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CHAPTER 1 

Introduction 

P a ren t Involvem ent 

"Parent involvem ent is desc rib ed  in th e  child developm ent literature a s  the  

d e g re e  to which a  pa ren t is com m itted  to his o r h e r role a s  a  paren t and  to the 

fostering of optimal child developm ent" (M accoby & Martin. 1983, p. 48). It 

usually  a d d re sse s  the  am ount of tim e a p a ren t or significant adult fo c u ses  on 

child oriented activities (Pulkkinen, 1982). C urren t research  Indicates p a re n ts ' 

involvem ent in their child's educa tion  facilitates th e  child's developm ent from 

early  childhood through early  a d o le sc en c e . P aren ta l involvem ent in the  

p reschool and  e lem en tary  y e a rs  h a s  b e en  found to d e c re a se  school reten tion , 

red u c e  special education  p lacem en ts , positively affect school ach iev em en t, and  

in c re a se  com m unication b e tw een  th e  family and  school (Epstein. 1991a:

M arcon. 1994a). T he type of involvem ent is not a s  important a s  the  continuity 

b e tw een  the p a ren t and  the  schoo l or early  childhood setting (Epstein. 1987).

Historically the  prim ary careg iv ers  and  ed u ca to rs  of children in th e  United 

S ta te s  have b e en  p a ren ts  (Powell. 1991a). Both governm ent legislation and  

tradition have  supported  this philosophy. H ow ever, during the  1960 's an d  7 0 ’s 

socie ta l c h an g e s  such  a s  th e  mobility of fam ilies, the  in c rease  in single p a re n t 

fam ilies, in c reased  num bers of fam ilies living in poverty, a  growing minority 

population, and  an  expanding  global econom y  gradually p laced  the  responsibility  

of educating  s tu d en ts  primarily upon schoo ls . R ather than  expanding  s tu d e n ts '
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know ledge and  acad em ic  su c c e ss , this educational trend  p rod u ced  in c reased  

num bers o f school d rop-ou ts and  falling ach ievem ent s c o re s  for A m erican 

s tuden ts, particularly th o se  in im poverished settings (Chavkin. 1993). This trend 

h as  initiated a  reapp ra isa l of the  increased separa tion  of school and  hom e and 

h as  precipitated  a  réévaluation  of m ethods designed  to include p a ren ts  in their 

child's edu ca tio n .

T he M etropolitan Life Survey of the Am erican T e a ch e r (Harris, 1987) 

found th a t 69  p e rcen t of th e  te ach e rs  surveyed, recognized  p a ren t involvem ent 

a s  an efficacious m e a n s  to in c rease  studen ts ' school s u c c e s s .  S u b se q u e n t 

re sea rch  investigations in a  variety of populations indicated th a t not only w ere 

p a ren ts  co n sid e red  by te a c h e rs  to be an integral part of ch ildren 's school 

su cc e ss , b u t th a t p a re n ts  d esired  to be involved (E pstein, 1986; W illiams & 

Chavkin, 1985). This is particularly evident in th e  a re a  of a ca d e m ic  su c c e ss . A 

growing body of re sea rc h  d e n o te s  parent involvem ent in ed u ca tio n  a s  directly 

related to significant in c re a se s  in student ach ievem en t (Bloom, 1985; 

B ronfenbrenner, 1979; Epstein , 1991b; H enderson , 1987).

In conjunction with the  em phasis  on p a ren t involvem ent h a s  com e 

in c reased  atten tion  to p a re n ts ' knowledge of child d ev e lo p m en t and  appropriate  

w ays to a s s is t  in their child 's education. P a ren ts  indicate th a t they  w an t to help 

their child learn , but a re  u n su re  of appropriate m eth o d s (Powell, 1991b). Time 

constrictions, d u e  to  th e  in c rease  of single p a ren t fam ilies an d  fam ilies with both 

p a ren ts  working o u tside  of th e  hom e, have  affected th e  a m o u n t of tim e paren ts
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sp e n d  in their child's education . However, even m ore problem atic than  this, is a 

discontinuity betw een the  educational pedagogy of the  school and  the 

edu ca tio n a l opportunities which occur in the hom e (Mattox, 1991; Powell. 1990) 

This incongruence may be  influenced by ethnic traditions, paren tal 

socioeconom ic  level, or th e  educational ex p erien ces  of the  p a ren ts  (Grolnick & 

R yan, 1989).

P a ren t’s ethnic origins and  the  m ethod in which pa ren ts ' hav e  been  raised 

h a v e  b een  found to have  co n sid erab le  influence upon w hen they  ex p ec t their 

children to perform school re la ted  ta sk s  (G oodnow, C ashm ore , Cotton. & Knight. 

1984; H ess, Kashiwagi, A zum a, Price, & Dickson, 1980). P a re n ts  w hose  ethnic 

origins differ from the w hite m iddle c la ss  population, which d o m in a tes  m ost 

public school system s, find assisting  in their ch ildren 's education  particularly 

difficult. This problem also  occurs  in families with low incom es. T h e se  paren ts 

ind ica te  tha t they want to help their children learn, but do not know how (Epstein 

& D auber, 1991; Chavkin & Williams, 1993).

G iven this sta te  of affairs, professionals m u st acknow ledge  the  

im portance  of developing fluid reciprocal interactions be tw een  te a c h e rs  and 

fam ilies to bolster the congruency  betw een the  two settings. T he  em p h asis  m ust 

b e  on an  ecological ap p ro ach  which provides a s s is ta n c e  in th e  child's education, 

su p p o rts  and  em pow ers p a ren ts , and allows bidirectional com m unication and 

in teraction betw een te a c h e rs  and  families.



H om e Visiting

O ne of the  tech n iq u es  for facilitating paren t involvem ent th a t is identified 

a s  m ost effective in the  em pow erm ent of both p a ren ts  and children is hom e 

visiting (Wasik. B ryant & Lyons. 1990). Home visits have b een  utilized a s  a 

m e an s  to include p a re n ts  in their child's hom e learning activities a s  well a s  

providing the family with paren t education  and a c c e s s  to social serv ice  ag encies. 

In a  survey of hom e visitation program s addressing  the  n e ed s  of m others  of 

infants and todd lers who have b een  identified a s  at-risk for health  or educational 

com plications, G om by. Larson, Lewit and  Behrm an (1993) report 200 ,000  

children and  fam ilies participate in hom e visits each  year. This includes those  

hom e visiting p rogram s ad d ress in g  th e  educational n eed s  of children w ho are  

no t considered  a t risk for health  or learning difficulties, a s  well a s  th o se  w ho are  

identified at-risk. This information indicates increasing in terest and  support for 

hom e visitations for children in at-risk populations. Additional ev id en ce  of 

in te rest in hom e visiting program s is s e e n  in the 102nd sess io n  of C o n g ress  in 

which a t least nine bills w ere introduced which included hom e visits a s  a  m eans 

to m ee t children's n e e d s  (Chiles, 1992).

Theoretically hom e visits a p p e a r  to be the  m ost ecologically effective 

m e a n s  of supporting and  em pow ering the  developing child and  family. 

B ronfenbrenner (1979) s ta te s  th a t for a  child to ach ieve  optim um  developm ent 

and  school s u c c e s s  all of th e  peop le  and  ag encies interacting in h is /her life m ust 

b e  congruent. M inuchin (1985) s tre s s e s  the im portance of th e  m o th er and
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child 's relationship. S h e  a sse r ts  th a t th e  te ach e r m u st recognize  the m o th er - 

child relationship a s  a  circular sy stem  w here the  individuals interact with o n e  

ano ther. If paren ts  and te ach e rs  h av e  differing ex p ec ta tio n s  for the child, this 

can  initiate disequilibrium within th e  child and potentially th rea ten  optim um  

school su ccess . Through hom e visits the  teacher, socia l w orker or health  

p rofessional can  m ore accurate ly  perceive  and u n d e rs tan d  child and family 

s tren g th s  a s  well a s  n eed s , thus b e tte r facilitating child and  family developm en t.

Although theoretically g rounded , hom e visitation p ro ced u res  have  

received  conflicting empirical en d o rsem en t. The cu rren t em pirical dilem m a 

re s id e s  in the variety of hom e visiting program s. S tu d ie s  investigating th e  

benefits  of hom e visits continue to b e  limited in s c o p e  an d  report mixed or 

conflicting results (O lds & Kitzman, 1993). T h e se  re su lts  reflect the diversity of 

p rogram s, the g re a t variety of training and ex p erien ce  of th e  hom e visitors, the  

client population and  the  s tra teg ies  em ployed by th e  visitors to ach ieve  the ir 

goa ls. Further obscuring th e  issu e  is the  fact that, a s  reported  by W eiss (1993). 

very few  stud ies h av e  b een  rep licated . Many of th e  existing stud ies 

co n cen tra ted  solely on the  effects of hom e visits d isregard ing  the  ch arac te ris tic s  

and  attitudes of th e  hom e visitor, family and child. Little is known ab o u t th e  

optim um  duration o r frequency of ho m e visits, or if h o m e  visits by te a c h e rs  a re  

m ore beneficial th an  hom e visits by o th e r personnel. Within th e  early childhood 

a re a  th e re  are  no com parison  s tu d ie s  in which so m e  s tu d e n ts  receive h o m e  

visits while o thers in the  co m parab le  settings receiv e  no hom e visits.
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As reported  earlier the  majority of hom e visitation re sea rch  h as  included 

populations at-risk for health  com plications or poverty. T h e  visitors in th e se  

settings have b een  tra ined  parap ro fessiona ls  or multi-disciplinary team s residing 

outside the  com m unity, w h o se  primary focus w as  educa ting  the  parent to m eet 

th e  n eed s  of th e  family o r child (W asik, Bryant & Lyons. 1990). There a re  very 

few stud ies which exam in e  conventional classroom  te a c h e rs  a s  hom e visitors in 

e ither e lem en tary  or p reschoo l settings w here  the  em p h as is  is on streng then ing  

parental participation in th e  child's education . Although theoretically the  

individual interaction b e tw een  p aren ts, te a c h e r  and child in th e  child's hom e 

should in c rease  paren t, te a c h e r  and  child interaction and  trust, there is little 

empirical su p p o rt for this assum ption .

H ead S tart

O ne of the  few  early  childhood education  program s m andating hom e visits 

by te ac h e rs  during th e  schoo l y ea r is th e  governm en t funded  H ead S tart 

preschool program . H ow ever, th e se  visitations typically only occur twice during 

th e  school year. Their prim ary p u rp o se  is to a s s e s s  the  fam ily's need s  

(Administration for children and  families, 1992). H ead S ta rt se rv es  primarily poor 

children a g e s  3 to 5, with th e  majority (currently 63% ) being  four years old (Zigler 

& Styfco, 1993b). From  its inception in 1965, H ead S tart h a s  em phasized  

serving the  w hole child. Utilizing an  ecological ap p roach . H ead  S tart's goa ls  

include health  an d  social serv ices, pa ren t involvem ent, an d  providing 

developm entally  ap p ro p ria te  activities for children. The p a re n t involvem ent
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co m ponen t includes p a ren t participation. Although all H ead  S ta rt p rogram s 

a d h e re  to the  federal gu idelines concerning paren t involvem ent, e a c h  setting is 

en co u rag ed  to m eet the particu lar n eed s  of its clientele.

Although having experienced  flat funding during th e  1980’s, th e  increasing 

num bers of children living in poverty h a s  stim ulated ren ew ed  in te re st in the Head 

S ta rt program . As in earlier tim es, today H ead S tart is ag a in  in th e  m iddle of an 

ideological d e b a te  over th e  p roper role of the  federal g o v ern m en t in solving 

social p rob lem s (Zigler & Styfco. 1993b). The federal ag en cy . Administration for 

Children, Youth and  Fam ilies which o v e rsee s  the  H ead S ta rt p rogram  is 

encourag ing  re sea rch  investigations to be tte r a scerta in  an d  su p p o rt th e  benefits 

of this program .

P urpose

B e c a u se  of the  d earth  of parental involvem ent inform ation concerning the 

benefits of hom e visits by te a c h e rs  which include both p a re n t and  child, this 

study  will investigate the e ffec ts  of eight monthly hom e visits on a  cen te r-b ased  

H ead S ta rt sam ple . The effec tiveness of the  teacher-led  h om e visits will be 

a sce rta in ed  by com paring th em  with hom e visits m ade  by o th e r adu lts , and with 

a  no -trea tm en t control g roup . By com paring families' receiving th e  minimum two 

te a c h e r  hom e visits m an d a ted  by H ead S tart (control g roup) with fam ilies 

receiving eigh t hom e visits by the  classroom  te a c h e r  (experim ental group), and 

with fam ilies receiving e ig h t brief hom e visits by o ther ad u lts  (com parison  group), 

the  re sea rc h  com m unity's a w a re n e ss  of the  effects of h o m e  visits perform ed by
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so m eo n e  who is intimately involved with th e  child should be  in c reased . 

Theoretically the  te a c h e rs  and  p a ren ts  should experience  in c reased  

com m unication and  a w a re n e ss  of e ac h  o thers ' and  the child 's n e e d s  a s  a result 

of the  teacher-led  hom e visits. T he p a ren t should gain a  g re a te r  understanding 

and  know ledge of h is/her child 's learning abilities, and the  child should  have a 

m ore accura te  perception  of h im /herself a s  a  student. This ag a in  is an  a rea  with 

very little existing em pirical d a ta .

For the  p u rp o ses  of th is  study  th e  teacher-led  hom e visits will focus on 

increasing com m unication b e tw een  the  parent, child and te a c h e r  and  assisting  

p aren ts  in developing realistic educa tiona l and social ex p ec ta tio n s  for the child. 

T he hom e visits led by o th e r adu lts  will be  brief. lasting no m o re  than  20 m inutes. 

T he adults will b e  s tu d en ts  w ho a re  majoring in early childhood education  a t the  

University of O klahom a. C om m unication will focus totally on  th e  child. The 

primary purpose is to control for th e  H aw thorne effect. T he control group 

te ac h e rs  will com plete  the  2  norm al hom e visits required by H ead  Start.

R ese a rch  Q uestions

1. Will family ch arac te ris tic s  of H ead S tart participants influence the 

m other's, te a c h e r 's  and  child 's percep tion  of the  child’s co m p e ten ce , the m other's 

and  teach er's  a ttitu d es  tow ard o n e  ano ther, the  m other's cognitive and  social 

expecta tions for h e r child, h e r  know ledge of child developm ent, and  her 

perception of h e r role in h e r  child 's ed u ca tion?

8



2. W hat influence will th e  addition of hom e visits have  on the  m other’s 

an d  te ac h e r 's  a ttitudes tow ard o n e  a n o th e r  after variance d u e  to family 

charac te ris tics  h a s  b een  controlled?

3. Will th e  addition o f hom e visits c h an g e  m other's expecta tions for h e r 

child 's social and  cognitive d ev e lo p m en t a fte r variance d ue  to family 

charac te ris tics  h a s  b een  contro lled?

4. After controlling for family characteristics, will the  addition of hom e 

visits influence th e  te a c h e r’s  know ledge of th e  four-year-old child’s  cognitive and  

social co m p eten ce?

5. After controlling for family characteristics, will the  addition of ho m e 

visits influence th e  four-year-old child 's perceived  co m p eten ce?

6. After controlling for family characteristics, will the  addition of ho m e 

visits influence the  m o ther’s  percep tion  of h e r co m petence  to e d u c a te  her child?



CHAPTER 2 

Review of the  Literature 

P aren t Involvem ent 

R ationale  for p a ren t involvem ent

P aren ta l involvem ent in the  education  of children h a s  historically been  

view ed both by p a re n ts  and te ach e rs  a s  a  critical co m p o n en t in the educational 

d ev e lo p m en t of a  child (Reynolds, 1992). In 1782, F rederick Froebel, one  of th e  

prim ary contributors to the estab lishm en t of th e  k indergarten  concept, s ta ted  th a t 

m others w ere  an  integral com ponent in a young child 's early education (O sborn. 

1991). From  the  arrival of the  early settlers  until th e  1860 's the family w as solely 

resp o n sib le  for their children's education (O sborn , 1991). The doctrine tha t it is 

the  p a ren ts ' right to ra ise  their children h as  long b e e n  o n e  of Am erica's core 

v a lu es  (Powell, 1990a).

This p rem ise  of including paren ts  in the ir child 's education h as  been  

e sp o u se d  by various early childhood professional o rganizations. Included in th e  

N ational A ssociation  for the Education of Y oung C hildren 's Developmentallv 

A ppropriate P rac tice  in Early Childhood P ro g ram s Serving Children From Birth 

Through A ge 8 (B redekem p, 1987) is the belief th a t m utual support and good 

com m unication b e tw een  paren ts  and  staff a re  e sse n tia l for optimum em otional 

and  cognitive dev elo p m en t of the  child P a re n ts  a re  s e e n  a s  the primary so u rce  

for c a re  and  affection for children at every a g e . T e a c h e rs  are  directed to 

"com m unicate  regularly (with paren ts) to build m utual understanding and g re a te r
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consistency  for children" (p .57). The consisten t e m p h as is  is th a t teach e rs  view 

p a ren ts  a s  partners in th e  educational process.

A growing body of research  continues to identify th e  im portance of 

including p aren ts  in all fa ce ts  of their child's school activities (e.g ., Marcon. 

1994a; Epstein, 1991a; Reynolds, 1992). School and  p a ren t com m unication and 

a  congruency  of p a ren t and  school attitudes, asp ira tions and  beliefs have been  

identified a s  param ount for a  child's optimal school s u c c e s s  (B ronfenbrenner. 

1986). W hen te ac h e rs  include paren t involvem ent in their teach in g  procedures, 

parent-child interactions in c rease  within the hom e and  p a re n ts  report increased 

co m p eten ce  in assis ting  their children in educational activities (Epstein, 1986). 

C ontem porary  P aren t Involvem ent

In T he M etropolitan Life Survey of the A m erican T e a c h e r  (1987), a 

random ly selec ted  sam p le  of 1,002 te ach e rs  and  2,011 p a re n ts  w ere asked 

ab o u t their beliefs on th e  im portance of paren t involvem ent. Seventy-five 

p e rcen t of the  te a c h e rs  w anted  paren ts  involved in th e  schoo l while 74%  of the 

p a ren ts  ex p re ssed  th e  d e sire  to be involved (Harris & A sso c ia tes , 1987). Thus, 

p a ren t involvem ent h a s  b een  identified by both te a c h e rs  and  p a ren ts  as  

n e c e ssa ry  for children 's optimal school su ccess .

This position h a s  further b een  supported  and  e x ten d e d  by th e  National 

E ducation G oals d ev e lo p ed  during the  National G overnors ' C onference  on 

improving education  in th e  United S ta te s  by declaring;
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Every p aren t in Am erica will b e  a  child's first te ac h e r and  d ev o te  tim e 
e ac h  day  helping his or h e r p reschool child learn: p a ren ts  will have  
a c c e s s  to the  training and  support they need.
(U.S. Dept, of Education, 1987).

T hus, it is not only ed u ca to rs ' responsibility to identify activities which will

e n h a n c e  paren ts ' Involvem ent in ch ildren 's education, bu t a lso  to provide

s tra teg ies  which a re  u n d ers tan d ab le  and  m ee t the n e e d s  of th e  p a re n t a s  well a s

th a t of the  child. P a re n t involvem ent m ust e n h an ce  children 's individual

educational n e e d s  and  learning sty les while also addressing  th e  individual

d ifferences and  n e e d s  of paren ts.

Although a  g re a t deal of p a ren t involvem ent re sea rch  h a s  b e e n  conducted

in middle c la ss  school settings, o n e  of th e  sem inal stud ies to identify positive

resu lts  from p a ren t involvem ent w as begun  by the Yale Child S tudy C en te r T eam

in 1968 (C om er & H aynes, 1991). After spending  severa l y ea rs  in tw o low

incom e e lem en tary  sch o o ls  in New H aven, Connecticut, C om er and  H aynes

concluded  tha t th e  b e s t  w ay to in c rease  paren t, teacher, and  s tu d en t in teractions

w a s  to ad o p t an ecological ap p ro ach . P a re n t involvem ent could not be

a d d re s se d  in isolation.

By utilizing a  te am  co m p o sed  of a special education  te ac h e r, a

psychologist, a social w orker and  Dr. C om er, support and  g u id an ce  w ere

provided p a ren ts  and  faculty to develop  interaction and com m unication. O ver a

five year period th e  te am  w orked with two elem entary  sch o o ls  to include p a ren ts

in every face t of the  school, including a  school planning and  m a n a g e m e n t team .
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T h e  program  w as  highly successfu l a s  paren ts who had  not participated in the 

school began  to view  it a s  a  p lace for them  as well a s  the ir children. This 

ecological ap p ro ach  to p a ren t involvem ent is still th e  cen tral focus of parent 

involvem ent today.

O ne of th e  p rob lem s C om er and  H aynes reported  w as  th a t som e te a c h e rs  

had  difficulty ad justing  to com m unicating with p a ren ts  on all levels. They w ere  

intim idated by having th e  paren ts  in the  school buildings a t all tim es and felt 

th rea ten ed  by p a re n ts  being included in adm inistrative d ec is io n s  concerning 

school policies. A s will b e  dem o n stra ted  throughout th is review  som e 

discontinuity still e x is ts  be tw een  the  hom e and school. C hanging  family 

dem ograph ics, th e  inclusion of children with handicapping  conditions within 

c lassro o m s an d  th e  e m p h as is  on p a ren t education h a s  th re a te n e d  som e 

te a c h e rs  a s  well a s  in c reased  their teach ing  duties (B erger, 1991).

P aren ts ', te a c h e rs ' and s tu d en ts ' attitudes, p re fe re n ce s  an d  n eed s  m ust 

b e  collectively a d d re s s e d  before im plem enting p a ren t involvem ent policies. T he 

ensu in g  problem  is identifying which p a ren t involvem ent te ch n iq u es  and p aren t 

education  or child g u id a n ce  m ethods a re  m ost likely to e n h a n c e  children's 

individual ed u ca tio n a l n e e d s  and learning styles, while a lso  ad d ress in g  the  

individual d iffe ren ces  an d  n e ed s  of p a ren ts  and ed u ca to rs .

Epstein an d  h e r  a sso c ia te s  ex ten d ed  C om er's w ork by surveying p aren ts , 

te a c h e rs  an d  adm in is tra to rs  to identify th e  m ost com m only utilized and preferred  

p a re n t involvem ent te ch n iq u es  (B ecker & Epstein. 1982; Epstein . 1986). Initially
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six ca teg o ries  em erged: (a.) th e  sch o o ls ' basic obligation to a ss is t and ed u ca te  

p a ren ts  in th e  appropriate c a re  and  support of children, (b.) com m unication 

be tw een  hom e and school including new sletters, phone calls, hom e visits and 

p a ren t co n fe ren ces, (c.) including p a ren ts  in the c lassroom  setting as  

participants in various sch o o l-b ased  activities, (d.) including p aren ts  in hom e 

learning or hom ew ork activities, (e.) including paren ts in school governing bodies 

such  a s  p a ren t-teach e r o rgan izations and  school advisory  councils, and (f.) 

providing a c c e s s  to community o rgan izations which su p p o rt health  and 

educational opportunities for both children and paren ts. A s will be  seen  

throughout th e  review th e se  six p a re n t involvement s tra teg ie s  occur in m any 

educational se ttings, how ever the ir d e g re e  of u sag e  and  p u rp o se  vary 

considerably .

Theoretical S u pport for P a ren t Involvem ent

Familv sy stem s theory. T h e  value  of parent te a c h e r  com m unication and 

p a ren t involvem ent in a child's ed u ca tio n  a re  supported  by sev era l theories. O ne 

theory  evolved from family th e rap y  s tu d ies  which found th a t individual m em bers 

of a  family could not be optimally understood  and a d d re s s e d  without being 

cognizan t of o th e r family m em b ers. T he family is view ed a s  a  social system  in 

which family m em bers a re  in te rd ep en d en t (Minuchin, 1985). P atte rn s of 

in teractions a re  developed and  m ain ta ined  am ong family m em b ers  over a  period 

of time. T h e se  patterns a re  view ed a s  circular with o n e  m em b er's  actions 

affecting or responding  to th e  ac tio n s  of another. For ex am p le , a  m other m ay be
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overprotective o f h e r child b e c a u s e  her m other w as overpro tective of her. o r sh e  

may b e  overpro tective b e c a u se  the  tem peram ent of h e r child is fretful and 

dem anding . T he  m other’s ontogenic  origins and personal psychological 

resou rces, the  current social setting which provides support o r s tre ss , and  th e  

tem p eram en t o f the  child a re  interacting system s which affect th e  parent child 

relationship (Belsky. 1984).

T he b a s ic  prem ise is th a t hum ans do not develop in isolation. The 

nucleus of family security is th e  predictability of the  various sy stem s. Even in a 

dysfunctional family, m em bers will strive for hom eostasis  o r internal stability 

(Minuchin. 1985). In a  dysfunctional family, the challenge is to  a b e t the existing 

sy stem s in developing  healthy interactions.

This theo ry  illuminates th e  in te rdependence  of family m em bers and  

settings. W hen  a  young child e n te rs  school, s /he  is a lread y  a  com posite of 

family charac te ris tics, beliefs and  interactions. The child c an n o t be  optimally 

understood  no r h is/her n e e d s  a d d re sse d  in isolation. T e a ch e rs  and  p aren ts  

m ust co m m unicate  frequently and  effectively so  tha t th e  hom e and  school c a n  

be co n g ru en t in providing a supportive and  understanding  environm ent.

B ronfenbrenner's  ecological sv stem s theory. B ronfenbrenner (1979) g o e s  

beyond M inuchin’s sy stem s theory  by addressing  not only family charac te ris tics  

and in teractions, but a lso  neighborhood, community, and  national e lem en ts  an d  

attributes which affect child and  family functions. He d efin es  hum an grow th an d  

developm en t a s  a  m utual accom m odation  betw een an  active growing being and
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the  changing p ro p ertie s  of people and  settings surrounding her/him . T he theory 

consists  of th re e  main principles, (a). The growing p e rso n  Is no t a  tabula rosa  

on which th e  env ironm ent m akes an Impact. Instead th e  p e rso n  Is a growing 

dynam ic entity w ho Interacts and som etim es restruc tu res  th e  environm ent 

surrounding him /her. (b). The environm ent affects th e  p e rso n  th u s  providing bi­

directional Interaction, (c). The environm ent Is not limited to th e  Im m ediate 

surroundings, bu t e n c o m p a sse s  a  variety of larger se ttin g s.

