,” because her husband was always drunk and constantly swearing at hertidn addi
to inflicting mental and emotional abuse, Juan physically abused Mercedes. She had no
family in the U.S. and limited knowledge of where to seek help or who to turn to for
protection since she had no family in the U.S.

Even among mothers with husbands who were not abusive, depressive feelings
were fairly common. Some of this was related to what mothers left behind iICD©&is
as well as having limited emotional support from their husbands who worked long hours
to financially support their families and were not there for emotional supporbiers

adjusted to being in a new place away from family. Alejandra describedpjerences

shortly after arriving in the U.S.
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The reason why we came is because he didn’'t have a job—I did, | was a nurse.
But because we were married and because of our daughter, he sent for me...When
| arrived in New Jersey, the six months we lived there | didn’t like it. It a@s t
small. In El Salvador we had a house with a lot of land with animals—my
mothers always had animals. What we have here [in Virginia] is a lot bigger than
where we lived in New Jersey. | felt like a prisoner [there]. | spertimeg/
crying and depressed, and with my little girl. My husband just worked.
After six months Alejandra and her husband moved to the DC metro area because her
husband had an accident at work, which left him unable to work, and consequently
without money. Some of Alejandra’s family was in Maryland, and specifically her
brother offered Alejandra’s husband a job, and they were able to live with her uncle for
two months. Slowly, over time things got better for Alejandra. However antleeofi
the interview, she still had desires to return to El Salvador, which was not swgyprisi
given that her life there was good—she had a stable job as a nurse (in the U.S. she
worked at McDonald’s and sold Avon products because her English was not strong
enough to work in the medical industry), and the majority of her family remained in El
Salvador. However, she chose to stay in the U.S. because she believed life in the U.S
was better for her children, particularly in terms of education and theiy.safet
Discrimination was another challenge mothers faced upon arriving in the U.S.
Sofia described a woman in her building who told her that she, “is not allowed to speak
Spanish,” to her children. Sofia told me that it did not make her ttiaél
uncomfortable” because she just ignored her and continued to speak with her son and
daughter in Spanish. Other mothers experienced what they perceived as migicnmi
for being from another country during their interactions with different child- amdy-

oriented agencies. Aster described the following interaction at soaiedesewhen she

went to reapply for Food Stamps after they were cancelled.
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[The social service person said], ‘you have housing, you don’t want to be
dependent on the government,’...and she said, ‘do you have any mental health
help?’ And | say, ‘I don’t have.” And she said, ‘good---don’t be dependent on the
government!” | have never been in this situation before---‘don’t be dependent,’
she said, you know.... If you are a foreigner they have to give you a hard
time...Like | don’t want to be in this situation too-I just ask [for Food Stamps],
and that's it. | don’t want to be in this situation, you know. Just God help me
until Hakim can be in Kindergarten, that’s it.

After this interaction, Aster never again returned to social services, aaddmnsiied on

her son’s ECCE program to act as a liaison with different government profymaines.

Mothers discussed challenges related to leaving significant aspects ofése
in their COOs when they immigrated to the U.S. including children, family members i
bad situations, stable employment, and attending university. Leaving thesegrebple
things behind also contributed to mothers’ intentions regarding staying in the U.S. and/or
returning to their COOs.

Some parents were forced by circumstances, generally related to dodionenta
issues and financial means, to leave at least one child in their COO. For some parent
children were left behind with hopes of ultimately bringing them to the U.S. once visa
issues were resolved; whereas other parents planned to reunify with tlieerchy
returning to their COOs. Sometimes, after at least a few yeamtiefawere able to get
visas for their children, but usually returning to their COOs to be with the leffiil
behind, did not occur as parents intended. Children left in COOs stayed with and were
being raised by relatives, usually either aunts, uncles or grandparents.

For the mothers from Central America and Mexico there were either no

opportunities to bring their children to the U.S. legally because as parents theg arr

without documentation, or for those who were documented, their children did not want to
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come to the U.S. Marisa had three children in El Salvador, who were ages 15, 20, and 22
at the time of the interview. When Marisa came to the U.S. it was to earn money to
support her children because she could not earn enough on her own in El Salvador after
her first husband died. At the time of the interview, her children were in high school and
college in El Salvador and were not interested in living in the U.S. Pedro, Marisa’s
partner, believed it was good that the children did not want to come to the U.S. because
he thought if they came as teens they would get involved in drugs, gangs or become
pregnant.
| don’t like our kids coming here from our country, like teenagers just [for] school
or whatever and they get lost, they get involved in drugs, liquor and everything
because they come in like...That's why | prefer they stay there andreend t
money to them until they finish their college or university over there because here
is too much...Yes, in gangs...or go to the school and get pregnant and that's how
Spanish people do...
Despite having another child in the U.S. with Pedro, it was difficult for Marisa to not be
with her older children. At the same time, she agreed with Pedro that the U.S. was not
good for them, so instead they sent money to them in El Salvador every other week.
Families from Africa who initially could not bring their children to the U.S.
because of documentation issues were ultimately able to get the appropriategate
reunite with their children. However for some, like Serwa’s family, this wasaay as
seven years later. When Serwa and her husband received the opportunity totmigrate
the U.S., they (and not their children too) were granted pathways to green cards and
ultimately citizenship for themselves. Consequently their two children whoeigre

and three when Serwa and her husband migrated to the U.S. were unable to join their

parents until seven years later when their parents were finally aipd¢ tioe appropriate
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citizenship paperwork for their children. It was very difficult for thererfamily,
especially since for financial reasons, Serwa and her husband were ornty\abie
Ghana for six weeks once during the seven years. Also, while they were irStitaay
gave birth to two more children who were not able to meet their siblings until they
arrived in the U.S.

It's not easy for them...because always when we would call them they, théy wa

to live with us. They were living with my sister and my mom but they still need

us. And we too need them to stay with us...as a family.

For some mothers leaving other family members behind that were in bad
situations, was most challenging. There was constant worry and sometimésagjuilt
mothers felt for these family members. For Maisa, whose family whmstirefugee
camp in Darfur close to six years after she left, the memory not only ses\eeceminder
of the terrible situation she left, but also because communication over the phone and
internet were difficult, was a constant source of worry for her. Maisa copledhia loss
by focusing on raising her children. Maisa went on to describe, “if | didn’t imgMeds
| wouldn’t be happy, but now | have my kids and | spend time with them.” She indicated
that if she were in Sudan she would most likely not be married nor would she have
children at this point in her life. Other mothers worried about their famileesiamnic
situations, especially when they were unable to send them financial assitapite
working in a stronger economy in the U.S. Juliana ultimately moved from New & ork t
Washington, DC because she needed to earn more money to send back to her father so he
did not lose his house for financial reasons.

Finally, a number of mothers left stable employment and/or educational

opportunities when they immigrated to the U.S. In terms of employment, mothers were
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unable to find jobs that paid well and offered good work conditions because of language
skills, education and for some, documentation issues. Despite coming to the U.S. to earn
more money to send back to her children in El Salvador, Marisa initially was unable to
find a good job in the U.S., particularly in terms of working conditions. In El Salvador
she had been a secretary and worked standard 9:00am to 5:00pm work hours; however
when she came here she was working during the late afternoons and evenings at a
restaurant because of her in ability to speak English well. Pedro worked durdaythe
so they would go days at a time without seeing one another. However, by the time
Marisa was interviewed for this project she had changed jobs and was workingnas a h
health aide during the mornings and early afternoons, but this was afterrbtiedJ.S.
for a few years. In addition, mothers were not able to continue their studies in tlas U.S
they would have in their COOs because of language and financial challenges. The
were a number of mothers who were in the middle of university when they came to the
U.S.—specifically, some mothers were pursuing various medical careers adddiope
one day continue this in the U.S. However many indicated the difficulty in continuing
their studies in the U.S. because of language challenges. Daniela, who joined her mother
here after her mother had been here 14 years, described these challenges.
And [my mother] told me, ‘come and study here, it's better over here.éhést
to her, but when | arrived here it wasn’t the same because you have to learn
English. | had to get my GED because I finished high school in my country. |
\r/]v:rseleft, how can | put it? | was left stagnant. | could not study in university

Daniela spent a lot of time in English classes, which she hoped would ultimately help he

abilities to pursue a university degree
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In sum, mothers’ immigration stories were comprised of three distinct
dimensions: reasons and decisions to migrate, the journeys they experiencewllgnd f
how they adjusted to life in the U.S. In addition, these processes were influmniceth
family and documentation. Specifically, many decisions to migrate to thever8
contingent on family members’ needs—whether it was to reunite with a spouse or other
family member, or to bring a family member to the U.S., or to earn money to send home
to family. However, despite decisions to come to the U.S. being dependent on family
members’ needs, these mothers were expected to function fairly independartilyhey
arrived. Mothers’ immigration stories were complex, and often began withdiplias
to come to the U.S., and in some cases resulted in a variety of challenges when they
arrived. Mothers left careers, educational opportunities, and important faemipens
for what they thought were better opportunities for their children in terms ¢y seife
education. These mothers’ immigration stories, coupled with their negotiations of
parenting beliefs in the U.S. as well as their navigation of U.S. systenesirelatoung
children, shaped immigrant mothers’ experiences of being parents of youngrcimldr

the U.S.
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Chapter 5: Negotiating Parenthood in a New Host Society

In this chapter, the second research question, focused on how low-income
immigrant mothers negotiate parenting in the U.S., is discussed. The process of
negotiating parenting as an immigrant mother in the U.S. included four éasy. 4r)
responsibility for children; 2) building responsive relationships with child3goultural
connections with mothers’ COOs; and, 4) gender roles. In addition to understanding how
these areas of parenting emerged from mothers’ countries of origin (GO@8&pm the
new host society, the ways context influenced these ideas are explored. Raally t
parenting practices and experiences that resulted are describEay(see3).

When mothers began parenting in the U.S. they started to think about and
experience the complexity of life in a new country, including facing the alesnaf
living in the U.S. with limited familial and community support. Consequently, for many
mothers the largest adjustment after migrating to the U.S. came whdretfayrearing
their children in a new society. Navigating different institutional,ljeayad familial
structures, and negotiating beliefs, and practices related to this new ptiaselines
were challenging. This complexity was rooted in a tension between nostalgraefs
country of origin, often related to issues of parenting and family relationsingsa
desire for a better life in the U.S. Mothers felt even more tension after rehidgen in
the U.S. because they tended to be in contact with both their families of origin and
various child-and family-related institutions in the U.S. From both of these sources
mothers gathered a lot of advice regarding parenting ideas and practices td imake

sense of all of this new information was sometimes difficult for mothers.
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Mothers arrived in the U.S. with certain ideas and practices relatecetatipgy
and developed new ideas and practices once they were living in the U.S. However, the
ways mothers negotiated their parenting in the U.S. was not solely based on dise proc
of melding together the varied ideas and practices from their COO and th&ati&er,
these mothers created new frameworks for parenting in the U.S, which indteded t
development of ideas and practices based on both the U.S. and their COOs coupled with
what was possible given the context in which they were living. Specificalhtextual
factors related to families’ economic needs, daily routines, and connectibribiet
families in their COOs and in the U.S., contributed to mothers’ negotiations and
experiences of parenting young children in the U.S. These negotiations oinggirent
the U.S. were often emotionally and physically demanding, and required mothers to be
self-sacrificing as well as persevere through difficult situatigngrwing upon the hope
they held for their children’s success.

Mothers came to the U.S. with a variety of experiences related to parenting
their COOs. Specifically, just over a quarter (n=11) of the mothers wermgpareen
they arrived in the U.S., and either left their children in their COOs (n=6\aléd with
their children to the U.S. (n=5). Some mothers did not have children until they arrived i
the U.S. and others never intended on becoming mothers while away from their COOs
when they decided to migrate to the U.S. Also, given that some mothers’ decisions to
come to the U.S. were spontaneous, they often did not think about how they would raise
their children in a new culture until they were pregnant or gave birth. Elsabeelsttris
experience.

Honestly, since | never thought ‘Oh I'm going to go to the U.S.,” | never thought
about things, I don’t know, like I'm going to have a lot of money. | never
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imagined none of that stuff. Just thought about coming--didn’t even think about
having my kids here or anything.
Elsa was someone who very much missed her family of origin, the majority of wilom st
lived in Mexico. Having children likely contributed to missing her family more.
In addition, many mothers did not realize what life would be like when they
arrived, and things were more difficult than they anticipated. Sharon’s intioigta
the U.S. from Ghana was contingent on her husband, Luke. Luke was pursuing a degree
in fashion at a school in New York City, and came to the U.S. on a student visa. Sharon
and their son could not immigrate with Luka because of documentation issues. Four
years later, when Sharon’s documents were in order she immigrated to the Miig), lea
their son in Ghana for visa reasons. Six years later their son still remmai@ddmna due
to paperwork issues. Sharon described her ideas of the U.S. before and after they
immigrated,
...Course back home we used to have this dream of America that everything here
is rosy. And it's not. When you work hard you can make life better for yourself
but it is far from rosy...so I guess all the things you do here, it is not always ea
Sharon was happy to be living in the U.S. but mentioned after being in the U.S. for six
years she would advise friends, if they had good jobs in Ghana to stay there. She
indicated that many people would leave stable careers and lives in Ghana to pursue “
better life” in the U.S. but when they arrived, they often faced far worse citanices

than their lives in Ghana.
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Case Examples of the Negotiation of Parenting Practices

Aamina’s story. Aamina migrated to the U.S. from Ethiopia seven years before
she was interviewed. She came to the U.S. in search of a “better life” thiaadsimeher
COO. However, when Aamina arrived she was extremely homesick, and was ifdced w
building her life “from scratch” because she did not have any family odiienthe U.S.
upon whom she could rely as she did in Ethiopia.

A few years after arriving in the U.S. she gave birth to her daughter, Gabra.
Aamina felt overwhelmed by the responsibility of being a mother when Gabra was
baby. Having access to the physical and emotional support of family and the communit
in terms of raising children was customary in Ethiopia. However Aamina did not have
this support in the U.S. Thus, in addition to all the challenges that were a part of the
transition to parenthood, Aamina faced adjusting to raising a child without the helping
hands of her family and community. Also, her relationship with Gabra’s fathersBierni
was fairly strained and worsened with time as he began to abuse their daungmnehe
was three. This abuse led to the involvement of CPS, Gabra being placed in foster care
for part of year, and Aamina being mandated by the court to enroll in parentiresclass

It was through these parenting classes that Aamina began to learn about being
responsive in her parenting, and how to utilize other discipline techniques rather tha
corporal punishment. She began to spend more time talking to Gabra and using strategies
to provide her with choices, giving her agency, and thus avoiding arguments that often
led to physical punishment. Talking with children rather than using corporal punishment
was not something Aamina witnessed during her childhood in Ethiopia. Even though

much of what she was learning in parenting classes was different than howsstagse
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and diverged from what her family believed back home, Aamina abided by what she
learned in these classes because Gabra was in foster care and she wanteel &ge to
come home. Also, she realized the strategies she learned in these classés worke
Aamina gained such a wealth of parenting knowledge that she became the person her
friends in the U.S. depended upon for parenting advice.

At the same time Aamina would speak with her mother in Ethiopia, and in
discussing discipline her mother would insist that if Aamina brought Gabra tdchurc
then everything would be fine. Because of Aamina’s busy work schedule as well as the
location of the Ethiopian church—40 minutes away from their home—she was unable to
bring Gabra to church. Over time Aamina began to ask her mother less and less for
advice regarding raising her daughter because she knew her mother would hestttel
bring Gabra to church as she believed this would solve any parenting challenges.

Despite Aamina limiting the amount she asked her mother for advice, conflicts
with parenting ideas in her country of origin could not always be avoided, particularl
when she visited Ethiopia. During a recent trip home family members questioned the
way Aamina interacted with her daughter, commenting that she talked to hen¢dbo m
and that it was not necessary because she was still a baby—Gabra waarfooldyat
the time of the visit. Aamina had learned the importance of interacting withlkimg ta
with children in her CPS, court-mandated parenting classes in the U.S., and had seen the
benefits of this. In turn, regardless of her family’s opinions, she continued to iraedac
speak with her daughter as she had been taught in the U.S. Over time Aamina

experienced tension and conflict with the way she was raising her dauglhetJrst
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and her family’s ideas. Despite this, Aamina resolved to do what she believadiwas
for her daughter—much of this being based on parenting ideas she learned in the U.S.
Viviana'’s story. . Viviana was six years old when her mother left El Salvador

for work in the U.S. In the nine years that she was gone Viviana only saw her mother
once but was able to speak with her on the phone every day. Viviana considered her aunt
who raised her from the time she was six until she came to the U.S. at age 17, @ls more
a mother than her biological mother. At the time of the interview Vivianawaased
and her children were 12, 11, 6, and 3 years old. Although emotional distance stood
between Viviana and her mother, they saw each other every day as Viviana’s mothe
provided after school care for the three oldest children

Viviana held a child development associate and worked as a home visitor for
Early Head Start. In turn, she had a wealth of knowledge regarding child development
and parenting education, and spent her days teaching other mothers how to inferact wi
their young children. Despite this, Viviana struggled with her own parenting. Being
raised in El Salvador she witnessed corporal punishment, and consequently, as a parent
she was without a role model for communicating openly with her children rather than
hitting them when they were misbehaving. Particularly with her oldest dawgieras
12, Viviana felt a constant tension between what she knew was acceptable parenting
the U.S. and her long held beliefs from El Salvador regarding needing to teacérchildr
respect for their elders by using corporal punishment.

When Viviana felt particularly challenged she would contact a friend that she
knew from work who was a therapist and a parenting educator. This friend counseled

Viviana on the phone to help her appropriately discipline her children. Despite seeing
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her mother every day for child care reasons, Viviana generally did not ask hdvifoe
or even much emotional support. They were still rebuilding their relationship and
Viviana did not feel comfortable confiding in her mother about the challengedlisae fe
a mother. Viviana knew the drawbacks of corporal punishment, but at the time of
interview she was still very much in the process negotiating her parentotggsasuch
that they reflected what was acceptable in the U.S.

Both Aamina and Viviana were faced with adjusting to life in the U.S. as parents,
and mothering with only limited support from family and friends. Learning new
discipline techniques was a large focus of their parenting experiencedJrSthia
addition, their gendered experiences as mothers were slightly differerthéyanould
have been in their COOs. Both mothers were employed, which they would not have been
in their COOs, as providing financially for the family was generally ctamed the
responsibility of men in their COOs. Also, both Viviana and Aamina were cordrntte
their children knowing English as well as their native tongues. However, Viviasia w
more structured regarding the children only speaking Spanish at home. Aamina spoke
both English and Amharic to Gabra, and mentioned struggling with her daughter not
knowing how to speak Amharic very well. Ultimately both mothers experienced the
tension between parenting ideas from their cultures of origin and beligtdrada
parenting from the U.S. However, Aamina and Viviana were both at different sfages

their negotiation of various aspects of parenting in the U.S.
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Figure 3: Development of Parenting Practices and Experiences

Country of Origin Influences Host Society Influences

\ /

Parenting Ideas and Values:

« responsibility for raising children: parents,
family, community

* responsive relationships: corporal punishment
or reciprocal communication

« cultural connections: language, religion, &
traditions

* gender roles: mothers, fathers, chilc

CO

NTEXT

4 4

Parenting Practices and Experiences in the
New Host Society

Parenting Ideas and Values

Regardless of whether participants were already mothers when tivey am the
U.S. or if they became mothers after arriving, as they negotiated parenttibedJrs.,
their ideas and practices related to parenting were shaped by aspectsooiuthieies of
origin (COOs) and U.S. culture. Ultimately mothers created new frameWaorks
parenting, which were neither solely reflective of U.S. ideas and prgaticewere they
completely influenced by mothers’ COOs. This creation of parenting in the U.S. was
influenced by mothers’ perceptions of cultural norms for child rearing in@@®s and

in the U.S., the consideration of one’s own childhood, soliciting advice from parents and
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family members in mothers’ COQOs, observing others’ parenting in the U.S., and
consulting experts in the U.S. for ideas regarding parenting.
Responsibility for raising children: Parents, family, or community? As
mothers started raising their children in the U.S. they began to wrestleeung solely
responsible for their children’s development and well-being. Specificaliyy mothers
discussed being brought up in cultures where whole families and communities
contributed to raising children. The roles of families did not vary based on region of
origin—in other words, parents from Latin America and Africa seemed to sinaifar
ideas regarding what was expected of families in their COOs.
Given families’ roles in raising children, it was not uncommon for parents to
share homes with other family members in their COOs. This taught childremhow t
share at a very early age, something children in the U.S. usually learnedahqmol.
Sana, a mother of four girls from Somalia was committed to modeling her oamtipgr
after her mothers’ parenting. This seemed to stem from her nostalgia éautitey she
left behind, which she “loved”. She described what life was like there when she was a
child.
Over there we have grandma, grandfather maybe we live in same plage- a
house. And [you are not] hesitant to have someone else living in your house. But
in the US it’s different even though your mom might [visit] you have to say next
year or next month my mom’s coming but she has to be invited. But in Somalia
we don’t have it, the mother, the grandma, the family- you even might see it the
brother and sister they have a marriage in the same house and everybody is there.
And we share the food and that's a something differently because back home kids
they learning fast to the share everything in the house not the school.

Despite the nostalgia she held for life in her country as a child Sana could ndeconsi

returning home. At the time of her interview Somalia was considered a fated st
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(Bruton, 2010), as well as one of the poorest (United Nations, 2010) and most violent
(Bruton, 2010) countries in the world.

However, with the positive aspects of extended family members like
grandparents, aunts, uncles, and cousins being very involved in children’s daily lives,
there came tradeoffs as well. Even though living with more family memfeaat
feeling loved by a lot of different people, some believed this also meant pgagets
their children a lot less attention than parents in the U.S. Aamina describetdldes
offs of having family involved, as well as the culture of Ethiopia not being veryreente
on children.

Back home it's not abodtating children, but they don’t give them that much

attention. But [Gabra would] have a lot of love maybe from every family

member, from uncles and aunts, something like that [in Ethiopia].
Because of her involvement with CPS, and mandatory parenting classes shesthmplet
Aamina was very much aware of the importance of interacting with, and sgemde
with children.

Despite being geographically separated and not living in the same gouatry
mothers continued to rely on their families of origin for support in raising ¢hédren.
Talking with their mothers and other family members helped ease the stressntinga
in the U.S. Many of these interactions were related to providing emotional support
regarding the transition to parenthood, particularly in a new culture. Thaiesafter she
arrived from Ethiopia, Yenee and her husband divorced. A few years later shermet
son Lebna’s father. However when Lebna was 14 months they separated. fathea’'s
paid child support off and on for the nearly five years of Lebna’s life. At the tinie of t

interview he had visitation rights, and would spend Sundays and Mondays with Lebna.
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Consequently, Yenee was consistently under a lot of stress working to support and take
care of her son and herself. She often turned to her mother who was still in Ethiopia for
words of encouragement. Yenee described this support.

My mom, she listens and keeps telling me her experience. ‘Only a few more

years, he’ll walk, he’ll talk, and he can understand you. Once he starts to

understand he will see what you have been through. So the way you are caring
for me, he is going to care for you,” and that way | say thank god.
Yenee and her mother would speak twice a week and she generally alwayisdelt be
after getting off the phone with her. In contrast there were a few metherdid not
utilize their own parents for emotional support because they did not want their parents to
be worried about them. Teresa described only telling her mother certaingahogsher
life, and relying on friends for “talking about [her] problems”.

Mothers regularly looked to their families for not only emotional support but also
for advice on many things related to their children. Mothers’ trusted their parents
insight, and many mothers did not think they had anyone else they could ask. Guadalupe
who had been in the U.S. five years when she was interviewed was one of the few
mothers who came to the U.S. on her own volition. She emigrated from El Salvador for
economic reasons, or “because of the poverty” in her COO. Guadalupe came to
Washington, DC to reunite with a classmate from El Salvador—her current parther
father of her son—atfter living for a year in Houston. All of her family exfeptine
cousin remained in El Salvador. Guadalupe described how she and her partner
consistently asked her parents for advice regarding their son.

When we don’t know if [our son] has diarrhea or the flu we grab the phone and

we talk to our parents and they tell us to make him soup. We have learned to take
care of our child through them because we don’t have anyone else to ask.
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Sometimes when mothers called their parents who were still in their COO for
parenting advice their parents’ ideas conflicted with common Americandetiefhat
the children’s American pediatricians recommended. When this occurred sonaesmoth
heeded their parents’ advice while others followed what their children’s dwoboher
experts recommended, and often told their parents about these ideas. In faanPerla
older mother from Mexico, who seemed to utilize every possible parenting support she
could find, even discussed parenting classes she was taking in the U.S. with her mothe
Perla’s mother responded by telling her that she wished she had the opparttakty t
classes when Perla was young. Consequently, in some cases participah¢s’ fideds
of parenting were shaped by their daughters’ raising children in a newecul his was
particularly true when advice mothers received from family in their C@@red from
accepted ideas and practices in the U.S.

When Baduwa’s son would not sleep in his own bed, she called her mother in
Ghana and asked her what to do. Her mom told Baduwa that children in Ghana also
come to their parents’ bed and want to sleep with them, so what Baduwa should do is let
her son sleep on her so he knows that she is protecting him. Baduwa explained to her
mother based on advice from an American pediatrician that, “it's different hereadd
to go to his own bed. And I told him that’s your bed. You do not need to get up and
come to me. So he understands it now.” Despite conflicting with her mother’s advice,
Baduwa continued to follow the advice of her U.S. pediatrician in relation to her son’s
sleep habits.

Some of these conflicts in child rearing ideas actually occurred in mo@@f35s

when mothers visited home and family observed their interactions with their ohildre
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Because of Aamina’s experiences with parenting education she wasaéware
developmentally appropriate ways of interacting with her daughter, Gabltading
talking with her to promote her language development. However, when Aamina visited
family in Ethiopia a couple of months before she was interviewed, they questioned the
way she was interacting with her daughter.
...like last month, in December when we went to Ethiopia and [my family] don’t
believe Gabra is three because of the way she talks. And they said to me, ‘why do
you talk to her like an adult? She’s a baby, she’s three years old. Why dokyou tal
to her like she’s an adult?” They thought | should tell her to stop. They don’t pay
too much attention to kids. Like they love the kids-maybe it is because they do
not have a lot of education, | don’t know.
Aamina struggled with the differences in parenting ideas and practicesdsherdamily
in Ethiopia had regarding raising children. She indicated that her fanhgydd parents
did not need to interact very much with young children. However Aamina learned
through parenting classes in the U.S. the importance of talking to and playing with
children—even when they are babies and toddlers. Aamina continued to interactrwith he
daughter in ways that she had learned from her parenting classes in the U.S. despite he
family’'s comments. Ultimately, Aamina did not usually turn to her parentsdiace
because it often conflicted with what she was learning in the U.S.
Other times when expert advice and ideas and practices of COOs conflicted,
mothers followed the advice of their mothers and families in their home aulture
Usually this was related to health treatments, and specifically mothetsgto use
more natural or homeopathic remedies than what U.S. pediatricians recommended. For

example, Samira’s son was born with Hirschsprung’s disease, a conditionehtd aff

motility in the intestines. He had two surgeries in his first year of life-fitht being a
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colostomy and the second to remove the damaged part of the intestine—to correct the
issue. During the midst of these surgeries and her son’s recovery, Samiraregular
communication with her mother in Sudan. Following the surgeries, the pediatrician
recommended her son utilize Mirolax, an over the counter laxative, on a regular basis.
Samira confessed to listening to her mother’s advice, “When | asked my mom..dshe tol
me about many things to use to help him, you know. It's natural, like some food...you
know, sometimes it’s better than the Mirolax. [Plus], taking too much Mirolax has side
effects.” In the end, Samira continued to use the remedies her mother recommended
despite this not being the recommendation of her pediatrician.

Consequently, family members who still resided in mothers’ COOs were fairly
influential on the ways that mothers thought about parenting their children in the U.S.
Some participants were more reliant on their families, and speciftbailymothers in
their COOs for advice and support, and spoke with them multiple times per week. Others
spoke less frequently, and did not ask their parents for their advice regardinghgarenti
because they did not always agree them. This is why Aamina did not contaakeinés pa
for advice. In addition to criticizing the ways Aamina interacted with &alhile they
were visiting Ethiopia, her mother also advised her on Gabra’s religious upbringing
Consequently, Aamina did not talk to her mother about raising her daughter Gabra
because her mother disapproved of Aamina not bringing Gabra to church regutarly. H
mom would say, “you have to take [Gabra] to church. God will do everything for her if
you are taking her to church.” Aamina had stopped going to church because the closest

Ethiopian church was 40 minutes away from her home. However she planned to resume
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going again after things with her estranged husband were resolved—in the raesdrgim
did not want to hear advice from her mother.

Given the role that families played in many of these mothers’ lives assitbik a
general cultural value for families in their COOs many mothers disdusanting their
children to “learn to be united” or maintain togetherness with their familiesy Sjuke
specifically about their children remaining close to one another as weiliratheir
parents, and developing respect for elders, especially older adults in thiéesa
Mothers mentioned that they did not see solid togetherness among some American
families and wanted to be sure their children were raised with this valle!| hsded
this,

...what | have noticed is that a lot of kids separate from their parents as they get

older. I want my daughters to be very close with one another. Even now that

they are young, they depend a lot on one another and | want them to always be
that way, and become even closer as they get older.
Despite having a son in Mexico, Isabel did not mention that it was important for her
daughters to develop their relationship with him.

Mothers believed family relationships were particularly important dmssaas
Viviana described, “your family is always there when you need it, your friamedsot
always there when you need them. That’s the way it works.” Viviana washamobt
four children who relied heavily on her mother to care for her children. In Gaotet
Viviana at her mother’s house for the interview as it was close to campus, andsshe wa
going there to pick up her children at the end of a work day. Viviana’'s mother was very

supportive of her daughter’s needs in terms of her four children. However their
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relationships was somewhat strained because they were separated for so much of
Viviana’s childhood

In addition to receiving advice from parents and families in their COOs, some
mothers mentioned their awareness of important parenting ideas and priactiesr
COQOs because of how their parents raised them. Consequently, some mothers planned to
model their own parenting after the way their parents had raised them. WhenaSana w
asked about receiving parenting advice, she indicated that she did not ask anyone for
advice because, “I see the way my mom raise me, and | remember thahdvawaant to
raise my children the way my mom raised me.” She went on to describe howther m
taught her to be independent, only turning to family for support if necessary. “Ifgiou a
hungry, do not ask a neighbor or a stranger, that is what she taught me—ask those who
are close to you, like your husband or sister, not a stranger.”

In addition to family, African mothers discussed the role of the community and
specifically neighbors in child rearing in their COOs. Their thoughts on cortymuni
involvement in child rearing very much reflected the old African proverb, “It takes a
village to raise a child”. Neighbors and communities were generally involved in t
raising of children, as Sharon described,

But back home it's like all hands on deck. Even if it's not my child | can tell that

child, ‘hey, that's not how you behave or talk to an elder,” and it would not be an

issue. Like the saying goes, ‘it takes a village to raise a kid,” it's pracgical

back home. Yea, it really takes a village because even if your mom is not around,

you are still afraid to do something that is dangerous because if theyuséreeyo

are going to tell your mom...and you are going to be in trouble.

This notion of the village caring for children enabled parents to feel com@si&bhg

their children play outside even if they were not there Mothers describecenhildr
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playing outside all day in their COO, as well as leaving their childrenneitthbors
while they went to the store or on another errand away from the house. Theydbelieve
these relationships among neighbors and communities were so strong becausé people
homes were close together with open space for children to play, and parentsbad re
to spend time outside during their daily routines, creating opportunities to secibliz
fact, one parent mentioned that if they did not see a neighbor everyday, they idold ca
be sure they were okay, because it was so common to see neighbors on a daily basis.
Serwa spent time raising her oldest two daughters in Ghana before she lansblaad
immigrated to the U.S. Because of visa issues her daughters remained indghana f
seven years before they were able to join their parents in the U.S. Secvibedielser
experiences with community support of her parenting in Ghana.
Ghana, our community is not like this...not apartments. We have houses but it's
open. We have a big compound, so kids from another house, another compound
can play together. We play together in Africa. But here it’'s not like that. They
play together and everybody likes each other...here it is difficult becaasanit
take our kids to stay with a friend and go, you can go to the market, go to the
farm, and do something. Come back and take your kids. She doesn’t charge you,
she won't charge you...In Ghana we have like water, we have pipes outside...we
have to take our bikes and fetch water, so there are more chances [to meet].
A Serwa noted, more chances to meet neighbors via families’ daily routines\wag
aspect of creating relationships with neighbors.
Given the role of community in these mothers’ COOs, adjusting to living in an
apartment where mothers did not know and consequently did not trust their neighbors,
was a struggle for most. Mothers noted that because children in their COQs playe

outside more, they spent less time in organized activities than children do in the U.S.

Not only was this less expensive but it was far more convenient than cartingrcholdre
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variety of different activities each day. Also, there were always énchifgiren to play
with in their neighborhoods that enrolling in these activities for social reagsaot
necessary. Mothers new to the U.S. really wrestled with not being able &t jilxtit
children run free outside because of limited community support and the logistaa@f li
in an apartment without a backyard.
Many mothers discussed the loss of the physical support, mainly including child
care, from their families and communities in their COOs. Without theseesof
support to help take care of children, by default parents spent more time in direct
interaction with their children, and utilized institutions that support famihdscaildren
more than in their COOs. “Back home” they could easily leave their childrarfamily
or neighbors. Mothers described the amount of time parents spend with their children i
the U.S. as being an important parenting practice. Makeda immigrated to the U.S. to
reunify with her mother who had been living in the U.S. for five years. She left Ethiopi
when Makeda was 12 years old for better economic opportunities in the U.S. It was not
until Makeda was 17 that her mother was able to get the appropriate visa documentation
to bring her to the U.S. Makeda, who had one daughter, had the physical support of her
mother in the U.S. as she lived nearby. Makeda described liking the U.S. beitesebec
she had the opportunity to really contribute to her daughter’s learning.
| like it here, | don’t know why. Because back home if you have a large family,
you can leave [your children] and you can go everywhere, and you can come
back, but you can’t give them time to teach or learn from you. If you have a child
in this country, you can have a chance to teach them how to learn, how to go to
school, everything like that, you are going to teach them.

What is noteworthy is that Makeda’s mother was very much physically involvad in t

care of Makeda'’s daughter, but she felt as though she had greater opportuttiges i
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U.S. to shape her daughter’s development than if her entire family were ith\ozieke
home.

In general participants liked the idea of being involved with and focused on their
children and spending all their free time with their children, because itigarea
unique opportunity to really influence their children’s learning experiencesy Ma
parents talked about the importance of negotiating work schedules such that they could
spend more time with their children. Parents did this by working opposite schedules
from their spouses and working reduced schedules. Emilia decided to work fewer hours
so she had more time to spend with her children. “Spending time with my kids, that’s
why | am not working more. We like to spend time with the kids. And on the weekends
we try to take them out, yea, we try to be with them.” Specifically, the peauitic
spending time with and prioritizing children was seen by participants asrsngreery
much emphasized in the U.S.

Mothers appreciated having information readily available through a variety of
media to learn about parenting in the U.S. Perla went on to mention that she was,
“involved in parenting classes because | learn all the time. | have beeg tiadim since
Rosa was two years old and | always learn...| take tips and modify whaadglknow.”
Other parents, learned about parenting ideas and practices in the U.S. thraaghante
with their children’s ECCE program. Usually these ideas and practicespexiically
related to education, as Serwa noted, “Head Start helped me to know how to help my kids
[before Kindergarten]...how to help them with their homework. Now she knows abc’s,

123'’s, her name, her address, yeah.”
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As mothers negotiated parenting in the U.S. and having sole responsibility for
their children, they fostered their own independence. However, independence was not
only a skill mothers developed for themselves, in terms of raising thedrexhiin the
U.S. without traditional familial support, but it was a s&itid a value that many were
committed to instilling in their children. Some parents believed this was impsdant
female children learned not to depend on men as they got older. This was particularly
recognized by single mothers, and reflected dramatic shifts in cultusaisvigte
marianismo among Latinas. Other mothers discussed children being indepenient suc
that they learned not to depend on their parents. Guadalupe indicated that she liked her
children being raised in the U.S.

...here mostly the kids since they are little they are taught to be independent and

[in my country] they are more dependent on their mothers and fathers. You don’t

ever want to leave the comfort of your [parents’] home and kids here are taught to

be independent.

Guadalupe’s worry was that her son might not grow up to be independent enough
to leave their home. This idea was corroborated by mothers who felt that because
children spent so much time with their parents in the U.S., and had far less freedom to be
outside by themselves, development of independence might be hindered. In contrast,
some parents worried about their children becoming too independent because they
believed it led to too much freedom at an early age, which might get children in trouble
One parent remarked that 11 and 12 year old children in the U.S. are doing things that 18
and 19 year olds do in their COO.

In sum, mothers described the familial and community responsibilities $angai

children in their COOs. In many ways mothers still relied on this famgp@t—not

physically—but emotionally and in terms of advice. Learning to take on the full

114



emotional and physical responsibilities of parenting was a challengingtadjnt that
mothers made when they came to the U.S. Mothers continued to rely on their parents and
family for advice regarding ideas and practices from their COOs, but itheptdalways
heed this advice. Sometimes ideas from their COOs conflicted with ideasahegdién
the U.S. Mothers wrestled with these conflicts in relation to a variety of payettas
and practices including sleep, health, and religion. Mothers relied on otheisparent
parenting classes, their children’s ECCE programs, books and other media tbdesrn a
parenting in the U.S.

Building responsive relationships: Corporal punishment versus raprocal
communication. Another area of parenting that mothers struggled with in terms of life
in their COO being different than life in the U.S. was regarding building responsive
relationships with their children. A number of mothers discussed the role of corporal
punishment in discipline strategies of parents in their COOs—this was exqaetiey
both Latin American and African parents. This practice was fairly cammamina
mentioned that if children were well behaved and had good manners, it was assumed that
their parents must hit them. Many mothers experienced being hit or beatendiicthey
something wrong as children, and in some cases this abuse was even sanctioned in
schools---meaning teachers could hit children to punish them. Corporal punishment was
widely accepted as a method for teaching children respect for adults yrofrthese
parents’ COOs, so much so that parents could hit their children in public without any
recourse. Amira, a mother of two daughters, immigrated to the U.S. fromaEviten

she was 19, nine years before she was interviewed. After marrying her husband s
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followed him back to the U.S. where he already lived for 12 years. She discussed the
acceptance of hitting children in public to discipline them in Eritrea.

But back home you can hit them outside then inside. No one controls you. If

children make a mistake here in a shopping center or something you just tell

them, ‘don’t do that.” Back home if you make a mistake as a kid, you get hit...in
my country you can hit your child.

Mothers indicated not wanting to use corporal punishment with their children, as
their parents had with them. Mercedes had a long history of being hit by sosheone
loved. Her mother hit her as a child, and when she arrived in the U.S. her baby’s father,
who was more than twice her age began to physically abuse her. Mercediéedesc
how her mother would “hit first and ask questions later,” further explaining thextsar
she knew growing up “did not speak with their mouths, but would teach by hitting.”
Mercedes planned to compensate for what she missed as child, and as an addtah term
being in a loving relationship, by doing the opposite of her mother in terms of child
rearing. Esmeralda, who mentioned that she would learn how to parent as her “daughter
grows,” because she “didn’t have good parents,” described her experisracekila
with an abusive father and a mother who was some what neglectful. “My dad was a
drunk and he would hit me and my mom would let him...where | grew up, you wouldn’t
find a good father...”

There were mothers who planned to do some things as their parents had and
change some things because they did not agree with certain ways their @asedts
them. For example, Daniela mentioned teaching her children some of the same values
that she learned as a child in El Salvador. However, she is teaching them tadnen chi

in different ways than her parents taught her.
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| feel that my parents were good parents. The bad thing was that they went their

own way...that is the difference that maybe in your own country you learn by

beatings. Despite that, | feel my parents were good parents. Now kdna |
learned and the good qualities | have are from them and no one else...Whatever

my parents taught me, | taught my children but in a different way. It is better f

them, not hitting or mistreating them in a certain way. | learned these ticlgy

appreciated it but not in the way in which it was taught to me.

When Amira explained the use of corporal punishment in Eritrea, and its
acceptance in both the privacy of families’ homes and in public spaces, she seemed to
struggle with it not being an acceptable practice in the U.S. When asked wheteer
difficult to raise her children in the U.S. without being able to spank them she shared th
following.

| like this country but... sometimes, sometimes you need to hit them. Yea,

sometimes. But it's okay, this country is good to raise your children too. You can

talk to them, they can listen to you. But in my country you can hit your child.
Despite following the accepted practices in the U.S. Amira still belithet sometimes
hitting children was necessary. For Amira this negotiation of how to b@ansage and
effective parent to her daughters was on-going.

Although Viviana knew from parenting classes that corporal punishment was not
how she should discipline her children, she struggled with this, particularly with her
oldest daughter who was in pre-adolescence. She explained how she learned to use othe
discipline techniques, but that breaking the cycle of spanking seemed to be phrticula
difficult for her. It was still in her repertoire of discipline techniques.

Because there is a lot of information, a lot of influence, like in the school. Like |

said sometimes right, sometimes wrong, like [my children] say yourtgaren

cannot spank you because you can call the police, the kids, you know...one time
my daughter did that to me, and...because that time she was screaming back to

me and | said you are not supposed to scream, you are supposed to respect...okay
| get the belt and | am going to teach you another way and she said, ‘you are not
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supposed to hit me because | am going to call the police.” You know it’s like a
trick you show them...so that’'s what | told her, ‘that’s fine’ | said, ‘you caltithe
because she told me, ‘I saw a sign that talk about the law, that you are not
supposed to...” and | say ‘that’s the part | don’t like’ because you know...you
have to discipline, but it is not all the time hitting...they like the TV | take away
the TV, they like...right now the cell phone is making them crazy... | got it and
basically what | do is take what they like is two different ways, and | am not
going to lie sometimes | have to be hard with him, hit but not the way they do it to
me. | spank them or go over there you are going to sit down or | am going to talk
in a strong voice. The other way is like | said, take away what they like, and als
if they do good they have a prize...

Viviana was not very happy or proud of how she disciplined her children and emphasized

that she was constantly trying to learn new discipline techniques and not kalhtzac

patterns she learned in her COO. She relied immensely on a friend, who taughtgarenti

classes, to advise her on interacting with and disciplining her daughter in wiagsitha

not involve spanking. Specifically after challenging interactions with hegtdar

Viviana would call her friend and ask how she could do things differently next time.

Like Amira, Viviana consistently negotiated what she believed was bastfahildren

in terms of being a responsive parent, teaching her children open communication, and

how she was raised in El Salvador amidst the acceptance of corporal punishment.
Many mothers relied on the advice and ideas of their parents from their COOs

regarding other parenting issues, some mothers deliberately did not ask thes fosre

advice regarding discipline. They avoided these conversations because tagy felt

though their parents shamed them regarding choices they were making am teldhieir

children. Isabel, did not call her sister for advice—Isabel’s sistexdraier because their

parents were killed in a car accident when Isabel was a child-- becaysadhdifferent

ideas regarding discipline. Isabel described her sister as a “pushovénaaside would
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“scold” Isabel for disciplining her daughter who has leukemia, saying shedstatul
punish her because she is sick.

Since most mothers seldom turned to their own parents or families for advice on
discipline they found other ways of learning how to discipline their children in the U.S
The most common way that participants learned about interacting with and disgipli
children in the U.S. was by observing and asking other parents. Often when pdgicipa
watched what others parents did with their children, they learned from thesieecger
because what their friends did wast successful. Esmeralda described this type of
experience, “I learn from looking at other parents and how they treat their nohildirat
is my way of learning how to treat my daughter... | see parents who armearyto
their children, but [children] understand if you are nice to them.” Other parentsitxpli
asked friends for advice and then drew their own conclusions of what to do with their
children depending on the situation. Perla said, “You can learn from parents that have
been through the same experience and maybe it is something simple.”

In addition to talking with friends, some parents relied on reading books,
watching videos, and taking classes to learn about parenting ideas and gmadtiee
U.S. They mentioned that reading and taking classes helped parents in “notgepeatin
whatever happened to you.” Perla went on to explain how she took ideas from Mexico
and from the U.S. to create a new space for parenting as a Mexican motherhising
children in the U.S.

In Mexico | think we are raised in many beliefs. Such as your grandmottier sa

this so | believe this so | am going to educate you this way cause your

grandmother said, and so you have to give it to your children. | have taken what

has worked for me-- certain things | take if | think they are correctraydvork
but other things I learn from other parents or from parenting classes that Is w
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am always involved in parenting classes because | learn all the timiee. tiga

and | modify what | already know.

Another way of building responsive relationships with their children, which was
rooted in U.S. culture that mothers discussed, was reciprocal or bidirectional
communication. Mothers noticed creating open lines of communication between parents
and children, as well as teaching children how to communicate freely and opémly wi
their parents, peers, and others in their lives as something that was entpimalsif:
culture. For some parents this meant openly talking about things with their childten t
were not generally discussed with children in their COOs. Viviana mentiortashéa
her daughter got older she would talk to her about all types of teen issues inobxding s
and menstruation, which her own parents never discussed with her as a youth. She
described how little her aunt and mother told her as child, what she learned through
parenting classes in the U.S., and what she was planning on sharing with her own
children.

...here they teach us to be more communicative...probably not everybody from

my age, but a lot of friends of mine in El Salvador said the same thing, they don’t

know how to communicate...l changed the way | talk to my kids. Here | try to
have open communication with my kids and not hit.
Despite wanting to have open lines of communication with her daughter, this was
challenging for Viviana as this is not how she was raised. In fact, Vivianaleoss
reducing her use of corporal punishment and increasing open communication with her
children to be the most challenging aspects of parenting in the U.S. At thef tinee
interview Viviana was still in the midst of negotiating how to be a consistergponsive

mother to her children.
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In addition, mothers mentioned the importance of their children developing
respect for other individuals and more specifically, for elders. Howevpitel@ganting
children to learn this value mothers struggled with worrying their childridbecome
too timid. Sharon discussed balancing these two notions of wanting her children to
develop respect for their elders but also learning to be confident.

Our kids back home...are more calm and they are more respectful when dealing

with elders. It's good and it's not good, because sometimes | think kids end up

being timid...we wish to push them to grow up to be confident people but also to

be respectful and to know how to handle themselves, how to talk to elders.
Sharon went on to mention a recent story in the news to illustrate the differemneerbet
Ghana and the U.S. in terms of respect for elders.

Yea about respect, talking back, all this. It was like in the news the other day, a

grandmother slapped her granddaughter and the granddaughter called the... Yea,

she called the cops on her grandmother...[the grandmother] was put in jail or
something because...That would never happen in Ghana, that would never
happen. That would never happen in Ghana. That, to disrespect your

grandmother, oh my God...Just that disrespecting... first of all would not be a

police issue, and if your grandmother, if it was just you and you told somebody

else in the family, you get in trouble for that. That's how much we value respect.

Today to leave your grandmother alone you have to buy a goat, cause that's how

huge it is!

Sharon noted how engrained respect of elders is in Ghana by describing what she would
call me as determined by our family relationships. She told me that if reesiséers,

and even if | was older by just two years, she would never call me by mighstname”,

but rather “sister Colleen”. Ultimately Sharon worked to instill asefsespect for

elders in her children, but not to the extreme that she would have if she weighmarsin

children in Ghana.
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Mothers reported understanding that corporal punishment was not accepted in
mainstream parenting in the U.S. However this was a more difficult habit tofbrea
some mothers than others. Most did not rely on their parents for advice regarding
discipline, but rather turned to friends, parenting education, or even popular press to learn
ways of disciplining their children without using corporal punishment. In addition
mothers were committed to learning how to have two-way communication with thei
children, and teaching their children how to be open in their communication. Again, this
was a struggle for mothers because it was very different from how theyaised and
the skills they were taught in their COOs.

Cultural connections: Learning language, religion, and COO traditions. A
third area of parenting ideas and practices that mothers discussed watsoin t@la
fostering their children’s language development as well as childr@iigeous education.
Language acquisition refers to not only the specific skills relatedualbcspeaking a
certain language, but also to values, beliefs, and broadly ways of undergtandi
interpreting the world. Mothers wanted their children to speak their nativeag®hgua
few reasons. First, mothers wanted to be sure that their children would be able to
communicate with family members in their COOs. A second reason was sdhthieerc
would have better job opportunities when they got older. Finally, some mothers
mentioned the ability their children would have to help others with translation if they
knew a second language. Makeda discussed how important it was for her daughter to
know Ambharic, the language of her family in Ethiopia.

Amharic, she speaks Amharic perfectly...knowing two languages is good becaus

maybe she can help other people. If they speak Amharic, she can help them. It's
good for her too, maybe if she goes back home, if she see’s our families maybe.
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Language was not simply a utilitarian tool or a skill but it was alsdu va
Language was used to communicate with and socialize children regenttung. It
provided children access to different ways of thinking including visions of the physic
world, the realms of time, history, and memory, conceptualization of emotions, and broad
frameworks for shared religious beliefs. A less common reason that matrges] their
children to learn a certain language was so they could practice théiesaneligions
appropriately. Manal, who was a Muslim from Morocco, and had been in the U.S. five
years at the time of the interview, described teaching her son Arabic so he eduldere
Q’ran. She mentioned that when he and his two younger siblings were older she would
send them to the local Islamic school to continue to learn how to read, speak, and write
Arabic.

Many mothers from Africa and a couple mothers from Latin America disgtusse
the importance of children learning their families’ religious beliefst d6me parents
religion and faith were a large part of their world views and how they coped f&ith li
For example each time | saw Sisi at River Banks and asked her how everything wa
going she would always tell me something positive or hopeful followed by thenstate
“by the grace of God,” indicating that her life was in God’s hands. Sisi, valso w
originally from Ghana and had two daughters, described the sense of pridé wherfie
her older daughter asked if she could stay inside to pray rather than go outsaye to pl
Sisi believed many things would just fall into place, “by the grace of God” héiet
wanted their children to maintain their faith and religion because not only wasathsf
their culture but also they believed religion would teach their children goaalsvard

values. Both Christian and Muslim parents thought religion would make their children
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“better people.” Yenee described how instilling religious faith in her son would help
ensure goodness in him.
...they discipline you, they teach you The Bible. | would love my son to go
through that program...here there are some bad kids, and you never know where
my son [will] end up. But like | said with prayer and if you go through that
program, that service every week, maybe something will click in [my son’s]
mind.
However there were mothers like Aamina who were not as religiously devdiras t
families in their COOs wanted. In turn, she avoided talking to her parents about
parenting because of the advice they would constantly provide her regardingdhegi
daughter, Gabra, to church.
In addition to language and religion, parents expressed a desire for theimchildre
to maintain some of their families’ cultural traditions including eating fooch their
COQOs, as well as learning traditional dances and celebrating certigiaylsdrom their
COOs. Many parents cooked traditional food from their COOs on a daily sagis|la
as provided children with American dishes that they liked—particularly thinags
children tasted in their ECCE program and asked their parents to make at honre. Othe
parents talked about wanting their children to experience certain holidayatielesy
which usually involved wearing traditional dress and dancing. Valeriaiblegcr
celebrating a certain holiday on Decembéf 48 they would in Mexico.
...they are now beginning to celebrate this but in Mexico because we are Catholic
we believe in the virgin so each year | dress them like “inditos” similarao J
Diego that is what we call him and my little girl dresses in a long skiitjgyrand
she carries a basket, and my little boy is the same carries a baguwtit fr

flowers and a sombrero and that is a tradition that comes from Mexico...we call
them “inditos” and every year thousands of people dress like this on December

12",

124



Language, religion, and cultural traditions were all aspects of m@i@ds that
they hoped their children would maintain despite being raised in a new country. These
traditions reflected and supported certain values that mothers hope to instilt in thei
children, including the importance of language to culture and being able to corataunic
with one’s family of origin, as well as developing religious faith and undersigndi
various cultural traditions.
Gender roles: Mothers, fathers, and children.When mothers arrived to the
U.S. and became parents many experienced shifts in gender roles, frong bigichore
traditional expectations to more contemporary expectations. The roles osparent
mothers’ COOs were fairly traditional, although many had seen tremendomgesha
opportunities for women in their COOs throughout their lives. Generally, mothéresirin t
COOs were not employed outside their homes, but rather stayed at home ararcared
the children, and fathers worked outside of the homes and were financially rbkponsi
for families. Isabel described these roles in Mexico, which was veryasitnihow other
mothers from Latin America and from Africa also described mothers’ dnerfaroles.
For the most part the mom is always home with the kids. And a good mom is the
one that is conscious of the kids--gives them food but also at a very age teaches
them what’s right and what’s not. The mom is basically just home and the dad for
the most part is who’s in control. The mom is the one who takes care of things at
school though. If the kid did something at school, mom is who responds. Father
rarely plays a role in the education aspect of the kid’s life. He only goes out in
the field or wherever he works, works, brings home money, and leaves. I've
always noticed the mom handles everything else.
Mothers indicated that the way both men and women contributed custodially and

financially to the raising of children in the U.S. was how they wanted to rage t

children in the U.S. Sofia was a mother two from El Salvador, whose husband was
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bathing, dressing, and feeding the children as she was being intervieweds Sof
husband contributed a lot more than just helping to pay the bills to their children’s lives.
Elsa contrasted what is expected of men in El Salvador versus what she thaight wa
better based on U.S. ideals.
Well, over there...[men] think that the mom will always give them everything. |
think that the majority of fathers well the ones that | know, they just go to work
and work for their children. According to them they are giving their kids a lot but
| don’t think that is right. | think that is wrong because they are always buisy [w
their jobs]. They don’t go to parent meetings about their kids because that is not a
thing that men do--only women do it. The majority that go to these meetings are
the mother and thing is that it shouldn’t only be the mother’s responsibility. |
think it is due to the “machismo” idea that they don’t take responsibility. The
mothers are always the ones involved and it is much different. Generallytat has
be both parents-- not just one-- it should be both. I think that is how it should be
Some mothers were unable to attend school on a daily basis in their COO because
the school was either too far away or some girls were not allowed to atterad sc
because they needed to help with housework and farm work. Mothers were very happy
their daughters were being raised in the U.S. where their opportunities to go to school
would not be stolen, as they were for mothers like Esmeralda. At the age of six
Esmeralda was picking vegetables, and was essentially not allowed to miusaton
after second grade. This is not what she wanted for her daughter.
| didn’t [finish school]. | went up to second grade. Yes, | have always worked. |
would work with my parents and it's the same as North Carolina you cut
tomatoes, peppers, and cucumbers.
Isabel further explained what life was like for girls in Mexico.
And fathers are especially tough on their daughters. As a [girl] ttpaceyou to
care for the house and if your dad says “go out” you go out even if you have to do
homework. And if they gave you permission to go somewhere, you got

permission and if they didn’t then you stayed [home]. Fathers over there give
more freedom to their sons than their daughters. It's almost as though males are
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worth more and so they can do whatever they want and be wherever they want to

be. Not women though, you always have to be home, following whatever mom

and dad tell you do. And if you do anything other than what they tell you to then
it's a mess and everyone’s suddenly criticizing you. Over there, it seems as
though they are more controlling and unfair. They always make the men first
priority and always leave us women for last.