B ron fenb renner (1979) refers to th e se  various se ttin g s  o r s truc tu res a s  a 

n e s t of R u ssian  dolls with the developing person  and th e  m icrosystem s In the 

cen ter. "The m icrosystem  Is a pattern  of activities, ro les, and  Interpersonal 

relationships ex p erien ced  by the developing person  In a  given setting with 

particular physical and  material charac te ris tics” (p.22). B ronfenbrenner defines a 

setting a s  a  p la ce  w h ere  a  developing Individual e n g a g e s  In d irect Interaction 

with a  p erson  or Institution which Im m ediately affects th a t Individual (e.g., 

neighborhood, church , day  care  setting  and  o ther Institutions an d  people with 

w hom  the develop ing  child Interacts frequently). B ro n fen b ren n er s ta te s  tha t the  

key word Is e x p e rien c e . The experience  th a t the  child and  p a re n t have In th e se  

settings, w hich a re  a  part of their social system , affect th e  child and  paren ts ' 

developm ent. T hus, a s  su g g ested  by Minuchin, not only do  family and te a c h e r  

charac te ris tics, beliefs and  exp erien ces  affect the  child 's developm ent, but In 

B ronfenbrenner's  view th e  Institutions with which the  child and  paren t 

Im m ediately In teract a lso  affect developm ent. T he Instructional and  supervisory
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philosophy of a  d ay  c a re  program  In which th e  child partic ipates, the  n u m b er of 

te ac h e rs , th e  equ ip m en t provided, a n d  paren t-teach er com m unication 

opportunities can  influence the child 's reaction and interaction within th e  setting.

T he in terrelations am ong th e  m icrosystem s explained a b o v e  co m p o se  the 

m eso sy s tem  (or nex t R ussian  doll). This system  is the  on e  w hich a d d re s s e s  

p a ren t-te ach e r com m unication and  em p h as iz e s  an  u n d erstand ing  of th e  

relationships b e tw een  settings, in th is c a s e  hom e and school, ra th e r th an  ju st the  

child in isolation. F rench , R odgers, and  C obb (1974) e m p h as iz e  th e  im portance 

of a  "g o o d n ess  of fit" within the m eso sy s tem . "G oodness of fit" refe rs  to the  

m atch b e tw een  su p p o rt desired  or n e e d e d  for the child and  family and  the  

support received . W hen  the a ttitudes ex p ressed  by the  m em b ers  (e .g ., p a ren t 

and  teach er/careg iv er) of e ach  m icrosystem  are  congruent, continuity d e sc rib e s  

th e  relationship. If th e  attitudes e x p re s se d  by the m em bers differ, discontinuity is 

possib le , which d e c r e a s e s  the possibility of com m unication b e tw een  th e  two 

m icrosystem s. T he  m eso sy stem  is a  sy stem  of m icrosystem s w hich e n c o m p a ss  

family su p p o rt sy s te m s . (B ronfenbrenner, 1979).

A lthough no t directly related to  th e  developing child, th e  third ring of 

B ronfenbrenner's  ecological sy stem , entitled the ecx o sy stem , re fe rs  to  se ttin g s  

which affect th e  family and  child, b u t in which the child d o e s  no t im m ediately 

interact. This inc ludes p a ren ts ' w ork p lace , paren ts ' friends, sibling activities, 

and  availab le re so u rc e s  (e.g., ne ighborhood  organizations, s ta te  a g en c ie s , 

m edical serv ices). For exam ple, p a re n ts ' em ploym ent can  a ffec t a  p a ren t's
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in teractions with the  child a s  well a s  interactions with te a c h e rs  and o ther school 

p e rso n n el (Bronfenbrenner, 1979). Working p a ren ts  a re  often unable to a tten d  

school functions during the d ay  which involve their child. P aren t and te a c h e r  

com m unication may be  im peded b e ca u se  the  p a ren t is unavailable for 

co n fe ren ces  or te lephone  calls which occur during th e  school day.

B ronfenbrenner defines th e  ou ter ring a s  th e  m acrosystem  referring to 

governm ental regulations a s  well a s  ethnic traditions. An inner city preschool 

child's developm ent m ay b e  affected by reduced governm ental funding for H ead 

S tart p rogram s or job training for unem ployed p a ren ts . Even though the  child 

d o es  n o t immediately in teract with th e se  institutions, h is/her life is altered 

b e c a u s e  of them . This ring a lso  includes societal v a lu es  a s  well a s  ethnic 

traditions and  beliefs which often affect parental beliefs and  goals concerning th e  

developing  child (O kagaki & Divecha, 1993).

T h e  basic  prem ise o f B ronfenbrenner's theory  is tha t the child d o e s  not 

develop  in isolation. It is critical tha t educational institutions attend to the  

sy s te m s  surrounding the child to optimally a d d re ss  h is/her learning n eed s .

VvQOtskv's theory of hum an developm ent. Sim ilar to Minuchin's Family 

S y s te m s  Theory and  B ronfenbrenner's  Ecological Theory, Vygotsky's 

Sociocultural Theory a d d re s s e s  the  prem ise tha t a  child 's thinking canno t be  

rem oved  from the social an d  historical context in w hich it occurs. "Children's 

cognitive developm ent is e m b ed d e d  in the con tex t o f social relationships and  

sociocultural tools and  practices" (Rogoff, 1990, p .8). T he child d o es  not learn in
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isolation. Learning o ccu rs  through social interaction with p e e rs  and  adults in a 

variety of contexts.

By interacting "with peop le  who have ach ieved  so m e  skill in th e  use of 

intellectual tools" V ygotsky believes that the  child can  learn  m ore (Rogoff. 1990, 

p. 140). D evelopm ent can  be  stimulated by significant adults w ho a re  

know ledgeable not only of th e  child’s  abilities, but a lso  of h is/her learning 

characteristics and  in te rests . Learning is view ed m ore a s  an  appren ticesh ip  in 

which the developing child w orks closely with an  ex p ert in joint problem  solving 

in w hat Vygotsky d e fin es  a s  the  zone of proximal developm en t. T he zone of 

proximal d evelopm en t is th e  d istance be tw een  w hat th e  child a lready  knows and  

w hat s/he  could learn  through adult gu idance. H e a lle g es  th a t a  child who 

interacts frequently  with a  know ledgeable pa ren t will ob tain  m ore know ledge a s  

well a s  develop b e tte r  critical thinking skills. Interaction in th e  z o n e  of proximal 

developm ent should a lso  help the paren t b eco m e  m ore  know ledgeab le  of the 

child’s learning ch arac te ris tics  and in terests.

Com m unication b e tw een  the child’s  te a c h e r  a n d  p a ren t concerning the 

child’s developm ent should  a ss is t  both the  p a ren t an d  te a c h e r  to becom e m ore 

know ledgeable of th e  child 's learning characteris tics  an d  in terests, thus providing 

both with a  m ore a c c u ra te  view of the child’s  z o n e  of proxim al developm ent and  

su b sequen tly  in c re ase  the  efficacy of their a s s is ta n c e  with th e  child.

This theory co n cu rs  with B ronfenbrenner’s  ecological theory  and 

Minuchin’s  family sy s te m s  theory since all em p h as ize  th a t children do  not
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develop in isolation. T hey all em p h as ize  th e  im portance of env ironm enta l factors 

and  the influence of prom inent peop le  in th e  developing child's life. V ygotsky 

g o e s  one  s tep  fu rther to  em p h asize  th e  im portance of having a  k now ledgeab le  

adult assisting  in th e  child's developm ent. All of th ese  theories provide support 

for the im portance of p a ren t involvem ent in children's education . T he following 

re sea rch  s tu d ies  provide empirical su p p o rt for parental involvem ent in children 's 

education .

Empirical S upport for P a re n t Involvem ent in Children's Education

B ecau se  th e re  a re  multiple in fluences upon a child's re c e p tiv e n e ss  and 

ability to learn, th e  v a rio u s  paren t involvem ent stra teg ies which a re  utilized to 

include p a ren ts  in the ir child's education  a re  som etim es identified a s  

strengthening  a  child 's growth in o n e  a ca d e m ic  setting or g ra d e  level while being 

ineffective in o th e rs  (B ronfenbrenner, 1986). A parent involvem ent s tra teg y  

which m ay positively influence the  d ev e lo p m en t of a young child, m ay  negatively 

influence junior high s tu d en ts ' dev e lo p m en t (D auber & Epstein. 1993; Epstein . 

1991b: H erm an & Y eh. 1980; Iverson. B row nlee & W alberg 1981; R eynolds. 

1989. 1992). T he following stud ies ex am in e  various types of p a re n t involvem ent 

and  their influence o r lack of influence on  children 's developm ent.

P a ren t involvem ent through te a c h e r  initiated com m unication via te lep h o n e  

calls and  written com m unication. Two of th e  m ost com m on form s of p a ren t 

involvem ent a re  te a c h e r  initiated te le p h o n e  calls and written fo rm s of 

com m unication su c h  a s  no tes, w eekly fo lders, and  new sletters. Iverson.
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B row nlee an d  W alberg (1981) utilized te lep h o n e  calls and notes, and  o ther 

w ritten form s of com m unication to involve the  p a ren ts  of 389 minority and  n o n ­

minority children in g ra d e s  o n e  through eight. T he num ber of te a c h e r  co n tac ts  

an d  th e  a g e  of th e  s tuden ts  influenced th e  e ffec tiveness of this form of 

involvem ent. W hen paren ts had m any  te a c h e r  - p a ren t contacts via te lep h o n e  

calls and  written com m unication, young  children (g rad es  1 to 3) m ad e  significant 

g a in s  in reading ach ievem ent while fourth g rad e  stu d en ts  dem onstra ted  no gains 

in reading  ach ievem en t and  high schoo l s tu d en ts ' reading ach ievem ent 

d e c re a se d .

H erm an and  Yeh (1980) reported  sim ilar resu lts w hen they  ex am ined  the 

influence of written com m unication by te a c h e rs  on seco n d  through sixth g ra d e  

ch ild ren 's  school achievem ent. S e c o n d  an d  third g rad e  children's school 

a ch iev em en t increased  and  their p a re n ts  b e ca m e  m ore involved in school 

activities w hen th e  written com m unication b e tw een  th e  teach er and  p a ren ts  

in c reased . How ever, the am ount of school and  hom e com m unication w as 

negatively  re la ted  to fourth through sixth g ra d e  s tu d en ts ' school ach iev em en t.

P a re n t involvem ent through te a c h e r  - p a ren t conferences. A nother 

com m only utilized form of p a ren t involvem ent is pa ren t-teach er co n fe ren c e s .

T he cu rren t re sea rc h  indicates this form  of p a ren t involvem ent h a s  a  m ore 

positive influence on younger children than  o lder children. Iverson e t al. (1981) 

ind icate  first through sixth g rad e  s tu d e n ts  w h o se  p aren ts  have a tten d ed  p a re n t - 

te a c h e r  c o n fe ren ces  received h igher read ing  ach ievem en t te st s c o re s  th an  their
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co u n terp arts  w hose  parents did not participate in teach e r-p a ren t co n fe ren ces. 

H ow ever, th e  positive effects of paren ts ' a ttend ing  co n fe ren ces  d e c re a se d  with 

s tu d e n ts ’ ag e . Fourth g rade  s tuden ts w h o se  p a ren ts  a ttended  co n fe ren ces  

d em o n stra ted  no gains in reading ach ievem ent, and  high school s tu d en ts ' 

read ing  ach ievem ent d ecreased .

M arcon’s  study (1994a) a lso  supported  the  positive influence of parent- 

te a c h e r  co n fe ren ces  on younger children in a longitudinal study  a sse s s in g  the  

influence of basic  parental involvement s tra teg ie s  in public, private, and  H ead 

S ta rt p reschoo l program s. P aren t involvem ent via p a ren t-teach e r co n fe ren ces  

w as  found to be  a  positive variable in school su c c e ss . Children w h o se  paren ts  

a tte n d ed  p a ren t teach er con ferences d em o n stra ted  lower retention ra te s  through 

sixth g rad e , while infrequent involvem ent by first g rad e  p a ren ts  w as  found to 

in c re a se  children 's ch ances of being retained .

Participation at school. Parental involvem ent within the  c lassroom  or 

p reschoo l setting has been  identified a s  being a positive influence on children's 

d ev e lo p m en t (D auber & Epstein, 1993; Grolnick & Slow iaczek, 1994; M arcon, 

1994a; R eynolds, M avrogenes, Bezruczko, & H agem ann, 1996). M arcon and  

R eynolds both reported parental participation in their child's c lassro o m  had a 

positive effect on the child's cognitive dev e lo p m en t though sixth g rad e . In a 

s tudy  of th e  influence of multiple forms of p a ren t involvem ent on ethnically 

d iv e rse  populations. D auber and Epstein reported  that, a lthough so m e  teach e rs  

w ere  uncom fortable having paren ts  a ss is t in th e  c lassroom , m any  te a c h e rs
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perceived  this to be  an effective p a re n t involvem ent stra tegy . P a re n ts  could gain 

an  understanding  of the  c lassroom  p rac tices  a s  well a s  o b se rv e  their child in the 

c lassroom  setting.

Conversely, Smith and  H ow es (1994) found tha t th is widely u sed  form of 

p a ren t Involvement m ay adverse ly  a ffec t so m e children. T hey d iscovered  that 

p reschoo l children w ho w ere  m ore d e p e n d e n t on their m o ther did not interact 

socially with their p ee rs  while the  m o th e r w as volunteering. More m aternally 

d e p e n d e n t children e x p re ssed  in c re a se d  negative em otions and  dem onstra ted  

s tre s s  behaviors w hen their m others w ere  interacting with o ther children. This is 

an  exam p le  of a widely u sed  form o f p a ren t involvem ent having the opposite  

effect on children than  is normally e x p ec te d .

Participation a t hom e. B e c a u se  of the  growing n u m b er of p a ren ts  who 

a re  working outside of the  hom e a n d  unab le  to com e to th e  school during the 

day, p a ren ts  are indicating in c re a se d  in terest in helping their child a t hom e.

Their m ain request is tha t the  sch o o ls  provide specific information on m ethods of 

a ss is ta n c e .

Epstein  and D auber (1991, 1993) exam ined th e  relationship  o f inner city 

p a re n ts ' a ss is ta n c e  in their child's ed u ca tio n  and  the child 's ach ievem en t. The 

study  w as  com posed  of third- and fifth-grade stu d en ts  in an  inner city school 

sy stem . Children w hose  p aren ts  h a d  received req u ests  an d  g u id an ce  on how to 

partic ipate  in their child's education  s p e n t  m ore m inutes ass is ting  with their 

ch ild ren 's  hom ework than  p aren ts  w h o  had  b een  given no  a ss is ta n c e . Their
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children experienced  g re a te r  g a in s  in reading than th o se  children w h o se  p a re n ts  

w ere not encou raged  to partic ipa te  nor provided gu idance  on how  to a s s is t  their 

child in hom e work. H ow ever this form of parent involvem ent did not influence 

children's m ath ach ievem en t.

In their longitudinal study  a sse ss in g  the  effects of o ne  or two y ea rs  of 

preschool, R eynolds e t a l.(1996) found w hen parents participated in hom e 

support activities (e.g ., h o m e  visits), in conjunction with o ther form s of p a re n t 

involvement, children ex p erien ced  le ss  g rad e  retention, school mobility, an d  

increased  sixth g ra d e  aca d e m ic  ach ievem ent.

Grolnick and  S low iaczek  (1994) found the intellectual co n tex t of th e  family 

(e .g ., providing cognitively stim ulating activities and a ss is ta n c e  on  hom e work) 

and  p aren ts’ behavior or in te re st in school even ts a s  perceived  by the  child, w ere  

found to influence ch ild ren 's  self-regulation and perceived c o m p e ten ce . T h e se  

findings su g g es t p a ren t involvem ent within the hom e influences both the  

cognitive and psychosocial dev elo p m en t of the child.

Familv D em ographics and  P a re n t Involvem ent

B ronfenbrenner's, M inuchin's and  Vygotsky's theo ries  a c c e n tu a te  th e  

im portance of respecting  an d  ad d ress in g  the  unique charac te ris tic s  of e a c h  

family setting. S ince  including p a ren ts  in their child's ed uca tion  is no longer 

considered  an educa tiona l em bellishm ent, but rather a  viable co m p o n en t to  the  

child's education, th e  ed u ca tio n a l com m unity m ust rem ain e v e r  co g n izan t th a t 

children do not com e to p re sch o o l a s  a  blank slate. Even w hen  entering
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p reschoo l a s  early a s  a g e  two. children a re  a lready  a  com posite o f their familial 

heritage, ethnicity, family com position, socio -econom ic  level, the  com m unity in 

which they  live and the value sy stem  in which they  h av e  been raised  

(B ronfenbrenner. 1986; Minuchin. 1985).

T he  family com position, socio -econom ic  level, and  ethnicity all m ay be  

fac to rs affecting the paren ts ' a ttitudes tow ard interacting with their child. 

C o n seq u en tly  it is im possible for on e  g en eric  type of paren t education  or p a re n t 

involvem ent activity to affect every  family in the  sa m e  way. Although th e re  is 

solid su p p o rt for parent involvem ent in th e  young child 's education, particularly in 

te rm s of school academ ic su c c e ss , th e re  a re  still m any families w h o se  n e e d s  a re  

not being  ad d re ssed  efficaciously. A d iscu ssio n  of relationships b e tw een  family 

ch arac te ris tic s  and p aren t involvem ent follows.

Marital s tatus. P a ren ts ' m arital s ta tu s  can  h av e  a  profound influence on 

children. Separation  and  divorce usually  drastically a lte r the am o u n t of tim e 

b e tw een  th e  paren ts and child, an d  b e tw een  a t le as t on e  of the  p a re n ts  and  

te ac h e r. U nless the te ac h e r m ak es  an  effort to include the non-custodial paren t, 

single  p a ren t families h av e  very little tim e to a ttend  p a ren t te ac h e r c o n fe ren c e s  

an d  school activities occurring during th e  school day . However, sing le  p a re n ts  

receive  m ore requests  for a ss is ta n c e  with their child's hom ework th an  m arried 

p a ren ts , an d  their children a re  le ss  ap t to receive acad em ic  honors th an  their 

p e e rs  residing in tw o-parent h o m es (E pste in , 1990, 1991).
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In a longitudinal qualitative study  Holloway. R am baud, Fuller an d  E ggers- 

Pierola (1995) reported the  working single m others in their study w ere extrem ely 

concerned  a b o u t their children's schoo l su c c e ss . They believed school su c c e ss  

would provide b e tte r job opportunities and  th u s  p reven t their children from 

experiencing hardships. However, b e c a u se  th e se  single w om en w ere  either 

em ployed o r caring for young children, th e re  w as little time for com m unication 

with their child 's caregiver or te ac h e r. In d e fe n se  of their inability to participate in 

their child's classroom , they e x p re sse d  th e  conviction that their role in th e  child’s 

life w as to provide love and security, and  the  te a c h e r 's  role w as to te ac h . T h ese  

s tud ies s u g g e s t a paren t's  marital s ta tu s  m ay influence the type and form of 

paren t involvem ent and thus em p h as iz e  th e  n eed  for multiple forms of 

involvem ent (Berger. 1995).

Em plovm ent. W hether m arried o r single, em ployed paren ts  en co u n te r 

difficulties com m unicating with the ir child 's te a c h e r  or caregiver. T he 

c ircu m stan ces  surrounding te a c h e r  in teractions with working p a ren ts ' a re  often 

less  than optim al. Both paren ts an d  careg ivers  a re  busy a s  they beg in  the  day 

by attem pting to  arrive a t work on tim e and  m eeting  the n eed s  of their children. 

Likewise th ey  a re  tired a s  they n e a r  th e  end  of the  day  and p repare  to a ssu m e  

their familial du ties. Periodically, working p a ren ts  m ay be detained  a t  work, 

forcing th e  careg iver to rem ain a t th e  c en te r  longer than expected , th u s  depriving 

h er own family. C onsequently , pick-up time can  b e  stressful a s  the  careg iv er or
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p aren t tries to sh a re  information. This leav es  very little opportunity for quality 

te a c h e r  - p a ren t interaction.

The lack of tim e for com m unication betw een th e  careg iver and p a ren t can  

precip itate  m isunderstand ings concerning th e  pa ren ts ' an d  caregiver's 

a g re em e n t on w hat constitutes quality interaction with th e  child. Galinsky (1988) 

reports working p a ren ts  and caregivers generally  a g re e  upon w hat com prises 

good  adult - child interaction: how ever, th e  lack of tim e for p a ren t and careg iver 

d iscussion  frequently  fosters d isag reem en ts  concern ing  their interaction with th e  

child.

P a re n ts  em ployed in highly technical occupations report experiencing 

co n sid erab le  personal and  familial s tre ss  and  believe the ir work and family 

responsibilities a re  in continual conflict (Galinsky, 1988). P a ren ts , w here both 

m o ther and  fa ther a re  em ployed in jobs requiring long hours, reported the  

g re a te s t am oun t of s tre ss  in dealing with the ir children (G alinsky & H ughes, 

1987). Even the  working parents' sup erv iso rs  w ere found  to influence the  

p a ren t's  interaction with the child and  caregiver. S uperv iso rs ' sensitivity to th e  

n e e d s  of p a ren ts  w as found to support p a ren ts ' in teractions with their child an d  

teach er/careg iv er; while insensitivity h indered  the relationship  (Galinsky, 1988).

E ducation. M ore highly ed u ca ted  p a ren ts  w ere  found to participate in 

m ore form s of p a ren t involvem ent particularly within th e  h o m e than their le ss  

e d u ca te d  co u n terp arts  (D auber & E pstein , 1993). H ow ever, Harris, Kagay, and  

R o ss  (1987) recoun t th a t in their investigation p a ren ts  with le ss  than a high
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school education  w ere c o n tac te d  over twice a s  m uch by schoo l faculty a s  

paren ts with a  college d e g re e  o r h igher education. M enacker, HunA/itz and  

W eldon (1988) p ro fess  th a t limited and  frequently negative  school ex p erien ces  

have led le ss  e d u ca te d  p a re n ts  to fea r and m istrust faculty, th u s  making 

teach ers ' efforts to involve th em  problem atic.

Although p a ren ts  with h igher levels of education  h av e  b een  found to 

provide m ore learning opportun ities for their children, th e re  is em pirical ev idence  

to indicate p a ren ts  of ev ery  edu ca tio n a l level a re  willing to a s s is t  in their child's 

education  (E pstein , 1984: M cLaughlin & Shield, 1987; Powell, Z am brana , & 

Silva-Palacios, 1990). S te v e n so n  and  Baker (1987) found th a t th e  relation 

betw een th e  p a ren t's  ed u ca tio n  and  the  child's school p e rfo rm an ce  w as 

m ediated  a lm ost entirely by p a re n ts ' levels of involvem ent in the ir child's 

education.

Socioeconom ic  s ta tu s . T he  S outhw est R egional S urvey  (1980 -1986). 

which included 3 ,103 low incom e paren ts  and  4 ,073  e d u c a to rs  in e lem en tary  

schools, indicated  th a t low incom e p aren ts  (97% ) a g re e d  they  should  co o p era te  

with their child's teach e r. T h ey  w ere  willing to a ss is t with the ir child 's hom ew ork 

and w an ted  to b e  included in schoo l decisions. They w ere  ju s t a s  in te rested  a s  

paren ts with h igher in co m es in being involved in their child 's ed u ca tio n  (Chavkin 

& Williams, 1993).

W hen P e e t and  Pow ell (1993) surveyed low -incom e p a re n ts  in Indiana, 

they found th e s e  p a ren ts  w e re  willing to a ss is t in their child 's educa tion  and  tha t
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th ey  could find time e ac h  d ay  to help their child and to fo ste r com m unication.

T he  a v e rag e  am ount of tim e p a ren ts  reported helping their e lem en tary  child with 

hom ew ork w as 30 to 35 m inu tes com pared  to  25-30 m inutes with m iddle school 

s tu d en ts . However, m any indicated they did not know how to a s s is t  their child. 

F urther ev id en ce  of low incom e paren ts ' desire  to partic ipate  in th e  young child's 

ed u ca tio n  w as estab lished  in an  ex tensive study in an  inner city sch o o l sy stem  

by E pstein  and  D auber (1991). Irrespective of m arital s ta tu s , family com position 

o r p a re n t education, low incom e paren ts  reported  a  d esire  to a s s is t  in their 

child 's hom ew ork.

Family size. Family s ize  h a s  not b een  a d d re sse d  a s  frequently  a s  o th e r 

family variab les  in the p a re n t involvem ent literature. E pstein  (1990) indicated  

p a re n ts  with few er children w ere  m ore likely to a s s is t  in children 's ed u ca tio n  a t 

hom e, a lthough family s ize  did not seem  to affect p a ren t participation a t school.

P aren ta l ethnicitv an d  p a ren t involvement. Ethnicity h as  b e e n  identified 

a s  a  modifying variable in p a re n t involvement. E pstein  (1990) rep o rted  that 

A frican-A m erican p aren ts  rece iv e  m ore req u ests  for p a ren t involvem ent than  

A nglo-A m erican paren ts, an d  th a t the  African-Am erican p a ren ts  e x p re s s  a  desire  

to b e  involved in their child 's education . As a  part of th e  S ou th w est R egional 

S tudy  (1980-1986) 1,188 African-Am erican, H ispanic, an d  A nglo-A m erican 

p a re n ts  w ere  surveyed during o p en -h o u se  m eetings concern ing  the ir a ttitudes 

tow ard  participation in the ir child 's education. Ninety-five p e rcen t o f th e  minority 

p a re n ts  indicated that th ey  w an ted  to spend  m ore tim e assisting  with the ir child's
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education . T hey  Indicated it w as important for them  to m ake  certain  their child 

com pleted  hom ew ork  a ss ig n m en ts  and that they w anted  to c o o p era te  with their 

child's te a c h e r  (Chavkin & Williams. 1993). W hen q u estioned  concerning how 

the  school could  im prove p aren t involvement. H ispanic p a re n ts ' h ighest ranked 

suggestion  w a s  giving p a ren ts  m ore information abou t their child 's educational 

su c c e sse s . African-A m erican paren ts w anted m ore pa ren t involvem ent activities 

which included working paren ts.

Powell. Z am brana . and  Silva-Palacios (1990) interview ed 121 urban , low- 

incom e M exican im m igrant and  M exican-American m others regarding preferred 

m ethods and  co n ten t of a  paren t education program . M exican-A m erican 

m others p referred  group m eetings while M exican m others p referred  a 

com bination o f g roup m eetings and  hom e visits. Both g ro u p s  indicated they  

would like to  h a v e  o th er family m em bers a ttend  th e  s e s s io n s .

Asian p a re n ts  often en co u n te r even g re a te r  p rob lem s in assim ilating into 

Am erican sch o o ls  than  o th er ethnic groups (Yao. 1993). E ducation  is extrem ely 

im portant in th e  A sian culture. Asian children hav e  b een  tau g h t to re sp ec t the 

teach e r. T h e re  is g re a t familial p ressu re  to su cc e ed  a t school; so  m uch so  that 

A sian p a ren ts  believe it is an  affront to their family for their child to dem onstra te  

educational w e a k n e s s e s . Problem s may occur during p a re n t - te ac h e r 

com m unication w hen  a  conscientious te ach e r a ttem p ts  to com m unicate  

tech n iq u es  th e  A sian p a ren ts  m ay utilize to a s s is t  in m eeting  their child's 

educational n e e d s . T he Asian paren t may view the  advice a s  a  d isg race  to the
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family s ince  it su g g es ts  their child is not achieving to their full potential (Yao. 

1993).

Ethnicity h as  a lso  b e e n  found to affect p a ren ts ' educational ex p ec ta tions 

for their child. Muller and  Kerbow  (1993) report th a t m ore A frican-A m ericans and 

A sian-A m ericans ex p ec t the ir children to attain g rad u a te  d e g re e s  th a n  H ispanics 

and  Euro-A m ericans. S tarting in p reschool and  continuing through high school. 