Despite evidence of many mothers’ shifts from traditional to more contergporar
gender roles there were some mothers who created more traditionallyegehderes.

Sana, who held quite a bit of nostalgia for Somalia, was very much committedng raisi
her children exactly as her mother had. Part of this meant being a s@ayatrother.

In turn, when the first of her four daughters were born Sana began to fulfitiéaisand

did not pursue the medical degree she began in Somalia. Her philosophy regarding this
was, “I put all my life and my dreams on hold [for them], and | hope my dreams will
come true tomorrow.” She believed her daughters would be financially suc@essful
would “take care of [her]” when she is older.

In the U.S. many mothers began to assume non-traditional gender roles. Even
mothers who did not work and chose to be home with their children at the time of the
study, had plans to return to work and/or school once their children were enrolled in
public elementary school. In addition mothers hoped to teach their daughters to be
independent so they did not ever need to rely on a man for support. However there were
some mothers who clung to more traditional gender ideals as they parentedilidirein c
in the U.S. with a lot of nostalgia for back home.

In sum, the parenting ideas and practices that mothers grappled with the most

were related to: responsibility for raising their children; buildingoesive relationships

with their children; creating cultural connections to their COOs for thdoireim; and,
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grappling with the gendered nature of mothering as it is shaped by the new hogt societ
These reflected ideas and practices mothers hoped to use to instill deltsaamd
values from both their COOs and the U.S. These skills and values included
independence, communication, bilingualism, religion, cultural traditions, and importance
of family relationships, which were a combination of ideas from their COOs ahl$he
However the parenting practices or strategies that parents beliexedase to use with
their children to teach these skills and values were ones they developed whilgli§.the
These included spending time with children, non-traditional gender roles amontspare
and authoritative discipline techniques including reciprocal communication.

Mothers’ parenting in the U.S. reflected creations of a new framework fo
parenting in the U.S. that reflected a coming together of various aspectsrafrgar
ideas and practices from both their COOs and new host society. In particatlaersn
discussed ways of interacting with their children that were different thanheywould
interact in their COOs, but also different than the ways native-born pantertscied
with their children. Halima described acting “more Egyptian” in the U.S. thanvsuld
in Egypt so that her children were certain to maintain aspects of their maiiéuie
despite not being raised in her COO. However, by doing this, her parenting also did not
always reflect mainstream U.S. values. Consequently, this new frameworlewffiogr
was not a combination of skills, values, and practices that fully mirrored payénthe

U.S. or in mothers’ COOQOs.

Role of Context

There were multiple aspects of the sociostructural context in the U.Sithleat e

supported or deterred putting into action the ideas mothers had for how they were going
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to raise their children in a new host society. The characteristics adrthextthat
seemed to shape mothers experiences the most were supports related to parenting
including developing bilingualism in their children, education for their children, and
parenting education opportunities particularly in relation to discipline techniques
However, there were aspects of the context in the U.S. that made thingy shigiel
challenging for mothers to raise their children as they anticipateddingl the need for
both parents to be employed outside the home and having limited family support
available in the U.S.

Nearly all mothers intended to facilitate their children’s learningrmjuages
from their COOs. For many this was challenging because as chilmlrenio contact
with the English speaking world, particularly through attending ECCE progtiaat
were primarily English speaking, their desires and abilities to spealkparents’ native
languages often diminished. This was especially true among African pafembften
had fairly strong English language skills. If their children spoke to theemglish,
refusing to speak the language of their COO, African parents were able to amdiarsd
respond to their children. Despite these challenges in terms of encouragimtitdesn
to speak the languages of their COOs, parents were committed to their childgen bei
bilingual so many sought the help of teachers and schools. Some mothers utilized thei
children’s ECCE program as well as their older children’s schools to fogureow to
continue to encourage their children to speak their parents’ native tongue even as they
were being exposed to more and more English. Alejandra explained how her daughter’
teacher worked with her to help encourage her daughter to continue to speak Spanish.

| told her teacher, ‘look,’ I said, ‘Il am having a problem with Melissa becdngse s
doesn’t want to read Spanish...l am trying to teach her Spanish.’ | told her. She
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said, ‘come, come, Melissa. Your mother is going to teach you how to read in
Spanish...and you are going to teach her to read in English. You have to let your
mother teach you Spanish. You are going to speak well in two languages,’ she
tells her. ’
After the teacher spoke with Alejandra’s daughter, she no longer “complaineaf’ a
learning and speaking Spanish. In addition, some of the ECCE programs that children
used were bilingual—generally, they were Spanish and English, so non-Spanish speaking
families’ languages were not necessarily supported through these typesafools.
For other mothers their desires to have their children learn their native tongues
were fulfilled by the availability of language schools where they cand gheir children
to learn to speak languages from their COOs, as well as to read and eg#ée th
languages. Some mothers utilized these schools when their children werehogresc
and others planned to enroll their children later when they were school age. @enerall
these language schools not only taught children the languages of their CQky/laiso
imparted to children the customs and traditions of particular countries andg@githe
world. Finally, even with all the supports available in the context of the U.S. many
mothers found it very difficult to foster and maintain their children’s abiltbespeak
languages from their COOs. Maria explained some of these challenges.
Yes, | want him to speak Spanish. Yes, we all speak to him in Spanish here, but
he is forgetting to say things like the colors in Spanish, and sometimes when he
wants to say ‘straw’ he doesn’t say ‘pajilla’ he says, ‘give me the Stoa ‘|
don’t know how it is called.’ Yes, the language | don’t want him to lose it...in the
house we only speak Spanish to him, even the TV was in Spanish....but now that
he goes to school he watches more TV in English than before....so | tell him,

‘Emanuel don’'t speak to me in English, | don’t understand.’ He says, ‘no mom, |
will speak to you in English.’

Emanuel’s outright refusal to speak Spanish made things particularly difochltaria.
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In addition to supports for learning their parents’ native tongues mothers thought
there was a lot of support for their goals for their children related to eclucdtor many
mothers the opportunities for their children to go to preschool and school for free were
important supports for their desires for their children to be educated. Motheegaeddic
that in their COOs attending preschool would have cost them a lot of money; while other
parents mentioned needing to pay for elementary school in their COOs as esth. D
explained that in Ethiopia, “when you have [a lot] of money, you can pay for a good
school. Inthe U.S. you don’t pay for school, public school. You don’t have money back
home, so no choice, you take your child to the neighborhood school.”

Interestingly, this seems similar to the experiences families hake 0.6. If the
neighborhood schools are not very good, and if families have money to send their
children to a private school, they do so. If they do not have the money, then they “have
no choice” but to use the neighborhood school. However the difference for Desta was
that even though the neighborhood school near their home in the U.S. was not great, they
had access to some very good charter schools, which were free. Despiteethgr
limited good public schools where Desta lived in the U.S., there were better fmresopt
than what she had in Ethiopia. She saw the U.S. as a better place for her children, in
terms of education. Some mothers even mentioned not having access to any school at all
in their COOs, particularly if they lived in a remote area of the courtterevfarming
was the focus. For example, Esmeralda, who did not go to school past age seven,
explained that if she stayed there her daughter would have the same limited ofpe®rtuni

for education as she had. She would be working the fields at age six or seven.
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In addition to free education some parents mentioned the importance of having
access to the public library system, as Perla described, “they have beeg thsit
library since they were 6 months old. They would go to story time and get books then
too. In Mexico you don’t have that...” Between access to free good preschool and
elementary schools as well as public libraries, many mothers believeddlsatpports
for their children’s educational achievement were far greater in theRausirt their
COOs. For some, waiting for their children to finish their education was the raaonre
for remaining in the U.S. Sharon explained that she wanted to return to Ghana because
life was more relaxing there. However, she wanted to wait until her childiehed
college in the U.S.
Twenty years from now we will be in Ghana. Yea cause it's nice here but we
don’t want to grow old here. We don’t want to grow old here ‘cause | think it's
easier in Ghana...In 20 years time, if they decide to be here by themsetves tha
will be okay. They can be here by themselves, but we at that time...will be going
back home. [My husband] is looking like I think 10 to 15 years. He’s looking
much sooner to go back home but I'm looking for them to enter college, maybe
when they are in college they can take care of themselves. | want thersho fini
before | leave. He wants to go sooner [Interviewer: why?] He wants to set up hi
fashion business. Life back in Ghana is more relaxing as long as you have a good
business, there’s not much pressure, it's more laid back...
Sharon’s husband was hoping to go back to Ghana sooner than Sharon wanted. This
difference in opinion in terms of going “back home” was not uncommon among spouses
who had any plans of ultimately returning to their COOs. Guadalupe explainégngsti
to her husband the importance of remaining in the U.S. because of their son’s future.
... [My husband] and I think very differently he says that we are going to leave to
El Salvador but we can’t no longer think that way but in our child because he has

a future here. Maybe we can’t give him over there what we can give him here...
college.
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A final sociostructural support that a few parents mentioned in termsioigra
their children in the U.S. was access to parenting education and information $uch tha
they could learn discipline techniques that did not include corporal punishment. Aamina
explained what she learned in parenting classes that helped her avoid unacceptable
discipline techniques with Gabra.

Yeah, especially after | took the parenting classes. Because whae hezae, |

would see some people who have kids, when | go to a restaurant or something.

Like when the kids do something, they don’t scream at them-they are calm and

say, ‘Stop it. Okay you did this wrong. Next time | am not going to be able to

bring you here.’ or something like that. | was like why aren’t theyng®l ...

And you have to sit there and talk to them. For example in the morning time

[Gabra] wants to wear a dress and it is cold outside so | want her to wearlpants.

| say, (pretending to shout) ‘no, no, no you cannot do this and that,’ like I'll be

late for work because she won'’t get that. But before that before morning, in the

night, I'll say, “tomorrow you are going to wear these pants.” | warihishf

with this in the night when | have time, | don’t want to argue with her in the

morning because outside it is cold, and | have to explain to her like an adult. You

have to share your thinking and find out what she is thinking td@ah, what she
wants to wear-not only for that issue but anything. But if | say, “no you cannot do
it because | say so,” she doesn’t stop so you have to explain to her...
Aamina realized the importance of communicating with Gabra about her axpestor
the morning the night before since their mornings were busy. This strateggallow
Gabra to know what was expected of her in the morning, and it kept Aamina frorg raisin
her voice or hitting Gabra.

Mothers were involved in parenting classes either through their childre€E EC
programs or other community organizations. Often, these programs provided mothers
with emotional support for the stresses they faced in their daily lives, baswvel
information for how to best interact with their children, particularly in teofrdiscipline.

In particular, Mercedes mentioned that if she had the same mentalithehzd in El

Salvador, she would probably hit her children whenever they did something bad, but by
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going to counseling and parenting workshops offered through her children’s ECCE
program, she learned to talk to her daughters about their behaviors. Mercedes learned
how to discipline them by “taking away things that they like rather than usingcphys
punishment.”

Despite there being supports for the parenting goals mothers had, there were
sociosctructural factors that made parenting in the U.S. particularly rodpaldefor
mothers. Specifically, mothers mentioned the amount of time they needed to work
outside the home to be able to help financially support their families in the U.S.] as wel
as the limited amount of physical support from family they could access th$he
Mothers were very much committed to spending as much time as possible with their
children; however with the busy work schedules they all held this was diffisalbell
described this balancing act.

Oh, it's tough here. What happens is that you get so busy with work. 1 think that

what you have to do is dedicate as much time as possible to your kids because the

other time you spend working.

Daniela received her child development associate a couple months before she was
interviewed, and rather than applying for an assistant teacher position, she fauhd a
time job as a nanny for a set of twins. She worked 15 hours per week. She was able to
spend time with her daughters and continue studying English at a local free charte
school. However this meant that her husband needed to work two jobs so they could pay
their bills. He had two restaurant jobs, and between these two jobs, he worked from seven
or eight o’clock each morning until 11 o’clock each night. When asked about the most
challenging aspect of being a mother in the U.S., Daniela described the limdadtarh

time available.
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Time. Dedicating time because...my daughters’ father cannot spend itime w
them because he works all day. Maybe he spends time only in the morning. The
girls know that he is in the house when dawn arrives, they do not see him when he
arrives at night. The weekends are very short. We used to spend time together on
Saturdays and Sundays; we would eat together. Now it’'s all work... | think that
everything depends on your work schedule. If it does not balance with your kids,
you won't dedicate time for them.
Together Daniela and her husband decided that he would work two jobs so she could
spend more time with the children. Even though this meant more time for Daniela with
the children, her husband was unable to spend very much time with them each day and
throughout the week.
Mothers enjoyed the empowerment and freedom that they felt by working and
going to school. However being busy outside the home and without their children was a
challenging adjustment for many mothers because this was not the way thneranot
raised them in their COOs. Mothers worked in low wage jobs because of docupmentati
issues, as well as limited educational and experiential backgrounds telate
employment, which usually meant either working very long hours or having multiple
jobs--both of which left limited time to be with their children and sometiméis fgeof
stress. This was particularly challenging for mothers like Aaminawésoa single
mother. When asked about the most challenging aspect of being a mother in the U.S. she
responded in the following way.
In the United States, everything you have to do by yourself, and especially whe
you are a single mom, like when you don’t have someone to help you. You have
to do it financially, you have to do home cleaning, you have to make sure what
your child is doing, and you have to work. You have to have money so you have

to work. I mean it's good thing to work and have money, but it stresses you out
sometimes.
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Moreover, some mothers like Desta used other aspects of the U.S. context, like
access to ECCE, to buffer the potential negative aspects of having to work twodobs a
not seeing her children enough. She found an excellent preschool that could help raise
her children.

| have been able to work two jobs, but | have to be with them to raise them very

good. When | was looking for a school | was looking for the best because | was

worried about them raising [my children] well.

Many mothers worked, and often had different schedules than their husbands,
which meant that the fathers had greater opportunities to be involved with theierchildr
With mothers typically working 3PM to 11PM shifts in their jobs, it was not uncommon
for fathers to be responsible for children from three or four in the afternoon until they
went to bed, as mothers would work until L0PM or 11PM in the evening. Sometimes
during interviews with mothers, if fathers were not working, they were tenalitigt
children—bathing or feeding them, or picking them up from their ECCE programs. |
recollect one father brushing and braiding his daughter’s hair as the nymkervgth
me.

In addition to challenges related to working outside the home mothers wetle fac
with navigating parenthood in the U.S. without the various types of support of their
family, as they would receive in their COOs. Mothers discussed not havinathéyr
to rely on as being one of the most significant adjustments to being in the U.S. and to
parenting in the U.S. Mothers like Elsa mentioned wanting to bring her family here
because she missed their support so much, particularly as a mother. Selera had tw
children in the U.S. and one son in El Salvador—she explained how her experiences of

being a mother in the U.S. compared to mothering in El Salvador.
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| have to make sure they go to school, that they eat, what they eat, that they are

dressed. Be more alert about them. Over [in El Salvador] too but, over there the

difference is that you have family, and sometimes they stay with thewuscan

go out. And here, there’s no one. Here you have to organize yourself well with

your work and the school’s schedule.

When Selena was interviewed she was not working because she was stayingthome w
her son who was seven months old at the time. However she was preparing to go back to
work by the time he was a year old, and hoped to enroll him in La Casita del Saber.

Mothers also struggled to teach their children appropriate values without the
helping hands of other family members. For example, Sharon espoused the importance
of the ideas reflected in the African proverb, “it takes a village.” In relatidhis
notion, she mentioned that having other family members around and other people and
families from her culture in general would help reinforce certain @llhgliefs, rather
than only the mother and father doing this.

The sociostructural context for parenting in the U.S. both supported and
challenged mothers’ goals for parenting. Consequently there were somis aspec
mothers’ ideas and goals for parenting they were ultimately able lbdotl other areas
that potentially suffered. The final aspect of the model explored the new fraknefwor

parenting that mothers created in the U.S., which was based on not only their goals for

parenting but also the way these goals were shaped by the context of U.8. societ

Parenting Practices and Experiences in a New Host Society

Mothers’ experiences of parenting in the U.S. were different in manytvagys
what they expected when they first arrived in the U.S. and how they would havesgarent

in their COOs. These differences were not only based on a coming togethesof idea

137



from “back home” but also learning about new ways of mothering children, as well as
being in a different context with different supports.

A significant adjustment or shift in the way mothers parented in the U.S. versus in
their COOs was their increased reliance on institutional supports for #énenting and a
decreased use of family supports. Mothers who needed to work outside the home began
to rely on ECCE programs to care for their children, rather than leavingnhé&m care
of family. In addition, as mothers wanted to learn more about parenting prattees, t
sometimes called their own parents, but many mothers also began to rely omtigiorm
from their children’s ECCE program, as well as other community agencies féradof
parenting workshops and classes. In addition, mothers utilized the public libnaries i
their areas to support their parenting, particularly in terms of education aadnfgsheir
children’s love for books and learning.

This shift to using institutional supports rather than family encompassed not only
child care, education, and discipline supports, but also aspects of parenting odiateld t
and housing. Specifically, many mothers referred to being able to rely oratndie$
in their COOs for food and shelter if necessary, but here if they lost their engsiogr
they were not earning enough, relying on their families for financial suppsrhot
possible. Consequently, these parents turned to social services, and began to utilize
support from Women, Infants, and Children (WIC), Food Stamps, and Section 8
Housing. Parents thought about this in terms of their responsibilities as par&eleres
described, that here parents have more responsibilities that they are mangéing w

family, but there are also more supports for these increased demands than in @sir CO
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In terms of religion, many mothers were able to find faith communities near the
homes. Generally, these were places where mothers could not only practitaathisei
but usually these were places mothers could connect with others from their CQOs. F
example, Ethiopian, Sudanese, Somalian, and Egyptian mothers who were all Muslims
living in the same community all went to different mosques.

Despite having connections with faith communities some parents were unable to
live out their faith as they would in their COOs. There were sometimesatstiétween
parents’ employment and worship times. Mothers mentioned they would like to go to
church but they could not because they worked during the services. Teresa grew up in
Argentina where she attended Catholic School. She had such fond memories of this
school that she hoped to find a Catholic school in the U.S. that her two daughters could
attend. She mentioned that, “she used to go to church all the time [in my country],
which | don’t do that much now because | am always working. But | wish alintlee ki
could do it.”

For other parents, important aspects of their religions in relation to their daily
routines could not be supported in their U.S. communities as they would be in their
COOs. Muslim parents were teaching their children as early as agetsgway and the
importance of doing so five times a day. They also had to teach their children how to
work around not being able to pray in school, and the importance of going to bed early
while in elementary school.

Halima arrived from Egypt 16 years prior to being interviewed for this study.
After her first daughter was born in the U.S. she went back to Cairo for a yeaséeca

she missed home. However her daughter was constantly ill there. Halinmzdetio the
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U.S. indicating that not only was the U.S. better for her children, but after spéinaeng

in America, she thought Egypt, and particularly Cairo, was not clean enough for their
family. One of the reasons Halima really wanted to return to Egypt wassecslae

missed the culture and hoped her children would learn Arabic and the Q’ran. In turn, she
was teaching the children about their Muslim faith and they began incorpotatita i

their daily routines—but could not do so fully because of school. Halima explained that
her children would pray in the morning, miss the second prayer because of school but
make it up after school, and then miss the last prayer because it was at nitieg\atiee
already in bed. “The last one is at like nine, and those in elementary school gp to slee
and skip it a lot. | don’t want to force anything. | do the best | can do.”

Halima also mentioned balancing how much she expected her daughters to adhere
to appropriate Muslim dress. Consequently, when her older daughter was in public
elementary school during the week she was able to choose whether or not she wanted to
wear the hijab, the traditional head scarf worn by Muslim women. However when her
daughter attended Arab school on Saturdays her mother insisted she wear the hijab. She
explained that she would rather her daughters adhere to the rules of the Muklim fai
regarding relations with boys, than wear the hijab and long sleeves at publit zcd
not take her religion seriously.

| want her to wear the head scarf, but you know most of my friends here in

America, they forced their daughters to wear the hijab, and long sleeves, but when

they go to school, | see girls wearing the hijab and flirting with boys. UBedhe

family forced her to wear it, she is like, ‘okay, I'll wear it, but I'll do wénar |
want.’
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Creating this compromise with her daughter also opened lines of communication about
what was happening in school and her daughter’s thought about adhering to aspects of
their faith.

Moreover, parents found ways of worshipping in their home rather than in a faith
community. For example, Kassa and her children read The Bible every maireng
they woke up, and every evening before bed. She noted, “And | explain and teach my
kids my religion. | read the Bible...everyday, after sleeping...in the morning toe, if
have time.” Overall, most parents still practiced their religions and teaching their
children about these faiths as well; however in many cases they needed thadapts
that they were doing so based on the context of the U.S.

Parents were very much committed to their children learning and mainttheing
language from their COOs. However most parents found trying to raiseliidren
bilingually a challenge particularly as their children began to interact mnd more with
English-speaking aspects of society. Most mothers adhered to only speakingttheir n
tongues at home, while children practiced English in their ECCE programs. However
based on certain circumstances, some parents were unable to do this. For example,
Yenee’s son had a speech delay so the speech therapist encouraged Yenee to only speak
English with her son so he would not be confused. Despite wanting their children to
learn their native languages, a few mothers talked about encouraging tlugerctol
speak English at home so the parents could practice their English. Only one mother,
Sharon, began speaking English with her children from birth rather than the larmjuag

her COO because she thought learning English was most important. Sharoedegrett
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doing this and by the time her children were toddlers and in preschool she and Luke
started trying to teach them their native tongues.

In addition to speaking the languages of their COOs at home parents alssdenrol
their children in schools specifically to support their language developmeluiging
bilingual preschools and elementary schools. This was common among Latinos. Using
separate language schools on the weekends was customary among Arabic speaking
families. Ethiopian families tended to rely on churches and child care for support i
teaching their children Amharic. In addition to these outside teaching resop@acents
also bought books and videos to support their children’s development of bilingualism.
Also, when it was possible, based on finances, documentation, and situations in their
COQOs parents travelled back to their COOs where their children couldenqeetheir
families’ cultures as well as practice their language skills. @vaemy of the children
were being raised bilingually and like most parents trying to do thisfdlcey
challenges. In particular, once their children were enrolled in Englistkisgge
preschools and elementary schools they often chose to speak English witlolings si
and their peers, and sometimes to their parents--especially if they knepaitegits
understood or were learning English.

Children’s fathers were involved with their children in a greater amount etbday
day child care than they would have been in their COOs because mothers worked. Both
parents worked, particularly among Latino families, who were generaploged in low
wage work, which they could obtain without having appropriate documentation. Parents
often worked opposite schedules, with fathers generally leaving for work around four or

five in the morning and returning home around three in the afternoon, and mothers
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working 3 to 11 shifts into the evening. Parents did this to save money on ECCE while
earning more money since both parents were working. Sofia, whose husband was
bathing both children and caring for them when Sofia was being interviewed pexplai
this transition to having fathers participate more in the day-to-day rebpibiesi of

caring for the children.

But | think mothers have to talk to the husband and tell them that they have to

help more with the children. For example, he helps me and between [caring for]

the two [children] we do things around the house. We drop off our son and one of
us will go pick him up. He isn’t just my son, he is also his son too. He has the
right to go to the teacher and ask about what is going on with his child—I won’t

be the only one to go. Ithink that it is both of our responsibilities. These are

things you have to talk about between couples...with talking everything will work
out.

Generally, mothers would take their children to ECCE in the morning, return
home, cook dinner and clean the house, then get ready and leave for work in the middle
of the afternoon; while fathers worked in the morning, and on the way home would pick
their children up at ECCE, bring them home and care for them into the evening. Paola
explained this,

Here it is more shared...but it is hard too. It's more equal on both sides because

here is | am working, he has to work and if | work, he has to pick up the kids, or

drop them off. And [in Mexico] it is the same but he has to work [outside the
home] more...and me less, so that | can be home with the kids.
However some fathers had two jobs, and among these families after thedathesd
home and fed the children dinner, they would bring the children to a babysitter until the
mother returned home, so they could go to their evening jobs.

Overall, mothers indicated that the fathers of their children were far more

involved than they would be in their COOs—and this was even the case for some parents
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who were separated. Esmeralda’s husband would take their daughter to and from her
ECCE program. In the morning Esmeralda would ride with them, and in the afternoon he
would pick up their daughter and bring her to Esmeralda’s apartment because &smeral
was still resting after working nights.

Mothers’ greatest adjustments to living in the U.S. were when they began
parenting in the U.S., and even more so, when they had children who began to interact
with the outside world through their use of ECCE. For some this was when they first
arrived while for others it was years after they first immigrated. histst parenting
experiences in the U.S. were shaped by not only their COO experiences but also thei
experiences in the U.S., as well as the context of U.S. society. Mothers exqsevidhc
their own families as well as their current relations with their parebts)gs, and other
family members, as well as institutional supports in the U.S. including ECCE,ipgrent
programs, language schools, as well as various types of popular press media, @ll shape
mothers’ goals for their children. However the context of U.S. societgplarly in
terms of the need for both parents to be employed, the shift from family to ineadut
support, as well as access to programs to support their children’s education angelangua
development, really shaped mothers’ experiences parenting in the U.S.

Rather than simply the mixing of two culture, these mothers’ parenting in the U.S.
seemed to reflect a unique social framework for parenting, unseen amwegooah
parents. As they taught their children values and skills from the U.S. and thes; COO
mothers tended to use parenting practices that they learned about and developed in the

U.S. This process was influenced by the development of mothers’ ideas armkpracti
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related to rearing their children in the U.S. The process reflected howrsmonthwgated

large systems that focus on young children and their families, such as@iedy&tem.
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Chapter 6: Navigation of the ECCE System

In this chapter, the third research question regarding how low-income immigrant
mothers navigate the U.S. ECCE system is addressed. All of the parents in thisastud
experiences interacting with the early childhood care and education syS€€&)E
However parents’ experiences learning about and navigating this system naeeds
of when and why they engaged with ECCE, as well as how they gained knowledge
regarding this system, obstacles they faced trying to navigate the EGE€msyand

finally their experiences in their children’s ECCE program (see €idgur

Figure 4: Pathway for Navigating the ECCE System

E’ Desired
9 o Characteristics .
TG of ECCE _
50 Connections Fii ' é;)
n @ o ECCE Gains
s 2 to —{ 4 [ | Experiences from
A o
§ ECCE @) ECCE @
e >

At the time of this study, all of the families were enrolled in an earlgicbdd

care and education program. For some families this was their childirsh&xjperience
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with an ECCE program, while for others their children had been in some form of ECCE
since they were infants. For example, Camila, a 26 year old Mexican motivex, of t

needed to return to work when her child was five months old so she hired a woman in the
same apartment building to care for her child. A year later she moved heodhild t
center-based program in which the teachers spoke Spanish, and a year andea half la
Camila enrolled her daughter in Time of Wonder, which is where she was amé¢hefti

the interview. In contrast, Teresa, a 34 year old Argentine mother of two, oateutH

of her daughters at home until they were three years old, and then decided to enroll the
in the local Head Start.

In this section the processes in which parents engaged to navigate the ECCE
system as they selected and utilized ECCE for their children are desckibetbthers
navigated the ECCE system they moved back and forth between various aspects of this
pathway, which includes parents’ reasons for selecting care, the chatiastérey
looked for in ECCE providers, how parents connected with providers, obstacles they
faced and gains in social capital they experienced from having theirechpdrticipate
in ECCE.

Case example 1: Elsa’s storyThe story of Elsa a mother of two from Mexico
illustrates just one family’s experiences as they navigated the Eg3GHrsafter
immigrating to the U.S. Elsa arrived in the U.S. seven years before sha&evaswed
for this study. Elsa initially lived in Florida for three years as thighsre her husband,
who was her boyfriend at the time, first migrated because his familyoaatet there.
However, a few years later she moved to Washington, DC because her brother lived

there. When Elsa arrived in DC her daughter, Eva was five months old and she knew
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she needed to work to help support her family financially. After getting settle@ in D
and finding employment, which was her main reason for entering the EC@ksidsa
began to look for an ECCE program for Eva.

When she was looking for a provider, Elsa was looking for a place where her
daughter would be safe and secure, as well as a place that was geodyagpnieahient
to her home. Also, she wanted a program where the teachers were not only caring but
also very experienced. Elsa utilized geographic connections to initially look t6€C&E
provider, as she walked around her neighborhood to determine an ECCE program to
which she could apply. She found two programs that encompassed all that she was
looking for in an ECCE for Eva. However, Elsa encountered an obstacle--both of the
programs were full.

Elsa then went back to another connection to the ECCE system that she had, a
social connection, and talked with a Latina who cleaned her apartment building gach da
She asked this woman, whom she trusted because they were of a similar diagaisti
cultural background and because she saw this woman every day cleaning her,blilding
she knew of anyone who could babysit Eva. She did, and put Elsa in touch with another
Latina who Elsa ultimately hired to take care of Eva for the next twe.ydscause of
this care arrangement Elsa was able to go to work and support her familydilyanci

When Eva was three, Elsa heard that one of the centers, La Casita del Saber to
which she had originally applied when Eva was 10 months old, was accepting
applications because of additional funding through a Universal Pre-Kindergarteh (UPK
initiative. She applied, Eva was accepted, and enrolled when she was three years old.

Elsa’s experiences with La Casita del Saber were very positive, andosiceaby liked
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that it was bilingual and that the teachers were very communicative and gpeting
Eva’s progress.

Elsa seemed to gain quite a bit of social capital from having her daughtéeenrol
in La Casita del Saber. One form of social capital that was particakdiént for Elsa
was the information that she gathered from the program in relation to parenting.
Specifically, Elsa wanted to teach her daughter her numbers and lettevgagnot sure
how to go about this, because the things she had already tried were not very suesessful
her daughter would get bored. The teachers at La Casita del Saber slilge Slee
play games with her daughter to make it fun, and specifically, they sudgsste
playing cards to help her practice her numbers. To Elsa this was an ingenious idea, and
indeed Elsa successfully worked with Eva to learn her numbers and letters. thiiaypa
that Elsa followed as she navigated the ECCE system and secured caral&ugneer
was not completely linear, particularly as she came up against obstaeleasrof
securing care, and as more care options matching her desired chaictmcme
available, Elsa moved back and forth through the pathway.

Case example 2: Sharon and Luke’s storySharon and Luke’s process of
navigating the ECCE system was slightly different than Elsa’s. Luke lzrdiscame
from Ghana to the U.S. ten and six years, respectively, before they wevesneel.
They came so Luke could pursue his degree in fashion design at Fashion Institute of
Technology (FIT) in New York City. Although they were married in Ghana, Sharon did
not come to the U.S. with Luke because of documentation issues—they were
geographically separated for four years. When Sharon arrived, they lived in dtkw Y

for two more years, until they decided the pace of life there was too fakefor
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Shortly after their daughter Kessie was born, they moved to Virginia $®cau
Luke’s brother lived there. Sharon stayed home and took care of Kessie until she was
almost three, and had not really thought about ECCE until Kessie was two and the
pediatrician mentioned that they should be considering something like HeadvBieint
Sharon and Luke did not know much about at the time. Consequently, when they called
to enroll Kessie in Head Start Sharon and Luke had not necessarily thought about what
they really wanted for their daughter in terms of ECCE, but just knew thdt$ta# is
where she should go based on the pediatrician’s recommendations. Sharon and Luke had
no challenges enrolling Kessie in Head Start—they called River Bank&ere told the
enrollment date, and registered her on that specific date, and she stagad &t&tt
without any problems.

Once Kessie began at River Banks Sharon and Luke noticed her ability to speak
English improved dramatically, as well as her taste for nutritional food. Ihaddi
Sharon’s friendship with two other mothers that had previously been acquaintances
blossomed while she was there. These mothers had children in River Banks for a year
earlier than Kessie so they would give Sharon information regarding eveapéct,
particularly in terms of home visits. Also, if they needed someone to driveeKess
River Banks, these friends were available to help with this.

Overall, Sharon and Luke’s navigation of the ECCE system was slightlyediffe
than Elsa’s in that they did not necessarily look for ECCE for their daughter, but rathe
someone else told them to consider Head Start. Also, they did not use any outside care
until Kessie was three, and when they decided to put her in Head Start they did not have

any issues enrolling her. Parents moved through this system in a varidfgrendi
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ways, which will be explored in the following sections. Each aspect of this pathiway w
be described in greater detail to understand the range of experiences mhpageats

had as they moved through the ECCE system (See Figure 4).

Reasons for Entering the ECCE System

As varied as Camila, Teresa, and Elsa’s experiences were with ECClsrofer
when their children entered care, so were their reasons for looking for eadlyocill
care and education. Among the families who participated in this study thera were
variety of reasons that parents began looking for ECCE including both parent-focused
and child-focused reasons. Specifically, parent-focused reasons for loakiEQQG&
included parental employment, parents’ return to school, and parents’ mental health;
while child-focused reasons were related to preparing children for Kintkngar
including cognitive, language, and socioemotional development.

Parent-focused reasonsParental employment was the main reason parents
entered their children into an ECCE arrangement prior to being three or fosiojeka
For many mothers this initial arrangement was informal care withghlnei or a friend
because no center-based care was available. As Elsa indicated, “vanes here, |
knew | would have to work...and when | came [to look for ECCE] | think [Eva] was nine
or ten months...so | applied since there aren’t many centers nearby anded.| S
started working five months after | came [from Florida] | needed a hitdryisecause she
didn’t start at any day care.” Some mothers, like Valeria a mother of twoNrexico,
rearranged their work hours so that they did not need to be away from their chitdaen fo

full 40 hour work week. “I changed the job of eight hours to five hours in the afternoon
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to be with the kids during the day...during the day | took care of them, since | worked in
the afternoon and in the afternoon their aunt took care of them.”

For other participants, furthering their own education led them to look for ECCE.
Some mothers enrolled in English classes, while others began taking thesses
certificates and college degrees. Daniela, a 31 year old mother of two lfatv&dor
who experienced postpartum depression after the birth of her first child, wasuary m
committed to enrolling in English classes following the birth of her second ohild t
ensure moving forward with her life and trying to avoid another bout of depression.
However finding care for her daughters was far more challenging thamsbipated
and ultimately she was on the waiting list at an ECCE program for threebefare her
older daughter was admitted.

But after | had Laura | said to myself | have to do something becausehataw

needed to learn English and develop....it was then a lot harder because | had two

daughters...When space was available for Daniela in La Casita del Sabér th

could enroll myself in the other program. While | studied they took care of Laura.
The English program Daniela enrolled in provided her not only with English classes but
also ECCE in the same building, for her younger daughter, Laura.

Sofia, a mother of two from El Salvador, described her experience with an Even
Start program, when she “needed help with the kids....because she was alvgagsl stre
home,” as something that was good for her and made her happy because she and her
children could be learning in the same building. Use of this type of program at some
point during their children’s early childhood years often funded by Even Start alfedera
program focused on family literacy, was common among participants. Isab&herm

of two from Mexico, after battling cancer with her oldest daughter, had a destearo r
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to school, which is what prompted her to look for care. “l wanted to go to school, and
well, wanted them to learn more too. They have taught them [referring to heeghddr
lot and | also want to go to school.”

For Viviana, when her daughter was born, she was working towards a certificat
in child development. A friend told her about Time of Wonder and assisted her in
completing the necessary paperwork for her daughter to enroll, “when she imege
put the application and all the stuff, so she was born in July and in September they called
me, so she entered when she was three months.” Maisa was studying business
technology and computers and was in class five days a week from for seven hlours eac
day, and so she found a local child care program into which she enrolled her son, so she
could continue with her studies. Using child care to further one’s education, was most
common among parents enrolled in English classes, while their childrennweGCiE.
However some parents they sought care so they could work towards a calliéigatee
or degree.

Finally, a few parents mentioned looking for ECCE for their children for their
own mental health reasons either related to depression or simply feelindgeleed
and in need of support for their responsibilities as stay-at-home parents. Daniela
discussed being depressed after the birth of her first child and preferbagrtdhe
house, so with her second daughter, Laura, she made sure she found child care and got
out of the house. Kassa, an Ethiopian mother of four, described asking for information
about ECCE because she, “needed help, | had three children, and nobody gave me

information, but | asked and said | need help.”
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Child-focused reasons.Many parents chose to enroll their children in their
current ECCE program to prepare them for Kindergarten. These preparatidastifog s
formal schooling included learning English, promoting socioemotional development, as
well as working on more academic skills like writing their names. Paveste aware of
the importance of learning English prior to entering Kindergarten for both acadathi
social reasons. Juliana, a Guatemalan mother of one boy was told by frienidshihat
did not put her son in ECCE,

...before going to normal school that it was going to make it more difficult for

him to learn the language [English]. So they told me to put him in daycare and

they are going to teach him how to talk, and they will teach him the language of

this country.

Other parents were concerned with their children’s ability to socialideother
children, as Maria discussed concern about her son’s inability to speak any English and
his limited ability to communicate in Spanish, and how this impacted his ability to
socialize with other children. Consequently, she decided to enroll her son in Head Start
Parents were very deliberate about the type of ECCE their children usedwdritey to
ensure that in these programs their children would be exposed to English. Ifahis me
finding a new ECCE program, as some Latina mothers did whose children ware in c
with providers who spoke only Spanish . Other parents were very intentional and even
formed rules about when their children would speak English and when they would speak
their parents’ language. Marisa and her partner Pedro described this.

Because well it's better to go to the school and try to get some teachers, to learn

the [English] because we speak Spanish only in the house, so we don’t worry

about Spanish, we worry about English that she can talk English in the school.

But we prefer Spanish [at home], that way she doesn’t forget the language. She

speaks English at school whatever she wants, but when she comes here, only
Spanish, in our house.
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Aside from learning English prior to Kindergarten many parents weresoueat
about their children’s socieomotional development, and specifically theirexgdr
abilities to interact with other children. Aster compared her son’s expelretioe care
of his grandmother with his experiences at Head Start in terms of imgraath other
children. “If he stayed home with his grandma he is not learning anything, but he is
safe—he’s safe but he’s not learning anything like with other kids, like sharing,
communicating with others. He’s learned so many things—he’s changed.” réistdr
on her mother as much as possible for child care because her oldest son experienced both
abuse and neglect by two separate child care providers that Aster hired wheeshdne w
baby. Not until she found River Banks for her second child did Aster consider her
children to be safe in outside child care. Enrolling in River Banks provided them with
the opportunity to interact with other children in a high-quality care environment.

There were mothers who enrolled their children in ECCE because they wanted
them children to be academically prepared for Kindergarten. Specifittedlywanted
their children to be in ECCE programs that had curricula and focused on skills that woul
be needed in Kindergarten. Often parents described these types of ECCE as ‘school’.
Maisa explained the difference between Head Start and the child care phmgraom
Jonah was using previously,

It was just like day care [describing the child care program that she kftall

her son in Head Start]. | think it was different. It wasn’t like school...at school

he learns a lot, everything. At daycare he just slept, take a nap, lunch, and

breakfast and snack and something like that—he didn’t really learn anything...I
prefer school.

Most parents did not solely discuss one reason for enrolling their children in an

ECCE program but rather a host of motivations, as Teresa described,
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| really wanted that my daughters could go to Head Start because | knelaethat t
will learn and that it would be good for English too. Especially because my
daughter, Elena and Kathy too is not much like Elena, she was so shy she didn’t
want to talk [to anyone]...So that was my first goal with Head Start, to help her
with her shyness because she is always so shy. In the beginning it was hard
because she was always crying when | left her...I just did it for her good.
Mothers sought care for their children for parent-focused and child-focused

reasons. Parent-focused reasons included needing care because of empletymeng r

to school, as well as mental health reasons. Child-focused reasons wedkteelat

Kindergarten preparation in terms of socioemotional and linguistic developmer@ngA

the many reasons discussed, using ECCE to support mothers’ mental health and

children’s language development seems unique to immigrant families.

Desired Characteristics of ECCE

Parents were intentional and planful as they sought ECCE providers for their
children, and referred to a host of characteristics they believed were rpostaint in
terms of education and care for their children. They discussed the importance of
program/ provider logistics, aspects of the facility, as well as qualitey desired in
ECCE programs and staff. Cost, location, and hours of operation were among parents’
most common logistical considerations as they sought ECCE for their childrepiteDe
seeking ECCE of high quality with strong curricula parents were congtriaynéheir
financial situations and forced to consider whether they could afford various care and
education options for their children. Many parents considered cost first, and
consequently the quality of ECCE programs was secondarily evaluated by .péments
addition, while considering the cost of ECCE, some parents were not aware ofainanci

support they could receive for their children to attend Head Start or other ECCE
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programs through the use of vouchers. Juliana did not discover that financial support for
ECCE was available until she took her son out of an ECCE program after only one
month, in part because the cost was too high.

...the cost was too much, $150/week. So | said | can't afford that, because they

didn’t tell me that I could get a voucher, nothing...So | said [to a friend] how did

you do it because those day cares over here cost so much money?...And she said,

no La Casita del Saber is a place where you can take your kids and there they do a

lottery so your child can qualify for a voucher.

Ultimately, Juliana was able to enroll her child in La Casita del Saber buaibeaty

having financially and emotionally challenging experiences at anothéEfg@ogram.

Once parents learned about Head Start and other government funding for ECCE, they
were even more surprised by the cost of various ECCE programs because to taem thes
programs were no different than Head Start, as Sana, a Somalian mother of four
described.

| was looking [at other programs] but a week it was $250, sometimes a little bit

expensive and it's nothing different [than the Head Start]. The private and the

Head Start...| went before to other schools and nothing different.

In addition to cost, parents searched for care that was geographicaételtheir
home or possibly even their employment, for convenience in terms of transportation and
arriving at their place of employment on time each day. However, findinghzrevas
geographically convenient was not always possible. Viviana would cross two state
borders every morning and evening as she brought her infant son from the Biistrict
Columbia to Maryland to be cared for by her mother in law, and then would back track to

work in Virginia. Her oldest daughter was enrolled in Time of Wonder at the time, but

for the first nine months of her son’s life there was no space for him at tieepsagram.
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Adding to her stressful commute, Viviana was responsible for picking her daughter up
from Time of Wonder at the end of the day (her husband dropped their daughter off in the
morning on the way to work), and on some days with the traffic in the metro area this
was challenging for her to do. This commute was grueling, but it was Vivianas m
affordable option at the time, and so despite not being convenient in terms of location she
was forced to continue with this until she was able to enroll her son in Time of Wonder.
She never considered using a voucher to look for closer, affordable care becavse she
nervous utilizing this would risk her husband’s chances of obtaining U.S. citizenship.
It was my mother-in-law at that time. It was kind of hard because | wdsngo
in Virginia. | was supposed to wake around 5:00am, bring him to my mother-in-
law’s around here [in Maryland], and then go back to Virginia. It was Arlington,
the place | was working. Every morning, like two hours, we wake up at 5:00am,
drop him over here, go back to Arlington...l was spending four hours a day in the
car...one day it was raining, it was like a huge traffic, | get off at thrdieinit
have time to go to the bathroom because | need to pick her up by 6:00pm, and you
never know what to expect [in terms of traffic], and | spent the whole three hours
in traffic. 1 got to Time of Wonder around 6:05pm...the first time you pick her up
late, you get a warning, the second time they charge you a dollar a minute, and the
third time they suspend them for three days. So imagine you are in traffic, you
don’t get on time, what's going to happen to your child...
Finally, parents also selected programs and providers for their childreth dvas
the hours that they needed their children to be cared for while they were at work. For
some a regular Monday through Friday, 8:00AM to 6:00PM center-based care option was
acceptable. However for others who worked at night in jobs that did not require expert
language skills, at local restaurants or overnight, cleaning office busldiiged
neighbors during these times for babysitting. In addition, many of thesesatiénéd
Head Start during the day. Consequently, these children were intera¢tinguwiiiple

care providers in various care arrangements throughout their days. Forexampl

Esmeralda, a Mexican mother cleaned office buildings from 10:00PM to 7:00AM, so she
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hired a neighbor who lived upstairs from her to care for her daughter overnight as she
went to work. However, Esmeralda was also looking for a place that her daughter could
learn during the day, which was how she found Time of Wonder. Esmeralda’s daughter
would spend her mornings and early afternoons at Time of Wonder, late afternoons and
evenings with her mother, and then would sleep over night in a neighbor’s apartment.
Esmeralda described their evening routine.
Around 7:00PM we shower and she is there [at home] for about an hour or two
because she likes to play. Then five minutes before 9:30PM I drop her off at the
babysitter. She eats dinner around 8:00PM or 8:30PM after she gets out of the
shower...l eat sometimes but | usually eat at midnight at work. | comewooin
around 7:30AM or 7:45AM. | pick her up and | bring her here to get her ready for
school.
In addition to convenient hours of operation, parents considered aspects of the
facility including size, cleanliness and security as important. Parestissded positive
initial impressions of programs if they were located in new and clean, largengsildi
with spacious grounds, even prior to observing the teachers and staff, and understanding
the curricula. They considered being spacious important so children could run around
and play freely. Parents were also concerned that the facilities eeere swhich was
particularly common among the parents who lived in Washington, DC. One of the DC
programs was located in a neighborhood that was part of the District’s rexitadiz
efforts in the late 1990’s. It was generally a safe neighborhood but it was natmoa
for security guards and police officers to be seen at the entrances ofusicadses.
There was a security guard always posted at the entrance to La CaSi#elelwhich

was within a larger charter school that had metal detectors at its maimcentRarents

may have mentioned the security being important at Time of Wonder not ndgessatri
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because the neighborhood where it was situated seemed dangerous but simply because
the security system that was installed in the program was very inyareSsiere were
cameras throughout the facility, including inside the classrooms, so parentsogpinli |
a specific password protected website on any computer, throughout the day and monitor
their children. In contrast, very few, if any of the parents who lived in Virginia
mentioned this as important, which may be because the security measuxes BaRks
were fairly standard in terms of parents coming in one specific door andgsigrand
out each time they picked up and dropped of their children—there were no cameras or
security guards on the school grounds. In addition, River Banks was located within a
fairly safe residential area. Consequently, security most likely was goeatf concern
to these parents.
Finally, in terms of program and staff, parents really wanted their childres t
with providers who were recommended by a trusted family member or friends hat
uncommon for parents to consider only one or two ECCE options—these options being
the programs that friends and family members recommended--when they coregdmplat
where to enroll their children in ECCE. In addition to being recommended by altruste
individual, parents also talked about wanting their children to be with providers who were
not only caring, but who were knowledgeable, experienced, and communicative. Desta,
an Ethiopian mother of two described the importance of her children having “good
teachers” and how she knew her children had good teachers.
Very, very good teachers...Most of the time | came here for parent meetings and
usually I would sit with them too (after the meeting)...l work from 3pm to 11pm
so | have time in the morning. | spend time in the morning in both classes (for her
two children). So I just look at how they are doing and the way they teach the

children. That's the way | say, ‘Yes, they are good teachers,’ very expetliea
lot of experience. They listen to what the kids need and they focus on one child at
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a time...even if the child isn't talking, they ask what they want and follow his
activity, and if he is not active (like usual) they will call you. They pay more
attention to the kids.

Many of the aforementioned desired characteristics are similar towérgy non-
immigrant parents of similar socioeconomic status may look for when considedng
selecting an ECCE program. However, these parents emphasized the ingpofrtanc
having access to a bilingual program or provider, and some focused quite specifically on
the diversity of the program, which seemed particularly unique to immigramtpare
Many of the Latino parents sought bilingual ECCE programs and providers for two
reasons. First, for practical reasons, a bilingual program guaranteatsgheeability to
communicate with their children’s teachers in their native tongue, and to be able t
understand any work the children would bring home from school. Parents were also
committed to their children learning both languages, which is why Latina patientot
simply use a Spanish-speaking provider, but rather sought out programs where their
children could learn English and Spanish. Generally, parents wanted their children to
know the language of their country of origin so that children could communicate with
their relatives there as Amira, a mother from Eritrea described,

Because especially my auntie was here. She just left for home Friday. Wéhen s

came she couldn't talk to them, they couldn’t answer to her. They tell her so many

things and then | have to translate. | think oh my god that is important to know my
language. If that were to happen go back home, no one understands English. They
should study their language. And then | told them that you have to talk Tigrinya,
you have to talk Tigrinya.

However other mothers like Esmeralda, a Mexican mother who was emotionally

estranged from her family in Mexico, described being bilingual as imupiidr other

reasons like helping others in the community.
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| think it's good because wherever you go there are people who can’t speak the
language so you can go and help them and translate. Sometimes at the clinic there
is a receptionist that doesn’t know how to speak Spanish and then someone else
has to come and translate. That is why | want her to learn two languages because
it will help for anything.
Finally, parents discussed the importance of finding a program that wasedivers
and specifically programs that enrolled children who were not of the samestiagui
cultural, or racial background as their children. This seemed to be a desedé tela
diversity that was unique to immigrant families, because these fateilided to see the
ECCE program as a way of integrating or acculturating their children. fispkygj these
immigrant parents wanted to be sure that their children were able to soci#tize w
children from all different races and ethnicities, especially becausd®otsECCE
many of these children only spent time with other children and adults from similar
backgrounds. Teresa described her hopes for her daughters meeting children from othe
racial backgrounds, “especially that she can make friends and to talk witlerdifbmes
you know, not just the Spanish ones, but black kids too...now she sees they are not
different. They are friends too.” While Halima, discussed that she wanteoier s
know, “...how to communicate with other kids because he always saw Arabic families
and | want him to learn [about] other cultures and religions.”
When selecting care parents considered a multitude of characteristiceighdadv
each carefully. However, overall, parents were forced to consider cost atohldicst
before being able to think about the actual program in terms of the facilityadhdFar

these families bilingualism and diversity seemed to be important in wayseHeiedy

different from non-immigrant families of similar socio economic status
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Using Social Capital Connections to Navigate the ECCE System

All of the parents in this study utilized social capital to learn about the ECCE
system and determine the best type of program for their children. Usuallgddoki
ECCE was initiated by the parents but many times parents began to look for E@GE bas
on the recommendation of someone else. Parents who began utilizing care for parent-
focused reasons generally initiated looking for care; however parents géio b&ng
ECCE when their children were older and for more child-focused reasons often did so
based on advice from either family, friends, medical providers, or social workeemaJul
learned about the importance of ECCE from a friend who had two girls with whom her
son would play.

“...she told me, ‘look my girls are going to La Casita del Saber and they are

learning a lot.” And | looked at them when we took her kids to the park and her

children had already started talking with other kids from here that were of a

different race. And | would look at my son and how he was intimidated and he

would go away because he wouldn’t understand anything and | knew what she
was saying was right. She was the only one who told me it was good for
them...So she just told me | could look for a day care.”

Regardless of whether finding ECCE was self-initiated or initiatecdo@s¢he
recommendations of someone else, parents tended to utilize three types oi@smnect
leading to the development of social capital that ultimately resulted in ECCE
arrangements for their children. The ties that led to the necessary apdtal for
navigating the ECCE system were categorized as social, organizatiogebgoaphic
connections.

Social connections.Social connections included friends, family members,

employers, and neighbors. The majority of these connections tended to be friends and

relationships that existed prior to mother looking for ECCE. Consequently, these soc
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connections were trusted and with individuals who most likely had their own young
children who were enrolled in ECCE. Parents felt comfortable turning to these
individuals for information or help.

The most common way that parents discovered various ECCE options was
through close friends and family members. For example, Camila learnedlaineusf
Wonder from a friend she knew since she was in Mexico and who lived in the same
apartment building, “she recommended | check Time of Wonder because she had both of
her daughters who were four and five there, and said it was a lot better [than the small
Spanish-speaking child care she was using].” Sometimes family andsfiassisted
parents in not only finding an ECCE program, but also in terms of procuring and
completing the necessary paperwork to register. Valeria, a mother tsbtwdlexico
said, “...because my friend has her kids there [Time of Wonder] and she took me to fill
out an application.” Also, parents’ friends and family members used their own
organizational connections to assist parents in connecting with and regikieHCCE.

For example, Guadalupe utilized information from her sister-in-law’sisacirker.
Specifically, the social worker helped her sister-in-law complete wapefor Time of
Wonder, and then Guadalupe’s sister-in-law brought her an application as well.

In addition to friends and family members, ironically, parents who worked as
nannies taking care of other parents’ children gained valuable information negardi
ECCE from their employers. Mercedes, a live-in nanny for Deborah, a sioger
who was a professor at a local university, learned about Time of Wonder fioonalbe
her employer. Mercedes not only learned about the ECCE program from Deborah, but

she also helped Mercedes complete the necessary paperwork to enroll in Time of
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Wonder. Another mother, Yenee, was a nanny for a family with children who weee clos
in age to her own son, Lebna, when she began to realize that Lebna’s language
development was somewhat delayed. The family that employed Yenee endamdge
assisted her in contacting Early Intervention (El). Ultimately througimBhdividual
education plan was developed for Lebna, and it was this initial connection with El
services that ultimately connected Yenee and Lebna with Head Start.

| was a nanny for this nice family and she was trying to search for thingsefo

when he turned two. It's like [Lebna] didn’t speak, you know he was very

delayed...so she found that [El] for me, and they came here and approved him for

services. Yeah so they did that and finally they told me to apply for Early Head

Start.

For some parents social connections were created solely for the purpose of
procuring ECCE. This was more common among Latina participants who lived in ethnic
enclaves with informal networks of care and employment. These ties wesealas@as
those connections that had longevity and were based on friendship or family
relationships. However these relationships were generally with individualssinaihar
linguistic, cultural, and racial backgrounds, which automatically impliedtaicdevel of
trust. When parents developed these ties, often they were somewhat desparate for
ECCE arrangement because of impending employment. Thus, these social coanecti
despite being new and somewhat unknown were extremely important for thesesfami
abilities to be employed. For example, when Elsa arrived in a new city, andadysto
start a new job but was unable to find a placement in any of the local ECCE programs she

turned to the woman who cleaned her apartment building. “Well, | asked the lady tha

cleaned where we lived if she knew of anyone that took care of kids and she gave me the

165



number. | called and asked if she could take care of her.” Juliana befriended a woman i
the park who knew of a child care provider.

We met and we talked about how she knew a woman that took care of children,

her children, that she would take them to school and bring them back...I took the

number and when they called me from my job I called her. 1told her about my
son, how he was and all. She said she could take care of him and ‘I'm going to
charge you what | always charge.’ So | said it was not important whatharge

me but that my son is with a good person.

Mothers’ social connections were the most frequent means that mothers used to
find ECCE for their children. Specifically they included friends, relatimegghbors, and
even employers. Mothers’ social connections were old and trusted as well as new
connections that were made for the sake of finding ECCE for their children. Mothers
used these connections to not only learn about various ECCE options, but also to
complete the necessary paperwork to apply to different programs. Inherirgnuiust
convenience social connections were essential to mothers’ abilities toteahig& CCE
system successfully.