A sian-Am erican p a ren ts  su p p o rt and  check  hom e work m ore than  o th e r  ethnic 

g roups.

Sum m ary. From p reschoo l through m iddle school, paren ts, reg a rd le ss  of 

their family characteristics, e x p re ss  the  d e sire  to work with te a c h e rs  to  a ss is t in 

their child's education . This re sea rch  su p p o rts  B ronfenbrenner's an d  Vygotsky's 

theo ries, how ever, th e  cultural characteris tics  and  traditions of fam ilies canno t b e  

ignored w hen add ress in g  p a re n ts ' and te a c h e rs ' com m unication an d  their beliefs 

and  g o a ls  concerning ch ild ren 's  developm ent. U nderstanding and  re sp e c t must 

p re c e d e  paren t and  te a c h e r  d ia logue concern ing  th e  child.

T each ers ' and  P a ren ts ' A ttitudes Tow ard O n e  A nother

T he congruence  or lack of co n g ru en ce  b e tw een  teach e rs ' a n d  paren ts' 

a ttitudes pertaining to their ro les in the  child’s  educa tion  can  do m uch  to en h an ce  

or h inder th e  child's dev e lo p m en t. The developm en ta l potential of a  child is 

d e p e n d e n t upon the  supportive  links provided through th e  various a g e n c ie s  and 

individuals with w hom  th e  child in teracts (B ronfenbrenner, 1979).
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P e te rs  and  B enn (1980) su g g es t tha t th e  school and  childcare settings 

a re  rep lacing  th e  su p p o rt o n ce  supplied by th e  n u c lear family. As w om en with 

young children con tinue to e n te r  the  w orkforce children a re  spend ing  

increasing ly  g re a te r  am o u n ts  o f time in out-o f-hom e care . This m agnifies the 

im portance  of bidirectional com m unication b e tw een  the  m other and  th e  caregiver 

and ra is e s  co n ce rn s  o ver th e  effects m others ' an d  careg ivers ' a ttitu d es  have on 

achieving  optim al com m unication.

P reviously  reported  resea rch  ind icates p a re n ts  d esire  com m unication with 

te a c h e rs . R e se a rc h  a lso  implies te ac h e rs  d e s ire  d ia logue with p a ren ts . The 

o b s tac le  w hich s e e m s  to im pede this com m unication  is the  te a c h e rs ' and 

p a re n ts ’ p e rcep tion  of o n e  an o ther and  their relationship  with th e  child. 

Historically p a re n ts  d e sire  te ach e rs  to honor the ir child's unique n e e d s  while 

te a c h e rs  consciously  try to provide equal a tten tion  for every  child (Katz, 1979; 

Lightfoot, 1975). T hus, th e  goals of p a ren ts  an d  te a c h e rs  m ay b e  a t odds. 

T e a c h e rs ’ A ttitudes A bout P aren ts

Intuitively o n e  rea lizes  tha t additional training and  a  low er em otional 

in v estm en t in th e  child provides te ac h e rs  a  different perspec tive  of th e  child than  

the p e rsp e c tiv e  of th e  p a ren ts . E xperienced  te a c h e rs  have  co m e  in contact with 

a variety  of children an d  hom e situations w hich b ro a d e n s  their know ledge b a se . 

T e a c h e rs  a lso  hav e  training in instructional s tra te g ie s  and  child developm ent and  

g u id a n ce  (H ess , Price, D ickson. & Conroy. 1981). They deal with children in 

large g ro u p s , and  their interactions with children a re  m ore transitory  than  th o se
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of p a ren ts . They a re  only with the  child during specific tim es of th e  day. thus 

allowing them a different perspec tive  than th o se  of the paren ts. Their 

interactions with the  child a re  constrained  by federal, s ta te , and  m unicipal 

regulations and often a re  limited to a  single n ine month school year.

T eachers ' confidence  in their individual teaching abilities (e .g .. 

com petence) and their con fidence  in p aren ts ' abilities to a ss is t  in children’s 

education  have b een  identified a s  influencing th e  am ount and  type  of paren t - 

te a c h e r  interaction which o ccu rs  a s  well a s  th e  am ount of a s s is ta n c e  paren ts  

provide for their children (E pstein . 1991: B ecker & Epstein. 1982; Hoover- 

D em psey. B assler & B rissie. 1987). In B ecker and E pstein 's (1982) survey of 

3 ,700  teachers , th ree  p e rsp ec tiv e s  w ere reported  concerning p a re n t's  

interactions in their ch ild ren 's  education . S o m e  teach e rs  indicate p a ren ts  care , 

but do  not have the  e x p e rtise  to  a ss is t in their child's actual learning. O ther 

te a c h e rs  report teach ing  should  be  left to th e  teach e rs , while th e  third group of 

te a c h e rs  indicates p a re n ts  can  a ss is t in their child's education  if they  a re  

provided a ss is tan ce  by th e  te ac h e r. Epstein (1991) found tha t te a c h e rs ' 

percep tions of both th e  p a re n t and  th em selv es  a s  p o sse ss in g  th e  com petency  to 

b o lste r children's a cad em ic  su c c e ss , influenced the type and  am o u n t of p a ren t 

involvem ent the  te a c h e r  initiated.

In 1983 Kontos. R aikes. and  W oods a s s e s s e d  236 early  childhood staff 

m em b ers  concerning the ir a ttitudes abou t th e  child rearing p rac tices  of the  

p a re n ts  in their program  an d  p a ren ts  in gen era l. The careg iv ers  reported  tha t
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globally paren ts a re  no t a s  good as  they should  be; how ever they perceived 

p a re n ts  in their cen te rs  to b e  more co m p eten t than  paren ts  in gen era l. Head 

S ta rt and  preschool te a c h e rs  indicated m ore negative opinions ab o u t the  p a ren ts  

in their cen ters than  did th e  child care  te ach e rs .

Later resea rch  by K ontos and  Wells (1986) indicates te a c h e rs  have  m ore 

positive attitudes tow ard p a ren ts  who have parenting  sty les which m atch the 

child rearing attitudes o f the  cen ter setting. T h e se  are  m others w ho interact with 

the ir children and  provide them  with m ore opportunities for decision  making.

T hey  a re  paren ts  w ho in te rac t m ore frequently  with the te a c h e rs  an d  they  

p ro fess  to be  m ore satisfied  with cen te r ru les and  expecta tions th an  th o se  

p a re n ts  who a re  view ed le ss  positively by te a c h e rs . The m others w ho w ere 

v iew ed m ore favorably by th e  teach e rs  w ere found to have  m ore education , and  

ind icated  tha t they had m ore family social support.

In a follow-up study, Kontos and  Dunn (1989) found m others  w ho w ere 

perceived  le ss  favorably by day  care  staff w ere  m ore likely to be  single p aren ts. 

T h e s e  m others reported  receiving le ss  com m unication from the  c en te r  staff.

T hey  believed th e  ca reg iv ers  knew very little ab o u t their children ou tside  of the  

c e n te r  setting. They h ad  m ore restrictive child-rearing a ttitudes and  w ere m ore 

often  in conflict with th e  careg ivers over c e n te r  regulations and  policies. The 

children of th e se  m others  w ere  lower in cognitive, language  and  social 

d evelopm en t than  th o se  children of p a ren ts  careg ivers view ed m ore positively. 

T hus, the p a ren ts  and  children potentially need ing  the m ost interaction from
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te ach e rs  w ere  receiving the least. T h e se  resu lts indicate how critical p aren ts ' 

and  teach e rs '/c a reg iv ers’ a ttitudes tow ard o n e  ano ther a re  in developing optimal 

pa ren t and te a c h e r  com m unication in o rder to  support th e  child 's developm ent.

Joffe (1977) reports  teach e rs '/ca reg iv ers ' attitudes ab o u t their own 

know ledge of th e  children they  se rv e  and  their attitudes concern ing  p a ren ts ' 

know ledge of their children can  affect the  type and am ount of com m unication 

betw een te a c h e rs  an d  p a ren ts . Even in child ca re  settings w h ere  paren t 

involvem ent and  com m unication a re  a  high priority, w hen careg iv ers  w ere  le ss  

confident in their know ledge ab o u t individual children, they  often felt in ad eq u a te  

and  uncom fortable ab o u t sharing  their professional opinions concern ing  a  child 

with paren ts. They felt th e  p a ren ts  intuitively knew  the child be tte r, even  though 

in m any c a s e s  th e  careg iv er sp e n t m ore hours with the  child th an  the  paren t. 

Joffe found tha t te a c h e rs  w ho w ere  confident of their own teach in g  abilities 

m aintained m ore positive a ttitudes concern ing  paren ts ' abilities to be  involved in 

their child's educa tion , than te a c h e rs  with le ss  confidence.

The positive a ttitu d es  tow ard p a ren ts  which is d em o n stra ted  by 

efficacious te a c h e rs  is further exem plified by Epstein (1990) in a  study  exam ining 

ex p erien ces  single p a ren ts  en co u n te red  with school personnel. Epstein  reported  

te ac h e rs  w ho w ere  identified by their principals a s  te a c h e rs  w ho  m ain tained  

positive a ttitudes concern ing  p a ren ts , initiated m ore p a ren t involvem ent and  

participation th an  te a c h e rs  w ho w ere  le ss  positive. T h ese  te a c h e rs  reported
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m aking m ore re q u e s ts  for p a ren ts  to  a ss is t  in their children 's ed u ca tio n  than  

o ther te a c h e rs  with less  self-confidence.

W ork by H oover-D em psey e t  al. (1987) supports E p ste in 's  (1990) 

re sea rc h  by linking te ach e rs ' s e n s e  of efficacy with their p e rcep tio n s  of paren t 

efficacy. T he study  indicated th e re  w ere  significant re la tionships b e tw een  the  

te a c h e rs ' p e rcep tio n s  of th em se lv es , th e  paren ts, and the a m o u n t of p a ren t 

involvem ent initiated. This s u g g e s ts  th a t te ac h e rs ’ a ttitudes a b o u t their own 

co m p e ten c e  and  attitudes ab o u t p a re n ts ' com petence  a re  re la ted  to th e  type and 

am o u n t of p a re n t involvem ent s e e n  in th e se  elem entary  schoo l p rog ram s.

This re se a rc h  se e m s  to indicate two related patte rn s. First, te a c h e rs  who 

perceive  th e m se lv e s  and their p a ren ts  a s  com peten t initiate m o re  p a ren t 

involvem ent and  g rea te r com m unication  with parents. S eco n d , th e  s tro n g er the 

te a c h e r 's  percep tion  of h is /her teach in g  abilities, the  s tro n g e r the ir percep tion  of 

paren ta l co m petency . B ecker and  E pstein  (1982) refer to th e s e  effective 

te a c h e rs  a s  com m itted te a c h e rs  w ho  co n sid er parent involvem ent a  viable 

curricular co m p o n en t ra th e r than  a n  addition to the curriculum for m aintaining 

p a re n t- te ac h e r rapport.

After surveying 3 ,700 e lem en ta ry  school teach e rs  in o v er 6 00  e lem entary  

schoo ls , B ecker and  Epstein (1982) found tha t overall, te a c h e rs  indicate  a 

positive view of paren t-o rien ted  teach in g  stra teg ies . Virtually all of th e  te a c h e rs  

indicated  a  com m itm ent to involving p a ren ts  in the child's ed u ca tio n ; how ever, 

th e re  w a s  co n sid erab le  variation in th e  am ount and types o f p a re n t involvem ent.
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M ost te a c h e rs  reported interacting with p a ren ts  through written com m unication 

and  p a re n t nights: how ever th e re  w as co n sid erab le  variation in th e  a m o u n t and 

ty p es  of o ther forms of p aren t involvem ent. For exam ple  nearly 80 p e rc en t of the  

te a c h e rs  reported  conducting m ore than  th ree  paren t con ferences with e ac h  

family during th e  school year; how ever only 7 p e rcen t indicated they  co n d u cted  

p a re n t group m eetings or w orkshops.

M any teach e rs  indicated they  believed p aren t involvem ent a t h o m e  could 

b e  an  im portant contributor tow ard s tu d en ts ' developm ent; how ever th ey  

h e s ita ted  to initiate paren t involvem ent activities b e c a u se  of the lack o f time, 

p a ren ta l indifference, or in so m e  c a s e s  a  fea r of p aren ts, particularly th o s e  

p a re n ts  w ho challenge the  te a c h e r  (E pste in  and  Becker, 1982). Often th ey  do 

w hat they  perceive is b e st for th e  p a ren t and  child, ignoring the p a re n ts ' skills, 

n e e d s  o r d esires .

In a  survey  of p a ren ts  of 1,269 first, third and  fifth grade s tu d e n ts  , Epstein 

(1986) a sce rta in ed  that th e  majority of com m unication received from sch o o ls  is 

no t re q u e s te d  by parents. T e a ch e rs  s e n d  hom e w hat they perceive p a re n ts  

n eed  to know ab o u t school activities ra th e r than  add ressing  paren tal n e e d s  or 

d e s ire s . M uch of it is written and  a d d re s se d  to all p a ren ts  rather than  individual 

com m unications to specific p a ren ts  (E pstein , 1986; Helling, 1993). W hen  

p a re n ts  do  receive individual com m unication  ab o u t their child, the  

com m unication  usually a d d re s s e s  the  child 's acad em ic  work and  sch o o l ev en ts . 

P hysical developm ent and  p e e r re la tionsh ips a re  rarely a d d re ssed  (Helling,
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1993). E pste in  (1987) su g g es ts  that th e se  com m on form s of com m unication do 

not m e e t th e  n e e d s  of all parents.

T e a ch e rs ' a ttitudes about parent com petency  also  seem  to affect the  

types an d  am o u n ts  of paren t involvement te ch n iq u es  they support. S o m e 

te a c h e rs  believe tha t they can be much m ore effective if they obtain paren tal 

a s s is ta n c e  in learning activities, particularly a t  hom e, while o thers believe tha t 

their p ro fessional s ta tu s  is in jeopardy if p a ren ts  a re  involved in activities which 

traditionally hav e  b een  te a c h e r  directed (E pstein , 1986). Thus, the  key to 

effective com m unication betw een teach e rs  and  p a ren ts  ap p ea rs  to d ep en d  upon 

te a c h e rs ' beliefs ab o u t them selves and their percep tion  of parents.

P a re n ts ' A ttitudes A bout T eachers

Entrusting their child's welfare for a la rge  portion of the  day to a  careg iver 

o r te a c h e r  can  prom pt in tense  parental em otions. Unlike teach ers , their 

p e rcep tio n s  of their child a re  not objectively filtered through early childhood 

p ro fessional p reparation . Particularly in p reschoo l or child care  se ttings, p a ren ts  

m ay e x p e rien c e  in tense  feelings of p o s se s s iv e n e ss  or jealousy tow ard the  

careg iver. They realize th e  caregiver is sp en d in g  m ore hours per d ay  with the 

child th a n  is availab le to  th e  parent (Kontos, 1987). In the e lem en tary  school 

setting  p a re n ts  m ay develop  negative a ttitudes over th e  im personal s ta n c e  

te a c h e rs  a s s u m e  a s  they  focus heavily on th e  cognitive developm ent of th e  

child. T h e s e  negative  attitudes may also  b e  reflected in paren ts ' percep tio n s  of 

disciplinary en co u n te rs  which include the te a c h e r  and  child.
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Although neg ativ e  parental a ttitudes do  exist, m any  p aren ts  report positive 

attitudes tow ard the ir children 's teach e rs  and  careg iv e rs . Ninety pe rcen t of th e  

paren ts  of 1.269 e lem en ta ry  school s tu d en ts  in 82  first, third, and fifth-grade 

c lassroom s in M aryland, indicated their schoo ls  w ere  o rgan ized  and sensitive  to 

their needs. T hey felt com fortable in talking with the ir child 's te ach e r and 

believed tha t they  an d  th e  child’s te ach e r sh a red  com m on goa ls  for th e  child 

(Epstein. 1986).

Even though  p a re n ts  may voice a g re em e n t o r d isag reem en t with specific 

te ach e rs ' re sp o n se s  to their child, m ost p a ren ts , irrespective  of education  or 

socioeconom ic s ta tu s , indicate it is the  te ac h e r 's  job  to  te ac h  (G raue, 1993; 

Holloway, R am b au d , Fuller, & C onstanza, 1995). H ow ever, parental opinions 

concerning the  teach in g  m ethod they view a s  m o s t effective may differ from th a t 

of th e  teach er. A lthough so m e p aren ts  indicate a n  understand ing  and 

appreciation of th e  im portance of developm entally  ap p ro p ria te  teaching p rac tices 

in preschool and  k indergarten  (Hyson, H irsh -P asek , & R escorla . 1990), less  

ed u ca ted  p a ren ts  an d  le ss  affluent p a ren ts  ten d  to p refer formal, didactic 

teaching m eth o d s (Holloway e t al., 1995).

P a ren ts  e x p e c t preschool te ac h e rs  and  child c a re  providers to p rep a re  

their children to  s u c c e e d  in school. In a su rvey  of o v e r 8 ,000  paren ts, the  

prevailing belief regard ing  their child's educa tion  w a s  th e  im portance of teach ing  

num eracy  and  literacy (W est, H ausken. & Collins, 1993). P a ren ts  view 

education  a s  p rep ara tio n  for later survival in th e  w ork p lace , ra ther than  a  p lace
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for self-actualization and  creative self-expression (Tobin. 1995). Thus, p a re n ts  

expect te a c h e rs  to  teach  skills which will en su re  g re a te r  s u c c e s s  in the  

workforce. B e c a u se  of th e se  beliefs, parents' p e rcep tio n s  o f the  teaching  

m ethods utilized by individual te a c h e rs  may influence paren ta l attitudes tow ard 

teachers .

A lthough n eg ative  paren ta l attitudes toward te a c h e rs  do exist on both the 

elem entary  schoo l level and  p reschoo l level, m ost p a re n ts  report positive 

attitudes tow ard the ir children 's teach e rs . As previously reported, 90%  of th e  

paren ts of e lem en ta ry  s tu d en ts  surveyed by E pstein  reported  positive a ttitu d es  

toward th e  schoo l in general. W hen Galinsky (1990) qu estio n ed  m others of 

p reschoo lers  a b o u t their percep tio n s  of their ch ild ren 's  te ac h e rs , approxim ately  

90%  w ere  satisfied  with th e  a tten tion  their child received . Eighty-five p e rc en t 

w ere satisfied with th e  te a c h e r 's  style of discipline, a n d  95%  w ere com fortab le  

with the  te a c h e r 's  w arm th and  affection toward their child. An a s s e s s m e n t of 

100 children and  their m others  from randomly se le c te d  childcare settings, 

revealed th e  m ajority of m others w ere  satisfied with th e  setting  and their 

children 's ca reg iv e rs  (K ontos & Dunn. 1989).

T he re se a rc h  su g g e s ts  p a ren ts ' and te a c h e rs ' a ttitu d es  toward o ne  

an o ther influence their reactions. P aren ts  and te a c h e rs  with positive a ttitu d es  

tend to view o n e  a n o th e r a s  m ore com petent. T h e se  p a re n ts  and te a c h e rs  a re  

m ore ap t to initiate and  partic ipate  in paren t involvem ent and  a re  m ore a p t to  

participate in th e  child 's education .
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P aren ts ' E xpectations For Children's D evelopm ent 

T heoretical Views of D evelopm ent

Parental expecta tions an d  beliefs concerning children's d ev e lo p m en t have 

b e en  found to influence th e  w ay p aren ts  understand  the behav io r of their 

children and  in som e c a s e s  how  they  in teract with their child in both  th e  hom e 

and  school settings (Miller, 1988). E xpectations may be b a se d  on p a ren ts ' 

e x p e rien ces  or the  e x p e rien ce s  of o thers, and  may range on a  continuum  from 

very firm convictions concern ing  children 's developm ent to g en e ra l id e as  about 

ch ildren 's growth. B ec a u se  of th e  multiplicity of families' d em ograph ic  

characteristics, parental e x p e rien ces  and  parental a c c e ss  to inform ation, th ese  

beliefs frequently vary considerab ly  am ong parents, are  very m alleab le , and 

easily  modified by paren tal ex p e rien ce s  and  the  advice of o th e rs  (G oodnow . 

1988; Southerland, 1983).

T he complexity of p a ren ta l reason ing  concerning ch ildren 's developm ent 

an d  the  hierarchical p ro g ressio n  of p a ren ts ' understanding of the ir children 's 

dev elo p m en t has b een  d em o n stra ted  by Sam eroff (1975). He articu lated  four 

levels of parental reason ing : symbiotic, categorical, com pensa ting , and  

perspectiv ist, which he view s a s  an a lo g o u s to P iaget's sensorim otor, 

p reoperational, concrete  operational, and  formal operational s ta g e s  (Sam eroff & 

Fell, 1985). Although th e  levels a re  sim plistic in their exp lanation , they  exemplify 

th e  developm ental p ro g ression  of p a ren ts ' understanding of ch ild ren 's  

developm ent.
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At th e  low est level of reasoning, th e  sym biotic level, th e  p a ren t is primarily 

co n cern ed  with h is/her im m ediate relationship  with the  child. They perceive the 

child a s  an  ex tension  of them selves and a re  com fortable with the  child a s  long a s  

th e  child p ro d u ces  th e  resp o n ses  desired  by th e  parent. At the categorical level 

p a ren ts  rea lize  children a re  a sep a ra te  entity with re sp o n se s  which m ay differ 

from the ex p ec ta tio n s  of the parent. H ow ever a t this level the  p a ren ts  still view 

the  re sp o n se s  of th e  child a s  intrinsic and unaffected  by environm ental factors or 

growth. If th e  child is a  "good" or a  "bad" b ab y , they retain the  original label 

th roughout childhood. At the  com pensating  level the  p a re n ts  realize tha t no 

single label o r characteristic  can explain th e ir  child's behav io rs  over time, but 

they  still p e rce iv e  th e  child a s  the source  o f h is /her behav io rs. At th e  highest 

perspectiv ist level of understanding, p a ren ts  a re  able to  realize th e  child's 

behavior s te m s  not only from innate charac te ris tics, bu t a lso  a re  influenced by 

th e  child's e x p e rien c e s  with the environm ent (Sam eroff & Feil, 1985).

W hen  S am eroff te sted  his theoretical s ta g e s  of paren ta l co n cep ts  of 

developm ent, h e  found that the majority of p a re n ts  w ere  on the  com pensating 

level. T hey  und ers to o d  there w ere multiple variab les  w hich could influence their 

child's dev e lo p m en t, how ever they did not com pletely  u n d ers tan d  the  

in terrelationships b e tw een  those variab les a n d  the child 's growth (Sam eroff & 

Seifer, 1983).

S am ero ff and  Seifer also d iscovered  cultural an d  socioeconom ic 

constra in ts  on paren ta l concepts of d ev elopm en t. Irrespective of ethnicity,
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p a ren ts  in low er socioeconom ic  circum stances p o s s e s s e d  m ore rudim entary 

co n cep ts  of children 's d ev e lo p m en t than  parents in a  h igher socioeconom ic 

level. This w as attributed to  th e  low er socioeconom ic p a ren ts ' n eed  for 

conformity, the  lack of opportunity  to m ake choices, and  their lack of education. 

Sam erofP s work em p h as iz e s  th e  influences of d em o g rap h ic  c ircum stances and 

the  probability of p aren ts ' rea so n in g  abilities influencing p a ren ts ' developm ental 

exp ec ta tio n s .

Like Sam erofTs w ork on  paren ta l reasoning, M unichin's family system s 

theory, B ronfenbrenner's eco log ica l theory and V ygotsky 's socio-cultural theory 

s u g g e s t th e  p re sen ce  of m ultiple environm ental in fluences on p a ren ts ' 

ex p ec ta tio n s  abou t d ev elopm en t. In their own w ays B ronfenbrenner. Minuchin 

and  V ygotsky 's theories all a rg u e  th a t the  environm ent h a s  a  critical impact on 

hum an  functioning (see  e a r lie r sec tion  on theory).

For exam ple, B ro n fen b ren n er 's  theoretical m odel m ay b e  u sed  to explain 

p a ren ts ' developm ental e x p ec ta tio n s  for their child. D evelopm ental expectations 

m ay b e  self-constructed  th ro u g h  interaction in a variety  of m icrosystem s. That 

is, p a re n t expecta tions m ay  evolve  from the way th e  p a re n ts  w ere  raised or 

th rough  adv ice  provided by  family an d  friends, their pediatrician , o r child care  

provider.

P a re n ts  a lso  u se  d ev e lo p m en ta l s tag e  th eo rie s  a s  a  m e a n s  of identifying 

d ev elopm en ta l m ilestones. M ost p a ren ts  an tic ipate  their children will go through 

s ta g e s  of developm ent w hich a re  typically co m p o sed  of sev e ra l behaviors.
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T h e s e  s ta g e s  (e.g., "terrible twos"), which have been  developed by p e rso n s  

identified a s  child d ev e lo p m en t experts , provide indications of d ev e lo p m en t and 

frequently  allow the  p a re n t to a cc e p t and  cope with negative b ehav io rs  

(G oodnow  & Collins, 1990).

W hiting's study  (a s  cited in G oodnow , 1988) indicates p a re n ts ' 

developm en ta l ex p ec ta tio n s  a re  frequently  determ ined by how th ey  com bine  the 

inform ation provided by ex p erts  and  th e  information provided by th e ir  d irect 

e x p e rien c e s . Thus, ju s t a s  te a c h e rs  develop implicit theories ab o u t teach in g  

(S p o d ek , 1988), p a re n ts  develop  implicit theories about child d evelopm en t. 

B e c a u se  of the multiple s o u rc e s  and  experiences which have  a s s is te d  in the  

d ev e lo p m en t of th e s e  beliefs, paren tal expectations for their child 's d ev e lo p m en t 

d o  not alw ays coincide with formal psychologists, the  child's c a reg iv e r o r teach e r, 

o r  with th e  charac te ris tics  of the ir child (Goodnow, 1988; Miller, 1988).

Stabilitv of Parental E xp ec ta tio n s

H ess  e t al. (1980) sa y  paren ta l expectations can ch an g e  a s  a  resu lt of 

ch an g in g  life c ircu m stan ces  an d  characteristics of the  child. For e x am p le  their 

child 's tem peram en t, th e  g e n d e r  of th e  child, and the  paren ts ' in teraction  and  

e x p e r ie n c e s  with th e ir child and  o ther children, may influence th e  p a re n ts ' 

ex p ec ta tio n s  for th e  child to attain  certain  abilities or developm ental m ilestones 

(H e ss  e t al., 1980).