Organizational connections. In addition to relying on social relationships with
friends, family members, employers and acquaintances, parents also ugkaedrt
various organizations including social service programs, pediatricians, EOGams,
the public library, as well as other activities in which their children wer@led, to
learn about ECCE options for their children. Sometimes this information wasdjleane
from interactions with individuals while in some cases parents learned abadtStart

and other ECCE programs from fliers that were posted in local, public agandies

organizations.
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In terms of individuals, most often, parents interacted with social workers. For
example, Daniela met a social worker through Even Start who eventually encblieage
to apply to La Casita del Saber. In addition, Marisol, contacted the City oigSfailey
when her son was three to be assigned to a social worker who would help her find an
ECCE program. Perla met a social worker at her daughter’'s musieuxtiagdtimately
helped her find an ECCE program. Another mother, Kassa, who has four children and is
from Ethiopia first met a social worker while giving birth to her fourth chiltis social
worker gave her the necessary information to enroll her older children in HeadlIStart
addition to social workers, pediatricians were important individuals in termsmrigha
information regarding ECCE. Sharon, a mother of two from Ghana described the
information her pediatrician gave her about ECCE. “The pediatrician, yea, she told us
about [Head Start]. When | said she was two, yea. She gave us the form and told us to
enroll her before she turns three.” Finally, a couple mothers saw fliergéa Htart and
other ECCE programs posted at both the WIC office, as well as free health. clinic

The use of organizational connections to find ECCE varied among mothers.
Sometimes mothers, like Maisa began using these connections as soon as/gteinar
the U.S. Shortly after she came to the U.S. Maisa learned about sociasé&onc her
sponsor who helped her get settled in the U.S. as part of coming to the U.S. as a refugee
Each time she needed help understanding something related to public programs,
including ECCE, she turned to her social worker for information. However other
mothers tended to use organizations for ECCE information less frequently. lgcifi
except for a reduced fee for ECCE at La Casita del Saber, Marisa andther Padro

generally did not utilize any organizational assistance for informationamdial
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support. In addition to ECCE they knew about various government assistance programs
but never took advantage of them, and proudly stated, “[we] work too hard...never had
unemployment. never had Food Stamps, anything, health support.”

Geographic connections.Finally some parents navigated the ECCE system
through ties based on where they lived. Mothers talked about being aware of certain
schools because of the programs’ close proximities to their homes. Some pareads not
new programs as they walked to work or to the grocery store, as Pedro, $jpaisacr
mentioned. “When | was going to work | passed by tHest&et one and then they
opened La Casita del Saber that is by Brown Street, that is how we found out,about it
because we lived like two blocks from there.” Other parents mentioned looking around
their neighborhood for an ECCE program, as Camila described. “I walked around my
neighborhood and found Sunny Days day care. However they were completely full at the
time.” Other parents mentioned receiving fliers for ECCE programs from dudilg on
the streets near their homes, as Sofia described, “Well, all the people that widrkdor
of Wonder they are always there on the streets or whatever place you canrfind the
talking to people and handing out fliers.”

Generally parents utilized multiple connections to develop social capéatdddb
finding ECCE programs for their children. Also, parents who utilized more than ane car
arrangement often did not use the same strategies to find and secure each of these
arrangements. Over time the connections mothers’ used to find ECCE changed as thei
social networks shifted and as their knowledge of organizational resources,iand the

neighborhood expanded
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Obstacles to Securing ECCE

Despite knowing what they wanted for their children in terms of ECCE and even
finding the ECCE program or provider they wanted to utilize, parents faced multiple
obstacles to securing the care they truly desired. The two most commonesbstacl
immigrant parents faced as they navigated the ECCE system wdebiitsaand
affordability, which is similar to what many low-income, native-born pareds.f In
other words some programs were simply too expensive, while others that foetaldé
had long wait lists. In addition to these two obstacles parents mentioned documnentati
and eligibility for government subsidized programs, as challenges.

Over half of the families in this study were put on a wait list at some point during
their children’s early childhood years. For some this wait period was only \adeks
but for other families they were on waitlists for over three years. Toegenaitlists not
only impacted children in terms of the ECCE into which they were placed while they
waited for availability at the desired program, but also parents’ schedalgsularly
related to work and school. Daniela was unable to attend English classes hacause
Casita del Saber did not have space for her older daughter. Her younger daughter wa
able to come to English classes with her, but her older daughter could not based on
program rules, so she needed to find her child care before enrolling.

So after | had Laura | told myself | wanted to take English classesaslithen a

lot harder because | had two daughters. There was not any room for two girls of

different ages. | waited until one day they called me from La Cdeit&aber

because | wanted to enroll Daniela into La Casita del Saber...threeatears |

they called me and told me they had room for her....When the space was

available for Daniela in La Casita del Saber then | could enroll mys#igiother
program [English classes]. While | studied they took care of Laura.
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During the time that Daniela was waiting for her daughter to be adnottea Casita del
Saber, she took care of them. Other parents reduced the hours that they were working to
stay home with their children while they waited for an ECCE opening to be agailabl
Aster caught a child care provider shaking her son, and she removed him imipediate
She then approached someone recommended by social services. However, even with a
new ECCE arrangement challenges continued, ultimately forcing tdstigscontinue
working.
When | dropped him off for home care, | see her (the provider), she is leaving him
at home with her boyfriend...yeah, and she got sick, she had cancer or something.
You know she was in the hospital. It was too many things, you know? | cannot
afford to take him somewhere else. | was only working for $9 per hour, so | said,
‘forget it,” and | stop working. Child care—yeah, it's too hard for me.
For other mothers, particularly those who had jobs that they needed to be at
everyday, being placed on a waiting list meant finding other ECCE arrantgeduging
the interim. Sometimes these care arrangements were not of as highaputile centers
to which these parents originally applied; however in desperation to work and financiall
support their families, they were left with very few options. Desta was a@itlstvfor
Time of Wonder for two years, and during that time her daughter was enrolleden-ce
based care that as she described as not as high quality because, “...all the stayec
in the same room...all the ages together...I like better this one [Time of Wonder].”
Finally, for some mothers lengthy waitlists sometimes resulted ia egtnmuting and
having children at two different ECCE programs. Mothers like Perla who had two
children within two years of each other were sometimes unable to find two opahings

the same ECCE program. Consequently this led to shuttling between two programs f

few months until there was space available at one of the programs for bdterchiNot
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only was this stressful for parents in terms of timing picking up and dropping off the
children at each of the centers, but it was also difficult for the childrenamibhweed
from program to program. Perla described her experiences trying to gehidtércin
the same center,

....then we moved here (to DC from Maryland) and [Rosa] went to Time of

Wonder, and Mark was in La Casita de Saber. Rosa was at Time of Wonder for a

year, and then later Mark went [when there was an opening]. They were both

there for three weeks but Mark would cry, wouldn’t sleep, and wouldn'’t eat...he
never adapted....So, | asked Ana (the director of La Casita del Saber) if it was
possible for Mark to come back. She said sure. So | came back, and | asked if it
was possible for Rosa to stay here too, and she said yes.

Paperwork, and specifically providing documentation regarding residence, was
another obstacle parents faced in securing ECCE for their children. A need to provide
documentation only occurred as parents began to look for center-based care, as in-home
providers never asked for any of this information. Some parents had either recently
moved from another state and did not yet have any documents to prove their residence,
while others lived with friends or family members and consequently did not have the
appropriate paperwork to prove residence. Inability to prove residencepadscalar
issue for immigrants who were undocumented but who had children who were born in the
United States and were U.S. citizens. Some ECCE programs asked for more
documentation and paperwork than others, which deterred parents from utilizing these
programs. Marisa and her partner, Pedro, shared their frustration with the gqr&perw
required by ECCE programs.

The one thing in La Casita del Saber | am not happy with, | don’t agree with

them, or maybe the system, the education system | don’t like because when we try

to get some space for any child, they give us too much obstacles, too much...too

many challenges, too many obstacles to get into the program. First oéplgsk
for too many papers, you have to prove everything so | told them, ‘How am |
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going to prove that I live in DC?’ Sometimes we don’t pay bills because we rent

houses and the owner, we don't pay bills, only rent, so we don’t have proofs...the

landlords don’t give us any papers to sign and they pay water and elesticity

we don’t have any bills in our name...it is special for us Hispanic immigrants

because a lot of people don’'t have papers, so that's why they can't rent an

apartment because you have to show your social security number and proof you
are legal. That's why we try to find rooms in houses, and the landlord don’t ask
for anything...not the school, the system, they ask too much.

Finally, some parents ran into challenges securing care because they did not
qualify for federal programs, including Head Start and the Child Care and Developme
Fund (CCDF) that would assist with child care costs. In particular, pailentddrisol
earned slightly too much money each week to qualify for Head Start yebsdenot
afford private ECCE of similar high quality. Ultimately she reduced barshat her job
because of personal health issues, qualified for Head Start and was able toeersat
in the program. Other parents experienced challenges in relation to CCDW. A fe
parents became frustrated because to qualify for vouchers that were @dttibotigh
CCDF the parents needed to be employed. However, as parents described, in order to be
employed they needed to secure ECCE first. Thus, these mothers were often put on the
walit list at programs but were not considered for enroliment until they showedoproof
employment. Many parents simply did not know about child care subsidies as Juliana
described, “...since the beginning | didn’t know anything about the help that the
government gave. When you start here you think that one doesn’t have the help of the
government for being an immigrant. My son grew up without the help of the
government. So we paid for everything with our salary...” Ultimately Juliahzedti

CCDF but only because her friend told her about this assistance and a program at which

she could use these vouchers.

172



ECCE Experiences

Participants’ utilized different types of care during their childreaitye
childhood years, but also coped with varying quality of care. They found that their
satisfaction was quite different with these distinct providers. Pareriizsédta variety of
care arrangements including informal family, friend, and neighbor cares tayncare,
center-based care, ECCE in their countries of origin, as well as HeadnStathar
government subsidized programs. Some of these arrangements lasted yearthersile
lasted only days. For some parents they began utilizing care when ttariechviere
only a few months old, and thus utilized a few different ECCE arrangements hyé¢he ti
their children were going into Kindergarten. However other parents who were abée to us
parental care by trading care and staggering work responsibilitiesheitlspouses’ or
by having one parent not work, did not enroll their children in ECCE until one or two
years prior to Kindergarten. These parents tended to use the same ECCEhdseng t
preschool years.

The aforementioned pathways to utilizing ECCE in the preschool years shaped
mothers’ experiences in different ways. Mothers who used parental caréeictiilit
was of preschool age were able to save money, and delay having their childnecatake
of by someone other than the parents. However there were tradeoffs to tlysragan
including parents not seeing each other very much because of opposite work schedules or
mothers who stayed home to care for their children not having the opportunity to be a
part of the work force or continue with their education. On the contrary, parents who
utilized ECCE throughout their children’s early childhood years were able to be

employed and continue their education to support and improve their families’ financial
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livelihoods. However, these parents found themselves with fewer hours to spend with
their children each day.
Among these varied interactions with the ECCE system, parents commented on a
variety of aspects of their experiences with these arrangementsetieabeth positive
and negative. In discussing their current ECCE program the majority of parents
commented on how they were extremely satisfied with their childrenisitgg as well
as their cognitive, socioemotional, and linguistic development. Marisa noted nggardi
her daughter Beatriz’s progress, “Well, when we put her in [La Casita ldef]See saw
her advance in a couple of months—she came back and was speaking English....She also
reads, she reads. She knows the numbers, the alphabet, geometric forms. She has
learned a lot there, a lot....fine and gross motor skills, her body, how it is working and
development.”
Despite many parents having positive experiences in terms of what theiechildr
were learning there were some parents who were less pleased withildesnts
progress, as well as the programs’, teachers’, and staff’'s approachehiogead
learning. Some parents were disappointed that their children did not yet exhdkillghe
they deemed necessary for success in Kindergarten including writinganess well
and beginning to read. Other parents were concerned for their children’s language
development because teachers’ native languages were not English. Hadinnzeasy
about her daughter being taught by someone whose first language was sootb#ring
than English, as she described below.
Before it was the American—they know how to talk to the kids and to teach good.
But now | saw a different [teacher] she didn’t know how to speak English good.

Now anyone can work in Head Start—I did the program for substitute teachers,
but didn’t get accepted because my Green Card wasn’t ready. But the English
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level of [this teacher] is worse than mine and she now works there. How are kids

going to learn if their teacher doesn’t speak English? ...Even Acenath [daughter

who is currently enrolled in ECCE] she didn't learn a lot like Mohammed—I

don’t know if he is smarter or if the teacher is different...Mohammed was with an

American teacher.

Halima’s concern reflects a worry that is likely unique to immigrant pswdviany chose

to enroll their children in ECCE to improve their children’s English languads.ski
Native-born parents would likely be less concerned about teachers’ langilizsgerse

their children are immersed in English at home, and thus not worried about whether thei
children will know enough English to be successful in Kindergarten.

Parents often disagreed about including children of different ages in the same
classroom. For example, some parents mentioned that children who were irstheir la
year of preschool before Kindergarten should be in a separate room from tiretdge
and any four years not attending Kindergarten the following year. Theyéeélihe
developmental needs of these two groups were different and that by having them in the
same room, all the children were not getting exactly what they needed fr&aG @ie
program.

In addition to the child-focused aspects of their children’s ECCE programs,
parents also commented on their experiences related to communication with their
children’s ECCE providers, which to most Latino parents was considered anassenti
component of their children’s ECCE programs. Parents were pleased with hdeltthey
“in tune” with their children’s progress, and that teachers and staff spokehesith t
respectfully about their children. Also, parents mentioned liking how they wéreme

to come into their children’s classroom anytime they desired. Guadalupeitdsthese

interactions in the following statement, “[Interviewer: How would you desgdioe
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experiences at Time of Wonder?] Good. Yes, they are very good because @ngre m
you walk in and they give you attention. They say, ‘good morning,” and everytiing a
the teacher is constantly giving you information everyday about your dtelthdiw he is
doing and what he is not doing well in and all of that information. It is very good.”

These experiences of open communication with their children’s ECCE programs
likely improved the ways that parents interacted with their children. Througlanbnst
communication with ECCE programs mothers learned to interact with their chifdre
developmentally appropriate ways. In addition, by consistently engaging in open
communication with their children’s ECCE programs mothers were able to imiheve
own communication skills such that they could communicate most effectivelyheith t
children. Finally, the more communication mothers engaged in with their chddren’
providers the more they felt comfortable seeking advice, information, and eveorehoti
support from their children’s ECCE programs.

A few parents wished that that teachers would provide written information
regarding what their children did throughout the day, as this would help parents have
conversations with their children about their days. Using ideas from her oldgrteics
ECCE experiences, Aster described how this would be possible in her son’s current
ECCE program.

Support families like writing what they learned today because sometimkisishe

they don’t tell you. | did this. They don't tell you what they learned except,

‘nothing.” ‘I played outside,’ that's it. ‘We played block area.” They don't tell

you [what] they did today. They learned this word she used to do that with my

son and with my daughter. She is a very excellent teacher and she tell what they
learned. Today they learned for example ‘M’ words. ‘M is for monkey,” you

know? They have a paper all the time and a copy [for parents]....I know what she
did today so | can ask questions.
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A few parents were so disappointed in the level of communication that they had
with their children’s teachers that they were thinking about leaving the ECCEaprog
Mercedes felt as though she did not have enough knowledge of her daughter’s pnogress i
school. She said it was hard to talk with the teachers about what was happening with her
daughter in school because there were different teachers in the classroomanrtimg
and afternoon. Because of Mercedes work schedule she only had time to speak with the
teacher in the afternoon. However this teacher did not know everything that Kinasna
doing throughout the day because she usually only spent a few hours with her each day.
Consequently, Mercedes mentioned that she was looking for a different ECCHEprogra
for her daughter—one that would provide Mercedes with what she considered to be an
acceptable level of understanding of her daughter’s progress. Finally, Yengenad
thinking that certain teachers were not adequately following the Head Gtawan
However she did not feel comfortable advocating for the children with the teauic
staff. “That’s like immigrant parents’ problem. If we say something wetdloimk we
have the power. Yeah, but like Americans they know they are right so they get.respe
For us you know, we did not come from this kind—nobody cares about your rights, we
came from Africa.” The cultural values that held some mothers back from adpfeati
their children is something that is likely unique to immigrant mothers’ extqpezs
interacting with their children’s ECCE.

Parents were careful to assess the attention their children were givesil, s
how reliable and accountable their children’s ECCE programs and providers warng. Ma
parents mentioned that they were happy with the amount of attention their children

received at their ECCE program, and this was especially true amomgspal® had
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children with health issues. For these children, ECCE providers often tried hard to
support the children and families in whatever ways possible to make their ECCE
experiences as enriching as they could even with the children’s wavealtly.hWhen
Isabel enrolled her daughter, Ana in Time of Wonder she did so because theestedt s
to be extremely caring and attentive to the children. This was particutgbytant to
Isabel because at the time of enroliment, Ana was being treated fomhiayk@&d due to
her treatments and the illness Ana had regressed developmentally. Conseguwestly
very important that Ana’s teachers spend a little extra time with her to bskpttle gaps
between Ana and her peers. Isabel described this experience with Time ofr\Wonde

She really took strong medicine that would get her sick. Her teacher was reall

really helpful. She would give her a little extra attention on the days [Ana] would

come in feeling bad because of the medication. She really understood and gave
her more attention. She would ask me, ‘is she taking medications today?’ and

‘what can 1 do?’ Things like that. She understood what | was going through in

that sense.

However, prior to their current ECCE experiences in NAEYC-accredited,
federally funded programs, many parents struggled with a range gbinsble and
untrained child care providers. Providers who did not care for the children at the level
parents expected. Some quit without any forethought or notice, perhaps after gnly a da
or two of caring for their children. Mothers recounted providers who consistermgdar
late to care for their children so that the mothers ultimately had to quijdbsir At the
extremes, some allowed another adult, not approved by the parents, to care for the

children, or perpetuated abusive or neglectful behaviors, shaking the child or not

changing diapers.
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Juliana originally enrolled her son in center-based care because herdltehdrt
that this type of care was better than using a babysitter (as Juliamamently doing) to
prepare her son for school. However over the course of just three weeks, Juliana had a
series of negative interactions with her son’s ECCE program. This, coupled with the high
cost of the program led Juliana to remove her son from this ECCE program. Wjtimate
she learned about La Casita del Saber from a friend and was able to enrolthisn i
program, where he remained until transitioning into Kindergarten. In the following
excerpt, Juliana explained one aspect of her frustration and sadness regarsimgsher
experiences the previous ECCE program. “...there were like three occasions that he
came home and he had pooped in his pamper and no one had changed him. So when we
got home | would ask him, ‘why didn’t you tell me no one had changed you?’ He was
completely covered in poop. |took off his Pampers and | started to cry.”

Overall, the child-focused aspects of ECCE programs and providers,
communication, and the attention given to children and families, emerged as the most
salient areas of immigrant families’ ECCE experiences. Some ofweseparticularly
unique to low-income immigrant parents including their focus on language skilg|las
as challenges advocating for their children in communications with theiretigdr
ECCE providers, and some of the unreliable and in some cases abusive and neglectful
ECCE arrangements they encountered.

All of the mothers in this study were enrolled in NAEYC-accredited progjiam
the time of the study, but their pathways leading to these high-quality prograets va
Mothers had different reasons for initially seeking care that ranged frgalogment to

desiring a program to support their children’s English development. Mothers newst oft
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learned about ECCE programs through social connections including friends, family
neighbors, and employers. However, organizational and geographic connectiens wer
also important to parents as they sought ECCE. Many mothers faced obatdobtiag
accessibility and affordability to securing care for their childrenhése cases mothers
were forced to once again mobilize their social, organizational, and geographic
connections to find other ECCE options for their children. Mothers’ ECCE experiences
ranged from extremely high-quality to providers who were abusive and naglectf
Finally, mothers gained access to resources through their relationstinpgheii

children’s ECCE programs and providers. These important social capitabgains

discussed in the next chapter.
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Chapter 7: Social Capital Gains from ECCE

In this chapter the final research question focusing on how low-income immigrant
mothers built social capital through interactions with their children’s ECGgr@ms is
discussed. The benefits families gained from their children’s ECCEgonsgrent
beyond children being in developmentally appropriate ECCE that mothers were
comfortable with while they were employed. Social capital, or the beaefitsesources
individuals gain from relationships, is particularly important for immigramterms of
decreasing disadvantage and increasing well-being and child outcomes. Hiomeve
income immigrant families tend to have lower levels of social capital.

As mothers interacted with their children’s ECCE providers they gainedolalua
social capital, including: building social relationships with other parentisegag
information from the ECCE providers; and, utilizing material and physical supports
offered by their children’s ECCE providers. These gains in social capital were
particularly important in terms of helping mothers expand their social networks of
support, and their knowledge regarding important aspects of parenting. Also, thalse soc
capital gains contributed to mothers’ knowledge and utilization of various child and

family institutions important to the development of young children.

Social Relationships

A number of mothers formed and engaged in new social relationships through
their children’s ECCE programs. One of the strongest social links was among f
Latina mothers, Teresa, Alejandra, Maria, and Marisol, at the River Banks program
These mothers met at River Banks because their children were in the sssreooia

All but Teresa had difficulty communicating with the teachers becauseatleers did
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not speak Spanish. Teresa utilized her limited English skills to help the other three
mothers communicate with the teachers. It was not long after this thatabeseothers
began to meet outside of River Banks, scheduling play dates at local parks aid at ea
others’ homes. They enrolled in English classes together and consistentiyeidfone
another of any programs and supports they thought would benefit the others. They
helped each other with employment—two of the mothers sold Avon products together
and two worked at the same McDonald’s.

Mothers considered the relationships they formed through interactions at their
children’s ECCE programs an important benefit of these programs. Maria, twe of t
four Latinas described above expressed the importance of ECCE not only betause h
son was learning but also because of the friendships she was able to develop.

...that [my son] can learn new things and that | can get involved with other

parents, because at least with them, with Alejandra and Teresa, we have become

really good friends and if there is anything going on, any information wibaire

telling each other, ‘hey let’s go to this,’” or ‘did you hear about that?’ So we get

involved together with the children as well.
Generally these friendships were forged because parents needed supportise beca
their children’s relationships. They usually developed when parents were picking up or
dropping off their children at the ECCE, during field trips, or at other common adivitie
outside of ECCE like swimming or dancing lessons. Desta described meetingranoth
mother while on a field trip. As they observed there children’s interactions, and spoke
with their teachers, they realized their sons did not get along. Consequentlywihese
mothers came up with a plan to help their children be friends.

When they go to the zoo or have some kind of field trip like that, | go with them.

[So have you met any other parents on these field trips?] Yeah, last time my
middle son and another boy were having a problem in the school. They don't like
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each other, they don’'t want to play together, so | talked with the mother to see
what we could do. She said, ‘I have a backyard, just bring him, and we can work
together, and see how they react. Just put the two together and see how they

play.’

Ultimately Desta and this other mother did not meet for a play date becawsewtinter
and by the time warmer weather arrived, the teachers indicated thathitdrien were
getting along much better. In turn, their urgency to get together to helptiheéien’s
relationships faded.

In some cases these friendships were initiated by teachers, pdstiadian
parents needed a certain type of support, like transportation, that another pging¢iemi
able to provide. When Maria did not have transportation to River Banks one of the
teachers introduced her to another mother, Vanessa, who was willing to driveahthria
her son, Emanuel to and from the center each day. If Vanessa’'s daughtekwad sic
Vanessa had to work and could not drive Maria and Emanuel, they took the bus as they
would have without Vanessa'’s support. During the car rides to their ECCE program
Vanessa provided Maria with a lot more than just transportation. Being nativenblorn a
raised in the U.S. she gave Maria a lot of information regarding the edugatiemsn
the U.S.

The development of the relationship between Maria and Vanessa, which crossed
linguistic, racial, and country of origin (COO) lines was not common. In gemethlers
tended to forge relationships with other mothers who were of similar raciahgugstic
backgrounds. Mothers’ relationships did cross religious lines, with outwardlyrviusl
mothers befriending very openly Christian women. Also, being from the samead@dOO

not seem to matter to these mothers, as there were many women who were ftlends w

183



mothers from other COOs. However, the common thread was usually language, with
mothers who spoke Arabic developing friendships with each other and mothers who
spoke Spanish befriending one another.

Mothers utilized these friendships with other parents for a variety of parenting
supports that included logistical support, informational support, and emotional support.
In terms of logistical support, as indicated above, transportation wassbfiesdd among
mothers. This was particularly common among mothers with children in the River Banks
program, which was located in a suburban area. In addition to transportation, parents
relied on one another for child care both at each others’ homes but also at sithiattie
their children had in common. Many of the children at La Casita del Sabedexite
swimming lessons and dancing lessons outside of school. Because mothers worked and
were enrolled in school, they could not always go with their children to each of these
activities. In turn, they relied on one another for child care at these astivitor
example, when Perla’s parenting classes conflicted with her daugbta’s dance class
on Tuesdays, another mother, Daniela, was able to watch Rosa while she was in her
lesson. Consequently, Daniela knew she could later rely on Perla for the same type of
care at either swimming or dance lessons.

...sometimes parents work but maybe help with a ride, maybe watch my child for

example. Now | am taking parenting classes here (at La Casita @&} Sab

Tuesdays and Thursdays, and one mom helped me last Tuesday and watched

Rosa while she was at ballet. It was Daniela.

Mothers relied on one another for information and would generally call each
other—this was particularly common among some of the African parents. Usislly t

was regarding information about the ECCE program, in terms of upcoming astbritie
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things that were happening in the classroom. Halima described meeting anotiesr mot
and exchanging phone numbers, and told me that they “talk with each other about what
happened in school—is this true, did this happen in class?” In addition to gathering
information regarding classroom activities, mothers called one another on thef@hone
emotional support, particularly regarding things like employment. Makedalwkebscr
speaking with Sisi about her employment experiences because Sisi, a nwother fr
Ghana, also worked as a home health aid. Makeda had a few tough and risky cases.
Being in the same profession, Sisi could identify with Makeda’'s expesamzkoffer

advice. Sometimes they would talk about each of their girls, but a lot of tinnes the
conversations would solely focus on the challenges of their careers.

Many parents who met at their children’s ECCE programs would get together
socially and spend time at each others’ homes or at the park. They met on the weekends,
during the summer or on holidays when the ECCE was closed. Isabela described her
experiences with a couple of mothers from Time of Wonder.

Some of them are parents of my daughter’s classmates—two actudhyall ta

the time with one of them and on some weekends we go to the park with the girls.

The other one | talk to sometimes like when they are on break we go to their

house or the park...I have known them since the girls started school.

As Isabel indicated these relationships often developed when their children bega
attending ECCE and some friendships were stronger than others.

Rather than forming new friendships through their children’s ECCE program
other mothers strengthened already existing social relationships duricgutise of their
interactions with their children’s ECCE programs. This meant spending nmarevith

these parents now that they had children in the same ECCE program. Also they relied on
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these mothers’ “insider” information regarding the logistics of the EQG&rams.

These included aspects of the programs that some parents initially wase not
comfortable with or did not understand very well. Sharon explained how a friend who
she knew prior to enrolling in River Banks would answer any of her questions.

Therefore if there is something | don’t understand or something | know she’s bee

through already, and | am about to go through it, | just ask her...yea, these home

visits that the Head Start was conducting, and | wasn’t sure what it wasathat w

happening, so | talked to her, and she said, ‘oh, it's nothing.’

These friends were also available when Sharon needed support with transportation to
River Banks.

Finally, there were some mothers who did not engage in social relationships with
other parents in their children’s ECCE programs, beyond saying hello to other parents
when they brought their children to and from the program. When asked about this, they
remarked that this lack of socializing with other parents was not becauseeiteegat
interested in spending time with others. Instead, between their respaasibsit
mothers, being employed full time or more than full time, and for some going to school,
they simply did not have time to socialize with other parents. Marisa, whalpigke
Beatriz at 5:30PM every night at La Casita del Saber after finishong and English
class, described these competing demands.