P aren ts ' s o u rc e s  of inform ation a lso  influence their ex p ec ta tio n s  for 

ch ild ren 's  developm ent. B e c a u se  of the  availability of multiple s o u rc e s  of
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inform ation concern ing  the  young child's developm ent, pa ren ta l developm ental 

ex p ec ta tio n s  a re  often m alleable and difficult to m e asu re  in th a t they m ay be 

continually altered  by th e  child's growth, tem peram ent, in c reased  experiences 

an d  changing  developm ental n eed s  (Goodnow, 1988). This malleability of 

p a re n ts ' developm enta l expectations for their children is exemplified in Sigel's 

(1986) re sea rch . Sigel a s s e s se d  m others' beliefs of th e  a g e  they  perceived 

children should  attain  certain developm ental m ilestones. M any m others in his 

study  indicated they  had never thought ab o u t their child 's developm ent in the  

a re a s  Sigel w as a s se s s in g . Thus, their an sw ers  to h is q u estio n s  were 

form ulated  on information d iscussed  during the interview, and  thus w ere b ased  

on their preexisting beliefs and the new  information provided by the interview. 

This su g g e s ts  th a t even  though the m others in this s tu d y  had  preexisting beliefs 

a b o u t th e  dev elo p m en t of their child, w hen  they w ere  p re sen te d  with new 

inform ation via th e  interview questions, th e  m others reported  newly constructed  

beliefs ra ther than  their preexisting beliefs.

C onversely , M accoby and Martin (1983) reported  th a t w hen the 

hyperactivity of a  g roup of boys w as d e c re a se d  through m edication, their lack of 

hyperactivity w as  o b serv ed  more readily by observ ers  th an  by their m others.

T h e  m others  n e ed e d  m ore time to reorgan ize  their p e rcep tio n s  of their children's 

behav ior, a s  well a s  ad ju st their reactions to the child 's new  behavior, than  the  

c a su a l observer.
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T h e se  s tud ies exem plify th e  complexity of parental cognition abou t 

developm ent. The possibility of c h an g e  in parental ex p ec ta tio n s  or beliefs is 

d ep en d en t upon the s tren g th  of th e  paren t's  existing information (i.e., sch em a), 

the characteristics of th e  paren t, and  the  strength of the  new  inform ation. W hen 

the paren tal beliefs a re  strong , th e re  will be a res is tan ce  to c h an g e , irrespective 

of the  new  information; how ever, w hen friends or co lleagues acq u ire  the  new  

beliefs, pa ren ts ' ex p ec ta tio n s  m ay modify m ore rapidly a s  a  function of their 

interaction with their p e e rs  (Turner. 1985).

Accuracv of parental ex p ec ta tio n s

W hen H ess. Holloway and  King (as cited in Miller, 1988) a sk e d  m others of 

young children ab o u t th e  a g e  th ey  anticipated their children an d  o th er children to 

attain certain  tasks, th e  m o thers  overestim ated  the a g e  they e x p ec te d  their child 

to ach ieve  the  developm enta l ta sk s . In fact, th e re  is very little ev id en ce  tha t 

paren ts ' ex p ec ta tions for their own child w ere m ore accu ra te  th an  their 

expecta tions for children in gen era l. In som e c a s e s  p a ren ts  w ere  m ore accu ra te  

for the av e rag e  child th an  th ey  w ere  of their own child. W hen p a re n ts  did err in 

their developm ental ex p ec ta tio n s , they  dem onstrated  a  m arked  ten d en cy  to 

overestim ate  w hat their child w as  cap ab le  of doing (Miller. M anhal, & M ee.

1991).

Miller's (1988) review  of th e  literature re itera tes th e se  findings. He s ta te s  

that m others m aintain a  relatively accu ra te  concep t of their child 's ability; 

how ever w hen they err. they  underestim ate  their infant's abilities and
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overestim ate  the ir young child's abilities, particularly in the  a re a  of the  young 

child's cognitive developm ent. C orrelations betw een parental e stim a te s  of their 

child's p e rfo rm an ce  and the child 's ac tua l perform ance a re  generally  significant; 

how ever th e re  is still little ev id en ce  to substan tia te  the  prem ise  th a t p a re n ts  a re  

m ore a c c u ra te  in their expecta tions for their own child than they  a re  in estim ating  

d evelopm enta l expecta tions for all children (Miller & Davis. 1992).

T he  acc u ra cy  of the a g e  an d  th e  tim e paren ts ' ex p ec t their children to 

develop certa in  behaviors or abilities influences the optimal dev e lo p m en t of a  

child. In a  d iv e rse  sam ple  of u rban  children in g rad es  o ne  through th ree , th e  

accuracy  of p a re n ts ' expecta tions and  estim ates of their children 's cognitive 

abilities w ere  positively related to  th e  child's school ach iev em en t (Entw isle & 

Hayduk, 1981). Grolnick and  S low iaczek  (1994) supported  th e se  findings w hen  

they found a  significant relationship b e tw een  fathers' and  m others ' beliefs a b o u t 

learning an d  th e  child's perception  of h is /her cognitive and physical c o m p e te n c e  

and  social a c c e p ta n c e .

P a re n ts ' in terpretations o f their children's behaviors, their re la tionsh ips 

with their children, and  their m e th o d s  of responding and interacting with the ir 

children a re  intim ately related to  th e  p a ren ts ' developm ental ex p ec ta tio n s  (Rubin 

& Mills. 1992). If th e  ex p ec ta tions a re  unrealistic, th e  child m ay ex p e rien ce  

d e c re a se d  se lf-e s te e m  and lack of motivation, thus hindering th e  child in th e  

a tta inm en t o f h is /her full potential.
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Influences on p a ren ta l ex p ec ta tio n s

O kagaki a n d  S te rn b erg  (1993) postulate that all p a ren ts  w an t their 

children to be  intelligent and  exp erien ce  school su ccess : how ever, a s  previously 

s ta ted , their ex p ec ta tio n s  for their child may differ a s  a  function of the ir own 

personal learning ex p e rien ces , their psychological characteristics, th e  availability 

of re so u rces  co ncern ing  child developm ent, the characteristics of th e  child, and 

th e  so u rces  of s tr e s s  and  support in their environment.

P aren ts ' d ev e lo p m en ta l expec ta tions are also  influenced by th e  traditions 

and  beliefs of d ifferent e thn ic  g roups. Okagaki and S ternberg  (1993) questioned  

immigrant p a re n ts  from C am bodia, Mexico, the Philippines, and  V ietnam  in 

conjunction with native-born  Anglo-American and M exican-A m erican p a ren ts  

ab o u t their child-rearing p rac tices. They also a s s e s s e d  the p a re n ts ' ex p ec ta tio n s  

of w hat their first and  sec o n d  g ra d e  children should be  taugh t and  w hat 

ch arac te rizes  a n  intelligent child. They found that immigrant p a re n ts  favored 

conformity to te a c h e rs ' ex p ec ta tio n s . Children w ere to do w hat they  w ere  told. 

H owever, A m erican  born  p a ren ts  of th e  sam e ethnic origins reported  

expec ta tions w hich w e re  m ore related  to Anglo-American ex p ec ta tio n s  which 

favor th e  child's develop ing  au tonom y rather than conformity.

O kagaki a n d  S te rn b e rg  found th a t parents' expec ta tions for d evelopm en t 

w ere  influenced by the ir definitions of intelligence. W hen defining intelligence. 

A nglo-A m erican p a re n ts  fo cu sed  exclusively on innate cognitive charac te ris tics. 

All of th e  o th e r na tionalities included cognitive and noncognitive charac te ris tic s
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(i.e.. m otivation, social skills, enjoying learning) as facets  of intelligence. T h e se  

view s of intelligence resulted in differential paren t expectations for intelligent 

b ehav io rs  a s  a  function of their differing definitions of intelligence.

In a  recen t study. P ee t (1995) exam ined  paren ts’ u se  of internal 

inform ation so u rces  ("i.e.. paren ts' ow n intuitions about developm ent, religious 

beliefs / teach ings, and  childhood ex p erien ces"  (p. 145)) and  external information 

so u rc e s  (i.e.. m agaz ines, physicians, p a ren ts) to m ake decisions concern ing  the  

young child's developm ent. The internal so u rces  of information p a re n ts  reported  

using th e  m ost w ere  their own intuitions, religious beliefs, and  childhood 

e x p erien c e s . The external so u rces  m ost frequently u sed  w ere  p hysic ians/ 

n u rse s , m ag az in es, and  preschool te a c h e rs . Although fathers ' and  m o th ers ' 

u s a g e  of th e se  so u rces  w ere varied and  m alleable, all paren ts  in the  study  

repo rted  frequen t u sa g e  of both th e ir internal and external so u rces . T h e se  

findings m agnify th e  multiple influences which impact paren tal ex p ec ta tio n s  and  

ac tions. As previously stated , p a re n t cognition is extrem ely com plicated . 

D ifferences in P aren ts ' and T each e rs ' Expectations

Variation in developm ental ex p ec ta tio n s  were a lso  found b e tw een  

children, te a c h e rs  and  m others. M others’ a g e  expectations for th e  child to 

d ev e lo p  certain  ta sk s  w ere consisten tly  earlie r than the  ex p ec ta tio n s  o f te a c h e rs  

(G oodnow . Knight. C ashm ore. 1985). T each e rs 'e x p e c ta tio n s  for young 

ch ild ren 's  developm ent w ere found to vary a s  a function of th e  am o u n t of te a c h e r  

in teraction  with a  child. T eachers  w ho in teracted with children for a  full day
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indicated earlie r a g e  developm ent expectations than half-day te a c h e rs  

(G oodnow , Knight. C ashm ore, 1985). This variability o f te a c h e r  expectations 

m ay further com plicate  the  ap p ro p ria ten ess  of p a ren ts ' developm enta l 

ex p ec ta tio n s  a s  paren ts  receive information concerning their child's developm ent 

from various te a c h e rs  and careg ivers.

P a re n ts ' developm ental expec ta tions are co n sid ered  im portant b ecau se  

they in fluence their own behav ior and  subsequen tly  influence th e  developm ent of 

the  child. P a re n ts  w hose  developm enta l expecta tions coincide with their child's 

growth a re  usually  m ore able to a ss is t in their child's ed u ca tio n , and  thus 

positively fo s te r their child's cognitive and social grow th (Miller, 1988). However, 

reaching  a  b a la n c e  betw een p a re n ts ' expectations an d  their child 's developm ent 

can  b e  difficult b e c a u se  of th e  com plexity of both the  p a ren ts ' expecta tions and 

their child 's con tinued  growth an d  developm ent.

For exam ple , paren ts ' schoo l experiences can  influence their expectations 

for their ch ild 's developm ent. In a  d iverse  sam ple of u rb an  children in g rades 1 

through 3, m iddle c lass  p a ren ts  w ho monitored their child 's schoo l p rogress w ere 

able to  m odify their expec ta tions and  estim ates  of ch ild ren 's  cognitive abilities 

and positively influence their child 's school ach ievem ent. C onversely  low incom e 

pa ren ts  with le ss  school ex p e rien ce s  had difficulty modifying their expecta tions 

which, in turn , ham pered  their a ss is ta n c e  in their child 's ed u ca tio n  (Entwisle & 

Hayduk, 1981).
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Grolnick and S low iaczek (1994) supported  these  findings w hen  th ey  

investigated  the  relationship be tw een  m others ' and fathers' beliefs a b o u t learning 

(m easu red  by the  am ount of learning activities in the hom e an d  p a ren ts ' 

involvem ent in their child 's education). T here  w as a significant relationship  

b e tw een  the  fathers' and  m others ' beliefs ab o u t learning and  th e  child 's 

percep tion  of his/her cognitive and physical com petence and  social a c c e p ta n c e .

T h e se  stud ies a lso  em p h as ize  the  variety of environm ental in fluences on 

p a ren ta l expecta tions, an d  the  difficulty of altering existing beliefs or 

d ev elo p m en ta l expec ta tions. B ec a u se  of th e  individuality of paren tal 

e x p ec ta tio n s , generic  g roup form s of p a ren t education and  p a ren t involvem ent 

m ay  b e  in ad eq u a te  in altering p a ren ts ' inaccu ra te  beliefs and  ex p ec ta tio n s . It is 

c le a r  though , that p a ren ta l ex p ec ta tio n s  for developm ent influence p a re n t - child 

in teraction . Parental ex p ec ta tio n s  and  p a ren t - child in teractions m ay a lso  b e  

influenced  by paren t involvem ent a s  p a ren ts  learn m ore ab o u t their children.

M others' P e rcep tio n s  of their Role in Their Child's E ducation 

Vygotsky (1978) theorized  th a t through the interaction of a  

know led g eab le  adult, children will acqu ire  th e  skills to perform  ta sk s  

independen tly . In its b ro a d e s t s e n s e , the  cen tral role of p a ren ts  is to  a s s u m e  the  

position  of th e  know ledgeab le  adult and  support the dev elo p m en t of th e ir child 

(P ee t. 1994). Current th eo ris ts  add  to V ygotsky's theory by including th e  

influence of th e  adult's p rev ious ex p erien ces , their perception of th e  child 's 

abilities, and  the adult's  percep tion  of their role in assisting the  child. All of th e s e
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will Influence th e  adult's' percep tion  of her role and  her Interactions with th e  child 

(G oodnow  & Collins, 1990).

M others' perceptions o f their role In their child's dev e lo p m en t a re  

m otivated by their conception o f w hat they  perceive to be  a  child 's norm al 

p ro g re ss  tow ard maturity. T h e s e  conceptions or developm ental ex p ec ta tio n s  

provide a  "tim etable" of w hat th ey  perceive Is possib le and Im possible for their 

child. W h eth e r In a  naive or a n  Informed way the m other utilizes th is tim etab le  to 

reinforce, restrict, or en co u rag e  the  child's developm ent In a re a s  th e  m other 

Identifies a s  Im portant (H ess e t  al., 1981). In m ost Instances this tim etab le  is 

continually rev ised  depending  upon th e  parent's  current know ledge and  the  

child 's charac te ris tics, while In o thers, the  parent m ay c e a s e  a ss is tin g  th e  child 

w ho Is u n ab le  to m eet the p a re n t's  expectations.

D em ograph ic  Influences on P a ren ta l R oles

O ther fac to rs which will Influence the paren t's  tim etable  an d  her 

p e rcep tio n s  of h e r role In ass is tin g  in her child's developm en t a re  ethn ic  

traditions, th e  m other's  educa tiona l level, em ploym ent s ta tu s, an d  the  so cio ­

econ o m ic  level of the  family. M others from lower socio-econom ic  levels perceive  

the ir role to b e  o n e  of teach ing  their children to re sp ec t authority, "to do  w hat 

th ey  te a c h e r  tells them  to do" (Holloway e t al., 1995). They a re  le ss  a p t to 

overtly a s s is t  In their child's ed u ca tio n ; however, a re  willing to  do  so  w hen 

te a c h e rs  provide s tra teg ies  a n d  activities for guiding th e  p a ren t In app ro p ria te  

m e th o d s  to te a c h  the  child (D au b er & Epstein, 1993).
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More highly ed u ca ted  m others and  m others from m iddle c lass  and  upper 

c la ss  socio-econom ic levels a re  m ore a p t to ad o p t a very active role in their 

child’s  education . B etter educated  p a re n ts  believe they h av e  m ore influence 

over their child's developm ent than le ss  ed u ca ted  paren ts  (P alac ios. 1992). 

T h ese  are th e  m o thers  who involve their child in multiple activities to provide 

continual social and  cognitive stim ulation. Elkind (1981) refe rs  to children w hose 

m others have b e co m e  overly zea lo u s  in fostering their child 's developm ent as 

"hurried children". T he parent b eco m es so  im m ersed in the ir role of stimulating 

th e  child's developm en t, they force th e  child into developm entally  inappropriate 

activities and se ttin g s.

Ethnicity and  paren ts ' cultural traditions a lso  influence p aren ts ' 

percep tions of the ir role in their child's education . P aren ts  o f A sian d ecen t 

perceive their role to b e  one of providing approp ria te  opportunities and  support 

for their child to  com plete  ass ig n m en ts  within th e  hom e. T h e  te a c h e r  is to 

provide the  inform ation and instructions for th e  pa ren t to a s s is t  (Yao, 1993). As 

s ta ted  previously in the  literature review, ch ildren 's school s u c c e s s  or lack of it 

reflects upon th e  en tire  family in the  A sian culture.

Native A m erican paren ts traditionally co n sid er the  role of supporting 

children 's d ev e lo p m en t to be the  responsibility of all adu lts  (the  w hole tribe). 

Involvem ent of all family m em bers is e ssen tia l. E m phasis is on learning through 

explanation and  exam ple . Although traditionally Native A m ericans a ssu m e  a 

m ore p assive  role in their child's dev e lo p m en t within the sch o o l setting, they
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believe It is their sac red  responsibility to support all children's dev elo p m en t 

(S ipes, 1993). For this re a so n  their role is modifying to include p a re n t 

participation within the  school setting .

C urrent Perceptions of P aren ta l R oles

Current literature ind ica tes  p a ren ts  focus m ore on children 's cognitive 

developm ent, but actually believe they  have  m ore control and  influence over 

their children's social d evelopm en t (Knight & G oodnow , 1988). A lthough m any 

p a ren ts  indicate they include the ir children in baking cookies, g rocery  shopping, 

and  multiple conversations, th ey  do not perceive  this to b e  a  co m p o n en t of their 

role in stimulating cognitive developm en t. M ost p a ren ts  a re  u n aw are  of the 

educational influences and  im pact of everyday  ex periences (S o n n en sch ein . 

Baker, & Cerro, 1992).

In Sonnenschein , B aker, and  C erro 's  study  (1992). m iddle c la s s  m others 

w ho intentionally taugh t cognitive skills w ere  m ore likely to te a c h  social skills in 

an  incidental m anner; while p a re n ts  w ho intentionally taught socia l skills were 

le ss  ap t to teach  cognitive skills. M ost of the  m others reported  th a t they  believed 

their role in their child's d ev e lo p m en t would c h an g e  a s  the  child m atu red . All of 

the  m others reported  including so m e  literacy opportunities for the ir child, a s  well 

a s  a  few m etacognitive s tra teg ie s . They perceived  their role in their child's 

developm ent a s  being im portant and  o n e  th a t w as  b a sed  on the ir own 

experiences, and  advice from adu lts  they  perceived  to b e  know ledgeab le .
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T h e se  variations in paren tal role p e rcep tio n s  and  th e  paren tal b eh av io rs  

an a lo g o u s  to th e  paren t involvem ent th a t th ey  lead  up to, should be  re la ted  to 

variations in children 's developm ent. Em pirical work in this a rea  is q u ite  limited, 

how ever.

P a ren t E ducation

Irrespective  of cultural heritage, eco n o m ic  c ircum stances, or ed u ca tio n a l 

level m o st p a re n ts  aspire to a s s is t  in providing their child opportunities for 

optim al developm ent. Barriers occu r w hen  p a re n ts  and  com m unities d o  not 

p o s s e s s  w hat C olem an (1987) d e fines a s  socia l capitol to p rep a re  ch ild ren  for 

integrating into th e  dom inant cu lture 's ed u ca tio n a l and  social ex p ec ta tio n s . In 

the  family, socia l capitol is defined a s  parent-ch ild  com m unication co n ce rn in g  

acad em ic , social and  personal m atte rs . Lack of social capitol is frequen tly  a 

factor w hen  discontinuity occurs b e tw een  th e  ty p e  of com m unication in th e  

hom e, particularly in low incom e or e thn ic  minority hom es, and th a t occurring  in 

the  sch o o ls  (Powell, 1990). School instruction h a s  historically reflec ted  dom inan t 

white m iddle c la ss  values which e x a c e rb a te s  this discontinuity for m inority 

fam ilies. P a re n ts  w ho have minimal form al ed u ca tio n  p o se  an o th er p rob lem  a s  

they a re  often fearful of the school setting  an d  lack th e  ability to a s s is t  in their 

child’s  ed u ca tio n .

Family social capitol is further e ro d e d  with th e  breakdow n of th e  idealized 

im ag es  of tw o-paren t families in which the  fa th e r prov ides th e  m o n e ta ry  

s u s te n a n c e  for th e  family while m other c a re s  for th e  children and p a rtic ip a te s  in
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sch o o l activities. As previously s ta ted , cu rren t families which a re  co m p o sed  of 

dual-earn ing  parents and  single p a re n ts  h av e  little time to participate in 

traditional forms of paren t involvem ent such  a s  volunteering within th e  school 

se tting  and  participating in specia l ev en ts .

C urrent research  is exam ining a m ore ecological approach  to p a ren t 

ed u ca tio n . R ather than continuing to  inform p a ren ts  through within - school 

volunteering and participation in schoo l su p p o rt g roups such a s  the  P a re n t 

T e a c h e rs  A ssociation, schoo ls a re  striving to ad o p t a  more ecological approach  

for p a re n t participation and  edu ca tio n . T h e se  new  roles for schoo ls include 

serv ing  a s  brokers of multiple se rv ices  such  a s  health  care (i.e., child 

im m unizations, providing a c c e s s  to  m edical serv ices), social serv ices, and  p a ren t 

ed u ca tio n  (Colem an, 1987). T he cu rren t problem  is to identify optim al m odels of 

p a re n t education  and  support which provide social capitol appropria te  for the 

p a re n t and  child while being econom ically  feasib le  for schools. In an  effort to 

provide social capitol to children an d  p a ren ts , various parent ed uca tion  m odels 

h av e  b e en  exam ined and  initiated.

Deficit Model

Until the  1920's the  majority of p a ren t education  m odels w ere oriented 

tow ard  changing or improving im m igrant family practices to aid integration into 

th e  dom in an t white middle c la ss  culture. T he 1920 's ushered  in p a re n t 

ed u ca tio n  for the dom inant m iddle c lass . This consisted  of p rogram s primarily 

s p o n so re d  by the schoo ls  which instructed  p a re n ts  on the p roper w ay s to raise
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children and  e n h a n c e  cognitive developm ent. This form of paren t education 

continued  until th e  early  1960‘s  w hen it b ecam e  a p p a re n t tha t even though the  

United S ta te s  had  o n e  of the highest s tan d a rd s  of living in the  world, minorities, 

han d icap p ed  individuals, and the econom ically d isad v an tag ed  w ere still 

underem ployed  (B erger. 1991). Although the  w elfare sy stem  provided financial 

a s s is ta n c e  an d  instruction on proper health, educa tiona l and  nutritional m ethods, 

the  population  of poor w as increasing instead  of d ecrea sin g . R ather than 

achieving in d ep en d en ce , recipients w ere becom ing m ore help less  and 

d e p e n d e n t upon th e  system  (Cochran. 1987: Lally, M angrove, & Honig, 1988; 

M oroney. 1987).

T h e  key word in this scenario  is instruction. T h e se  families w ere identified 

a s  "at risk" and  w ere  viewed a s  inadequate  or deficient b e c a u s e  they did not 

reflect d o m inan t m iddle c lass characteristics. S in ce  th e  instruction and 

a s s is ta n c e  they  w ere  receiving w as primarily from p rep a red  curricula and  

p ro ced u res  which reflected middle c lass  ideologies, th e  fam ilies' unique 

ch arac te ris tic s  w ere  often ignored.

This type of p a ren t education and intervention h a s  b een  term ed the  Deficit 

Model b e c a u s e  p a re n ts  have to d em onstra te  th a t th ey  a re  in need  before 

receiving help (C ochran , 1988). S ince the  family is a lready  experiencing defeat, 

it is very  difficult for them  to attain the confidence an d  abilities to w ean aw ay from 

this ty p e  of a s s is ta n c e . R ather than identifying an d  focusing on the s tren g th s  of
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the family, the  e m p h as is  is on fixing w hat is perceived  a s  w eak or different than 

that e sp o u se d  by th e  dom inan t Euro Am erican society .

B ecau se  efforts to "fix" families and m ake  them  m ore like m iddle c la ss  

families have  proven to  b e  unsuccessfu l, a lternative  paren t education  m odels a re  

being explored. O n e  of th e se  is the  ecological m odel which reco g n izes  tha t 

families do not ex ist in a  vacuum . They a re  a  com pilation of traditions, a ttitudes, 

and ex p erien ces  w hich m ust b e  honored and  a d d re s s e d  while ass is tin g  fam ilies. 

Ecological Model

As ex p erts  b e g an  to re sea rch  the w elfare sy stem . H ead S ta rt w a s  c rea ted  

through the  Office o f E conom ic Opportunity in 1965. The prim ary th ru st of the  

program  w as  to e n a b le  im poverished  children to  e n te r  elem entary  schoo l on an 

equal footing with the ir m ore privileged p eers  (G reenberg , 1990: L ee e t  al..

1990). Realizing th a t school p reparation  requ ires  m ore than accum ula ted  

knowledge, p rogram  co m p o n en ts  w ere  d esig n ed  to a d d re ss  the  child 's physical 

and em otional n e e d s  a s  well a s  cognitive n e e d s . To attain th e se  ob jectives 

paren ts w ere  included in every  a sp e c t of th e  p rogram  through p aren ta l 

instruction in child d ev e lo p m en t and  health c a re  to decision-m aking opportun ities 

concerning their children. O n e  of th e  key e lem en ts  w as  the Family Action Plan 

which identified m e a n s  for fam ilies to realize th e ir personal goa ls. R a th er than  

trying to fix th e  p a re n ts  by focusing on their defic iencies, the e m p h a s is  w as  on 

em pow ering them  to  optim ally utilize the p rog ram s an d  available opportunities. 

(Minnick. 1988; Powell, 1984; Zigler & F reedm an , 1987). By moving from a
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p a re n t im provem ent program  to on e  w hich adopted  m ore of a  family focus. H ead 

S ta rt b ecam e  th e  p recu rso r of the eco log ica l or transactional ap p ro ach  to p a ren t 

education  (S ch w ein h art & Weikert. 1986; Zigler & F reedm an. 1987).

Societal c h a n g e s  su ch  a s  m o th e rs  entering the  work force, recognition of 

e th n ic  d ifferences, in c reased  mobility o f families, and m ore single p a re n t fam ilies 

b e g a n  to force a  shift from program s w hich w ere grounded in the  traditional 

paren ta l deficit p a rad igm  tow ard the  eco log ical approach  which a d d re s s e d  the  

multiplicity an d  u n iq u e n e ss  of e ach  family and  its surroundings. By adopting  th e  

ecological m odel, child developm ent sp ec ia lis ts  began  to  explore th e  p rem ise  

th a t hum an b eh av io r resu lts  from th e  interaction of m any factors including a 

p e rso n 's  te m p e ram en t, m aturation, th e  im m ediate family, the  ne ighborhood , the  

p re se n c e  of a  s te lla r family or su p p o rt sy stem  and th e  perception  of th e  family in 

th e  com m unity (B ronfenbrenner, 1986; C ochran, 1987, 1988; E ise n s tad t & 

Pow ell, 1987; Lally, M angione & Honig, 1988).

Inform ed by H ead  S tart and  its e m p h as is  on serving the  total child and  

family, and th e  th eo re tica l work of B ronfenbrenner, the  educational com m unity 

recogn ized  th a t th e  family is in a m uch  b e tte r position to provide long term  

su p p o rt and  g u id a n c e  for th e  child th a n  an  isolated program  w hich only fo c u se s  

on  th e  child's cu rren t n e e d s . The e m p h a s is  shifted from focusing on th e  child to 

m ore  of a p e rsp ec tiv e  which recogn ized  th a t by educating th e  p a re n ts  and  

a d d re ss in g  th e ir n e e d s , th e  child w ould h av e  m ore opportunity to  receive
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su s ta in e d  gu idance  and a  g re a te r  chance  for optim al developm ent 

(B ronfenbrenner, 1979; Z igler & Berman. 1983).

T he realization tha t ad d re ss in g  the n e e d s  of fam ilies in poverty w as not a 

m onolithic problem , but ra th e r  a  unique m ultifaceted phenom enon , precipitated 

investigations of existing p a re n t education and  p a ren t support p rogram s which 

se rv e  fam ilies by add ressing  their individual n e e d s  and  characteristics. During 

th e  1970 's severa l multiple s ite  dem onstration p ro jects  w ere initiated by H ead 

S ta rt 's  spo n so r, the  A dm inistration for Children, Youth and  Fam ilies (ACYF). to 

identify p rogram s which w e re  currently ad d ressin g  p a ren t education  and child 

d ev e lo p m en t outcom es ecologically. The e m p h as is  w as on modifying current 

in terventions to m eet the  n e e d s  of the population being  served  (H alpern &

L am er, 1988).

ACYF launched a  p rog ram  known a s  P lanned  Variation H ead  Start. The 

p u rp o se  w as to identify p a re n t and  child curriculum m odels which could be  

a d a p te d  to th e  families, ra th e r th an  expecting the  fam ilies to ad just to the 

p rogram . S o m e program s co n sis ted  of child-initiated activities which provided 

learning opportunities th rough  exploration while o th e r program s em p h asized  

m o re  teacher-d irec ted  activities and  direct instruction. In each  re sea rch  setting  

th e  p rog ram s w ere im plem ented  som ew hat differently a s  they evolved to m ee t 

th e  n e e d s  of the  participating families. As the  p rog ram s w ere a lte red  to m e e t the 

n e e d s  of the  population being  sen /ed . it b e ca m e  a p p a re n t that in so m e  c a s e s
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d iffe ren ces  within m odels w ere often g re a te r  th an  differences betw een  m odels 

(H alpern & Lam er, 1988; Travers & Light. 1982).

Although th e  differences betw een  m odels su g g es t the  individual n e e d s  of 

th e  various settings w ere  being a d d re ssed , th e  diversity of the H ead S tart 

p ro g ram s h a s  confounded  research  co m parisons of Head S tart and control 

g ro u p s . T h e  H ead S ta rt participants a re  a  h e te ro g en o u s population. 

C o n seq u en tly  the  prim ary goal of identifying a  curriculum that would m ost 

effectively m ee t th e  n e e d s  of Head S tart children and  families is still being 

d is c u s se d  (O den & Schw einhart, 1996).

Two G enera tion  Model. In the  continued  q u e s t to identify optimal p a re n t 

e d u ca tio n  m odels w hich ad d ress  individual familial needs, o ther o rgan izations 

h av e  initiated and explored  various p a ren t educa tion  m odels. The Ford 

F oundation  funded P a re n t Child D evelopm ent C en ters  (PCDC) in th ree  sites: 

B irm ingham , serving black and white fam ilies; H ouston, serving M exican- 

A m erican  families; and  New O rleans, serving black families (Andrews e t al., 

1982). T h e se  p rog ram s w ere to m aintain a  co n sis ten t theoretical perspec tive  

while a s s e s s in g  th e  effects  of m aternal in teractions on infant developm ent; 

h o w ev er e a c h  program  w as to a d d re ss  an d  support the  unique n e ed s  of its 

population . To m e e t th e  individual n e e d s  of the  populations being served , e a c h  

site  institu ted  p a ren t education  s tra teg ies  co n g ru en t with their n eed s . No two 

p ro g ram s w ere  alike, how ever, all of th e  p a re n t education  program s w ere  

d e e m e d  su ccessfu l and  continued after th e  experim en t had ended .
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T h e se  s tu d ie s  provided further support for the  p rem ise  th a t ecological 

paren t educa tion  m odels which ad d ress  the  unique n e e d s  of the  people being 

served, a re  m uch m ore effective than  th o se  m odels which focus on "fixing" the 

parent. They provided the  foundation for the  two g en era tio n  paren t education 

m odels which followed. Two generation m odels not only a d d re s s  the unique 

n eed s  of th e  m other, but a lso  that of the  child or family.

T he two g en era tio n  model w as utilized to a s s is t  sing le  m others and  their 

children in leaving th e  w elfare system . Previously, s ing le  m o th ers  receiving 

welfare p ay m en ts  w ere  provided job training opportunities; how ever there  often 

w as no affordable child ca re  available. C onsequen tly  this form of parent 

a ss is ta n c e  and  ed u ca tio n  h ad  often b een  ineffective in helping the  m other gain 

th e  job skills n e e d e d  to leave  the w elfare sy stem . By providing ca re  for the  child 

in concurrence  with th e  m other receiving job training, th e  m o th e rs  are provided 

opportunities for co n s is te n t a tten d an ce  and  th e  acquiring of a  skill while her child 

is receiving quality care .

An ex am p le  of th e  tw o-generation m odel is th e  federally  funded Jo b s  

O pportunities an d  B asic  Skills program  (JO BS). The e m p h a s is  is to provide job 

training so  th a t th e  custodial parent m ay b eco m e self-sufficient and  thus leave 

th e  w elfare roll. During this time child care  is provided an d  th e  noncustodial 

paren t is requ ired  to provide financial a s s is ta n c e  (Sm ith, 1991). In re sp o n se  to 

this act various public and  private foundations h av e  fin an ced  resea rch  efforts for
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longitudinal evalua tions of tw o-generational program  m odels which a d d re ss  no t 

only the n e e d s  of th e  paren t, but also th o se  of th e  child.

O ther federally  funded two g enera tion  p aren t educa tion  m odels a re  the  

E xpanded  Child C are  O ptions (ECCO) an d  Even Start. T he  H ead S tart and 

JO B S  program s a re  being linked in so m e  s ta te s  to provide ex ten d ed  day  ca re  

and  child dev e lo p m en t educational opportunities for th e  child, while the  p a ren t is 

participating in job training or continuing the ir education  (Collins, 1993; Smith,

1991). T he g o v e rn m en t sponsored  Even S ta rt p rogram s se rv e  low-incom e 

families with children a g e s  1 through 7. E ven S tart p rovides developm entally  

appropria te  activities for th e  children, while providing paren tal education  in child 

d evelopm en t in conjunction with opportunities for p a ren ts  to fulfill high school 

GED requ irem en ts  and  acquire basic  literacy skills.

T h e se  tw o-generation  program  initiatives described  ab o v e  exemplify th e  

im portance of considering  all of the  variab les which affect p a ren ts ' and  ch ild ren ’s 

dev elo p m en t and  quality of life. For optim um  results p a ren t ed uca tion  program  

conten t, information dissem ination, and p a re n t and child charac te ris tics, n e e d s  

and  social se ttin g s  m u st b e  ad d ressed . P a re n t education  s tra teg ie s  which h a v e  

proven effective with m iddle-class p a re n ts  m ay not m ee t th e  n e e d s  of low- 

incom e fam ilies. L arge-group paren t ed u ca tio n  m ethods h av e  proven 

particularly effective with middle c lass  p a ren ts : how ever C hilm an 's (1973) review  

of the  p a ren t ed u ca tio n  literature indicated  this m ethod w a s  not productive in low
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incom e families. S lau g h te r (1983) how ever reports tha t long-term  group work 

can  be effective with certain  low-incom e ethnic populations.

This re sea rc h  indicates tha t p a ren t involvement in the  form of paren t 

education is m ost likely to b e  effective w hen family characteristics a re  

accom m odated . Ethnicity or culture h a s  a lso  been  identified a s  affecting 

p aren ts ' choice o f educa tiona l s tra teg ies . S om e ethnic g roups a s  well a s  certain  

personality ty p es  a re  th rea ten ed  by participating in group situa tions while o thers  

a re  th rea ten ed  by hom e visitations (Powell & E isenstadt, 1988; Powell, 

Z am brana & Silva-Palacios, 1990). Again th e  em phasis  m ust b e  p laced  on the 

flexibility, intu itiveness, and  know ledge of th o se  providing the  p a ren t education  

or family serv ices . O ne  of th e  key com ponen ts  in a p a ren t ed u ca tio n  program  is 

voluntary participation and  th e  opportunity to provide input into th e  d iscussion  

topics (Powell, 1990; Powell e t al.. 1990).

Building on th e  p rem ise  th a t th e  educational com m unity and  current 

p a ren t support sy s te m s  a re  an tiqua ted . C olem an (1987) p ro p o se s  th a t p aren t 

education  an d  p a ren t support sy s te m s  m ust be  modified to m e e t th e  current 

n e e d s  of fam ilies. With the  in c rease  in single parent families, fam ilies w here  

both paren ts  work o u ts id e  th e  hom e, p a ren ts  who have m oved aw ay  from their 

stellar family, and  fam ilies en co m p assin g  a  variety of ethnic an d  cultural beliefs. 

C olem an p ro p o se s  tha t a  g en eric  p a ren t education s tra tegy  c an  no longer be 

im plem ented in all se ttings. A lthough there  is an  ab u n d an ce  o f published 

m aterials concern ing  child d ev e lo p m en t and  appropriate  learning activities for
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young children available to p aren ts, su rveys indicate that p a ren ts  p re fe r p eop le  

so u rces  (C rase, C arlson & Kontos, 1981: K oepke & Williams, 1989: P e e t, 1994). 

This is particularly ev iden t in im m igrant populations w here English is th e  seco n d  

language  (Powell, Z am brana. & S ilva-Palacios, 1990). P aren t ed u ca tio n  

p rogram s a re  uniquely suited  to provide this personal interaction.

Historically th e  primary m e an s  to distribute information to p a re n ts  h a s  

b e en  through the  p a ren t involvem ent s tra teg ies  of written com m unication (e.g ., 

new sletters, notes), p a ren t co n fe ren ces  and  group m eetings within sch o o ls  and  

preschool program s (E pstein, 1986). In m ost settings the con ten t o f th e  

m eetings and  co n fe ren ces  a re  decided  by professional staff m em b ers  and  

evolve from white, m iddle-class norm s. For this reason  the individual and  

collective n e e d s  of th e  p a ren ts  a re  not alw ays identified or a d d re s se d  (Sigel. 

1983: Laosa, 1983). T he field m u st now work tow ards devising p a re n t 

involvem ent and  p a ren t education  s tra teg ies  for individual p a ren ts  a n d  fam ilies 

ra ther than  using g en eric  m odels to  serv e  all. O ne m ethod particularly a m en ab le  

to individualization is hom e visitation. A lthough home visits have  b e e n  u se d  for 

y ears , only recently h av e  experts  realized the  need to tailor them  to individual 

families.

H om e Visits

H om e visits h av e  b een  reco rded  a s  far back a s  E lizabethan tim es w hen  

serv ices w ere  provided to p au p ers  in their hom es. W asik, Bryant a n d  Lyons 

(1990) s ta te  tha t ho m e visits have  b een  utilized across the  years , particularly  to
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a s s is t  fam ilies in n eed . T he primary p u rp o se  of ho m e visits h a s  been  to 

recognize  and  a d d re s s  e ach  family’s unique n e e d s  by providing or identifying 

so u rc e s  of a s s is ta n c e  and  appropriate m e an s  to b e tte r  the  familial situation (i.e.. 

fam ilies with health  problem s, invalids, elderly p eo p le  an d  peop le  in poverty). 

A lthough theoretically  hom e visits a p p e a r  to b e  th e  m o st ecological m ethod to 

m e e t the  un ique  familial needs, empirical su p p o rt docum enting  the  effec tiveness 

of hom e visits is sca rc e . The practice of visiting fam ilies of children in their hom e 

is b a se d  upon th re e  assum ptions; (a) P a re n ts  a re  usually  th e  m ost caring an d  

im portant p eo p le  in the  child's life. Hom e is w h e re  th e  child fee ls  m ost 

com fortable an d  secu re , (b) P aren ts can  learn  effective w ays to a ss is t In the ir 

child 's d ev e lo p m en t if provided appropriate  know ledge and  skills. This can  b e  

optimally ach iev ed  through individualizing th e  instruction in th e  hom e by focusing 

on th e  particu lar family, (c) For p a ren ts  to optim ally m e e t th e  n eed s  of their 

children, the ir own n e e d s  m ust also be  a d d re s se d . T hrough hom e visits p a re n ts  

a re  provided su p p o rt and  stra teg ies which will a s s is t  in their family's unique 

situation, th u s  providing g rea te r security for th e  child (W asik, Bryant & Lyons. 

1990).

A m ajo r hom e visiting study which exem plifies th e  im portance of 

ad d ress in g  th e  n e e d s  an d  characteristics of th e  family while providing 

co m p reh en s iv e  su p p o rt for the family is th e  Child an d  Family R esou rce  P rog ram  

(C FR P) (T ravers, N auta & Irwin, 1982). This w as  a  h o m e visiting program  for 

fam ilies with infants, birth through a g e  3, which w a s  im plem ented  in 11 s ta te s
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th roughou t th e  nation. Participating families w ere  linked to social service 

a g e n c ie s  if n e ed e d . This included becom ing affiliated with H ead  S tart program s 

if p resch o o l children w ere  involved. Through H ead S ta rt th e  children w ere 

provided a health  screen ing  and an  appropria te  school setting .

S o m e se ttin g s  utilized lay people  a s  th e  hom e visitors, while o thers 

utilized p ro fessionals . The choice of hom e visitor w a s  to be  cong ruen t with the 

n e e d s  of the  fam ilies being served . For exam ple, o n e  s ite  se rv ed  unwed teen  

m o th ers  with hom e visitors who had  been  single te e n  m o th ers  from similar life 

c ircu m stan ces . A nother site u sed  professional hom e visiting te am s, with one 

h o m e  visitor focusing on general family n e e d s  and  th e  o th e r focusing on child 

d ev e lo p m en t. S o m e  program s w ere heavily involved with H ead  S tart while 

o th e rs  p laced  g re a te r  em p h asis  on parental em ploym ent and  social service. 

S o m e  m odels  had  p a ren ts  participating in c en te r  activities while o thers w ere 

primarily hom e b a se d . The program s w ere  ad ju sted  to m e e t th e  n e ed s  of the 

popu la tions se rv ed .

Five of th e  11 program s w ere  ev alua ted  to a sce rta in  the ir e ffectiveness in 

m eeting  fam ilies' n e e d s . The five p rogram s w ere  se le c te d  b e c a u s e  the n e e d s  of 

their fam ilies and  th e  w ays the  hom e visitor w ere  a d d re ss in g  th e s e  n eed s  

differed significantly. In o n e  setting there  w as g re a te r  e m p h a s is  on job training 

and  em ploym ent. In an o th er setting there  w as a  strong  m en ta l health  em p h asis  

on helping children with special n eed s . In this setting  m o th ers  w ere  a ss is ted  in 

leaving th e  work force in order to stay  a t hom e and  c a re  for their children. N one
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of th e  se ttings indicated significant effects on the  families a s  m easu red  by 

various child developm ent and  behav ior m easu res which had  b een  se le c ted  prior 

to the  hom e visits (Andrews e t al., 1984). The au thors s ta te  the  lack of 

significant c h a n g e s , a s  m easu red  by the survey instrum ents, may have  occurred  

b e c a u se  the  m ajor em p h asis  of th e  hom e visits w as to tailor th e  ed u ca tio n  and  

a ss is ta n c e  to m e e t the  unique n e e d s  of each family. The visitors m ay h av e  b een  

so su ccessfu l in m eeting th e  individual needs of each  family, they m oved aw ay 

from so m e  of th e  specific a re a s  which w ere m easured  by th e  survey instrum ents.

S evera l hom e visiting s tu d ie s  have exemplified th e  im portance of having a 

flexible hom e visiting a g en d a  ra ther than a p reset curriculum, and having lay or 

p eer hom e visitors providing th e  intervention. C ochran (1988) refers to this a s  

em pow ering th e  parent. R a th er than  having an estab lish ed  generic  curriculum , 

the lay visitors ad just the intervention in response  to the  individual fam ily's 

n e ed s . Also, having hom e visitors who have had similar life ex p e rien ces  should 

provide g re a te r  co n g ru en ce  b e tw een  the  visitor and  the paren t. H ow ever, 

b e c a u se  of th e  paucity of hom e visiting research  stud ies, Powell (1990) cau tions 

ag a in s t m aking decisions concern ing  which type of hom e visit an d /o r hom e 

visitor is the  m o s t beneficial.

T he u se fu ln ess  of having p e e r  or lay (non-professional) visitors in 

conjunction with a  flexible hom e visiting curriculum or a g e n d a  is fu rther 

exem plified in th e  Child Survival/Fair S tart study supported  by th e  Ford 

Foundation (H alpern & Lam er, 1988). Similar to th e  Child and  Family R eso u rce
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program  study, this study w as im plem ented in various settings throughout the 

United S ta te s . Home visitations b eg an  w hen  th e  m other w as p reg n an t and 

term inated  w hen the child reached  a g e  two. Although the visitors w ere trained in 

p ren a ta l c are , the  primary focus of th e  h o m e  visits w as to identify and  support 

th e  p reg n an t m other’s  streng ths; thus m aking them  m ore confident and  able to 

a d ju st to  their life experiences and to utilize their current know ledge. R ather than  

te a c h  th e  m others about child developm ent, th e  visitors w ere instructed to listen 

to th e  m o thers  and respond to their n e e d s .

H alpern and Lam er report tha t in m ost settings this occurred , how ever in 

T he  Rural A labam a P regnancy  and  Infant H ealth Program  two th ings occurred 

w hich transfo rm ed  a flexible hom e visiting curriculum and a g e n d a  into a 

p re p a red  curriculum. Both the hom e visitors an d  the  m other's  being visited 

a lte red  their com m unication sty les b e c a u s e  of an  expert providing additional 

inform ation.

in an  effort to provide g rea te r a s s is ta n c e  for the young m others, a  child 

d ev e lo p m en t specialist w as hired to provide th e  hom e visitors with additional 

know ledge ab o u t child developm ent. T h e  child developm ent spec ia lis t gave 

w eekly  lec tu res  to the hom e visitors on  a  variety o f child dev elo p m en t topics. As 

th e  lec tu res  continued the  young m o th e rs  b e g an  canceling the ir hom e visits. 

W hen  th e  director of the  program  investigated  the  problem, s h e  found tha t the 

h o m e visitors, who w ere  well re sp ec te d  o lder grandm otherly ty p e  w om en in the 

com m unity, had  becom e intimidated by th e  flood of new information provided by
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th e  child developm ent lectures. In trying to relay all of th e  new  information, the 

visitors had  lost their spontaneity  and  re sp o n siv en ess  during th e  hom e visits. 

T hey w ere  trying to tell the  young m others  everything th ey  had  learned  in the 

lec tu res  and  thus had stopped  listening to and  ad d ress in g  th e  im m ediate n eeds 

of their clients. T he individualized p rogram  had unintentionally beco m e a p reset 

curriculum  rather than  a  re sp o n se  to th e  m others' n e e d s  and  had  thus, lost its 

e ffec tiveness.

T he S y racu se  University Family D evelopm ent p rogram  is an o ther 

ex am p le  of an early  intervention s tra teg y  which utilized hom e visits focusing on 

top ics th e  family (client) perceived a s  im portant (Lally, M angione & Honig, 1988). 

A full com plem ent of education , nutrition, health  and safety , an d  hum an service 

re so u rc e s  w ere provided to 108 low incom e families (yearly incom e less  that 

$ 5 ,000  in 1970 dollars), beginning befo re  th e  birth of the ir child and  continuing 

until th e  child en tered  e lem entary  school. "The m ajor th ru s t of th e  intervention 

w as  to  influence and  have  im pact on th e  m ore p e rm an en t environm ent of the 

child, th e  family, and  th e  hom e, and  to support paren t s tra te g ie s  which en h an ce  

th e  d evelopm en t of the  child long a fte r intervention c e a se d "  (p .80). C oncurrent 

with th e  families receiving th e  intervention, a co m parab le  population of low 

incom e families w ere identified a s  control group p a re n ts  w ho received  no hom e 

visits.

W eekly hom e visits w ere  m a d e  by trained p a rap ro fess io n a ls . T he visitors 

w ere  instructed to view p a ren ts  a s  p a rtn e rs  and  to fo cu s  on susta in ing  family
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s tren g th s  and assis ting  in m a tte rs  which the  family perceived  a s  n e e d s . The 

hom e visits usually included th e  m other and  child with em p h as is  p laced  on 

developing a  w arm  loving relationship  betw een  them. T he m ajor role of the  

visitor w as tha t of a  "know ledgeab le  friend".

A learning g am e  w a s  included in e ach  of the visits. Initially th e s e  w ere  

se lec ted  by th e  visitor, but a s  th e  visits p rogressed  the  m other and  child decided  

w hat they would like to do  during th e  visits. Em phasis w as p laced  on modifying 

activities to m ee t the  d ev elopm en ta l n e e d s  of the  child. As the  study 

p rog ressed , th e  m others con tinued  to a ssu m e  more responsibility for the ir child's 

health  and educational n e e d s . Using the  hom e visits to support th e  family ra ther 

th an  transform  it into a  p reco n ce iv ed  mold, allowed the  m others to gain  g re a te r  

know ledge and  u n d erstand ing  of the ir child while cultivating g re a te r  au tonom y 

and  confidence in th em se lv es .

This s a m e  au tonom y a n d  confidence  w as ex p ressed  by th e  experim en tal 

group paren ts in a ten  y e a r follow-up study. Benefits w ere  a lso  s e e n  in the  

experim ental group children; ho w ev er educational d ifferences b e tw een  the  

control group s tu d en ts  (receiving no  hom e visits) and experim ental g roup  

s tu d en ts  w ere minimal. T h e re  w ere  no differences be tw een  th e  schoo l s u c c e s s  

of boys in the  experim ental g roup  w ho received hom e visits and  th e  boys in the  

control group w ho received  no h o m e  visits. None of the girls in the  experim en tal 

group w ere failing in schoo l while so m e  in the  control group w ere.
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The m ajor d ifferences w ere found betw een the  experim ental g roup 

paren ts and  control group paren ts, concerning their attitudes toward children, 

education and  family functioning. Twenty-eight p e rcen t of the experim ental 

group p aren ts  talked ab o u t the  prosocial behavior of their children co m p ared  to 

10% of the  control group. E ighteen percent of th e  experim ental group p a ren ts  

com pared to 5% of the  control group m entioned th ey  w ere proud of their 

parenting efforts and they  felt a unity am ong family m em bers. The experim en tal 

group p aren ts  reported th a t they  advised  their children to reach their full 

potential, while control g roup p aren ts  w ere m ore likely to advise children not to 

expec t too m uch from life. After experiencing h o m e visits which fo cu sed  on 

families' individual n e e d s  ra ther than trying to transform  them  into a  

p redeterm ined mold. 10 y e a rs  later paren ts w ere feeling good abou t the ir 

families and  th em selves (Lally, M angione, & Honig, 1988). Taken to g e th e r, 

th e se  re sea rch  stud ies d em o n stra te  hom e visits c an  be  an effective m e a n s  of 

helping p a ren ts  learn ab o u t their children and  how  they  can  a ss is t in the ir 

children's developm ent. Individualization see m s  to be  a key feature o f effective 

hom e visiting program s.

H ead S tart h as  u sed  hom e visits as  a  m ethod of service delivery. In an  

effort to m eet the  n e ed s  of families unable to receive  cen ter-based  se rv ice s , in 

1972 six teen H om e S tart hom e visiting dem onstration  program s w ere  funded 

through H ead S tart for a  duration of th ree years. T he rationale w as th a t in m any 

com m unities cen te r-b ased  program s w ere unavailab le  and in o thers w h e re
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cen ters w ere available, th e re  w as no w ay to e n su re  w h e th er cen te r-based  

instruction w as being im plem ented in the  hom e (Zigler & Valentine, 1979).

T he philosophy of th e  Head S tart hom e visiting p rogram s has alw ays 

been  to foster g re a te r  inclusion of p aren ts  in young children 's education and  to 

establish  g re a te r  in terpersonal relations b e tw een  te a c h e rs  and  families. The 

primary goal is to facilitate the  parents ' position a s  their child's primary teacher. 

P aren ts  h av e  the  right to decide  if they wish to participate. During the  visits the 

teacher-visitor a s s u m e s  a  secondary  role a s  s /h e  facilitates the  paren t's  role a s  

principle te a c h e r  o f th e  child. This is accom plished  by focusing on the  pa ren ts ' 

interaction and  problem -solving skills with th e  objective of enhancing the  p a ren ts ' 

confidence in paren ting  (W asik, Bryant & Lyons, 1990).

P a ren t Involvement in H ead S tart 

H ead  S ta rt is identified a s  an ecological program  for econom ically 

deprived young children. H ead Start c en te r-b ased  p resch o o ls  not only strive to 

provide developm entally  appropriate activities for young children, they a lso  a ss is t 

the p a ren t by utilizing multiple parent involvem ent and  p a ren t education 

stra teg ies . O pportunities for parent involvem ent ran g e  from participation in the  

c lassroom  to h o m e  visits by the  teacher, an d  p a ren t education  sem inars.

W hen co m p ared  with low income children w ithout preschool ex p erien ces, 

children with p resch o o l ex p eriences show  im m ediate an d  long term 

im provem ents in aca d e m ic  su c c e ss  through seco n d  g rad e . T h ese  children have 

also b e en  found to  h av e  few er special educa tion  p lacem en ts  and be  m ore likely
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to g rad u a te  from high school, th an  their counterparts w ho had  n o t a tte n d e d  H ead 

S ta rt (Consortium  for Longitudinal S tudies, 1983). The a ssu m p tio n  in th e  field is 

th a t H ead S tart m ay provide sim ilar benefits. Supporting this notion Lee, Brooks- 

G unn, Schnur, and Liaw, (1990) found that children who a tte n d e d  H ead  S ta rt 

(particularly th o se  w ho w ere  m ost deprived) m aintained educa tiona lly  

su b stan tiv e  gains in g en era l cognitive/analytic ability, co m p ared  to  a  com p arab le  

sam p le  of children with no p reschoo l experience.

At th e  H ead S ta rt 's  Third National R esearch  C o n fe ren ce  (1996) 

S chw einhart reported  th a t cu rren t longitudinal d a ta  on high sch o o l s tu d e n ts  who 

w ere  participants in H ead  S ta rt had  higher g rad e  point a v e ra g e s , co n ta in ed  m ore 

high school g rad u a tes , and  had  com pleted m ore p o s t-seco n d a ry  schooling  than  

their coun terparts  w ithout th e  H ead S tart experience  (O den & S ch w ein h art. 

1996).

A lthough n e ith e r Lee e t al. nor Schw einhart a s s e s s e d  th e  level of p a ren t 

involvem ent in the p ro g ram s they  studied, nationw ide H ead  S ta r t policies 

m andating  paren t involvem ent imply that th e se  families w ere  p rov ided  p a re n t 

involvem ent opportunities an d  consequently  p a ren t involvem ent m ay  h av e  

p layed  a  role in ch ild ren 's cognitive gains. T h ese  resu lts  s u g g e s t  p a re n t 

involvem ent and ch ild ren 's  ex p e rien ces  in H ead S tart m ay in fluence  s tu d en t 's  

la te r schoo l su c c e ss .
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Sum m ary

The educational com m unity can  no longer view children a s  iso la ted  

en tities who en ter the  classroom  a s  an  em pty  vesse l to be  filled. C urren t theory  

an d  re sea rch  indicate even  the  y o u n g e s t child arrives a t school a s  a  com pilation 

o f h is /her family setting, family v a lues, family composition, ethnicity, 

socioeconom ic level, values and  beliefs. Children's thinking canno t b e  rem oved  

from th e  social and  historical con tex t in which it occurs. To truly a sce rta in , 

co m p reh en d  and a d d re ss  ch ildren 's educa tiona l n eeds te ac h e rs  m ust ga in  an  

understand ing  of w here the child h a s  orig inated and resides; the  family.