At school there is no relationship, just ‘hi, how are you?’ Just like that because

first of all we don’t have time, we have to work, pick up Beatriz, and we have to

go back to make dinner. So, just ‘hi, how was your day?’

Overall, parents engaged in social relationships with other parents at their

children’s ECCE programs for support in their parenting. They turned to other mothers

for logistical support, information, and emotional support. These relationships did not
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often cross linguistic or racial barriers, and there were many pavaotsimply did not
have the time to create these relationships. However for the mothers who did develop
social relationships through their children’s ECCE programs, they saw glasenships

as being a very important aspect of the ECCE program experience.

Information Sharing

A second form of social capital that immigrant mothers gained through
interactions with their children’s ECCE programs was information regaeduagiety of
areas, including: parenting; transition to Kindergarten; health care; @ndjunity social
programs available for families. As Guadalupe explained, the information thatsgpare
received was very important and helpful to mothers.

...more than anything you learn from [the ECCE program] a lot because there are

times when you are a mother for the first time and you don’t know what you are

supposed to do with them.

ECCE programs imparted information regarding the aforementioned areas to
mothers in a few different ways. On a daily basis parents were in comnumieéh
their children’s ECCE programs as they would drop off and pick up their children. In
addition to daily, informal encounters, mothers gained a lot of knowledge through formal
meetings like one-on-one parent-teacher conferences, home visits, as wethéiaga
workshops that the ECCE programs organized to teach parents new skills. Finally some
programs would provide parents with written information in the form of books,
brochures, or notices on various topics.

Information on parenting, which mothers gathered from their children’s ECCE

programs, included the following topics: developmentally appropriate ways i@Eatite
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with children; nutrition; and behavioral issues. Mothers mentioned learning a lot from
their children’s ECCE programs about interacting with their children to protineite
cognitive, socioemotional, and linguistic development. Some mothers talked about
beginning to understand the importance of reading to their children, as well as helping
their children write, learn their colors, numbers, and letters. They alsd ot
improving their communication skills with their children as well as learningtodaster
their children’s abilities to interact with other children at the ECCE.

Desta mentioned learning from her ECCE program through parent-teacher
conferences and parenting workshops the importance of reading to children. She took
this advice so seriously that even on nights when she was working, and her mother who
did not speak or read English and did not read Amharic was taking care of the children,
she made sure to have books rented from the library that included tapes.

...I thought when they stay in school the teacher read the story to them. But when
they tell us before bedtime to read the story to them and to spend time with them and
the story book, then | thought ‘Oo0,” and | went to library every three weekgetre
the book and read it to them. Even when I'm not home, if my mom is home she
doesn’t speak English well but | have a tape recorder of the story book. Yeah the
library have that one, so | told my mom just put this one and they sit down and listen
to the story. And when | come back the next day | ask them about the story. [Or], |
call and say “you guys listening to the story” they say “yes” so | taihtifigou have
any questions remember [them] so we can talk about the story. So that'sithe thi
with me was the story book that | was like ‘ah, I'll do that.’
On the evenings that Desta was home she would read to her children, but the above
strategy ensured that even when she was working her children were still leadigr
time each night.

Isabel enrolled in English classes shortly after her children began ECQaeat

of Wonder. She described the ways that her children’s ECCE taught her to help her
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daughters with their learning. Often she would work on her English homework as the
children completed their school work.

...They always tell me what | need to help them with at home, whether it be

writing their names, or the colors, teaching them how to hold a pencil—just

practicing more in general. On weekends, | tell them to cut things out or have

them do other activities. Or, I'll have them do their homework and | do mine.
For some mothers information on socioemotional development that parents gathered
through their children’s ECCE programs was most helpful. For example, Makeada w
worried that her daughter was too quiet and not talking enough in school even though
outside of school she talked a lot. The family service workers at the ECCE program
helped Makeda work on this with her daughter, by encouraging Makeda to stay in her
daughter’s classroom for about 20 to 30 minutes each morning until she became
comfortable. Over time Makeda’s daughter began to speak more while &@tednd
Makeda learned more about developmentally appropriate practices by being in her
daughter’s classroom for a half hour every morning.

Many mothers mentioned how much they learned about nutrition and the
importance of feeding nutritional food to their children through the ECCE programs.
They gathered this information by observing what the programs were feeding their
children throughout the day. This informed mothers about food that they did not realize
their children liked. For example, Elsa shared that until she saw her daugihtgr ea
broccoli at school she did not know her daughter liked this vegetable, and now, “I make
sure | make meals that include broccoli.” In addition to seeing what theireshildere
eating in school that is nutritious, ECCE programs also put together workshopsrthat we

focused on cooking nutritious food. At La Casita del Saber there was an orgdeitc gar
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in part of the program’s outdoor play area, and so parents and children were able to
observe the vegetables growing. Also, the program coordinated parent meetings to tea
parents how to cook meals from the vegetables in the garden that children could help
prepare in developmentally appropriate ways, and that children would like to eat.

However, despite providing helpful information regarding nutrition sometimes
program nutritionists’ information was not helpful or just plain wrong. Maria explained
that the nutritionist at her son’s ECCE program “sent me a form saying that he is
overweight.” The following week she took her son, Emanuel to his pediatrician and
mentioned what the nutritionist had told her—the pediatrician informed her, “that he was
fine. She told me that he was not overweight.”

In addition to developmentally appropriate practices and nutrition, ECCE
programs also provided parents with support and information to manage behavioral
challenges that their children faced. Mothers discussed basic issues inathddrgn
not listening when parents asked them to do something; disagreements between siblings
and, jealousy when a new baby was born. For these types of challenges tgahers
able to provide mothers with a sounding board and advice regarding how to manage their
children’s behaviors. When Selena noticed her daughter Savanna becoming jéalous af
the birth of her younger brother, Savanna’s teachers at La Casita detchme Selena
ways of quelling this jealousy. They suggested that Selena allow Savannawothel
aspects of her brother’s daily care and routine, if she wanted to do so—"so that is what
she said—I have to include her more. When | am changing him if she wants to help, then

| let her.”
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Sometimes if teachers knew certain behaviors were happening at honhe that t
mothers were not happy about they would talk with the children about their behaviors—
whether the parent asked the teacher to or not. Mothers generally apgrinsate
support. On the morning | interviewed Perla at La Casita del Saber, she fiantical
scurried through the reception area of the school on her way to Miss Binasssooim,
letting me know she would return in a few minutes. About 10 minutes later she returned,
and apologetically explained that Mark had scratched Rosa near her eye, and sthe neede
to tell Miss Binata about this. Rather than just listening to Perla and moving on with he
day, Miss Binata spent a few moments talking with Mark and Rosa about workéey har
to get along with one another. Perla seemed very pleased with how Miss Bolaa s
with the children, and appreciated Miss Binata’s support of her parentintgeffor

For a few mothers their children’s behaviors were more challenging, sadghey
only relied on teachers but also counselors and psychologists available dtittiens
ECCE programs. Mercedes daughter had severe behavior issues when stgafirat be
Time of Wonder. The counselor at Time of Wonder spent six months working with
Mercedes to help her learn how to manage her daughter’s outbursts. Mercedesdindicat
that talking with this counselor helped a lot because she did “not want to repeat [with her
daughters] the ways [she] was treated by her mother.”

Parents also gathered information on the logistics of enrolling in Kindengart
For the parents in Spring Valley this information was specificallyedlto Kindergarten
registration. In addition to helping parents with registration, River Banks, t6&EC
program in Spring Valley held a meeting every fall for former Head Séaents whose

children had recently entered Kindergarten to ensure this transition was gooilym
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The programs in the District of Columbia provided parents with not only registration
information for the neighborhood public schools, but they also tried to familiarize parents
with the process for enrolling in charter schools, where 28,000 children in DC were
enrolled in school.

La Casita del Saber held a series of meetings for parents to learn abdat how
select a charter school, the reasons to consider using a charter schodlaaasslto
enter their children in lotteries at various schools. During these medtargsitere
representatives from various bilingual charter schools available to thllpaniénts. La
Casita del Saber also provided parents with a compendium of all the charter sthools i
DC that listed information about their locations, test scores, demographics, and othe
important data, which parents utilized to decide lotteries in which to enter tHdneahi
Parents studied these books emphatically to determine where they hoped then chil
would attend elementary school. At Time of Wonder, they not only provided parents
with the compendium of charter school choices but they also arranged visits for parents
and children to a few local, neighborhood and charter elementary schools. This enabled
parents to ask questions of the teachers and staff at these schools befong esamdlit
helped the children get a better sense of what Kindergarten would be like for them

Consequently, through a series of group meetings and individual meetings with
parents, as well as meetings at various elementary schools the prograiasd
information on the process of selecting and enrolling children in charter schodads. Thi
information included navigating the lottery system that the charter salmeds as well

as talking with parents about the schools they believed might best suit each child.
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Daniela described how the program director at La Casita del Saber hetpeithhthis
process for her older daughter.
| did not know what to do to find a good school. The director that was working at
La Casita del Saber at the time told me, ‘Look, we have options for Deirdre.
What do you want for her? Do you want her to attend a bilingual school or an
only English school? Do you want it close to your house? What do you want?’ |
told her | wanted the best...
With the guidance of the director, Daniela enrolled Deirdre in a trilinggtadol, where
in addition to Spanish and English, she could learn French as well. Daniela was very
pleased with this school, and that her younger daughter, Laura was also #ledo a
Parents mentioned gathering information on free dental and medical sdraices t
they could use for their children, as Alejandra explained.
They give us information related to if you don’t have documentation they send
bulletins saying, if you don’t have medicine or money there are consultations
there for free and everything. They give lots of information because sormetime
they have meetings at these places and you have to go there [to receive free
services].
ECCE programs imparted information on health and health care services to mothers.
Mothers discussed receiving reminders from their children’s ECCE pregrbout
getting their children immunized and scheduling annual doctor visits. They emmark
that getting these reminders was very helpful.
Finally, mothers received information on other child- and family-related presgra
from their children’s ECCE programs, including government assistance pragra
various kinds of therapies for their children, and summer camps and programs. This

information was sometimes solicited by the parent but particularly morele therapies

children might need, these were generally initiated by the program. ktform
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regarding various programs was usually given to parents by a variegp@epncluding

classroom teachers, family service workers and program directors.

Material and Physical Supports

A final form of social capital that parents gained from their children’'sEECC
programs were material and physical supports. These supports included: connections to
social, health, and community services; finding employment; and, providing food and
clothing. In addition to giving basic information to parents on various supports in the
community, many programs acted like social workers for mothers. They hetpledrs
complete applications for receiving support, accompanied mothers to agenciggkand s
on the telephone to social workers for mothers, continuously advocating for maithers a
acting as liaisons between mothers and government support agencies. Parentgtould pr
their Women, Infants and Children program (WIC) vouchers at River Banks rather tha
having to make a separate trip to the local WIC office. Also, family senodeans
often supported parents in applying for programs like WIC, Section 8, as well lfex sma
programs like energy assistance.

Aster, an Ethopian mother of three, who had a few challenging interactions with
the local social services office turned to Melissa the family servicker at River Banks
for help when her gas was turned off after she could not pay her bill. Aster was onable t
pay her gas bill because she had recently cut her hours to be home with her older son who
could not be in afterschool care because of his behavior issues. Aster described the
support she received from Melissa at River Banks.

“[So what do you do if there is a month that you cannot pay the electric or gas?] |

keep it for next month. [Do they charge you extra?] Yeah, like last time we didn’t
have gas, they cut it off—for like 20 days | didn’t have gas. | couldn’t cook, and
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it was cold. Even the heat wasn’t working until | got money, and you know | paid

half, and Miss Melissa (referring to the family services worker at FBaeks),

she helped me with assistance like they (the government through an energy

assistance program) pay $100 for me, and | pay like $200 [So they have an

assistance program?] | don’'t know something that they have and they paid $100
and | pay like $200, and they put the gas back.”

In addition to connecting parents with various government programs, and
providing actual material support to parents, ECCE programs also helped parengts secu
experts and therapists that their children needed including nutritionistsl| as weeech
and physical therapists. Valeria described how Time of Wonder assistedindirig
therapy for a problem that her daughter had with her feet.

They also worry about their health, like if they are missing therapy olatieayp

to date with their medical examinations. If they are missing therapydbkyor

a therapist. ...They asked me if | wanted a therapist to come to my house to do an

evaluation for my daughter because there was something wrong with her feet. It

was because of them [Time of Wonder] the therapist was sent.
Valeria’s use of a physical therapist for her daughter was irdtiatelime of Wonder.
However, in other cases parents went to the ECCE program and initiated searches
specialists for their children. When Sisi was having challenges with helntdasgeating
habits she talked with her daughter’s teachers and they found Sisi a nutritiorssintieat
to her house and helped them work through these eating issues.

Moreover, not only did ECCE programs connect mothers with other programs for
support, but they also provided important services within the ECCE programs. At the
River Banks program a local dentist would visit a couple times a year andlotea

children’s teeth whose parents could not afford outside dental care. In addition

sometimes parents received material support from their children’s EC&tBerRnan
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using local shelters or food pantries, some parents received clothing and foolefirom t
children’s ECCE programs when times were really tight.

Finally, some parents obtained employment support from their ECCE programs
including English classes and in some cases, job training. ECCE programs provided
training for work in early childhood care and education, as well as financial ségport
attending English classes at local community colleges. Some ECCE psagffared
parents opportunities to train to become substitute teachers and work in the classrooms t
determine their level of interest in a career in ECCE. Many parents used the
experiences as springboards for starting a Child Development Asso@atectssary
certification to work in an ECCE classroom as an assistant teacher. Duriegumg
observing at River Banks, Aster, who had been substitute teaching at River Bauatls as
as other Head Start programs throughout Spring Valley, was hired duringttheék of
school to be an assistant teacher the following year. Other ECCE prdurhad
parents enroll and pay for English classes at the local community collegé, w
contributed to improving their job prospects.

In sum, parents relied on their children’s ECCE programs for more than caring for
their children in developmentally appropriate ways. ECCE programs offered
opportunities for these low-income immigrant mothers to build social capitaé fotms
of social relationships, information, and physical and material supports. Mothaefde
and comfortable seeking out help from their children’s ECCE programs, andsadta re
these programs were sometimes central to community and government supggrairh
parents received. The social relationships that mothers formed were pditicul

important in providing them with information as well as physical and emotional support
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Mothers received a wealth of information from their children’s ECCE progréms

ranged from information on parenting, Kindergarten enroliment, health care and other
programs which helped parents better understand how to navigate U.S. societyl, Overal
ECCE programs provided mothers with necessary support to obtain the services

important to the well-being of their children and families’.
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Chapter 8: Discussion

The purpose of this study was to better understand the experiences of immigrant
mothers with young children in the U.S. Specifically, the aims of this réseame to
investigate how immigrant mothers, with unique immigration stories, negbtiate
parenting ideas and practices from their countries of origin (COOs}hatse of a new
host society. Also, this study explored how these mothers navigated the ECCE system
and used this system to create social capital to support their parentig) effois study
adds to existing bodies of research, including: 1) women’s experiences of atiomgR)
ECCE decision making; and, 3) the social function of ECCE. Moreover, this research
makes important theoretical contributions by bringing together B€2B6)
acculturation framework, the development of parental ethnotheories, and ecbcultura
theory. Finally, this research contributes to the study of immigrant families
methodologically, particularly in terms of using qualitative methods to undersiamed m

about the diversity of immigrant families’ experiences

Research Contributions

Women’s immigration experiences. The first body of research to which this
study contributed was women’s immigration experiences. In particulaprdject
provided insight into the complex experiences of women as they decided to migrate,
made the journey to a new host society, and finally as they adjusted to lifevin a ne
country. All of these processes were influenced by mothers’ familiesgif diamilies
of procreation, and their documentation statuses. The majority of literaturedamus
immigration experiences examines this from the perspective of individdilstment

once they arrive in the new host society including behavioral, emotional such as
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acculturative stress (Berry, Kim, Minde, & Mok, 1987), psychological and soaioault
(Ward, 1996) shifts. Despite acculturation scholars (Berry, 1997) espousing the
importance of understanding immigrants’ reasons for migrating as svélledhuman
capital with which they migrate, very limited research has consideredrtitong women
and specifically mothers.

Not until the 1980’s, did researchers begin to consider the importance of women’s
immigration experiences--previous research focused solely on men’sesxjari
immigrating to a new country (Dion & Dion, 2001). Although there is more rels@ar
this area today, what we know about women’s immigration experiences from various
regions of origin remains limited. On the surface, mothers’ reasons for comhgy to t
U.S. in some cases seemed spontaneous and unplanned. However, underneath this lack
of planning and spontaneity were immigration decisions that were very much contingent
on family. Mothers in this study came to the U.S. because they were eltberig
spouses, boyfriends, or other family members, reunifying with parents ogsibdir
trying to support the financial, health, or child care needs of their families) d&weng
the few mothers who did not choose to migrate based on families’ needs or desires, they
ultimately chose to remain in the U.S. for their family of procreation, spaityfitheir
children.

Previous research has shed light on women’s immigration as gendered
experiences, particularly as they were shaped by men. Specificadtlagneu-Sotelo
(1992) considered the impact of spousal separations during migration and found that
more lengthy separations caused by husbands immigrating to the U.S. monthgsand yea

before wives led to more egalitarian gender roles when spouses reunitetli the
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These studies also highlighted the shifting of Latino cultural valuesngeeanismoand
machismdo encompass more of what life is like for Latino men and women in more
egalitarian cultures. For examphearianismomay begin to be more reflective of the
ways women financially contribute to family and children or how it is that@opm
maintain responsibility for orchestrating children’s care and educationveven they
are employed outside the home.

Very few, if any studies have considered women’s immigration decisions as
contingent on not just men, but on families of origin and procreation. In turn, our
assumptions about the experiences of immigration may be biased by only considering
influences of the couple relationship on immigration. Mothers’ decisions to migrate
the U.S. contingent on their families’ needs, reflects the notitemafismq or the
paramount importance of families among Latinos. Among Africans, from thesAfric
perspective we can see migration contingent on family really refléeas of
communalism or an interpersonal orientation that is emphasized among thdigs.fami
Understanding these familial reasons for immigrating and remaining . $1¢hat seem
to be particularly unique to women, provides insight into how these women ultimately
adjusted to being in a new host society. Specifically, if mothers do not feel as though
they chose to come to a new host culture, it may be more difficult for theajui a
psychologically. This may be why many mothers talked about returning taC@€ls.

Of course, most did not plan to return until their children were grown and could remain in
the U.S. without them, providing further support for the ways families of procreation

shaped mothers’ choices to stay in the U.S.
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Given that mothers’ decisions to immigrate were often contingent on the needs of
their family, many women left behind careers and the pursuit of university degree
their COOs. One mother went from being a nurse in El Salvador to working in a fast
food restaurant in Virginia; while another mother discontinued pursing her medical
degree when she came to the U.S. ltis likely the loss of education and cdreer pat
which shaped women'’s identities in their COOs, contributed to mothers’ psychblogica
adjustment to life in U.S. Many of these mothers enrolled in English classes upon
arriving in the U.S. but very few of the African mothers and possibly only one of the
Latinas had strong enough English language skills to enroll in college courses to work
towards their degree equivalencies in the U.S. In addition some of these mattieis’ s
classes changed when they migrated, others were poor in their COOs and remained poor
in the U.S. Regardless, all of the immigrant mothers in this study were fabed wi
strategizing raising children with limited resources.

Low-income immigrant mothers are often portrayed as uneducated homemakers
who clean houses and office buildings, take care of other peoples’ children, and work in
the kitchens of fast food restaurants. This study made visible the professiesdhét
some women left in their COOs. Most mothers indicated that they wanted kotfiais
university degrees, as well as pursue their careers but with limited knevdé#&aglish
and necessary resources many were unable to do so. Just as there were imothels w
professional careers and who were pursuing education when they left their G&©s, t
were mothers who left their COOs illiterate and with only two yearsraidl schooling,
as well as mothers who had never worked outside the home. Consequently, this study

illustrates the heterogeneity of immigrant mothers’ experieneestprcoming to the

201



U.S., which ultimately contributed to their experiences as they adjusted to a new hos
society. Much of the research focused on immigration and acculturation reduces
individuals’ experiences to a “type” or a set of common “experienceg/easee with
Berry’s (2006) work.

In addition to leaving behind the pursuit of a university degree, as well as their
careers, some women also left behind children. These decisions were based on
documentations issues, as well as children being too young to travel to the U.S. All
parents intended to reunite with their children, but issues of documentation made this
difficult, and in some cases impossible. In turn, these mothers left not onlyhitdrieic
in their COOs but all that which surrounds mothering—daily routines, intimate
relationships, and their own identities as mothers-- which they ultimateated in the
U.S. They were no longer able to be involved physically in their children’s daily lives
and relied on telephone and computers to communicate. Moreover, mothers’ ideas
regarding mothering were recreated as they adjusted to the U.S. and |leareedout
child rearing in the U.S., and began implementing new discipline techniques or ggw wa
of interacting with their children who were in the U.S. with them.

Finally, mothers discussed the level of responsibility and as some termed it,
“independence” from family that they felt as parents in the U.S. Although tlesra w
sense of empowerment that came with this independence, feeling solely resgonsible
everything related to one’s children often brought on feelings of stress. Noh and
colleagues (1992) theorized that stress emerges in immigrant women fromlevieigof
responsibility, and can be explained by what they called the “double burden hypothesis”

Specifically, this hypothesis indicates that the increased responsalitterole overload
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from taking care of the children, working outside the home, and maintaining the home,
leads to negative psychological outcomes, including depression (Noh, Wu, Speechley, &
Kaspar, 1992). Mothers in this study considered life more fast-paced and difficult
because of increased responsibilities and expectations placed on parents wabple

limited family resources. At the same time many mothers thoughtdiéebetter in the

U.S., because of all the institutional and government supports available to children and
families, but life was not necessarily easier.

ECCE decision making. ECCE decision making is the second body of research
to which these findings added. In particular, this study illustrated the decialongn
process low-income, immigrant mothers in the DC metro area experientey ésoked
for and selected ECCE for their children. This process reflected how lomé)c
immigrant mothers navigated the ECCE system, including: reasons for entering t
ECCE system, desired characteristics of ECCE, connections to ECCI]exb&ia
entering ECCE, and ECCE experiences. In addition, aspects of this procegsdease
being potentially unique to immigrants.

Mothers decided to look for ECCE for both parent- and child-focused reasons.
The parent-related reasons mothers discussed reflected previous finditeys ticel
employment being the most important reason that mothers sought care fonittenc
(Kim & Fram, 2009). Child-focused reasons including aspects of preparing chitdren f
Kindergarten also reflected findings of previous research (Brookman&ddla2003).

In addition to replicating previous findings, this study found immigrant mothers’
considerations of their own mental health as a reason to look for ECCE, to be unique

from previous findings. In turn, looking for ECCE for parents’ mental health reasons
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may be somewhat unique to immigrant mothers in comparison to native-born mothers, as
they cope with the stress that comes with adjusting to living in a new counteyawthe
same time transitioning to parenthood. In addition, learning how to parent without the
helping hands of family, feeling overwhelmed at the responsibility of pagentay lead

to mental health difficulties and in turn, immigrant mothers’ likelihood of looking for
ECCE. In general, mothers who previously experienced depression sought&eCCE
support them in focusing on adjusting to life in the U.S. including taking classes, whil
their children were cared for by a trusted provider. For other mothers inuthys st

ECCE meant fewer hours caring for their children—or using ECCE to credtelfieg
hands they needed to compensate for limited physical support from family -- and
consequently, less stress.

Moreover, the factors that shaped mothers’ ECCE choices, reflected what other
studies have found in terms of quality, cost, and convenience being linked with ECCE
decision making (Peyton, Jacobs, O’'Brien, & Roy, 2001), and that logistics like
convenient location and hours of operation seemed to be more important to mothers who
were employed outside the home (Kim & Fram, 2009). However this study did not find
what previous studies indicate, that immigrant parents, particularly Latietes to use
relative care (Buriel & Hurtado-Ortiz, 2000). Among the mothers in thiystising
relative care or center-based care was a function of cost and convenenmegassarily
preference. In addition, mothers were extremely intentional and mindful aboat¢he c
they chose for their children. They knew specifically what they wanted iC@iE

program or provider and what they did not want.
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Findings from this study also indicate some reasons related to decision making
that may be specific to immigrant families. In particular, mothersigssd the
importance of language of the programs and providers, and these preferences for
language varied over time. For example, when children were younger, ants pegee
less familiar with the ECCE system mothers were more apt to have tidiechn
informal care where the providers spoke the mothers’ native tongues. Ovestime a
children got older, and mothers’ knowledge of the importance of their childremigarni
English increased, and parents understood more about the ECCE system, finding a
program that would support their children’s bilingualism or at the very least Hileliren
learning English became paramount.

In addition to languages of providers, some parents mentioned diversity as an
important characteristic of their children’s ECCE programs. Of coursesdwes
something that non-immigrant parents consider an important characisititiey seek
ECCE for their children. However it seems the way immigrant mothers thdumlht a
diversity in their children’s ECCE program was slightly different thanvadtiorn
parents—they considered how their children could learn about other cultures such that
their children were better integrated into U.S. society. Consequently, som&spare
looked for their children’s ECCE program to perform a social function relatedctunga
their children about the mainstream host society.

These findings indicate a decision-makprgcessather than simply a bundle of
factors that are linked with child care selection. In turn, parents used § wériet
connections to look for ECCE. Very limited research has considered the selection of

ECCE as more than a group of characteristics of care, which parents cossiasr a
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make their decisions. However this study sheds light on how parents, armed with the
characteristics they hoped to find for their children in ECCE, consulted social and
institutional connections, as well as took time to physically look within their
neighborhoods to find ECCE for their children. Each time mothers looked for new
ECCE arrangements they did not necessarily use the same connectionsdhey use
previously to find care. As time went by mothers increased both their institudiodal
social connections, and consequently were able to use these more to find care as the
children got older. Also, as mothers changed cities and states they cattnidiaewi
their knowledge of institutions from their previous residences, and used this knowledge
to make new institutional connections in their new neighborhoods, while they began
creating additional local social connections, and using new geographic connections

Mothers faced many challenges as they tried to secure ECCE for thaiechil
One of the obstacles that emerged as unique to immigrant mothers compareckto nati
born parents was related to documentation needed for enrollment in various ECCE
programs. Specifically, some of the Latina mothers experienced challefaes to
providing documentation related to residency to enroll in certain programs. bulzarti
these programs asked for proof-of-address information, which was difficult to produc
for mothers who rented a room or a few rooms, without signing a lease. In turn, some of
the mothers in this study sought ECCE programs in which limited paperwork and
documentation related to residency was required.

In addition, this study shed light on not only what these obstacles were for
mothers but also how mothers dealt with these challenges. Previous surveynresearc

provides information on what these obstacles might be but it does not iritbeate
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mothers deal with these challenges. In addition, a lot of quantitative reseanchmgg
ECCE selection focuses on the type of programs parents ultimately end theirtlian
considering the sometimes many failed attempts at securing cagewd$hihe case with
Elsa’s first care arrangement for her daughter—she wanted centdrdaasebut she
could not find a high quality program that had space available so she ultimaizdg ut
informal care. In the case of Elsa, surveys would only capture the arramggme was
in at the time of the survey rather than how she got there or what she rasky Viex

her daughter—possibly discounting the challenges she faced.

Mothers’ experiences in their ECCE arrangements at the time of the intervie
were quite positive, which was most likely a function of being in an accredited, high-
quality program. However mothers discussed their previous ECCE experiences, and i
some cases indicated very negative interactions with their children’sroarégqus. This
provided a glimpse into some of the low quality programs and providers that immigrant
parents may be forced to turn to because of cost and availability.