Irrespective of p aren ts ' beliefs o r heritage, research  indicates th a t th e  

m ajority of paren ts w ant to b e  included in their child's education . C oup led  with 

th is d e s ire  is paren t involvem ent re s e a rc h  which indicates g rea te r a ca d e m ic  

s u c c e s s  for children w hose  p a re n ts  a re  involved in and supportive of th e ir  child 's 

edu ca tio n . Early intervention re sea rc h  h a s  identified o ne  of the  m ost efficacious 

p a ren t-teach e r / paraprofessional com m unication m ethods to be  hom e visits By 

en tering  the hom e the visitor is ab le  to gain a  g rea ter understand ing  of th e  family 

environm ent, interactions and  n e e d s . B ec a u se  the paren t and  child a re  in their 

h o m e ra ther than in a  m ore foreign setting , hom e visits provide an  em p o w erm en t 

for th e  family which is allowed by no o th e r pa ren t-teach er com m unication 

s tra tegy . All of th e  interactions fo cu s  on the  n e ed s  and s tren g th s  of th e  child 

with th e  te ach e r and  paren t working a s  pa rtn e rs  to a d d re ss  the  child's n e e d s .
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In the  current study  It is hoped  that by initiating individualized monthly 

hom e visits by teach e rs  with p a ren ts  and children in H ead S tart c lasses  serving 

four-year-old children, opportunities will be provided for increased  parent, child 

and  te a c h e r  interaction an d  understanding . This interaction m ay increase 

p a re n ts ' and  teach ers ' know ledge of one an o th er and  of th e  child's developm ent.
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CHAPTER 3 

Method 

R esearch  D esign

The study  utilized a quasi-experim ental design  to exam in e  the  influence of 

th e  addition of 8 hom e visits to half-day cen te r-b ased  H ead S ta rt p rogram s for 

four-year-old children. B ecau se  of the  nature of the  population th e  prim ary 

p a ren ts  participating in the  study  w ere m others (N = 77). T he only exception  

w ere  a  father an d  a g randm other.

The study  utilized a pre-test, post-test multiple tre a tm e n t design . T he 

trea tm en t w as co m p o sed  of th ree  groups; (a) an  experim en tal group, (b) a  

com parison g roup  to control for the  Hawthorn effect, and  © a  control group 

receiving no intervention.

D ep enden t variab les w ere: (a) m others' and  te a c h e rs ' a ttitudes tow ard 

o n e  another, (b) the  m other’s  developm ental ex p ec ta tio n s  for h e r  child's 

cognitive and socia l co m p eten ce , (c) the te ach e r 's  know ledge of the  child's self­

com petence , (d) th e  child's perception of h is/her se lf-co m p eten ce  and  (e) the  

m others ' perception  of her role in her child's education . In d ep en d en t variab les 

w ere  the  trea tm en t (hom e visits) and  family and  te a c h e r  ch arac te ris tics.

Sam ple

A local H ead  S ta rt ag en cy  serving nine coun ties  in cen tra l O klahom a 

a g re ed  to partic ipate  in the  study. The investigator w orked with th e  ag en cy 's  

adm inistrator an d  curriculum director to se lec t four-year-old half-day c lassro o m s
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to  participate. C en ter selec tion  w a s  based  on availability (i.e.. w illingness of 

a g en c y  and  teaching staff), geograph ica l proximity, an d  population sim ilarities. 

Children, p aren ts, and te a c h e rs  w ere  ass igned  to trea tm en t g ro u p s  b a se d  on the  

four-year-old child's c lassroom  assignm ent. All of th e  c la s s e s  m e t for 3 hours.

Experim ental G roup. Two c lassroom s com prised  the ex p erim en ta l group. 

T h e se  p a ren ts  and  children receiv ed  one hom e visit p e r m onth for 8 m onths, 

beginning  in S ep tem ber, 1994  and  ending in April, 1995. T he h o m e  visits w ere  

co n d u cted  by the  child's c lassro o m  te ach e r an d /o r a s s is ta n t te a c h e r . T h e se  

te a c h e rs  received m onetary co m pensa tion  from th e  H ead  S tart a g e n c y  for th e  

additional tim e required to m ak e  th e  hom e visits. T h e  2 c lassro o m s receiving 

ho m e visits by the  teach e r w e re  in two H ead S ta rt c e n te rs  in a  cen tra l O klahom a 

com m unity containing a m ajor com prehensive  university.

C om parison  G rouo. Two additional c la ss ro o m s com prised  th e  

com parison  group. T h ese  children a lso  received 8 m onthly ho m e visitations, 

how ever th e  visitors w ere early  childhood s tu d en ts  participating in co llege  

c o u rse s  focusing on early ch ildhood  education  program m ing an d  p a re n t - 

te a c h e r  com m unication. T h e s e  two com parison g roup  c la s se s  receiv ing  brief 

visits by co llege s tuden ts  to  control for the  H aw thorn effect, w ere  in a  su b u rb an  

com m unity approxim ately 8 m iles from the afo rem en tioned  city.

Control G roup A third s e t  of two c lassro o m s se rv ed  a s  th e  no -trea tm en t 

control g roup. T h ese  c la ss ro o m s w ere  com p arab le  to  the  co m p ariso n  and  

experim en tal group. They w e re  half-day p rogram s serving fo u r-y ear old children
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in th e  sam e  city a s  the  experim ental g roups. T h e  c e n te rs  w ere se lec ted  b e c a u se  

of their co m p arab le  population characteristics an d  availability.

The H ead  S tart ag en cy  initially provided two additional full-day H ead  S tart 

se ttings serving four-year-old children to be  included in th e  control group. 

Although pre a n d  p o st testing w ere com pleted in th e s e  settings, the  full-day 

g roups w ere significantly different on so m e p a re n t characteristics (hours m other 

w orked ou tside  th e  hom e (t = -2.57 p<.02), hou rs  fa th e r worked ou tside  th e  

hom e (t = -2 .20  p<.04), family's total incom e (t = -2 .33  p<.03), and fam ilies 

receiving federal a s s is ta n c e  from Aid for D ep en d en t Children (t = 3.10 p< 004)) 

from the  half-day settings. B ecau se  they  did no t re p re se n t the sam e  population 

a s  th e  o ther g ro u p s , they w ere  not included in d a ta  analy ses.

S ub jec ts

M others an d  Children. The study w as co n d u c ted  in six H ead S tart half­

day  c lassro o m s serving four-year-old children. All m others and children in each  

c la ss  w ere invited to participate. M other and s tu d e n t participation w as  voluntary. 

Although o n e  fa th e r and  grandm other participated , th e  parent sam ple  will be  

referred to a s  "m others" to facilitate brevity an d  clarity. Throughout th e  study  the 

num ber of ch ildren  enrolled in each  c lassroom  varied  from 12 to 18 children, with 

th e  m axim um  n u m b er of children per c lass  being  18.

E ighty-three p e rcen t (n = 30) of the  m o th e rs  with children in th e  

experim ental g ro u p  c o n se n te d  to participate. Of th e  36 children enro lled  in the
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com parison  group cen te rs , 67%  (n=24) co n sen ted  to participate. Tw enty-three 

(64% ) of th e  36 m others and  children ag reed  to participate in th e  control group.

T he total sam p le  of children (N = 62) w as  com posed  of 24  fem ales  and 38 

m ales. M ales and  fem ales w ere m ore equally distributed in th e  experim ental 

g roup  (n = 13 fem ales and  11 m ales respectively), than in e ith e r th e  com parison 

group (n = 8 fem ales, and  13 m ales) or the control group (n = 5 fem ales  and 12 

m ales). T he child population w as primarily Euro-Am erican (n = 46; 74% ). 

T hirteen p ercen t w ere  Afro-American (n = 8). T here  w ere  two A sian-A m ericans 

(3% ). two Native A m ericans (3%), and  th ree  H ispanic-A m ericans (5%). O ne 

m o th er did not report her child's ethnicity. The children's a g e s  ran g ed  from 50 

m o n ths to 72 m onths with a  m ean ag e  of 61.4  m onths (SD = 4 .24).

T each e rs . T he total te ach e r sam ple  included 4 head  te a c h e rs  and  4 

a s s is ta n t te ac h e rs . T he experim ental group con sis ted  of 2 h e a d  te a c h e rs  and 2 

a s s is ta n t te ac h e rs . T he com parison group and  control g roup  e a c h  consisted  of 

o n e  H ead  T e a ch e r and  o n e  A ssistant te ac h e r w ho each  tau g h t 2 half-day 

s e s s io n s .

B ec a u se  of th e  lack of participant re sp o n se s  on so m e  of th e  questionnaire  

item s, th e re  is so m e  variance  in the total num ber of participating te ac h e rs , 

m o thers , and  children reported  in the  da ta  an a ly ses .

B ec a u se  of th e  lack of participant re sp o n se s  on so m e  of th e  questionnaire  

item s, th e re  m ay b e  so m e  variance in the total num ber of participating teachers , 

m o thers , and  children reported for each  variable.
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Data Collection Instrum ents 

Child and Family C haracteristics 

B ecau se  p a ren ts ' educational s ta tu s , ethnicity and  socioeconom ic level 

have  been  found to affect their involvem ent in the  child's education  (Epstein & 

D auber. 1991), family background inform ation w as a s s e s s e d  through a 

dem ographic  q u estionnaire  prepared  by th e  investigator (se e  Appendix A). As 

part of the  regular H ead S tart program , all H ead  S tart te a c h e rs  m ake an initial 

hom e visit to a s s e s s  th e  n eed s  of the  fam ilies they a re  serving. During this initial 

hom e visit the  te ac h e rs , irrespective of th e ir group identification (i.e., control, 

com parison, experim ental), asked  p a re n ts  to com plete  th e  p a ren t dem ograph ic  

questionnaire. This instrum ent provided th e  participating child's birth date, the  

a g e  a t which the child en te red  the H ead s ta r t  program , th e  m other's age, m arital 

s ta tu s, education , occupation , incom e, a n d  n u m b er of siblings. If a  father w as  in 

the  hom e or providing financial support, h is  ag e , occupation , and  education  w a s  

req u ested . If the  child w as being ra ised  by  a  careg iver o th e r than  the p a ren ts  

(e.g ., g randparen t), th e  s a m e  information w a s  solicited from them . Parental 

occupation  w as co d ed  according to th e  sy s te m  recom m ended  by Entwisle and 

A stone (1994) to obtain  a  m easu re  of occu p a tio n a l s ta tu s .

T eacher C h arac te ris tic s  

To determ ine  th e  characteristics o f  te a c h e rs , a  te a c h e r  questionnaire  

p rep ared  by the  investigato r solicited inform ation concern ing  th e  length of their 

participation in H ead  S tart, their teach ing  position (e.g., h e ad /a ss is ta n t te ac h e r) .

81



o th e r  teach in g  ex p erien ces, the  am o u n t and  type of training and  education 

receiv ed , and  m em bership  in professional o rgan izations. If married, their 

s p o u s e 's  occupation  and total family incom e w ere  re q u e s te d  to obtain a  m e asu re  

o f the ir familial occupational s ta tu s . A copy of th e  te a c h e r  questionnaire is in 

A ppendix  A.

D ep en d en t V ariab les

P a re n t and  te a c h e r  attitudes

T e a c h e rs ' and  m others' a ttitu d es  regard ing  e a c h  o th e r w ere a s s e s s e d  a t 

th e  beginning and  end  of th e  study using  an  ad ap ta tio n  of se lec ted  item s from 

T h e  S chool an d  Family Partnersh ips S u rv ey s and  S um m aries: Q uestionnaires 

for T e a c h e rs  and  P a ren ts  in E lem entary  an d  Middle G ra d es  (Epstein & Salinas. 

1993). T he  original Epstein and  S a lin as  instrum ents  w ere  developed, te s ted  an d  

re te s te d  in fifteen e lem en tary  and m iddle sch o o ls  in Baltim ore, Maryland 

(E pste in  & S a lin as , 1993). Although no reliability o r validity statistics w ere 

p rov ided  with th e  survey, E pstein  an d  S a lin as  w ere  cited in D auber and  Epstein 

(1993) in which reliability statistics w e re  reported  for 11 su b sc a le s . Reliability 

coeffic ien ts ran g ed  from .58 to .81 with p a ren t a ttitu d es  tow ard  the school being 

.75  an d  schoo l p rac tices  to  involve p a re n ts  .81. T h e se  su b sc a le s  w ere sim ilar to 

th e  ad ap ta tio n  utilized in this study

T he item s se lec ted  for this s tudy  re la ted  to te a c h e rs ' and  paren ts' 

a ttitu d es  an d  how  they  perceived o n e  ano ther. T he  E pste in  and  Salinas 

te a c h e rs ' su rvey  consists  of 12 su b sc a le s . S ta te m e n ts  utilized in this study w ere
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a d a p te d  from two of th e se  su b sc a le s . O ne ad d re ssed  te a c h e rs ' p rofessional 

ju d g em en t abou t th e  Im portance of paren t Involvement. T he  o th er a s s e s s e d  

w hich paren t Involvem ent activities or stra teg ies te a c h e rs  perceived  to be  m ost 

effective In Involving p a ren ts  In their child's education.

The Epstein  and  S a linas p a ren t survey Is co m p o sed  of 10 su b sc a le s . 

T h ree  su b sc a le s  con ta ined  s ta tem e n ts  which could b e  modified for this study. 

T h e se  th ree  s u b sc a le s  exam ined  paren ts ' feelings ab o u t the ir school, p a ren ts ' 

opinions abou t w ay s they  could b e  Involved In their child's ed u ca tio n , and  the  

p a ren t Involvem ent activities th e  school provides.

The te a c h e r  and  p aren t su rveys used In this study  w ere  co m p o sed  of the 

a d a p te d  Epstein and  S a linas Item s and  additional Item s c re a te d  by th e  

Investigator to a sce rta in  th e  p a ren ts ' and  teach ers ' a ttitudes a b o u t m o th e rs’ and 

te a c h e rs ' roles In th e  young child's education. Both the  p a re n t and  te a c h e r  

su rv ey s Included 15 s ta tem en ts , so m e  positive and  so m e  negative , ra ted  on a 5- 

polnt LIkert re sp o n se  sca le ; 1 = strongly d isagree. 2 = d isag ree . 3 = not certain .

4  = ag ree , 5 = strongly  a g ree . An exam ple of a negative  s ta te m e n t on th e  paren t 

su rvey  Is: "My child 's te a c h e r  d o e s  not have the tim e to Involve m e In my child's 

education ." A positive s ta tem e n t Is: "My child's te a c h e r  view s m e a s  a  p a rtn e r in 

my child's education ."

The Instructions and  wording of each  of th e  s ta te m e n ts  d irec ted  th e  

te a c h e r  to think of th e  specific p a ren t they w ere reporting, not p a ren ts  In general. 

An exam ple  of a  positive s ta tem e n t on the te ach e rs ' su rvey  Is: "This m other's
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involvem ent Is important for h e r child 's school su ccess" . An exam ple of a 

n eg a tiv e  s ta tem en t is; "I tell this m other ab o u t th ings s h e  could do a t  hom e with 

h e r child, but sh e  d o esn 't do them ". N egative item s on both instrum ents w ere 

re v e rse  sco red . All item s w ere th en  sum m ed to c rea te  a  total sco re .

To ascerta in  preliminary information on the  psychom etric p roperties  of 

th e s e  su rv ey s  a pilot study  w as perform ed with te a c h e rs  (N = 58) an d  paren ts ' (N 

= 23) o f p reschool children involved in p reschool program s in the surrounding 

a re a . C ro n b ach 's  alpha on the p a ren t survey w as .83 indicating strong  internal 

co n sis ten cy . C ronbach 's alpha on th e  te a c h e r  survey  w as .71 indicating 

a c c e p ta b le  internal consistency . A copy of the  te a c h e r  and parent su rv ey s  are 

co n ta in ed  in Appendix B.

P re te s t C ronbach 's a lp h as  on the  p a ren t survey  com pleted by 

participating H ead start p a ren ts  (N = 68) w as  .85 indicating strong internal 

co n sis ten cy . Strong internal con sis ten cy  w as  a lso  indicated on the  participating 

H ead  S ta rt teach ers ' (N = 6) com pletion of th e  p re te s t teach ers ' su rvey  with a 

C ro n b ach 's  alpha of .92.

M other's social and cognitive ex p ec ta tio n s  for a  four-year-old child

E ach  m other's social and  cognitive ex p ec ta tio n s  for her child w ere 

m e a su re d  through pre and p o s t a s s e s s m e n ts  using portions of The 

D evelopm enta l Expectations Q u estionnaire  (H ess. Kashiwagi, A zum a, & 

D ickson, 1980). This questio n n aire  a sk s  m o thers  to categorize  activities or skills 

acco rd ing  to  the  ag e  level a t w hich they ex p ec t a  child to achieve m astery . Items
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a re  constructed  to  re p re se n t activities o r behav io rs  that children would m aste r 

during the first six y ea rs  of life. T he D evelopm ental Expectations Q u estionnaire  

is com posed  of 8 su b sc a le s . The su b sc a le s  ad d re ssed  in th e  current study 

included school re la ted  ex p ec ta tio n s  for verbal a sse rtiv en ess , com pliance, 

in d ependence , and  social interaction.

No reliability o r validity information w as  reported by the  au thors , how ever 

Miller (1988) reports  th e  q uestionnaire  to b e  th e  "m ost often u sed  te s t  for 

m easuring concep tions of post-infant developm ent" (p. 267). P e rsonal 

com m unication with o n e  of the  au thors, Patrick Dickson (May 3, 1994), indicated 

th a t w hen te a c h e rs  an d  m others com pleted  th e  a sse ssm e n t, m others 

consistently  ex p ec ted  children to attain  or ach iev e  social and  cognitive 

co m p eten ce  befo re  te a c h e rs  did.

W hen th e  instrum ent w as u sed  to co m p are  preschool and  child ca re  

te a c h e rs ' beliefs ab o u t dev elo p m en t with p reschoo l m others' beliefs, H ess  e t  al. 

(1981) reported significant d ifferences in m ean  sco res  betw een  th e  te ac h e rs  an d  

m others concerning schoo l related  skills, verbal a sse rtiv en ess , com pliance an d  

in d ep en d en ce . H ow ever they  reported  th a t w hen  the s tan d ard  dev iations w ere  

com puted  for th e  su b sc a le s , th e re  w as  le ss  variability am ong the  m o th ers  th an  

am ong  the te ac h e rs , indicating m others  re sp o n d ed  com parably to th e  

s ta tem en ts  lending so m e  support for face  validity.

H ess e t  al. adm in istered  th e  original instrum ent a s  a Q -sort. T he m o ther 

indicated the  approx im ate  a g e  level (e .g ., befo re  ag e  four; b e tw een  a g e s  four
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an d  six; a fte r a g e  six) sh e  expec ted  h er child to ach iev e  a  certain  behavior or 

co n cep t. B e c a u se  th is study focused  on m others of four-year-old children, the  

a g e  levels w ere  modified: 1 = m astery  before a g e  4, 2 = m astery  be tw een  a g e s  

4 an d  5 .3  = m aste ry  after ag e  5. As su g g es te d  by D ickson (personal 

com m unication . M ay 3,1994) th e  3-point Likert sca le  w a s  u sed  rather than  a Q- 

sort. Item s w ere  sum m ed  for a  total sco re . A h igher sc o re  indicates h igher (i.e.. 

m ore  a ccu ra te ) p a ren ta l learning and  social ex p ec ta tio n s  for th e  young child.

B e c a u se  th e  H ess  e t al. a s s e s s m e n t con tained  only a  few school-re lated  

item s in th e  cognitive co m p eten ce  su b sca le , additional item s adap ted  from 

C aldw ell's P resch o o l Inventory (Caldwell, 1970) w ere  a d d e d  to the cognitive 

skills su b sc a le . T h e s e  item s w ere evaluated  by two early  childhood ex p erts  to 

a s s u re  clarity and  developm ental accuracy . Pilot testing  of th e  revised 

in s tru m en t w as  co n d u cted  with p a ren ts  of four-year-old children attending 

sev e ra l p re sch o o ls  in the  surrounding a re a . C ro n b ach 's  a lp h a  was .89 indicating 

strong  internal consistency . C ronbach 's  a lpha for the  H ead  Start sam p le  w a s  .83 

ag a in  indicating strong  internal consistency . Total s c o re s  a n d  su b sca le  sc o re s  

w e re  ca lcu la ted  a n d  u sed  in th e  current d a ta  analysis . A copy of the 

D evelopm en ta l E xpectations Q uestionnaire  is in A ppendix  C.

M other's  p e rcep tio n  of parental role

M others' percep tions of their role in their child 's ed uca tion  w as a s s e s s e d  

th rough  p re  an d  p o s t testing using six of the  tw elve s u b s c a le s  of the  P aren ta l 

R ole R esponsib ilities S ca le  fGilbert & H anson. 1983). T h e  six su b sca le s

8 6



m easu red  the m o ther’s  perceived  responsibility for her child’s developm ent. The 

six su b sc a le s  u sed  in this study  w ere  se lec ted  b e c a u se  of their re levancy  to four- 

year-old children’s p reschool su c c e ss . T hree  s c a le s  a s s e s s e d  the  m o th er’s 

perceived  role in facilitating h er child’s cognitive developm ent (e.g ., an sw e r 

child’s  "why" q uestions), ability to handle em otions (e.g., teach  child to be  

sensitive  to the  feelings of o thers), and developing  social skills (e.g ., te ac h  child 

to sh a re  p o sse ss io n s). A nother sca le  a d d re sse d  the  m other’s perceived  role in 

m eeting  the child 's em otional n e e d s  (e.g., listen to child describe  h is/her 

activities) while th e  final two a d d re sse d  her interaction with the  p reschoo l 

p rogram  (e.g., tran sp o rt th e  child from school and  school related activities; 

co n su lt with te a c h e rs  and  child-care providers ab o u t child’s developm ent). Each 

su b sc a le  con tained  from 4 to 7 item s. The m o th er ranked how im portant sh e  

perceived  her role to b e  on a five-point Likert sca le  ranging from 1 (not a t all 

im portant) to 5 (very im portant).

The psychom etric  p roperties  of the 6 s c a le s  selec ted  for this study  have 

good reliability an d  validity. Two types of reliability w ere reported by th e  au thors 

(G ilbert & H an sen , 1983): inter-item  consistency  and  test-re tes t reliability. The 

coefficient a lp h as  for th e  s c a le s  selec ted  for this study  w ere strong, ranging from 

.82 to  .90, with a  m edian  of 85 .5 . The te s t-re te s t reliability coefficients w ere  

accep tab le , ranging from .69 to 81 Intercorrelations of the six s c a le s  indicate 

th a t th e  sca le s  a re  m oderately  related , ranging from_r = .49 to .70. Criterion 

validity w as a s s e s s e d  through piloting the instrum ent with both m en  an d  w om en.
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T here  w ere no appreciab le  d ifferences in their resp o n ses. Gilbert and  H anson  

a lso  a s s e s s e d  w h e th er the  sca le  item s covaried in any system atic  w ay with 

attitudinal and  dem ograph ic  variables. This w as important for this study b e c a u s e  

th e  majority of m others w ere  in a  low educational and econom ic ran g e  (50.7%  on 

AFDC) b e ca u se  of their participation in H ead S tart (S ee  Table 2). Again G ilbert 

and  H anson reported  no appreciab le  d ifferences in re sp o n ses . S u b sca le  s c o re s  

and  a  total sco re  c rea ted  by sum m ing su b sc a le s  w ere u sed  in th e  curren t d a ta  

analysis. P retesting  of the  H ead S tart population indicated strong internal 

consistency  with a  C ronbach  alpha .93 (total score). The sca le s  se lec ted  for this 

study  a p p e a r  in A ppendix D.

Child's perceived cognitive and  social co m p eten ce

The child's perceived  self co m p eten ce  w as m easu red  with T he Pictorial 

S ca le  of P erceived  C o m p e ten ce  and  Social a ccep tan ce  for Young Children: 

P reschool and  K indergarten (H arter & Pike. 1983) a t pre-and post-testing . T he 

sc a le  a d d re ssed  two factors. T he first factor, general com petence , is co m p o sed  

of two su b sca les ; cognitive co m p eten ce  (e .g ., good a t puzzles) and  physical 

co m p eten ce  (e .g ., good  a t swinging). T he seco n d  factor, social a c c e p ta n c e  

con tains m aternal a c c e p ta n c e  (e.g., mom ta k es  m e p laces) and  p e e r  a c c e p ta n c e  

(e .g ., I have friends to play g a m es  with) su b sc a le s . Each su b sc a le  co n ta in s  6 

item s. In this study  th e  su b sca le  sco re s  w ere  sum m ed to c re a te  a  total s c o re  

B ecau se  young children have short atten tions sp a n s  and  a lso  m ay h a v e  

difficulty understand ing  subjective term s, su ch  a s  sm art and  popular, which have
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b e e n  used  in o th e r v e rs io n s  of the  a s s e s sm e n t with o ld er children, this version  

utilizes a  picture fo rm at which allows the young child a  co n cre te  rep resen ta tion  

of co m p eten ce  and  a cc e p tan c e . T he sca le  w as individually adm inistered. T he 

te s t  p rocedure  or interview  consisted  of showing th e  young  child 6 pairs of 

pictures depicting o p p o site  abilities in each  of th e  s u b sc a le s . There w ere  

s e p a ra te  p ictures for boys and  girls depicting the  ap p ro p ria te  gender.

A descrip tion of the  interview procedure using a  sam p le  item follows. The 

exam iner sh o w s th e  child two pictures. The picture on  th e  child’s left p re s e n ts  a 

girl (identified by an  arrow ) holding hands with o ne  girl. T he  picture on th e  child's 

right depicts a  girl (identified by an arrow) holding h a n d s  in a  circle of five o th e r 

girls. The ex am in er poin ts to th e  picture on th e  right a n d  say s , "This girl h a s  lots 

of friends to play with." T he  exam iner then points to th e  p icture on the child 's left 

an d  says. "This girl d o e sn 't  have  very m any friends to play with." The ex am in er 

con tinues by say ing . "Now. I w ant you to tell m e which of th e s e  girls is m o st like 

(child's nam e)" (H arter & Pike. 1980. p.1). The child th en  points to the girl s h e  

perce ives to b e  m o st like her. The exam iner points to  two circles under th e  

picture th e  child h a s  se lec ted , a  large circle and  a  sm all circle. If the child points 

to th e  girl with o n e  friend, th e  exam iner points to th e  sm alle r circle, and s a y s . "Do 

you have a  few  friends?" and  then  pointing to the  la rg er circle says. "Or hardly  

any  friends?" If th e  child had pointed to the  girl with sev e ra l friends, the  

exam iner w ould poin t to th e  large circle under the  p ic tu re  an d  say . "Do you h av e  

a  w hole lot of friends to  play with? Then pointing to th e  sm all circle say. "Or do
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you have pretty  m any  friends to play with?" The re sp o n se s  are  n u m b ered  

ranging from  4 = A w hole lot of friends to play with to 1 = hardly an y  friends. If 

the  item h ad  to do with climbing, the  re sp o n ses  w ould ran g e  from 4  = really good 

a t climbing to 1 = not very good a t climbing (S e e  A ppendix E to view  a sam ple  

of the  picture format).