Overall, this study provided new insight into the ways that immigrant parents
navigate and select ECCE for their children. The findings illustrated a pratiess
than a group of variables that matter for decisions regarding ECCE. Iroadthts
research pointed to aspects of this decision-making process that may be &pecif
immigrant mothers as they adjust to being parents in a new society with nalv soc
structures and supports.

Social function of ECCE. A third body of research to which this study added
new knowledge is related to the social function of ECCE. Specifically,ttidg shows

how ECCE programs can function as supports for immigrant parents of young chéldren a
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they negotiate parenting ideas and practices, and as they navigate child4&rd fam
related institutions to raise their children in a new country. Reflectpertsof social

capital theory particularly in terms of reciprocal relationships andnrdtion channels
(Coleman, 1988), parents used their children’s ECCE programs to develop relationships
that insured trust as well as physical and material benefits.

Moreover the findings from this study provide groundwork for considering that
the social function ECCE may provide for society (Vandenbroeck, 2006), stdrtdhevit
social function ECCE’s provide for families. Previous research on the sociabfuntt
ECCE, which is very limited, considers how ECCE is important for society in @frms
issues of social justice, inclusion, and exclusion by discussing the importance of
providing access to high quality care to those who are less advantaged (Vandenbroec
2006). Others have considered the social function of ECCE by understanding how
ECCE programs and providers focus on ‘celebrating diversity’ among children and
families, by considering the importance of contact between parents ahdrigand the
interactions between children and teachers and among children with each other, and how
to foster social inclusion through these interactions (Fukkink, 2008; Vandenbroeck,
2006). However, this research only considered the contact that occurs between parent
and teachers, and focused more of the relationships among children and with teachers i
the classroom as routes for fostering inclusion and a celebration of diversity

Consequently, this study added a new dimension to our understanding of the
social function of ECCE, and that is, the social function ECCE performs for immhigra
families was to facilitate immigrants’ adjustment to a new socefpasents. First,

similar to the work of Mario Small (2009), the mothers in this study developed social
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relationships with other parents at their children’s ECCE program. This@a&adsall’'s
(2009) research in that this study specifically examined specifitedlgxperiences of
immigrantfamilies. Small’'s (2009) study considered families from a variety of
demographic backgrounds, without considering sub-group dynamics, which may have
masked what was happening for specific groups. In turn, the findings from this study
provided insight into the ways social relationships unfolded among immigrant mothers
using ECCE.

Despite the prominence of the development of social relationships in Small’s
(2009) work, among the mothers in this study these relationships were not as
commonplace as was expected. There were some mothers who indeed created social
relationships through their children’s ECCE programs and relied on these connewtions f
emotional, physical, and informational support. Mothers with these sociabnslaifs
generally considered these to be very important connections and supports. However
there were many mothers who indicated not having time to develop new relationships
because of their busy work schedules. In addition, it may be the development of social
relationships was deterred because of issues related to trust unique to mmajteers.
This idea needs to be unpacked more in future research.

Some of the mothers in Small’'s (2009) study indicated having limited time
because of work. Despite this they still developed and maintained ties withinttrezis
children’s ECCE programs. In turn, it may be more than just time that inhibited
immigrant mothers’ social relationships. Small (2009) indicated from his Htatly
parents have limited time to create, develop, and sustain relationships. Drestene

ECCE programs are arranged so that parents are regularly broughtrttiyetigh
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fieldtrips, parent meetings, and fundraising events. In a sense the ECCHEnsrograte
circumstances that make it hard for parents to avoid becoming friendly with oheranot

The three field sites in this study did create opportunities for parents to come
together for field trips and meetings, but it was often the same few pareathin e
program who volunteered and participated each time. This was particularly thee of
River Banks program, whereas the teachers at La Casita del Sattanttgresicouraged
all of the parents to volunteer and participate and in turn, had more parents who
participated and volunteered at the program than River Banks. Despite this theere wer
fewer social relationships that developed among parents at La Casitdbeelsa one
of the strongest social connections was among four mothers at River Banks. Thes
mothers initially came together at River Banks because Teresal liepslate with the
ECCE teachers at certain points when the teachers who were bilingual irhSprahis
English were not available for translation purposes.

In turn, the findings of this study show that something different happened in these
centers in terms of the development of social relationships, than what Small (2009)
found—saocial relationships among mothers were less prominent and in addition to
coming together through field trips and other meetings, parents seemed to taseect
on needs unique to immigrants, like translation. Overall, however, these relationships
were far less common than what Small (2009) found in his study.

This study moved beyond only considering the social relationships that mothers
developed at their children’s ECCE by also examining the various kinds of information
that mothers received from these programs, as well as the connectionsatieewith

other institutions via ECCE. Use of ECCE as an information channel reflectecpene ty
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of social capital as described in Coleman’s (1988) theory of social capitphrticular,
parents gathered information focused on parenting, the transition to Kindergartdn, healt
care, as well as community social programs for families, from thégrehis ECCE
programs.

The information that ECCE programs provided was necessary for these immigrant
mothers to have to understand more about how to navigate U.S. society with young
children. For example, information regarding Kindergarten was important fafrthe
mothers, but for the mothers in Washington, DC information regarding the charter school
system that their ECCE programs gave them was vital to securing spachools that
would best suit their children’s needs. Specifically, ECCE programs providedgare
with knowledge regarding selecting and applying to the various charter schools in
Washington, DC. This enabled mothers to continue their children’s bilingual education
as well as bypass some of the neighborhood schools which were low performing and not
what they wanted for their children.

Finally, in some ways ECCE programs acted as social workers by linkinggare
with important government-sponsored programs, providing them with food and clothing
when needed, and even helping them attain the necessary skills for employarent. F
each of these mothers their children’s ECCE program was an institutionettyeyuch
trusted and consequently relied on for various types of child- and family-ssipftrese
sorts of connections reflected notions of Dryfoos’s (1994) ideas related torfudese
schools as well as the work of the Harlem Children’s Zone (www.hcz.org), wh&ch wa
considered by President Barack Obama as the model for education reform. Bolh the

service school and the Harlem Children’s Zone reflect ideas that workimgildren

211



andtheir families by not only providing information but also by providing matendl| a
physical support through connections to the community is imperative for children’s
success.

Overall, the findings from this study related to the social function of ECEE ar
grounded in social capital theory, particularly in terms of social relatiosistmd
information channels, and they add to what we know about the important social function
of ECCE, which also includes connections to various social and community programs.
Specifically, these findings provide insight into the importance of the socididoraf
ECCE programs, particularly for immigrant families. In addition this stldgidated
how ECCE programs can perform this social function to best work with immigrant

families and communities.

Theoretical Contributions

This study contributes to a few theoretical areas including: accuttutiiory,
development of parental ethnotheories, as well as ecocultural theory. Itthesgs
theoretical frameworks together in a new way, adding to and utilizing eankwWork’s
unique characteristics to explain how immigrants adjust to being parents in a new host
society. The model in Figure 3 (see page 98), related to parenting prantices
experiences of immigrants, that emerged from this study reflected agctogether of
different theories to explain how these low-income, immigrant motherdiatgl their
parenting ideas and practices in the U.S.

First, the data revealed aspects of Berry’s (2006) acculturation stsategi
framework, which was based on considering two dimensions of adjusting to a new

society: 1) maintenance of culture and identity, and 2) relations sought with atbpsgr
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Berry argues that individuals who are integrated, which is considered the ideal
acculturation strategy in terms of individual well-being, interact with theheest culture
while maintaining their culture and identity. Certainly mothers in this sturywere
involved in U.S. ECCE programs were interacting with the new host society to some
extent as they were raising their children in the U.S. Also, many motheraimed
aspects of their cultures and their identities. However in relation to pardnsing t
maintenance of culture and identity was not absolute, and consequently, this study
provided a clearer understanding of the nuances of this process for immgtaets
specifically.

In some ways this study also challenges Berry’s (2006) notions of integrati
regarding the “maintenance of culture and identity,” and pushes acculturatioarsehol
consider further what is meant by this, particularly among mothers afjychildren.

All of the mothers maintained at least aspects of their cultural identitresh were

reflected by the fact that mothers wanted to instill the values of their @@Dding the
importance of family and respect for elders, in their children. However mothers
discussed certain skills based on U.S. ideas, like communication and independence, that
they believed were important for their children to develop to be successful. Moreover,
the strategies that parents intended to use to instill these values and gkdls ¢chitdren

were in many ways a hybrid of ideas from their COOs and from the U.S., that went
beyond simply mixing ideas from both places.

The mothers in this study, in many ways really created a new socig&viai
for parenting that included independently raising their children in a new cultues whi

drawing on familial support and cultural values from their COOs. In contrast
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immigrant mothers just a couple decades ago, the advent of advanced
telecommunications, including cellular telephones, email, web chatting, webarains
Skype, made it possible for many of the mothers in this study to be in regulart contac
with their parents, and receive real time advice from their parents, desipide b
geographically separated. Consequently, these mothers were potent@lyngravith
conflicts of cultural advice and ideas from two different cultures on a weeély a
sometimes daily basis.

In addition, with historical cultural shifts that some of these mothers’ CGds w
facing in terms of views on women and children, some of these conflicts of ideas we
potentially due to historical and generational differences regardirgyrefaiting. Of
course, contemporary, native-born American mothers living in the U.S. also rggularl
receive advice from their parents on child rearing, which sometimes conilitt
“expert” advice. However, these conflicts are usually solely due to ajesreal and
historical differences. It may be that the negotiation of both generationallessw
cultural differences in child rearing ideas together is what @¢hi®new social
framework of parenting among immigrant mothers.

These findings bring up a couple questions: Where do parenting ideas and
practices fit into Berry’s acculturation strategies framework@ tAey part of parents’
cultural identities? If so, does this mean parents who utilize parentingaideégsactices
influenced by the U.S. are more or less integrated or assimilated? Thedathif
study cannot provide an absolute answer to these questions, but it does add to Berry’'s
acculturation framework in that it discusses how pincecesaunfolds for parents, and the

nuances of negotiating one’s cultural identity as a mother who is an immigrantrSthe
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In addition to Berry’s acculturation framework the model in Figure 3 retlecte
ideas based on the work of Harkness and Super (1996) in relation to parental
ethnotheories. Previous research on the development of parental ethnotheories, which are
“individually constructed and culturally shared,” (Harkness, Super, Keefghakan, &
Campbell, 1996, p. 289) generally focused on how these cultural beliefs related to
parenting unfold in a single culture among parents of the same cultural backgralind, a
how this compares across cultures (Harkness & Super, 1996). For the immigrans mother
in this study their parental ethnotheories developed as they navigated anddogrent
different cultures than the cultures in which they were raised. Linmesshrch focused
on parental ethnotheories has considered how these beliefs develop in a new cultural
space that is apart from both the culture of origin and the new host culture. Théymajori
of research on parental ethnotheories was cross-cultural, and focused on paliefgs’
how they are shaped by the culture, and how these influence parenting practices, and
ultimately children’s development. This study, reflecting aspects aftacation theory
in terms of the coming together of two cultural belief systems, providedinstg what
the development of parental ethnotheories might look like for immigrant parentsevho a
drawing on two sets of cultural beliefs about parenting.

Finally, with an important consideration of context and how it shapes mothers’
parenting practices and experiences, the findings from this studytedfespects of
ecocultural theory. This theory has been used to focus on low-income parents’
experiences but it has not been specifically used to understand the experiemaes of |
income, immigrant mothers. This theory may be even more helpful for understanding

immigrant mothers’ experiences because of the focus on context and culture. In
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particular, these mothers came to the U.S. with different cultural bedgdsding
children and families, shaped by an entirely different cultural context thah e
Consequently, the new cultural ideas and practices related to parenting thas mothe
created in the U.S. were influenced by the beliefs and values mothers took with them
from their COOs,--and continued to develop as they maintained contact with their
families of procreation after immigration-- and the context of the U.S.

The contexts of these mothers’ lives were extremely important to the iattamti
or implementation of the parenting ideas and practices they developed based on their
COOs and U.S. beliefs. Specifically, mothers had certain ideas about howettteyl wo
raise their children but given the contextual constraints of the U.S. they were tmabl
carry out some of the practices they believed to be extremely importantxafaple,
many mothers noted the importance of spending time with various family members on
daily and weekly bases, but because their families were still in tl#sGhis was not
possible. Alternatively, some mothers mentioned overemphasizing aspecis of the
cultures or certain parenting practices since they were not in their COthesme beliefs
would not be supported by others in their everyday environment. For example, a mother
described being more Egyptian here or acting more Muslim here than she would in her
COO since her culture was not being reinforced by others outside of her household as
would be in Egypt. As a result, these mothers’ parenting was something diffenent t
simply a combination of ideas and practices from the U.S.—it was a creation of
something new.

In addition to constraints, the environment in the U.S. sometimes acted as a

facilitator of mothers’ instantiation of their parenting ideas, including tdeas
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regarding discipline, education, and teaching their native tongues to theiexhildr
Mothers felt as though they had a lot of access to parenting information, as well a
information on the U.S. school system and knowledge of specific language schools for
their children. The findings from this study indicate that these immigrartemsot
parenting practices and experiences in the U.S. were the result of both eultural
contextual factors, and are reflected in families’ daily routines. In surfinthegs from

this study add to and reflect aspects of Berry’'s (2006) acculturation fiakgrarental
ethnotheories, and ecocultural theory, to explain immigrant mothers’ expearience

negotiating parenthood in the U.S.

Methodological Contributions

Some of the contributions of this study relate to the methods utilized. Sgbcifica
gualitative methods are uniquely suited to provide information for understanding social
phenomena that other methods cannot. This includes: development of conceptual
frameworks by focusing on context, process, and meaning; uncovering emotional
content; providing a retrospective perspective; and, uncovering hetetygenei
experiences.

The development of conceptual frameworks to understand social issues is a
contribution distinct to using qualitative methods. Specifically, the goathabgraphic
methods are not to prove causation, generalize or identify factors ass@dtatepecific
outcomes. Rather, using rich description, these methods intend to help provide insight
into processes that underlie social phenomena by understanding the specifits @rdex
meanings that motivate certain behaviors. In this study the processend¢hged

captured a specific group of mothers’ immigration stories, as well as\tb®dment of
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their parenting ideas and practices in the U.S, and their navigation of the EQE&1M.sy
These processes vividly illustrated these immigrant mothers’ expesiamcl all that
contributed to their lives, which may not have been captured by other methods. For
example, many mothers initially indicated “economic opportunities” as &esons for
coming to the U.S. However as mothers told their stories about migrating, it beleame
that for many their immigration to the U.S. was contingent on their familiegis T
information would not have been captured by survey research.

This study examined the context of immigrant mothers’ daily lives to understand
their experiences as mothers in the U.S. Specifically observations helpedriaspmas
of parents’ daily routines as well as their interactions with their ciilsliteCCE
programs. Interviews helped reveal not only what mothers did for their children and
families buthowmothers accomplished raising their children in a new country. Talking
with mothers especially helped illustrate mothers’ motivations for oeataions as well
as struggles they faced. For example, when Aster lived without heat for heaely t
weeks, this was not because she did not want to receive financial assistandesbaheat
did not know who to turn to since her previous experiences with social services were
negative. Moreover, the methods of this study made it possible to understand how
mothers made meaning of or thought about their lives in their COOs and in the U.S. In
particular, using in-depth interviews showed how these women thought about and
experienced being mothers in the U.S.

In addition to focusing on context, process, and meaning, using observations
coupled with in-depth interviews this study captured the emotional experiences of

mothers that might otherwise be hidden. In this study participant observations i
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classrooms not only helped with learning more about the children, and understanding
parents’ interactions with their children’s ECCE programs, but it also draatpace in
which rapport could be built with the parents. This rapport most likely contributed to
how much parents disclosed during interviews. Rather than using a survey to simply
learn the demographic information regarding mothers’ immigration to the WIs., ri
descriptions of these stories were gathered, some of which were extenuignal
experiences for mothers including fear, sadness, loss, and relief. Duriagtibmess
mothers often shared, without being prompted, information regarding their
documentation status, which could not have been gathered through a survey.
Mothers provided detailed descriptions of their immigration experiences, finding
an ECCE program for their children, and their negotiations of their parenting rtkas a
practices in the U.S. These descriptions were retrospective providing unique saofount
how mothers’ lives changed over time. Gathering this information using ottieoase
may not have captured the meta-cognition or perspectives mothers gained lorethe
or their ideas about decisions they made or experiences they had. If tleserdat
collected prospectively, particularly in relation to selecting ECOEhers may have
been less likely to admit having their children in low quality ECCE settingsvekier, as
mothers looked back on their children’s experiences, particularly now that éneyrw
high-quality programs, they were able to really examine and share aboufasdyne
negative ECCE experiences their children endured. This would be complicated to
capture in a prospective interview as it would be difficult for mothers totddiving

their children in a low-quality ECCE program.
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Finally, qualitative methods are not meant to necessarily find the “common
experience” but rather to illustrate the heterogeneity of human empesie These
methods uncovered common themes in experiences as well as revealed allitie dyna
variations in these experiences. Qualitative methods often help us understand more about
the outliers and give space for these participants’ voices to be heard, oftengihgl
stereotypes. For example, according to survey data many poor immigrantsmotiher
U.S. are uneducated (Hernandez, 2009). However this study provided insight into some
of the experiences of poor immigrant mothers who were pursuing education amd caree
when they left their COOs. Even though they are not common or in the majority
recognizing these mothers’ experiences was important, as they contributsmhtplate

understanding low-income immigrant mothers’ experiences.

Implications for Practice and Policy

There are a few implications for practice and policy that stem frome$esarch.

First and foremost this research implies the importance of access to BCi@Eigrant
families. Previous research indicates the significance of high-quall®eEQr
immigrant children (Magnuson, Lahaie, & Waldfogel, 2006), but this study poitiet
importance of ECCE for parents. Consequently, ensuring adequate access t@khese hi
quality programs is essential. A number of the mothers in this study indioatesdri
ECCE histories that both availability and affordability were challenigey faced to
securing care at some point during their children’s earliest years.

All three of the field sites for this study, which were funded by either Heatld8ta
the Child Care and Development Fund (CCDF), indicated having waiting lisseaiRa

shows that both Head Start and CCDF are consistently underfunded and unable to serve
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all eligible families (Matthews & Ewen, 2006a). Consequently, funding for ECCE
programs like Head Start and ECCE policies like the Child Care and Developorel

needs to not only continue but it needs to increase. This funding is important for all low-
income families’ access to high-quality ECCE, but it is especiatigalrfor low-income
immigrant families’ access to these programs. The findings from tl@aroksindicate

how much immigrant families really rely on these programs not only fid care

support for employment, but also for developmental support for their children, and to
build social capital important for parenting in the U.S. However, as some of these
mothers experienced, these programs, regardless of families’ digghiéire not always
available.

In addition to affordability, high-quality programs need to be geographical
accessible. Many immigrant mothers in this study did not drive, so transportation to
these programs was a constant challenge—patrticularly for mothekeaBanks. Also,
some mothers discussed knowing about certain ECCE programs because they were
located in their neighborhood, and they saw their signs every day as they went about thei
daily routines. Finally, if high-quality ECCE programs are made geogkfyhic
accessible they will draw on children and families who live in the same neighborhood. In
turn, this will contribute to helping build community, as well as necessary social
networks and connections for immigrant families.

The findings from this study indicated that parents relied fairly heavilp@ndocial
network and cultural communities to learn about ECCE programs. Consequently, it
seems as though, in addition to continuing to use organizations to disseminate

information, using immigrants’ social networks to inform immigrant parents admbut
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only ECCE programs but also other programs and services would be effectivieusthe
and efficiency of sharing information that is inherent in social networksb@aye most
effective way to reach a lot of immigrant families with important infaroma—
particularly, hard to reach families who may not interact with U.S. institutions.

Mothers mentioned the importance of having access to parenting education as it
helped them better understand effective discipline techniques, nutrition informadion a
developmentally appropriate ways of interacting with their children. Iniaddnothers
indicated that the information and support they received from their children’s ECCE
programs regarding the transition to Kindergarten was extremely helpfuh@odant.
Given the importance of this information and education, it needs to be conveniently
accessible for all immigrant parents regardless of whether or not theprailled in
ECCE. Using immigrant social networks or community-based programs lika hea
centers that work with immigrant families may be a way to impartifdsmation.

Also, ECCE programs could consider opening parenting education classes and support
for Kindergarten registration to “friends and family” of families alieadrolled in their
centers. This would not only utilize immigrants’ social networks, and provideauit
immigrant families with parenting and Kindergarten information, but it wolslal a
introduce new immigrants to the opportunities of ECCE.

Along with information and education regarding parenting, adult education
including English, computer, and graduation equivalency diploma (GED) classes we
utilized by many mothers in this study. Ensuring the funding and availabiliesét
classes in predominantly immigrant communities is imperative as it pravidéers

with opportunities to improve their skills and education. This knowledge shaped
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parenting as well as mothers’ economic opportunities. Once again, mobilizing
immigrants’ social networks to publicize programs like this would be important.

There are a few programmatic shifts that ECCE programs might eoasic
result of these findings. First, providing wrap-around services in ECCE pregvas
something that would be particularly helpful for immigrant families. Gélgethese
were trusted programs, and so enabling parents to obtain information, connections, and
support to navigate other government systems and programs would be effective.
Alternatively, adopting ideas related to the full service school or Harleidr€his Zone,
and having a whole host of family- and child-services available as pa@Q©E ks
something important to consider.

Second, friendships that developed within these ECCE programs were important
to mothers in terms of social and emotional support. Consequently ECCE programs
might consider ways to foster the development of these relationships. This could be done
either informally by introducing parents to one another, which may be based on the
children who play together or if the parents have something in common. Progdths c
also take a more formal approach to developing these relationships by creatéigisg
like a buddy system. As new families are brought into ECCE programsngxXestiilies
in the program could help welcome them by doing things as simple as greeting them on
their first day, or things that are more involved like meeting socially outsithee &CCE
program to answer any parent-related questions.

Third, given some of the emotional experiences and challenges mothédrgface
their COOs as well as when they arrived in the U.S., and their trust of thdnectsl

ECCE programs it is important that these programs routinely offer meat#i Bervices
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for parents. Immigrant parents tend to not utilize mental health supports. Hatwever
possible that if these supports were culturally competent and as one teacti@nedeo
me, “not labeled mental health or well-being services,” more parents woulllesse

services.

Limitations of the Study

This study provides insight into the experiences of one group of Latina and
African immigrant mothers’ experiences of parenthood in a specific cylhis&brical
and social context in the U.S. Despite the strengths of this research in telnes of t
quality of data collected, and the findings that emerged, there are limitatitms study
that need to be addressed.

The selective nature of this sample, in terms of only including mothers wieo wer
already enrolled in a high-quality ECCE program, the families in thdsy/stere not
representative of and do not allow for statistical generalizability to msothaside of the
study. However, Weiss (1994) argues that findings from convenience samples can be
generalized to groups with “similar dynamics and constraints” as thake original
sample (p. 27). For example, the findings from this study may be generalingd to
income Latina and African immigrant mothers of young children living irelarg
metropolitan areas.

Based upon Krefting’'s (1999) idea of transferability, detailed descriptions of the
participants, their experiences, and the research context, provide enoughtinfofara
other researchers to determine the transferability of these mothpesiezces to the
experiences of other immigrant mothers from Africa and Latin Ametlispent six to

nine months in the field talking with and recruiting families, and conducted one to three
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hour interviews with 41 mothers. Despite this, a longer period of time in the field, and in
these women'’s lives, as well as multiple interviews would have yielded ehem and
more transferable data.

A second limitation of this study was related to language. Due to resources and
the varied languages (Amharic, Arabic, French, various tribal langusiggedn by
mothers, all of the interviews with African parents were conducted in Englisérithan
mothers’ native tongues. Despite mothers being very conversational inh togise
were certainly experiences and emotions that were difficult for them ite stside of
their native tongue. For example, at the end of her interview Maisa mentioned
apologetically to me that she wished she could share more in Arabic because Eagjlish w
not easy for her---despite being very conversational in English this mtewas difficult
for her in terms of language. This limitation is buffered by the fact theatthdy reveals
important information regarding the experiences of immigrant famroes Africa who
are understudied. However future ethnographic research should utilize trarislators
increase the richness of data gathered.

A final limitation of this study is that only immigrant mothers who were diyea
enrolled in a high-quality ECCE program were interviewed. To gain the mostetempl
understanding of low-income Latina and African immigrant mothers’ expesenith
young children in the U.S. it would be important to include families who utilize informa

care as well as families who do not utilize any outside ECCE at all.

Areas for Future Research

The findings from this study provide motivation for continued research in a few

areas related to immigrant mothers’ experiences negotiating parenthibedu.S.
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Specifically, the following areas need to be explored further using coensiele

methods to better understand the dynamics, processes, and experiences that influenc
immigrant families’ experiences: mothers’ immigration decisions ngatit on their
families, and what this means for well-being and acculturative stvessothers;
independence and responsibility among immigrant families; experiencestaranosing
informal ECCE and mothers who are not using ECCE.

Mothers’ immigration decisions. Mothers’ decisions to migrate to the U.S.
emerged as an important area for more research. Specifically, thesnotties study
indicated that their decisions to come to the U.S. were contingent on family members
needs. Previous research has considered how these decisions and experiengedare sha
by men (Hondagneu-Sotelo, 1992). There is a need to explore further the gendered
experiences of migration but also how these experiences are shaped by otlger fami
members. This study provides some insight into this but it would be important to
consider this among other immigrant groups including families from othiensegf the
world as well as immigrants from higher socioeconomic backgrounds.

Coupled with understanding more about women’s decisions to migrate being
contingent on family, future research should examine how these decisions shape mothers
adjustment to the U.S. Specifically this research should focus on how these degisions t
migrate contingent on family shape acculturative stress and mother$ieus- A
mixed or comprehensive methods design might be best for exploring this, as qualitative
interview methods may be necessary to uncover mothers’ reasons for mjgratirtata
on acculturative stress and well-being could be measured using specificagivantit

measures.
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Responsibility for children among immigrant families. Mothers indicated that
the most challenging aspect of their adjustment to the U.S. was beingresf@wysible
for the development and well-being of their children. In mothers’ COOssicatamon
for families and communities to share the responsibilities for the redroigldren,
which removed pressure from individual parents. As mothers began to raise their
children in the U.S. without the support of their families and communities they began to
feel a lot of anxiety related to time. With less family involvement and U.&iraul
messages regarding the intensity with which mothers should be involved with their
children, mothers felt pressure to devote a lot of time to their children. Téss stas
even greater for immigrant mothers who were single, and carried the burden of
responsibility for their children.

This adjustment of immigrants to the level of responsibility demanded of parents
in the U.S. needs to be explored further. In particular it is important to consitar avit
guantitative design that rigorously examines how this pressure and stress grammi
mothers may impact child outcomes, as well as mothers’ mental health. Adss, thi
something that should be considered across immigrant groups, and in particular, if
possible, this may be interesting to consider among immigrants from coumtwbgh
families and communities do not play a very large role in child rearing. Ofecthese
immigrants are most likely from economically stable countries and cstaunoes so their
experiences may be very different overall.

Experiences of mothers utilizing informal or parental care. This study sheds
retrospective perspective on mothers’ experiences using informal andapasgat—

specifically, the experiences of mothers in this sfodyr to enrolling their children in a
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high-quality ECCE program. However it does not provide insight into the expeiehce
immigrant mothers who utilize informal and parental care when their ahideeof
preschool age. Future qualitative work in this area of immigrant families shoukldac
these women’s experiences, particularly in relation to adjusting to lifenagheer in the

U.S., and their experiences navigating U.S. society. In addition, it would be important t
examine these mothers’ decision-making processes regarding ECQEifahildren.
Examining this process will provide further insight into characteristicsrefiogortant

to immigrant parents, barriers to care, as well as other factors that centalbese

mothers’ selection of informal and parental care.

Future Directions

There are a few possibilities for analyses and studies that may be eohadext
in relation to this project. All of the data collected for this project were ndtingbe
present study analyses. In particular, daily routine and diary data as wgbranation
on navigating the education, health care, and social welfare systems weredjathe
Consequently, a future direction of this research is to analyze these aspleetdatht
Also, additional projects including new data collection are planned. These include:
following up with the 41 mothers regarding their transitions to Kindergartemraxgpl
the experiences of understudied immigrant groups in the U.S.; longitudinal, prespecti
ethnography including a focus on neighborhood and community.

Daily diaries were collected from the 41 mothers in this study. | plan tozanaly
these data quantitatively to understand more about the demands of these faniylies’ da
routines. Specifically, these analyses will shed light on low-income immigratfiers’

time use. This will provide even greater insight into immigrant mothepgreences and
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the stresses of daily life in the U.S. Moreover, given that some of the mothass in t
study were employed and some were not, a comparison of these two groups might
provide a better understanding of how employment shapes immigrant mothers’ daily
routines. Finally, in a new project focused on the transition to Kindergarten (eeg bel
diary data will be gathered. In turn it would be interesting to use thesetsvofsliary
data to understand how mothers’ daily lives change, if at all, when theireshénter
formal schooling.

Data collected on immigrant mothers’ navigation of the education, health care,
and social welfare systems were not analyzed in the current set ofeanalysese data
will be examined in future analyses to understand how these immigrant mothers
navigated other systems that are important to child and family life. Based iom gy
analyses the state variation in health care policy in DC and Virginia s¢erskdpe
these immigrant families’ experiences living in the U.S. In turn, thie stariation will
be explored further. Early analyses of data on the education system indieated t
complexity of the charter school system in Washington, DC. Mothers’ navigatibis of
system may be interesting to look at in contrast to mothers experiencesenpillic
school system in Virginia. Finally, despite eligibility among all motheosne mothers
utilized child and family public assistance programs far more than othernsditie

I intend to follow up with as many of the 41 mothers as possible to learn about
their experiences of their children’s transition into Kindergarten. Spaltyfi | would
like to conduct a second round of interviews with these mothers regarding building
relationships with their children’s teachers, and how prepared they felvdreyas a

family for this transition. Also, | intend to recruit additional immigrant meos for this
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study—some whose children were in formal, center-based ECCE the year before
Kindergarten, as well as mothers whose children were in informal care, anthpeaee
the year before entering formal schooling. Understanding these expsradémeenigrant
families will help ECCE programs as well as elementary schools unalersteat
programs and information provide the most support for parents and children as they
transition into Kindergarten. In addition it will highlight how to best support fasilie
with varied ECCE experiences prior to entering Kindergarten.

This study focused on Latina and African mothers. Latinas and Asians are
studied most frequently in the literature given that they are the two |largegjrant
groups in the U.S. However it is important to continue to conduct research to understand
the experiences of other immigrant groups, like Africans. These immay@ums may
only be a small percentage of the total immigrant population in the U.S., but in some
areas of the country they are the predominant immigrant group. Consequesitly, it i
necessary for communities and legislators in these particular area® ta better
understanding of these immigrant families’ experiences. There may erities across
immigrants from various countries and regions of origin, but there are certainly
experiences that are unique to each immigrant group that need to be explored.

In a future study | intend to focus on other understudied immigrant groups
including families who emigrated from various countries in the Middle EaghelU.S.
families from the Middle East are still largely misunderstood. This lackdérstanding
has led to stereotypes as well as potentially less effective ser@eeater knowledge of

these families and their experiences is important to not only quell negatigetgpes
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but to also ensure these families, who now reside in the U.S., are able to effectivel
participate and raise their children in U.S. society.

Finally, a long term goal that emerged from this study is to conduct éudimgl
ethnography to learn even more about the daily lives of immigrant familieyovitiy
children as they interact with U.S. child-and family-related systems iover This
project would be conducted as a team including researchers from the fieddly of e
childhood education, child development, and sociology, who are focused on immigrant
families and immigration. Specifically, this future study would use compsare
methods to understand the lived experiences of understudied immigrant groups including
low-income African and Middle Eastern families living in Maryland and Nornthe
Virginia.

Families giving birth to their first children in the U.S. will be recruited t
participate, and ideally will be followed until their children finish thestfiyear of
Kindergarten. This study will have both an ethnographic component as well as
guantitative component to consider both parents’ and children’s development as well as
experiences over time. Consequently, a longer amount of time will be spent in the
field—five to six years—with multiple interviews, observations, and measeimg
conducted each year. Data collection will be focused on immigrant parensstitma to
parenthood in a new host society. Specifically, in relation to parents this study woul
focus on their navigation of various systems, utilization of ECCE, as well as the
development of a new space for parenting based on ideas and practices frog tredU
their COOs. In relation to children this study will focus on their cognitiaguistic, and

socio-emotional development over time and in interaction with the ECCE system.
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Conclusion

The parenting experiences of the immigrant mothers’ in this study weesl vari
and complex. Their immigration stories were comprised of three intexiglabcesses
(decision to migrate, journey from COO, and adjustment to new host societgh, whi
contributed to their expectations of parenting in the U.S. Mothers’ decisions ttenigr
to the U.S. were contingent on familial needs, and for many mothers from Lagincam
these journeys were emotionally and physically exhausting.

For many mothers in this study adjusting to a new society felt mostruiakie
when they began to raise children in the U.S. Their ideas and practice relasethtp re
their children in the U.S. were influenced by beliefs, values, and practitesin COOs
and in the U.S. However, rather than simply melding together two sets of ideas and
practices mothers really created a new social framework of parentiage Tothers
were committed to instilling values and beliefs in their children thagateft! influences
from their COOs, and they wanted their children to learn certain skills, inde menaiech
communication, which were more reflective U.S. ideas. However the mothers in this
study intended to use parenting practices and strategies that they leaheed ig.,
which did not include corporal punishment and focused on open communication.

These mothers were also faced with learning how to navigate the ECCE agstem
they adjusted to parenting in the U.S. From these data emerged a model tttatrdike
processes that immigrant mothers experienced as they utilized the EGE&H. sirs
particular, this process model captured the reasons that mothers sought cars; mother
desired characteristics of ECCE, connections they used to find various ECQisppti

obstacles they faced, their experiences with programs and providers, as hwekbasial
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capital they gained from these programs. Some aspects of this modmttiaxdgyly
important to consider in relation to immigrant families including: mental in@slbeing
a reason to look for ECCE; diversity and language as important aspects of ES}{Fa
variety of connections to ECCE; accessibility of ECCE programs for inamtigr
communities; and social capital gains as a social function of ECCE for ramhig
families. The ECCE programs in this study performed a social functiomfoigrant
mothers. Specifically, they facilitated the creation of socialiogiships among mothers,
and provided mothers with informational, material and physical supports.

Overall the findings from this study will help researchers, practitipaeis
legislators understand the unique experiences of immigrant mothers as tistyalilie
in the U.S. This information will contribute to creating the most effective and

meaningful programs and policies for immigrant mothers and their children.
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Appendices

Appendix A: Interview Informed Consent (English)

Project Title

Why is this
research being
done?

What will | be
asked to do?

What about
confidentiality?

CONSENT FORM

Acculturation Experiences of Immigrant Parents with Young
Children in Early Childhood Education Settings: A Qualitative
Exploration

This is a research project being conducted by Colleen Vesely,
M.A. and Kevin Roy,Ph.D. at the University of Maryland,
College Park. We are inviting you to participate in this research
project because you are a parent of a young child in an
accredited early childhood education program, who is originally
from a country other than the U.S. and we would like to know
more about your experiences of being a parent in the United
States. The purpose of this research project is to learn more
about immigrant’s experiences of parenting related to their
children’s early childhood education program.
The procedures involve a 1-2 hour visit. First we will discuss
the research with you, and if you choose to participate we will
have you sign the consent form, then we will conduct a tape-
recorded interview about your experiences as a parent, which
will last about 1-2 hours. During this interview | will ask you
about basic information regarding you and your family, you and
your children’s daily routines, your experience migrating to the
U.S., your experiences with your children’s early childhood
education program, your experiences growing up, your ideas
about what is most important for your children’s development,
as well as your goals for you and your families’ futures.
We will do our best to keep your personal information
confidential. To help protect your confidentiality, you will be
assigned an ID number. All data, including the recording of
your interview will be kept on a password-protected computer,
with access only to the primary researcher, student researcher,
and a research assistant. Select undergraduate research
assistants in the Family Science department at the University of
Maryland will have access to the interview data files. These
student researchers will be assisting with language and cultural
translation throughout the study. At the end of the study
interview recordings will be stored on a password protected
computer. If we write a report or article about this research
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What are the risks
of this research?

What are the
benefits of this
research?

Do | have to be in
this research?
May | stop
participating at
any time?

Is any medical
treatment
available if  am
injured?

What if | have
guestions?

project, your identity will be protected to the maximum extent
possible. Your information may be shared with representatives
of the University of Maryland, College Park or governmental
authorities if you or someone else is in danger or if we are
required to do so by law. In accordance with legal requirements
and/or professional standards, we will disclose to the appropriate
individuals and/or authorities information that comes to our
attention concerning child abuse or neglect or potential harm to
you or others.

This research project involves making audiotapes of you.

| agree to audiotaped during my participation in this study.
| do not agree to be audiotaped during my participation in
this study.

Some of the questions have the potential to bring up topics that
you may not want to discuss or that may be emotional for you.

If this occurs we will stop the interview. In addition throughout
the interview please feel free to refuse to answer any questions
that you would not like to discuss.

This research is not designed to help you personally, but the
results will help us learn more about how immigrant parents of
young children experience parenting and interacting with their
children’s early childhood education program in the U.S. We
hope that, in the future, other people might benefit from this
study through improved understanding of immigrant parents’
experiences.

Your participation in this research is completely voluntary. You
may choose not to take part at all. If you decide to participate in
this research, you may stop participating at any time. If you
decide not to participate in this study or if you stop participating
at any time, you will not be penalized or lose any benefits to
which you otherwise qualify.

The University of Maryland does not provide any medical,
hospitalization or other insurance for participants in this research
study, nor will the University of Maryland provide any medical
treatment or compensation for any injury sustained as a result of
participation in this research study, except as required by law.
This research is being conducted by Kevin Roy, Ph.D. and
Colleen Vesely, M.Aat the University of Maryland, College

Park. If you have any questions about the research study itself,
please contact Colleen Vesely at: (978) 853-8084

If you have questions about your rights as a research subject or
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Statement of Age
of Subject and
Consent

Signature and
Date

wish to report a research-related injury, please contact:
Institutional Review Board Office, University of Maryland,
College Park, Maryland, 20742;
(e-mail) irb@deans.umd.edy (telephone) 301-405-0678
This research has been reviewed according to the University of
Maryland, College Park IRB procedures for research involving
human subjects.
Your signature indicates that:

e you are at least 18 years of age;,

¢ the research has been explained to you;

e your questions have been fully answered; and

e you freely and voluntarily choose to participate in

this research project.

NAME OF SUBJECT

SIGNATURE OF SUBJECT

DATE
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Appendix B: Interview Informed Consent Form (Spanish)

Titulo del proyecto

¢ Por qué se esta
llevando a cabo esta
investigacion?

¢, Qué me diran que
haga?

¢, Qué acerca de la
confidencialidad?

FORMA DE CONSENTIMIENTO

Experiencias de Aculturacion de Padres Inmigrantes con Nifios
Pequefios en un Sitio Para la Educacién Infantil: Una
Exploracién Cualitativa

Este es un proyecto de investigacion que esta siendo
conducido por Colleen Vesely, M.A. y Kevin Roy, Ph.D. en la
Universidad de Maryland, College Park. Los estamos
invitando para que participen en este proyecto de investigacion
porque usted es padre/madre de un/a nifio/a en un programa
acreditado de educacion para la infancia, que es procedente de
un pais fuera de los Estados Unidos, y nos gustaria saber
acerca de sus experiencias de ser padre/madre en los Estado
Unidos. El propdsito de este proyecto de investigacion es para
aprender mas acerca de las experiencias de inmigrantes con
respecto al cuidado de sus nifios en programas para la
educacion infantil.

Los procedimientos involucran una visita de 1-2 horas.

Primero vamos a hablar acerca del proyecto con usted, y Si
decide participar le daremos una forma de consentimiento,
luego le conduciremos una entrevista que sera grabada acerca
de sus experiencias como padre/madre, que durara
aproximadamente 1-2 horas. Durante la entrevista le
preguntaré informacion basica sobre usted y su familia, la
rutina diaria de sus hijos, su experiencia inmigrando a los
Estados Unidos, sus experiencias con el programa para la
educacion infantil de sus hijos, sus experiencias de su infancia,
sus ideas acerca de que es lo mas importante para el desarrollo
de sus hijos, también como sus metas para su futuro y el de su
familia.

Vamos a hacer lo mejor posible para mantener su informacion
confidencial. Para ayudarle a proteger sus confidencialidad, se
le asignara un numero de identificacion (ID). Todos los datos,
incluyendo la grabacion de su entrevista y la informacion de su
familia sera guardada en una computadora con contrasefia, con
acceso primario solo del investigador, estudiante investigador,
y un asistente investigar. Un grupo seleccionado de
estudiantes universitarios en el departamento de Estudios
Familiares en la Universidad de Maryland tendran acceso a los
archivos de los datos de las entrevistas. Estos estudiantes
investigadores asistiran con la lengua y la traduccion cultural
através del estudio. Al final del estudio, las grabaciones de las
entrevistas seran guardadas en una computadora con
contrasefa. Si escribimos un reporte o articulo sobre este
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Titulo del Proyecto

¢,Cuales son los
riesgos de esta
investigacion?

¢,Cuales son los
beneficios de esta
investigacion?

¢ Tengo que estar en
esta investigacion?
¢,Puedo dejar de
participar en
cualquier momento?

¢Hay alguna
tratamiento medico
en caso de una
lesion?

proyecto de investigacion, su identidad sera protegida la mejor
manera posible. Su informacion podra ser compartida con
representantes de la Universidad de Maryland, College Park o
autoridades gubernamentales si usted o alguien mas esta en
peligro o si la ley lo requiere. De acuerdo con requisitos
legales y/o estandares profesionales, revelaremos a los
individuos o personas apropiadas la informacién que venga a
nuestra atencion concerniente a abuso de nifios o negligencia o
dafo potencial para usted u otros.

Este proyecto de investigacion implica la realizacion de cintas
de audio suyas.

____Acepto ser grabado durante mi participacion en este
estudio

____No Acepto ser grabado durante mi participacion en este
estudio

Experiencias de Aculturacion de Padres Inmigrantes con Nifios
Pequefios en un Sitio Para la Educacién Infantil: Una
Exploracién Cualitativa

Algunas de las preguntas tienen el potencial de sacar temas
gue usted no quiera hablar o pueden ser emocionales para
usted. Si esto ocurre pararemos la entrevista. Ademas a través
de la entrevista por favor siéntase libre de reusar contestar
alguna pregunta que usted no quiera discutir.

Esta investigacion no ha sido designada para ayudarle
personalmente, pero los resultados nos ayudaran a aprender
mas acerca de como las experiencias de padres inmigrantes
acerca del cuidado de nifios pequefios y la in la interaccién con
el programa de educacion infantil de su nifio/a en los Estados
Unidos. Esperamos que en el futuro, otras personas puedan ser
beneficiadas por medio del entendimiento de las experiencias
de padres inmigrantes.

Su participacion en esta investigacion es completamente
voluntaria. Usted podria decidir no participar en lo absoluto.

Si decide patrticipar en esta investigacion, usted puede dejar de
participar en cualquier momento. Si decide no participar en el
estudio o si deja de participar en cualquier momento, no sera
penalizado ni perdera ningun beneficio para los que califica de
otra forma.

La Universidad de Maryland no provee ningun seguro medico,
de hospital o de otro tipo para los participantes en este estudio
de investigacion, tampoco la Universidad de Maryland
proveera ninguna compensacion por algun tratamiento medico
por alguna lesién mantenida como resultado de su
participacion en este proyecto de investigacion, excepto como
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¢, Qué si tengo
preguntas?

Declaracion de edad
del sujeto y
consentimiento.

Firma y Fecha

lo requiere la ley.

Esta investigacion esta siendo conducida por Kevin Roy, Ph.D.

y Colleen Vesely, MA en la Universidad de Maryland, College

Park. Sitiene alguna pregunta con respecto al estudio de

investigacion en si, por favor contacte a Colleen Vesely al

teléfono (978)853-8084

Si tiene alguna pregunta con respecto a sus derechos como

sujeto de investigacion y desea reportar una lesion relacionada

con la investigacion, por favor contactdrestitutional

Review Board Office, Universidad de Maryland, College

Park, Maryland, 20742,

(e-mail) irb@deans.umd.edy (telefono) 301-405-0678

Esta investigacion ha sido revisada de acuerdo a los

procedimientos de IRB de la Universidad de Maryland,

College Park para investigaciones que involucran sujetos

humanos.

Su firma indica que:

« Tiene por los menos 18 afos de edad.

e Lainvestigacion le fue explicada

e Sus preguntas han sida completamente contestadas

o Usted libre y voluntariamente eligio participar en este
proyecto de investigacion.

NOMBRE DEL SUJETO:

FIRMA DEL SUJETO:

FECHA
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Appendix C: Interview Protocol

Interview Topic Questions
Basic e How old are you?
demographics e How many children do you have? How old are they?
and background |« How many children are living in the U.S. with you?
information e Who is living in your household?
e Are you married?
Immigration e How is it that you came to VA/DC?
history e Tell me about coming to the United States?

From where did you migrate?
What made you come to the U.S.?
What was the journey like?
Did you leave family or friends?

o Did you join family or friends in the U.S.?
In general, how is life different here, versus [country of
origin]? [probe: family life/routines, children’s routines,
work, school, home life] (Yoshikawa, Chaudry, Rivera, &
Torres, 2007)

O O OO

ECCE history
and selection

Tell me about other child care you utilized prior to beginni
at the Center. How did they find out about this child care.
Gather a child care history from the time the child was bo
now. What type of care was it? Why the mother chose th
care? How they found out about this care?

Are you currently or did you ever use child care subsidies
so, how did you find out about these? Whom did you pay
with these subsidies?

Tell me about how you decided to enroll your child in ECC
and specifically this program. How did you find out about
this program?

Were there any challenges or obstacles to enrolling your

in the Center?

How old was your child when they first came to the progra
What were some of the important things you were looking
in ECCE when you enrolled child in [center]? (Yoshikawag
al., 2007)

Overall how would you describe your experiences with thi
program?

In what ways has this program helped you and your family~

Are there any things you would change or add to the prog
to make it better?
Are you friends with or do you spend time with other pare

ng

'n to
S
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am?
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from your child’s ECCE program?
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Other than the center is your child in any other care
throughout the week?

Ideas about
parenting

Tell me what it means to be a good parent in the U.S.
What does it mean to be a good parent in your country of
origin (CO0O)?

What has been the most challenging aspect of being a parent

in the U.S.?

How is it different raising your child here rather than in
COO? What things are better here? What things are bet
COO0?

How do parents raise children differently here in the U.S.
compared to parents in [COO]? (Yoshikawa et al., 2007)
How does your child’s ECCE program support your
parenting?

From whom have you received parenting advice? Family
friends, school?

Are there things you don’t do here as a parent that are OH
people to do in COO? Are there things that you do here t
aren’t okay to do in COO? (Yoshikawa et al., 2007)

Are you glad your children are being raised here or do yo
wish you were raising them in your country of origin?

fer in

 for
at

—_

Education
experiences,
beliefs, and social
capital

What did your parent(s) tell you about school and educati
as you were growing up? (Yoshikawa et al., 2007)

What was school like for you in your country of origin?
(Yoshikawa et al., 2007)

How are schools different here in the U.S.?

Do you have some ideas about where the best schools ar
here? [probe, e.g., best in the city; best near the city] WH
makes them good schools? What about ones that aren’t
good — where are they? What makes them not so good?
(Yoshikawa et al)

How much school do you think people need in COO to ge
good job? What about here in VA/DC? [make sure to pro
what she means by a “good job”; this may need probing a
how a good job is different in COO vs. U.S.] (Yoshikawa €
al., 2007)

Tell me about your hopes and dreams for your children in
terms of education.

Tell me about the kinds of things you do to make sure you
child achieves these dreams?

Do you think these ideas or strategies for helping your ch
achieve these educational goals have changed since you
arrived in the U.S. and since your child began at the prog
If so, how?

olpi
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ram?
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How is your child’s ECCE program helping you meet thes
goals?

Who else do you rely on to help your children in school?
Family? Friends? Religious institutions?

What do you think is most important for you to do to help
your child succeed in school?

What has been most challenging in relation to your childre
education?

Financial
stability:
experiences and
beliefs

What was it like trying to make ends meet / manage
financially / manage expenses in [COQ]? [if example are
needed: keeping up with bills; medical expenses; educatiq
expenses; food, housing expenses] (Yoshikawa et al., 20
What is it like trying to make ends meet here? (Yoshikaw
al., 2007)

How has your financial situation changed since you arrive
the U.S.?

What about families you know who’ve done well financiall
— how do you think they’ve done it?

What are your hopes for your families’ economic situation
What strategies are you using to achieve these goals? 4
you employed? What plans do you have to be employed
for a career?

How do you think being poor / not having money in [count
of origin, COQ] is different from being poor / not having
money in the U.S.? [probehat people lack when they're
poor in COO vs. in USYoshikawa et al., 2007)

How do people do well in COO? What keeps people fron
doing well in COO? How would you changes things in yo
COO if you could? (Yoshikawa et al., 2007)

How do people do well in the U.S.? What keeps people f
doing well in the U.S.? How would you change things in t
U.S., particularly for immigrants, if you could? (Yoshikawg
al., 2007)

BN’S

DN
07)
a et

din

\re
or
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'om
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Financial
stability: social
capital,
government
support

What kinds of financial support have you received from
family and friends?

What kind of support have you received from your child’s
ECCE program?

Tell me about a time you either considered or did receive
support from the U.S. government. How did you learn ab
these government/ program supports?

What kinds of help do you know of that are available for
families, from programs or agencies, to help make ends n
(Yoshikawa et al., 2007)

put

What about [*program]?Hrobe here for programs they
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haven’t mentioned yet, from the following list, and get san

information as above(Yoshikawa et al., 2007)

* Child Care subsidies

* Food Stamps

* WIC (“food, formula, and nutrition help for pregnant
women and babies”),

* Health insurance (“Medicaid, Child Health Plus, Family
Health Plus”)

* EITC (“tax check”, “where you get money back at tax
time”),

* Child care assistance (“ACS — Administration for
Children’s Services”, “HRA — Human Resources
Administration”, “daycare”, Head Start, Early Head St3
-- or other),

* Public assistance (“TANF”, “welfare”, “where the
government mails you a check every month”),

* SSI (“disability”, “monthly check when you or someone i
your family is sick or can’'t work because of some heal
condition”),

* Unemployment insurance (“unemployment”, “money to
help you out if you've lost your job while you're looking
for a new one”)

What do people you know think about getting help from th

government? (Yoshikawa et al., 2007)

How do you think the US government compares to COO i

how they help families? (Yoshikawa et al., 2007)

What about community groups and organizations? How (

those in your neighborhood compare to those in COO in

terms of supporting families? (Yoshikawa et al., 2007)

i,

=

th

e

Social support

From whom do you receive emotional support?

Who can you count on (in an emergency) if you need hel
with the children?

Who are the friends or family members that you spend tin
with regularly? What kinds of activities do you do with
them?

ne

Culture and
language

How has learning English been for you? (Yoshikawa et a
What languages would you like your children to speak at
home? school?

In your opinion, what are the good/bad things about spea
two or more languages? (Yoshikawa et al)

What aspects of your culture do you hope your children
maintain?

Why are these things important? How will you make sure
this?

N

King

of

Daily routines

Can you walk me through your day yesterday, from the tin
you woke up to the time you went to bed? Why are these
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important activities? How is your daily routine different fro
what it would be in your home country? Is there anything

wish were different in your daily routine or your children’s?

Are there certain things you wish you could do with your

child throughout the day? Are there certain things you wigh

you could do for yourself throughout the day? [Gather de
on the parent’s daily interactions with the child who is in
ECCE, whether the parent is working, their interactions w

the ECCE program as well as their family, friends, or other

parents]. How are weekend days different?

m
you

tails

th

Looking towards
the future

If you were able to look at your life and your child’s life 15t

20 years from now, what would you like to see?
What would your family look like?

What would your children be doing?

What would you be doing?

How would you know that you were successful as a parent?

Final thoughts

What advice would you give to other families migrating fram

your country to the U.S.? As they prepare for their journe
and as they arrive and settle in the U.S.?
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Appendix D: Index of Mothers

Country of # of Focal Years
Pseudonym Age Field Site
Origin Children Child in U.S.
1. Aamina Ethiopia 27 1 il 7 River Banks
2. Aisha Ethiopia 30 1 ! 2 River Banks
3. Alejandra El Salvador 26 2 "D 5 River Banks
4. Amira Eritrea 28 2 7y 8 River Banks
5. Aster Ethiopia 40 3 "3 18 River Banks
6. Baduwa Ghana 34 2 %o 8 River Banks
7. Berta Ethiopia 45 1 ! 15 River Banks
Time of
8. Camila Mexico 26 2 i 5
Wonder
9. Daniela El Salvador 31 2 n% 9 La Casita
Time of
10. Desta Ethiopia 40 3 "9 10
Wonder
11.Eliana D. Republic 32 2 1 14 La Casita
12.Elsa Mexico 26 2 9 7 La Casita
13.Emilia Ecuador 31 2 " 9 River Banks
Time of
14.Esmeralda Mexico 21 1 sl 5 Wonder
Time of
15.Fernanda  El Salvador 28 1 sty 10
Wonder
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16.Guadalupe El Salvador

17.Halima

18.Isabel

19. Juliana

20.Kassa

21.Maisa

22.Makeda

23.Manal

24.Maria

25. Marisa

26. Marisol

27.Mercedes

28.Paola

29.Perla

30.Samira

31.Sana

32.Selena

33.Serwa

34.Sharon

35.Sisi

Egypt

Mexico

Guatemala
Ethiopia
Sudan
Ethiopia
Morocco

El Salvador
El Salvador

Guatemala

El Salvador

Mexico
Mexico
Sudan
Somalia

El Salvador
Ghana
Ghana

Ghana

29

35

32

27

30

28

23

29

32

43

32

29

26

46

32

42

32

42

32

35
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St 1
th4
511

)

!
"3

511

I'd3

sl 1
th4
nd2
th4

511

16

10

10

14

10

20

10

Time of

Wonder

River Banks

Time of

Wonder

La Casita

River Banks

River Banks

River Banks

River Banks

River Banks

La Casita

River Banks

Time of

Wonder

La Casita

La Casita

River Banks

River Banks

River Banks

River Banks

River Banks

River Banks



Time of

36. Sofia El Salvador 24 2 5'1 7

Wonder
37.Stacey Ghana 35 3 1 10 River Banks
38.Teresa Argentina 34 2 "2 8 River Banks

Time of
39.Valeria Mexico 27 2 % 7

Wonder

Time of
40.Viviana  El Salvador 37 4 1 21

Wonder
41.Yenee Ethiopia 37 1 1 12 River Banks
Average 321 2.19 9.1
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