To de term in e  th e  factorial validity of the  s c a le  an  oblique fac to r analysis 

w as perform ed by th e  sca le  au tho rs  (Harter & Pike, 1984). The first factor 

identified co n sis ted  of cognitive com petence  and  physical co m p e ten c e  items. 

Item load ings for th e  cognitive com petence  item s ran g ed  from .37 to .58.

Physical c o m p e ten c e  item loadings ranged from .19 to 41. The se c o n d  factor, 

social a c c e p ta n c e , co n sis ted  of p e e r a ccep tan ce  item s with load ings ranging 

from .23 to .61 and  m aternal a ccep tan ce  item s with loadings ranging  from .52 to 

.70. With th e  excep tion  of physical com petence, th e  item s generally  had 

m o d era te  to  high load ings on their designated  factor.

Utilizing C h ro n b ach 's  alpha, the au thors  repo rted  individual su b sc a le  

reliabilities for th e  p reschoo l sam p le  ranged from .66 to .86. Internal consistency  

for the  com bined  co m p e ten c e  and  accep tan ce  s c a le s  w ere  .79 a n d  .86 

respectively . Internal co n sis ten cy  for the total s c a le  w a s  .89.

C o n v erg en t validity w as  dem onstra ted  for a  sim ilar in strum ent using first 

and  sec o n d  g ra d e  children who w ere ask ed  to explain  why they  c h o s e  the 

re sp o n se  they  provided. Although there is no sy stem a tic  validity d a ta  for 

p reschoo l children, th e  au th o rs  Harter and Pike (1984) indicate th a t often during
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th e  testing procedure young children voluntarily explain why they respond  a s  

they  do. The overall pa ttern  is one of co n v erg en ce  betw een the young child 's 

initial response  and  the  re a so n s  provided for it.

Discriminant validity w as obtained  by testing children who had b een  

re ta ined  in first g rade , children who had  recently transferred into th e  schoo l from 

an o th e r school and  children who w ere  preterm  infants. All of th e se  g roups 

varied  from the typical re sp o n se s .

Total sco res  and  su b sca le  sc o re s  w ere com puted for d a ta  analysis. In the  

cu rren t study, internal consistency  (C hronbach’s alpha) w as calcu lated  for th e  

total scores. T he alpha coefficient for th e  total sco re  w as .89, indicating strong  

internal consistency. A scoring sh e e t listing the  item s is included in A ppendix  E. 

T each e r 's  know ledge of the  child's social and  cognitive com p eten ce

A teach ers ' rating sca le , T each e rs ' Rating Scale of Child's Actual 

C om petence  and  Social A cceptance. Form P r K. which parallels th e  young 

child 's Pictorial S ca le  of Perceived  C o m p e ten ce  and Social A ccep tan ce  for 

Y oung Children (H arter & Pike, 1983) w as  adm inistered pre- and  p o s t-te s t to  

a sce rta in  the te ac h e r 's  perception of th e  child's com petence. T he te a c h e r  ra ted  

h e r perception o f the  child 's co m p eten ce  on th ree  of the four s c a le s  u sed  in the  

child’s  interview: (a) cognitive co m p eten ce , (b) p eer a ccep tan ce  and  

(c) physical co m p eten ce  using the  s a m e  four-point scale  a s  the  child (e .g .,

4  = really true to 1 = no t very true). T h e  au thors  indicated they felt it unfair to
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have  teach e rs  rate m aternal co m p e ten ce  and  so  it w as excluded from th e  

te a c h e r  scale.

T he only psychom etric information available on the te ach e r rating sca le  is 

intercorrelations with the child's re sp o n se s . T he intercorrelations w ere 

m oderately  w eak in the two com petency  dom ains. T each er and  child ra tings 

w ere  m ore highly correlated  within th e  s a m e  dom ain than  they  w ere a c ro s s  two 

dom ains (e.g.. teacher-cognitive/ pupil-physical), although all corre la tions w ere  in 

the  m odera te  range. The authors s ta te  th a t for children who fall a t e ith e r en d  of 

the  co m petence  continuum , there  is m uch m ore convergence betw een  te a c h e r  

and  child ratings than for th o se  w ho falling within the m id-ranges of the  

distribution (Harter & Pike, 1984).

C om parable to the  child's a s s e s s m e n t,  total sco res  and  su b sc a le  s c o re s  

on the  teach e r's  questionnaire  w ere  utilized for d a ta  analysis. C om putation of 

th e  C ronbach alpha coefficient in th e  cu rren t study  (a= .93) indicated strong  

internal consistency  for th e  total sc o re  (S e e  Appendix F for the  te a c h e r  rating 

scale).

P ro ce d u re s

Prior to th e  beginning of the  s tudy  th e  primary investigator m et with the 

S ta te  H ead Start Director. The p u rp o se  of th e  study and  the initiation of 

additional hom e visits in existing four-year-old half-day program s w as exp lained  

and  d iscu ssed . T hroughout the  sum m er, c lassroom s w ere se lec ted  in 

cooperation  with H ead S tart A gency adm in istra to rs. E m phasis w as p laced  on
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selec ting  c lassroom s with sim ilar population characteristics and  in geograph ic  

proximity. R andom  ass ig n m e n t of cen te rs  to experim ental, com parison and  

control g roups w as not possib le . Instead , assignm en t w a s  determ ined by the  

H ead  S tart adm inistrative staff.

Prior to the beginning of school all of the participating teach ers . H ead 

S ta rt coordinators (e.g.. h o m e  visiting coordinator, s taff developm ent 

coordinator) and the  prim ary investigator met. W ritten c o n se n t to participate in 

th e  re sea rch  w as o b ta ined  from th e  te ac h e rs . Letters of co n se n t and letters 

explain ing th e  nature  of the ir participation w ere distributed according to the  

g roup  ass ig n m en t of th e  te a c h e rs  (e.g., control, experim ent, com parison). (S e e  

A ppendix  G for te a c h e r  le tte rs  of explanation  and inform ed co n sen t d o cum en ts) 

T h e  g en era l form at of th e  p re -te s t and  post-test p ro ced u res  w ere described  by 

th e  prim ary investigator. B e c a u se  different interventions would be occurring in 

th e  various cen te rs  during th e  study, the  investigator e m p h as ized  the im portance 

o f participating te ac h e rs  refraining from discussing activities occurring in their 

c la s s e s  throughout th e  schoo l year.

Participating te a c h e rs  su g g e s te d  th e  primary investigato r attend p a ren t 

m ee tin g s  prior to th e  beginning  of school to explain th e  paren tal com ponent of 

th e  study  and  recruit partic ipan ts. T he te ach e rs  coord ina ted  the  m eetings to 

allow  all p a ren ts  to b e  c o n tac te d  in this m anner. T he p a re n ts  w ere m ad e  a w a re  

th ey  would be  receiving a  p ack e t containing q u estio n n a ires  which they w ere  to 

co m p le te  and  return to th e ir H ead S tart teacher. Confidentiality w as a ssu re d  via
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a w ritten s ta tem en t s ig n ed  by th e  prim ary investigator. Perm ission  for parent 

a n d  child participation w a s  ob tained  a t this tim e. P aren ts w ho did not attend the 

beg inn ing  m eetings w ere  co n tac ted  personally  by the  primary investigator and 

le tte rs  explaining the s tu d y  w ere se n t hom e with the child. C o n se n t form s were 

d istribu ted  and  retrieved a t  this tim e. B e c a u se  th e  parent population w as divided 

into th re e  groups: (a) th e  experim ental group, (b) the com parison  group, and (c) 

th e  control group, c o n se n t form s varied accord ing  to group a ss ig n m en t. (S ee  

A ppendix  H for paren t inform ed co n se n t form s and  for letters requesting  

participation).

During the  study, d a ta  collection occurred  twice. P re te s t d a ta  w as 

co llected  a t the  beginning of the  study  in S ep tem ber. P ost te s t  d a ta  w as 

co llected  a t the  end of th e  study  in April. In both instances e a c h  participating 

m o th e r received, through pe rso n al delivery via h e r child’s H ead  S ta rt c lass, an 

e n v e lo p e  which included: (a) A cover letter explaining the  q u estio n n aires , (b) 

T h e  Family Information questio n n a ire  (p re te s t only), (c) The P a re n t Survey of a 

S pecific  T e a ch e r, (d) T he  M others' Learning and  Social E x p ec ta tions for 

P resc h o o l Children Q u estio n n a ire , an d  (e) T he  Perceptions o f P aren ta l Role 

S c a le . E ach  envelope could b e  se a le d  tightly before being re tu rn ed  to the  center.

P re- and  P o st-te s t P a c k e ts  w ere  identical for all participating teach e rs . 

T h e s e  p ack e ts  included: (a) A cover letter explaining the  q u estio n n a ires , (b) A 

te a c h e r  dem ographic  q u estio n n aire  (p re-tes t only), (c) T e a c h e r  S urvey  of a  

S pec ific  P a ren t q u estio n n a ires  for specific m others, and (d) T e a c h e r 's  Rating
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Scale  o f Child's Actual C om petence and Social A ccep tan ce . Form P-K. for 

specific children. Upon completion the te ac h e rs  w ere  instructed to seal their 

en v e lo p es  to a s s u re  confidentiality and return them  to the  investigator.

T h e  participating children w ere random ly a ss ig n e d  to a  head  te ach e r or 

an a s s is ta n t teach e r. The teachers  only com pleted  questio n n aires  on the 

children which had  b een  randomly ass igned  to them . Likewise the  paren ts  only 

com pleted  questionnaires  on the te ach e r to w hom  their child had randomly b een  

ass ig n ed . This random  assignm ent also  w as u sed  to identify which te ac h e r 

conducted  e ac h  child's hom e visit. The p u rpose  w a s  to distribute the num ber of 

hom e visits equally  am ong the teach e rs  a s  well a s  provide a  consistency  to  the  

in teractions be tw een  the child, paren t and  teach e r.

R em inder letters, phone calls and additional questio n n aire  packets w ere  

distributed if questionnaire  packets w ere not re tu rned . Follow-up calls and  visits 

by th e  prim ary investigator w ere initiated particularly during the  post-testing. 

Upon ad v ice  of the  H ead Start teach ers , tab les  w ere  a rran g ed  ad jacen t to th e  

c lassro o m s w here  p a ren ts  could com plete th e  q u estio n n a ires  before leaving the 

cen te r during post-testing .

During S e p te m b e r (pretesting) and again  in April (post-testing) The 

Pictorial S ca le  of Perceived C om petence  and Social A ccep tan ce  for Young 

Children. Form P-K . w as adm inistered to all participating children. Six early  

childhood s tu d en ts  majoring in early childhood edu ca tio n , trained by the
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investigator, individually adm in istered  the te s t with e ac h  participating child in a 

s ec lu d e d  a re a  within the H ead  S tart setting.

P o s t te s ts  w ere com ple ted  by 62  parents an d  children. The study b eg an  

with 77 p a ren ts  and children, yielding a  20% attrition rate. T he attrition rate 

varied  a c ro ss  groups. T he com parison  group lost th e  leas t children with only 

four (16% ) leaving. Twenty-five p e rcen t (N = 6) of th e  experim ental group 

p a re n ts  left, while 33% (N =6) of th e  control group left. S o m e of the  families 

m oved  to o ther com m unities while severa l em ployed p aren ts , particularly in the  

control group, transferred  th e ir  children to a  H ead S ta rt c en te r  in the  sam e  

com m unity which provided a n  all day  program  supplying both preschool and  

child ca re .

E xperim ental Group

The National H ead S ta r t Program  P erfo rm ance S tan d a rd s  (1992) 

m a n d a te  the  im plem entation of no le ss  than two h om e visits p er y ear by th e  

edu ca tio n a l staff. The fo cu s  of th e  hom e visits is d iscretionary , d ep en d en t upon 

th e  n e e d s  or em p h asis  of individual program s. T h e  four-year-old c lassro o m s in 

this s tudy  typically conduct o n e  hom e visit a t th e  beginning of th e  school y e a r  

an d  o n e  a t the  end. This H ead  S ta rt agency 's  p u rp o se  for th e  visits is to identify 

th e  fam ilies’ social serv ice  n e e d s  (e.g ., m edical a ss is ta n c e , em ploym ent 

opportunities, food s tam p s). T he curren t study a d d e d  educa tiona l intervention 

activities to both of th e se  visits for th e  experim ental, teacher-v isited  trea tm en t 

g roup .

96



T he perfo rm ance standards a lso  m an d a te  two staff-parent c o n fe ren ces  

each  year. T he  te ac h e rs  in the H ead S ta rt p rogram s in this study m et in th e  

classroom  with individual parents tw ice a  y e a r  to d iscuss their child's a cad em ic  

ach ievem en t. During the intervention th e se  normally cen te r-b ased  co n fe ren c e s  

w ere co n v erted  into hom e visitations with th e  teacher-visited  experim ental group. 

In addition to  th e  four hom e visits d esc rib ed  ab o v e , four m ore monthly h o m e 

visits w e re  m a d e  during the y ear by the  experim ental group classroom  te a c h e rs . 

The timing of th e  visits w ere a t th e  discretion of th e  m others and te ach e rs ; 

how ever o n e  visit with each  m other and  child in th e  experim ental group occurred  

in S ep tem b er, O ctober, November, D ecem ber, January , February, M arch, and  

April. E ach  visit lasted  a t least o ne  hour. T he  children w ere random ly a ss ig n e d  

with o n e  te a c h e r  conducting the  hom e visit with th e  sam e  child th roughout th e  

study. This random  assignm ent co incided  with th e  assignm en t of the  S u rv ev  of 

Specific P a re n t questionnaire  and S urvey  of Specific T each er explained 

previously.

C u rren t hom e visiting re sea rch  ind ica tes effective hom e visits m aintain  a 

family fo cu s  ra th e r than  having a visitor e n te r  th e  hom e to instruct the  p a re n ts  

and child via a  p rescribed  curriculum (Powell, Z am brana, & S ilva-Palacios. 1990; 

W asik, B ryant, & Lyons, 1990; Zigler & F reed m an , 1987). To facilitate te a c h e r , 

parent, child d ia logue, each  visit fo cu sed  on a  learning activity which th e  te a c h e r  

believed a p p ro p ria te  for the child's d ev elopm en t. This activity rem ained  with the 

child to p rov ide  opportunities for th e  m other an d  child to play and  in teract during
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th e  following m onth. E m phasis w as on increasing th e  m o th ers’ know ledge of 

app rop ria te  learning opportunities for four-year-old children a s  well a s  w hat is 

in teresting and  developm entally  appropriate  for her child. This w as also a  tim e 

w hen  th e  p a ren t and  child could talk with the  te a c h e r  ab o u t specia l things. 

T e a c h e rs  e m p h as ized  providing positive ex p erien ces  for th e  child.

The te a c h e rs  w ere  encouraged  to allow the p a re n t to initiate conversation  

focusing on th e  child. Preliminary questions included asking the  paren t if th e re  

w ere  any  q u estio n s  s h e  had concerning cen te r activities which had  occurred the  

prev ious m onth or w ere  occurring during the current m onth. T he te ac h e rs  w ere  

en co u rag e d  to report to the  parent so m e activities in which th e  child had 

partic ipated  in th e  c lassro o m  setting since  the  previous visit. A continuing 

e m p h a s is  of th e  visits w as  on positive p ro g ress  of th e  child. This en co u rag ed  

th e  child to talk a b o u t h is/her c lassroom  ex p erien ces  and  provided the te a c h e r  

opportun ities to e m p h as iz e  to the paren t th e  child's s tre n g th s  an d  gains 

d em o n stra ted  in th e  activities or work sam ples.

B e c a u se  th e  te a c h e rs  w ere not familiar with th e  children on the  first visit, 

all fam ilies received  th e  sam e  activity: a large ball o f play dough , tongue 

d e p re s s o rs  an d  cookie cutters. S u b se q u en t activities fo cu sed  on providing 

individualized enriching educational experiences. T hey  ran g ed  from p a p e rs  and  

c ray o n s  to jum p ro p es  an d  other outdoor activities (S e e  A ppendix I for a list of 

activities provided experim ental children).
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The principal investigator m et individually and collectively with the 

experim ental te a c h e rs  at le a s t o n ce  p er month to d iscuss the  activities n eed ed  

for each  child. Although the  investigator provided su g gestions for th e  monthly 

activities, the final choice of activity rem ained with the te ach e rs . T h e se  w ere  

then pu rch ased  or m ade by th e  principal investigator. B ecau se  of limited 

m onetary funds, so m e of th e  activities had to be  modified, but th e  primary 

purpose for the selection rem ained  the  sam e.

The m onthly activity w a s  u sed  a s  a  stimulus for com m unication and 

conversation. During the d iscussion  or implementation of th e  activity, the  

te ach e r provided ideas of th ings th a t could be used  with the activity throughout 

the  m onth. The child and p a ren t w ere  encou raged  to think of new  things to do 

with the activity.

C om parison G roup

To control for the Hawthorn effect, a  com parison group consisting  of 

families from two half-day p rogram s serving four-year-old children received  the  

normal H ead S ta rt program  (including 2 social service hom e visits by the child's 

te ach e r and  2 p a ren t-teach e r co n fe ren ces  conducted a t the  cen te r) plus 8 

monthly hom e visits by early childhood junior-level college s tu d e n ts  w ho w ere  

unrelated  to H ead Start. P a ren t participation w as  voluntary.

T he s tu d en t visits lasted  no longer than 20 m inutes. T h e  interaction w as 

betw een  the s tu d en t and child. P a re n ts  w ere not included in th e  d ialogue. A 

different activity w as  provided for e ac h  hom e visit, how ever th e  activities w ere
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the sam e  for ail of th e  children In the  com parison group. T h ere  w as no 

individualization a s  in th e  experim ental group.

Prior to the  beg inn ing  of the  1994-95 school year, th e  investigator m et 

individually with th e  te a c h e rs  in the  com parison group. T he role of th e  s tu d en t 

visitors and  th e  activities they  would sh a re  with the  children w ere  d iscu ssed  a t 

length. A ssis tan ce  from  th e  te a c h e rs  w as initially n e ce ssa ry  to introduce the 

s tu d en ts  and  p a re n ts  a s  well a s  locating the children's h o m es.

Em phasis w a s  p laced  on th e  s tuden ts  com m unicating with p a ren ts  to 

estab lish  a  co n v en ien t tim e for the  visits. Som e of the  p a re n ts  w ho w anted  to 

participate did not h a v e  p h o n e s  making the  scheduling of v isits difficult. The 

com parison te a c h e rs  c o n se n te d  to a ss is t with the  com m unication until a 

p e rm an en t visitation tim e w as  a rranged . The p aren ts  w ere  inform ed that an 

activity for th e  child w ould be  brought by the hom e visitors. T he activity would be 

left with the  child. T h e  p a re n ts  w ere  encouraged  to o b se rv e  th e  interaction 

be tw een  the  visitors a n d  th e  child, how ever they w ere instructed  not to 

participate. T he visitors ' prim ary em p h asis  w as on the  child.

The s tu d en ts  w e re  se lec ted  b e ca u se  of their early  childhood major. They 

w ere  random ly p laced  with th e  H ead S tart children they w ould visit. The primary 

investigator m et with th e  s tu d en ts  prior to beginning th e  h o m e  visits. T he form at 

of th e  hom e visits w a s  d iscu ssed  and  the  im portance of confidentiality w as 

em p h asized . E ach  s tu d e n t signed  a confidentiality s ta te m e n t (S e e  A ppendix J).
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S om e of th e  children lived in large apartm en t com plexes which w ere  

identified a s  possib ly  d an g e ro u s  after dark. S tuden t visitors w ere  instructed  

abou t safety  is su e s . All visits w ere  to be m ad e  in pairs and  during th e  daylight 

hours. The s tu d e n ts  w ere  given a list of signs of hum an intoxication, both drug 

and  alcohol (S e e  A ppendix K) and  w ere instructed to leave  th e  hom e 

im m ediately if anything a p p e a re d  abnorm al or unsafe . T hey sig n ed  a  s h e e t  

indicating they  had  b een  co u n se led  about the  d an g ers  and  would follow th e  

adv ised  p ro ced u res  (S e e  A ppendix L).

G reat c a re  w as  taken  to  keep  the s tu d en t visitors co n s is te n t th roughou t 

the  year, how ever so m e  visitors changed  betw een  D ecem b er an d  Ja n u a ry  

b e c a u se  of c la s s  scheduling . S tu d en ts  w ent in pairs or trios to visit their fam ilies 

o n ce  a  m onth. S o m e  s tu d en ts  visited three children while o th e rs  visited two. 

E ach  s tu d en t a s su m e d  th e  responsibility of interacting with o n e  child th roughou t 

th e  study. T h e  o th e r s tu d en t visitors w ere observ ers  w hen visiting children o ther 

than  their a ss ig n e d  child.

Every child in th e  com parison  group received th e  s a m e  m onthly activity. 

T here  w as no  individualization a s  in the  experim ental g roup. T he  activities 

included opportun ities for sm all m otor developm ent, seq u en c in g , categoriz ing , 

critical thinking, creative  thinking and  language developm ent. (S e e  A ppendix  M 

for the  list of activities provided th e  com parison group children). T he  visits did 

not include th e  in-depth paren t-ch ild -teacher interactions provided th e
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experim ental group although th e  m onthly activities w ere left with th e  child. The 

visits lasted  no longer than 20 m inutes.

Control Group

Two H ead S tart half-day c la s s e s  serving four-year-old children were 

included in the  no-treatm ent control group. T h ese  paren ts  and  children received 

th e  custom ary  H ead start trea tm en t including th e  two required  social service 

ho m e  visits by the  te ac h e r and  th e  two paren t-teach er c o n fe ren c e s  in the 

c lassro o m .

S tudy Limitations

B ecau se  of the  need  to s tay  within th e  sam e  geograph ica l a re a  and the 

availability of H ead S tart cen te rs , study  limitations occurred. R andom  

ass ig n m e n t of paren ts, te ac h e rs , com parison  group visitors, and  child 

partic ipan ts w as im possible. T h e  selection  hinged on the  H ead  S ta rt program 's 

w illingness to include given c la ss ro o m s and  on participants' volunteering and  

the ir availability.

O ther limitations included th e  am oun t of interactions b e tw een  the s tu d en t 

visitors' and  the  paren ts  and  children and  the  te ach e r visitors' in teractions with 

th e  p a ren ts  and  children. The te a c h e r  visitors had considerab ly  m ore interaction 

with th e  paren ts  and children th an  did the  s tu d en t visitors. T he  s tu d en ts  only 

in te rac ted  with the  children during th e  brief hom e visits, w hile th e  teach e rs  

in te rac ted  with the  family on a  daily b asis  a t the  cen te r a t pick-up and  delivery, 

during group m eetings and in o th e r H ead S tart activities revolving around the
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children. Recall th a t the  primary purpose  of the cam parison  group w as  to control 

for th e  Hawthorn effect.

S tudent visitors and H ead Start teachers  differed d u e  to their a g e s  and 

training. In m ost c a s e s  the  s tu d en t visitors w ere the  s a m e  a g e  or y ounger in 

than  the  Head S ta rt paren ts, while m ost of the te ac h e rs  w e re  older th an  the 

m others. The s tu d e n t visitors had com pleted m ore early  childhood co u rse  work 

than  all but one  of th e  te ac h e r visitors.

A nother difficulty w as the  inability to monitor the  visits in an  effort to keep  

the  hom e visits co n sis ten t. T here  is no information describ ing  w hat actually 

occurred  during th e  visits. Although teach ers  and s tu d en t visitors reported  

com pleting every visit, and staying the  required am ount o f tim e, th e re  w as no 

m e an s  of validating w hat actually occurred during the  visits. A nother difficulty 

w as the  inability to  m onitor the  visits in an effort to keep  th e  hom e visits 

au thentic. There is no information describing w hat actually  occurred  during the 

visits. Although te a c h e rs  and  stu d en t visitors reported com pleting every  visit, no 

m e an s  of validating w hat actually occurred during the  visits.

An au tom atic  limitation to the  study w ere the  a s s e s s m e n t instrum ents. 

Although all reported  good reliability and validity a t the  beginning of th e  study, 

so m e  of the  n u a n c e s  of the  q uestionnaires  may have b e e n  m isin terpreted  by 

both th e  paren ts, te a c h e rs  and children. In addition, replication of th e  study  in 

th e  s a m e  H ead S ta rt c en te rs  during the  following y ear w ould lend further 

credibility to the  resu lts . This w as not possible, how ever, b e c a u se  th e  children

103



m oved from th e  Head S ta rt cen te r to k indergarten and b e c a u s e  funding w a s  only 

available for o n e  year.
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CH APTER 4 

R esu lts

Data w ere  analyzed  in th re e  s ta g e s  to determ ine th e  d e g re e  to which 

m others ' and  te a c h e rs ' attitudes, m o th ers ' educational ex p ec ta tio n s  for h e r child 

and  her percep tion  of her role in h e r  child’s  education a lte red  a fte r experiencing 

m onthly hom e visits. In the first s ta g e  of d a ta  analysis, d em o g rap h ic  d a ta  w ere  

exam ined to a sce rta in  su b jec ts’ charac te ris tic s  and  to identify relationships 

am ong th e se  variab les. After check ing  distributions of th e  o u tco m e  variab les for 

normality, correlation coefficients w ere  calculated  to d e te rm in e  th e  d eg ree  of 

relationship am ong  th e  d em ograph ic  an d  outcom e v ariab les . T h e  ou tcom e 

variab les co n sis ted  of m others' an d  te a c h e rs ' a ttitudes tow ard  o n e  another, 

m others ' percep tion  of their role in th e  child's education , m o th e rs ' educational 

ex p ec ta tions for their children, th e  ch ild ren 's  perception o f the ir educational 

co m p eten ce  and  acc e p tan c e  by the ir p e e rs , and th e  te a c h e r 's  perception  of the  

child 's educa tiona l co m p eten ce  a n d  p e e r  a ccep tan ce . T h e s e  descrip tive 

statistics w ere  com puted  on th e  to tal sam p le  and within th e  tre a tm en t g roups 

(i.e.. experim ental, com parison, control). The seco n d  s ta g e  of d a ta  analysis 

consis ted  of an a ly s is  of variance  (ANOVA) to asce rta in  p re te s t d ifferences 

am ong trea tm en t g roups on th e  o u tco m e  variables. T h e  third s ta g e  of d a ta  

analysis  exam in ed  differences b e tw ee n  th e  groups a fte r th e  intervention. In 

th o se  c a s e s  w h e re  family v a riab les  corre la ted  with th e  d e p e n d e n t  variab les, or 

th e  g roups w ere  different on th e  p re te s t, the  family variab le  an d  th e  p re test
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sc o re s  w ere  covaria tes  in an  ANCOVA. W hen th e re  w e re  no pre test d ifferences 

and  no family co rre la tes , a  rep ea ted  m easu res  ANOVA w as used. B e c a u se  the  

cell s izes  a re  sm all, thus d ecreasin g  the  opportunities for significant resu lts, non­

significant tren d s  will be  reported on the  rep ea ted  m e a s u re s  ANOVA.

T he distributions for m others ' cognitive and  social expecta tions for the  

child, m others ' perception  of h e r role In a child's educa tion , m others' a ttitudes 

tow ard her child's te ach e r, the  child's perception of h is /h e r school co m p eten ce , 

the  te a c h e rs ' a ttitudes tow ard Individual m others, and  th e  teach e rs ' percep tion  of 

Individual ch ildren 's school co m p eten ce  were exam ined  for normality a t  both pre 

and  p o sttest. A ccording to  T abachnick  and FIdell (1989), In m e asu rem en ts  of 

statistical significance It Is a ssu m e d  that variables will b e  normally d istributed. 

B ec a u se  a  norm al distribution Is an  assum ption of m o s t multivariate s ta tistics, 

d a ta  s e ts  which a re  highly skew ed m ay need to be  transfo rm ed  to im prove 

normality of the  distribution. T herefore  the distributions of all d ep en d e n t 

variab les on both th e  p re te s ts  and  p o sttests  w ere  exam ined . W hen highly 

skew ed, th e  d a ta  w ere  transfo rm ed  In an effort to  norm alize the  distribution. 

D em ographic  variab les w ere  not transform ed b e c a u s e  th e  statistics rep resen tin g  

them  w ere  real (I.e., ag e ) an d  thus would be  m e an in g le ss  and  difficult to Interpret 

a fte r transform ation .

A fter exam ining th e  univariate distributions, th e  d a ta  w ere transfo rm ed  on 

th e  variable, pa ren ta l role, th e  tool u sed  to m e asu re  a  m other's  percep tion  of h e r 

role In h e r child's educa tion . T he original distribution o f this variable h ad  a high
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positive skew. T abachnick  and  Fidell (1989) recom m end a logarithm  

transform ation for this distribution. This p roced u re  w as utilized for th e  p re te st 

sc o re s  on the parental role questionnaire. It resu lted  in a  m ore norm al 

distribution. Therefore th e  transform ed d a ta  for th e  parental role p re te s t 

questionnaire  w ere u sed  in d a ta  analysis. Exam ination of th e  p o s tte s t univariate 

distributions identified no abnorm alities. This included the paren ta l role p o s tte s t 

s co re s . S ubsequently  n o n e  of the  p o s tte s t sco re s  w ere transform ed.

The paren t survey  o f specific te a c h e rs , which a s s e s s e d  p a ren t a ttitudes 

a b o u t the  teacher, w as negatively  skew ed  d u e  to four outlier sc o re s  on the  

p o stte st. Transform ation did not improve the  normality of the  distribution, 

therefore , the original raw sc o re s  w ere u sed  in further analy ses. T he  

distributions for the  rem aining variables a p p e a re d  normal.

T each e r C haracteristics an d  P rofessional E xperience

Table 1 reports for th e  total sam p le  and  by group, th e  m ean , s tan d a rd  

deviation, and num ber of H ead  Start te a c h e rs  reporting information concern ing  

their background and work experience . All of the  H ead S tart te a c h e rs  (Lead 

te a c h e rs  and A ssistan t te a c h e rs )  w ere fem ale. Five of the  te a c h e rs  w ere  white, 

and  th ree  w ere Native A m erican. Both of th e  com parison group te a c h e rs  w ere 

N ative Am erican. O ne of th e  experim ental te a c h e rs  w as Native A m erican. The 

m ajority of te ach e rs  w ere m arried (75% ). Their a g e s  ranged from 2 7  to 40  y ears  

of a g e , with a  typical a g e  o f 30.
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Table 1

Professional
Exoerience

Teacher
Demographics

Total
n=8

Experimental
n=4

Companson
n=2

Control
n=2

Teacher Age 306 33.6 29.0 29 52
(8.89) (10.60) One not i4 49)

reported

Family Income S16.000- 311.000- not 321.000-
20.999 15.999 reported 25.999

Head Start S 5.000- S 5.000- not 3 5.000-
Income 10.999 10.999 reported 10.999

Teacher 13.63 15 12.0 12 5
Education (2.45) (2.94) (0 71)

Years 8.6 9.36 14.39 2 02
Experience (9.30) (3.32) (14.30) (1 62)
Teaching

Years 1.9 1 4 2.5 2 38
Experience (0.82) (0.66) (2.12) (2 30)
Head Start

Hours Work 50.25 49.5 52 50
(8.70) (13.08) (2.83) (0)
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T e a c h e rs ’ total family in co m es ranged from $16 ,000  to $20 .999  (s e e  

T ab le  1). T he av erag e  incom e of th o se  teach e rs  reporting th is information w as 

b e tw ee n  $16,000 and  $20 ,999 . T he  two teach e rs  in th e  com parison  group 

c h o s e  no t to report their H ead  S ta rt or total family incom es an d  th u s  w ere  not 

included  in the  analysis. T e a c h e rs ' am ount of education an d  ex p e rien ce  working 

with young  children varied considerab ly . All of the  te a c h e rs  had  g rad u a ted  from 

high schoo l and all of them  h ad  participated in som e form of training re la ted  to 

early  childhood education . T h e  experim ental group had th e  h ig h est level of 

ed u ca tio n , followed by th e  control group teach e rs  and  co m parison  group 

te a c h e rs . T he two h ead  te a c h e rs  in the  experim ental group had  com pleted  

ed u ca tio n  beyond high schoo l. O n e  experim ental te a c h e r  h ad  a  B achelor's  

d e g re e  in early  childhood ed u ca tio n , while th e  o ther had  com ple ted  a  junior 

co lleg e  early  childhood program . O n e  of the experim ental g roup  a ss is ta n t 

te a c h e rs  h ad  a ttended  Child C a re  C aree rs  c la s se s  (a s ta tew id e  training 

p rogram ) while the o ther h ad  a tte n d e d  a vocational-technical institution. T he lead 

te a c h e rs  in the  com parison a n d  control groups had e ac h  e a rn e d  a  Child 

D ev elo p m en t A ssociate  (CDA) creden tia l and had com pleted  early  childhood 

ed u ca tio n  c la sse s  a t a  junior co llege. The a ss is tan t te a c h e rs  had  a tte n d ed  Child 

C a re  C a re e rs  cou rses.

A s reported in T able  1, T he  te a c h e rs ’ y ears  of teach in g  ex p erien ce  

ra n g e d  from less than  o n e  y e a r  to 29 years. T he a v e ra g e  y e a rs  of teach ing  

e x p e r ie n c e  w as a little o ver 8 y e a rs . T he four experim ental g roup  te a c h e rs
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reported  a total of 33 y ears  of teach ing . O ne com parison group te a c h e r  had 

tau g h t 29 y ears, while her a ss is tan t had  tau g h t o ne  year. As a  g roup th e  two 

control group te a c h e rs  had th e  le as t teach ing  experience. T he lead  te a c h e r  had 

tau g h t four y ears. It w as  her a ss is ta n t te ac h e r 's  first year of teach ing .

The a v e ra g e  am ount of teach ing  in H ead Start w as le ss  than  two years. 

T he maximum am oun t of teach ing  in H ead S tart w as 4  years. T h e  experim ental 

g roup  te ach e rs  had  th e  leas t ex p erien ce  in H ead Start. The com parison  group 

had  th e  m ost H ead S tart experience , and  th e  control group te a c h e rs  had  slightly 

le ss  experience  than  th e  com parison  group .

M em bership in p rofessional organ izations varied. T he te a c h e r  with the 

m o st years  of educa tion  belonged  to th e  m ost organizations. Fifty p e rcen t of the  

te a c h e rs  did no t belong to any  professional organizations. Of th e  four te a c h e rs  

w ho reported belonging to p rofessional organizations, all be lo n g ed  to th e  H ead 

S ta rt A ssociation. In addition, two te a c h e rs  w ere  m em bers of th e  s ta te  Child 

C are  A ssociation, th re e  w ere m em b ers  of th e  Southern  Early C hildhood 

A ssociation and  two w ere  m em bers of th e  National A ssociation for th e  Education 

of Y oung Children. T he te a c h e r  in the  experim ental group w ho h ad  com pleted  

co llege co u rses  beyond  a  B achelor's  d e g re e  reported belonging to  th e  m ost 

professional o rgan izations.

All of th e  te a c h e rs  reported  working m ore hours than th e  forty hours per 

w eek  required by H ead  Start. T he com parison  te ach e rs  reported  th e  m ost hours 

w orked, followed by th e  control group, and  experim ental group (S e e  T able  1)
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P aren ts ' C haracteristics

Ninety-nine p e rc en t of th e  paren ts  participating in the  study  w ere  m others, 

how ever this num ber d o e s  not exemplify the  family com positions. (R efer to 

Table 2 for further inform ation concerning family characteristics). 65 .08  percen t 

of th e  m others reported  having a  father in the  home. The experim ental group 

h ad  the h ighest n u m b er of fam ilies with a  fa ther in th e  hom e (25.4% ). Twenty- 

tw o percen t (22.22% ) of th e  m others in the  com parison group reported  having a 

fa ther in th e  hom e, while 17.46%  of the  control group m others reported  a fa ther 

in the  hom e. O ne family in th e  com parison group w as h e ad e d  by a  single father. 

T he  rem ainder of th e  fam ilies w ere h ead ed  by single m others (34.92% ). A Chi 

S q u a re  analysis  ind icated  no significant differences betw een  g ro u p s in the  

num bers of fam ilies having fa th e rs  within the  hom e.

Age. F a th ers ' a g e s  ranged  from 21 years  to 58 y ears  of a g e . The 

com parison  and  control g ro u p s contained  the  youngest fa thers, while the  

experim ental g roup co n ta ined  th e  o ldest fathers. The control group fa th e rs ' a g e s  

ranged  from 22 to  42  y e a rs  of ag e . The com parison group fa thers ' a g e s  ranged  

from 21 to 43  y e a rs  of a g e . T he experim ental group with th e  o lder fa thers, 

reported a g e s  ranging from 25 to 58 y ears  of age. (S ee  tab le  2 for group m ean  

sco res). An ANOVA indicated  th e  experim ental group fa th e rs ' a g e s  w ere  

significantly o lder th an  th e  com parison  and control group, £  (2, 59) = 4 .36 . p< 

.05.
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T he m others ' a g e s  did not vary a s  m uch a s  the  fa th e rs . The o ld est 

m others w ere  in th e  control group with a g e s  ranging from 22 to 42 y ears  of a g e . 

The experim ental g roup’s a g es  ran g ed  from  21 to 39 y e a rs  of ag e . and th e  

com parison group m others ' a g e s  ran g ed  from 21 to 37 y e a rs  of ag e . T he p re te s t 

ANOVA indicated no significant d iffe ren ces  betw een th e  g roups with relation to 

age.
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Table 2

Family
Characteristics Total Experimental Companson Control

Father s Age 3202 34 76 28 86 31 88
( 7 12) ( 746) ( 5 27) ( 731)
n=62 n=25 n=21 n=16

Mother s Age 28.56 30.12 27 05 28 29
( 5.60) ( 5 60) ( 4.93) ( 6 03)
n=68 n=25 n=22 n=21

Father’s 12.23 12.0 11 50 13 50
Education ( 2.37) ( 1 38) ( 1 28) ( 3.83)

n=60 n=24 n=20 n=16

Mother’s 12.01 12.36 11.95 11 67
Education { 167) ( 1 32) ( 1 21) ( 2.33)

n=68 n=25 n=22 n=21

Father's Hours 38.83 41 65 42.00 30 90
Work Per W eek (11.51) ( 13 34) ( 4 83) ( 9.73)

n=37 n=17 n=10 n=10

Mother’s Hours 32.23 27 60 29.00 38.80
Work Per W eek { 8.39) ( 8 14) (10.15) ( 2 17)

n=13 n=5 n=3 n=15

Family Income S 5.000- S 5.000- S 5.000- S 5.000-
10.999 10.999 10.999 10.999
(n=65) (n=25) (n-20) (n=20)

Children's Age 61 64 61 77 61.86 61 24
in Months ( 4 24) ( 3 87) ( 4.10) ( 4.95)

n=69 n=26 n=22 n=21
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Education. The fa thers’ levels of education  ranged  from sixth g rad e  to 

o n e  fa ther w ho w as in th e  last y ea r of m edical school and  o ne  who w as a 

g ra d u a te  s tu d en t (se e  Table 2). Sixteen fa thers  (13.33% ) had not g rad u a ted  

from  high school. Of th o se  fathers who did not g rad u a te  from high school, o n e  

com pleted  sixth g rade , th ree com peted  ninth g rade , four com pleted  tenth g rade , 

an d  eight com pleted eleventh  grade . Thirty-two fa thers  (53.33% ) had g rad u a ted  

from  high school. Six fathers (10% ) had com pleted  p o s t high school c o u rse s  and 

four fa thers  had  g rad u a ted  from college (6.67% ). T he control group fa th e rs  had 

th e  h ighest and  low est educational levels in th e  total sam ple , with two fa thers  

having g ra d u a te  d e g re e s  and o ne  fa ther having only a  sixth g rad e  education  

(S e e  T able 2). Eight fa thers (25% ) in th e  control group w ere  high school 

g ra d u a te s . F a th ers ' educational levels in th e  experim ental group ranged from 

o n e  fa ther w ho had a  college d eg ree  to o ne  fa ther w ho had  com pleted ninth 

g ra d e . Five (20.8% ) of the  fa thers had not com pleted  high school. Fifteen of the  

experim en tal group fa thers  (46.88% ) had g rad u a ted  from high school which w as 

m o re  than  in th e  control or com parison group. The com parison  group fa th e rs  

h ad  received the  le a s t education. Two fa th e rs  (10% ) reported  having com pleted  

2  y e a rs  of college. T h ere  w ere no college g ra d u a te s . Nine of the  fathers (45% ) 

repo rted  having com pleted  high school, but nothing further. Nine of the  

com parison  group fa thers  (45%) had  not g rad u a ted  from high school. Two had 

co m ple ted  ninth g rade , one  had com pleted  ten th  g ra d e  and  six had com pleted  

e lev en th  g rad e . An ANOVA indicated th e  control group fa th e rs ’ years of
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education  w as significantly higher than the  ed u ca tiona l level of the experim ental 

and com parison  group, F (2. 57) = 3.65. b  < 03. A s can  be se e n  in Table 2 the 

m ean s for the  y e a rs  of school com pleted by the  com parison  and experim ental 

fa thers w as tw elve y ears.

T he  edu ca tio n a l level of the m others ran g ed  from sixth grade to 

b a cc a lau rea te  d e g re e s  (se e  Table 2). Thirty-seven m others (54.4%) had 

g rad u a ted  from high school. Fifteen m others (22.05% ) had com pleted post-high 

school c o u rse s , with two (2.94%) having g rad u a ted  from college. Fifteen of the  

m others (60% ) in th e  experim ental group had g ra d u a ted  from high school. Four 

m others (16% ) h ad  not com pleted high school. T hirteen of the  com parison 

group m o th ers  (59.1% ) had  graduated from high schoo l. Five m others (23% ) 

had not g ra d u a te d  from high school. Four m o thers  (18% ) in the  com parison 

group h ad  co m ple ted  college courses and  o n e  m o th er had  a  college d eg ree . In 

co n g ru en ce  with th e  fa thers, the least ed u ca ted  m o th ers  w ere  in the control 

group. S ev en  m o th e rs  (33% ) had not g rad u a ted  from high school. Nine (42.9% ) 

had g ra d u a ted  from  high school. Four (19%) control group m others had 

com pleted  co llege  c o u rse s  and one had a  b ach e lo rs  d eg ree . The pre test 

ANOVA ind ica ted  no significant differences b e tw een  th e  g roups in the  m others ' 

educational level.

O ccupationa l S ta tu s . Entwisle and  A stone (1994) recom m end utilizing an 

occupational p re s tig e  or s ta tu s  sco re  for reporting individual's occupations. 

H igher n u m b ers  indicate a  g rea ter level of social p re s tig e  (e.g., 97.16 =
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physicians). Low er num bers indicate a  lower level o f p res tig e  (e.g.. 20.04 = 

g a rb ag e  collectors). The cu rren t study  utilized th e  Entw istle and  A stone’s s c o re s  

b ased  on 1980 C e n su s  O ccupational C ategories.

Of the  total num ber of fa th e rs  who reported the ir em ploym ent s ta tu s 

(N = 58), 13 (22.4% ) w ere unem ployed  and  45 (77.6% ) w ere  em ployed. T he  

least num ber o f em ployed fa th e rs  (n = 11; 19%) w ere  in th e  control group. T he 

h ighest proportion of em ployed fa th e rs  (n = 19, 32 .76% ) w ere  in the 

experim ental g roup , followed by 15 (25.86% ) of th e  fa th e rs  in the  com parison  

group. A Chi S q u a re  analysis  indicated no significant d ifferences in the p e rc en t 

of em ployed fa th e rs .

F a th e rs ' occupational levels ranged  from janitorial work and  driving trucks 

to two fa thers  w ho  w ere  working a s  university g ra d u a te  teach in g  a ss is tan ts  a s  

they com pleted  the ir doctoral work. An ANOVA indicated  th e  control group 

fathers' occupationa l s ta tu s  levels to be  significantly h igher th an  the  com parison  

and experim en tal group fa th e rs ' occupations, F (2, 39) = 5 .05 , p  < .01. T he  

com parison  an d  experim ental g roup 's  m ean  occupational levels w ere 

com parable .

T h e  m ajority of m others  (79.4% ) w ere not em p loyed . Fourteen m o th ers  

(20.60% ) rep o rted  working o u ts id e  th e  hom e while fifty-four (79.4% ) m others  

indicated they  w e re  not em ployed . The Chi S q u a re  an a ly s is  indicated no 

significant d ifferences b e tw een  g ro u p s on the p e rc en t o f m o th e rs  working 

outside th e  h o m e. The em ployed  m others ' occupational s ta tu s  sco res  ind icated
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they  held jobs ranging from janitorial work to clerical work. T he control group 

m others ' occupational s ta tu s  w as  th e  h ighest, followed by th e  com parison group 

m others and  the  experim en tal g roup m others. However, an  ANOVA indicated no  

significant d ifferences in m aternal occupational prestige am ong the control, 

com parison  and  experim en tal g roups.

Incom e. Thirty-four fam ilies (50.75% ) reported receiving no governm ent 

financial a ss is ta n c e  th rough  Aid to Fam ilies with D ep enden t Children (AFDC). 

Thirty-three families (49.25% ) reported  receiving AFDC. T h e se  33 families w ere  

co m posed  of 12 (17.91% ) fam ilies in the  control group, 13 (19.40% ) in th e  

experim ental group, an d  8 (11.94% ) in th e  com parison group. Although the  

num ber of fam ilies receiving AFDC in the  com parison group w as less than  th a t in 

the  control group and  experim ental group, Chi S q u are  a n a ly se s  indicated no 

significant d ifferences in n u m bers of AFDC recipients b e tw een  groups.

Thirty-four p e rc en t of all of th e  fam ilies reported earn ing  less th a t 55 ,000  a 

year. Family incom es ran g ed  from earn ing  le ss  than 55 ,000  a  year to earn ing  

be tw een  526 ,000  an d  530 ,999  (s e e  T able  2). Of th o se  earn ing  less than  55 ,000, 

sev en  (31.82% ) fam ilies w ere  from th e  control group, e igh t (36.36% ) fam ilies 

w ere  from the  experim en tal g roup and  sev e n  (31.83% ) fam ilies w ere from the  

com parison  group. O n e  family from th e  com parison g roup  an d  one  family from 

the  experim ental g roup  reported  earn ing  be tw een  526 ,000  and  530,000. An 

ANOVA indicated no significant d ifferences in m ean  incom e betw een  g roups.

T he re a d e r  m ust rem ain  co gn izan t of th e  fact tha t children a re  adm itted to H ead
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s ta r t  program s b a se d  on financial need . It would be  unusual for p a ren ts  to earn  

high salaries.

Children

The sam p le  w as com posed  of considerab ly  m ore m ales (N = 44) than  

fem ales  (N = 25). Sixty four percent of th e  sam p le  w ere  m ales an d  36.23%  w ere 

fem ales. In the  experim ental group 65 .38%  (n = 17) of the children w ere  m ale 

and  34%  (n = 9) w ere  fem ale. In the com parison  group 59% (n = 13) w ere m ale 

and  41%  (n = 9) w ere  fem ale. And in the  control group 67% (n = 14) w ere  m ale 

and  33%  (n = 7) w ere  fem ale. A Chi S q u a re  analysis  indicated no significant 

d ifferences b e tw een  g roups with relation to  g e n d e r distribution.

The ch ild ren 's  e thnic origins w ere d iverse , how ever 75%  (n = 51) of the  

sam p le  w ere w hite. Thirteen percent (n = 9) of the  sam ple  w ere black, 2 .94%  (n 

= 2) w ere Asian. 5 .88 % (n = 4) w ere H ispanic, and  2.94%  (n = 2) w ere  Native 

A m erican. Six m o thers  did not report their ch ildren 's ethnicity. T he com parison  

group  had the  le a s t d iverse  sam ple, with ninety-five percent (n = 21) of the 

children being w hite. T he control group h ad  th e  m ost diverse population with 

48%  (n = 11) reporting an  ethnic origin o th e r than  white. Twenty-four p e rcen t (n 

= 6) of the  experim en tal group had ethnic origins o th e r than C au casian . T he Chi 

S q u a re  analysis indicated no significant d ifferences betw een th e  children 's ' 

ethnicity.
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Intercorrelations

Intercorrelations am ong 18 dem ograph ic  variab les w ere  exam ined . The 

dem ographic variables pertaining to children w ere; ag e . g en d er, the  num ber of 

siblings in the hom e and  in H ead Start. The m aternal d em o g rap h ic  variables 

w ere: the  m other’s  ag e , her last school g rad e  com pleted, if sh e  w as  em ployed 

ou tside  of the  hom e, how m any hours sh e  w orked per w eek  and  her 

occupational level. P aternal dem ograph ic  variab les included: th e  fa ther's  age, 

th e  last g rade  in school he  had com pleted , if h e  lived in th e  hom e, if he was 

em ployed outside the  hom e and  if so, his occupational level, and  th e  num ber of 

hou rs worked p er w eek. O ther family variab les included: th e  p re se n c e  of other 

adu lts  in the hom e b esid es  family m em bers, th e  family's yearly  incom e, and if the  

family w as receiving AFDC or w elfare a ss is tan ce .

The following in tercorrelations be tw een  m aternal d em o g rap h ic  variables 

su g g es te d  so m e  interesting relationships. O lder m others  h ad  com pleted  more 

schooling, r = .28, b  < .05, had m ore children, r = .40, g  < .001, and  w ere often 

paired  with o lder m en, r = .68, B < .001, who w ere  m ore likely to  b e  living in the 

hom e, r = .34, a  < .01. M others w ho h ad  com pleted  m ore ed u ca tio n  w ere m ore 

likely to be em ployed, r = .56, a  < 05, to be  paired with m en  w ho had  com pleted 

m ore education, r = .44, a  < 001, and  to h av e  few er adu lts , o th e r than  family 

m em bers, residing in the  hom e, r = -.31, a  < 01.

More highly ed u ca ted  fa th e rs  w ere  m ore likely to h a v e  a tta ined  higher 

occupational levels, r = .45, a  < 01 and  to b e  paired with m o thers  w ho also had
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higher occupational levels, r = .67. p  <.001. W hen the  fa th e r w as living in the  

hom e, the  family w as  m o re  likely to be  receiving a  h igher incom e, r = .43, 

p  < .001 and  le ss  a p t to  b e  receiving the governm ent subsidy . Aid For Fam ilies 

with D ependen t Children (AFDC), r = -.37, p< .01. F a th e rs  w ho w ere em ployed  

w ere  more ap t to h av e  a  h igher incom e, r = .29, p< .05. Incom e w as a lso  related 

to a  higher num ber o f children in the  hom e, r = .27, p< .05.

No significant re la tionsh ips w ere  found with the  n u m b er of adu lts  o th e r 

th an  p a ren ts  in th e  hom e, m other's  work outside the  hom e, m others' h o u rs  

worked, children 's a g e s , g e n d e r  or ethnicity and the  n u m b er of siblings a ttend ing  

H ead Start.

C orrelations B etw een Family C haracteristics and  D ep en d en t V ariables

The first re se a rc h  question  ask ed ; Will family charac te ris tics  o f H ead  

S ta rt participants influence th e  te ac h e r 's  and child's percep tion  of th e  child 's 

co m p eten ce , the  m o th er's  an d  te ac h e r 's  attitudes tow ard o n e  ano ther, th e  

m other's cognitive an d  socia l expec ta tions for her child, h e r  know ledge of child 

developm ent and  h e r percep tion  of h e r role in her child 's ed u ca tion?  As 

previously s ta ted  h u m a n s  do  not develop  in isolation. W hen  te ac h e rs , p a ren ts  

an d  children e n te r  th e  H ead  S tart setting, they bring with them  g en etic  

characteristics, e x p e r ien c e s , beliefs, em otions and  trad itions (B ronfenbrenner, 

1979; Minuchin, 1985). T h e se  factors influence the  w ay they  in teract a n d  reac t 

to situations (Belsky, 1984), For this reason  the  first re se a rc h  question  

a d d re s s e s  the  Influence o f dem ograph ic  variables (p a ren ts , children, an d
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te a c h e rs )  on the  d e p en d e n t variables. The following family characteristics w ere  

ex am in ed  to determ ine If they  correlated significantly with the d e p en d e n t 

variab les; child's ag e , child 's gender, child's ethnicity, m other's ag e , m other's  

la st schoo l g rad e  a tten d ed , m other's  em ploym ent s ta tu s, hours m other w orks 

o u ts id e  th e  hom e, m other’s  occupational p res tig e  level, father's ag e , fa ther's  

ed u ca tio n a l level, fa ther re s id e s  In the hom e, fa th e r 's  em ploym ent s ta tu s, 

n u m b er of hours the fa th e r w orks outside the hom e, father's occupational 

p re s tig e  level, num ber o f siblings In the hom e, num ber of siblings In H ead S tart, 

n u m b er of adults In the  h o m e  o ther than p a ren ts , family's total Income, fam ily's 

participation In AFDC.

Child’s  P erceived  C om petence . T here  w ere  no significant re la tionsh ips 

b e tw een  th e  family ch arac te ris tic s  and the d e p e n d e n t variable, child's p e rce ived  

c o m p e te n c e  (total sco re) a t p re test. H ow ever th e re  w as som e ev idence  of family 

ch arac te ris tic s  being re la ted  to specific types o f perceived self-co m p eten ce  a s  

m e a su re d  by th e  su b sc a le s : child's perception of cognitive co m p eten ce , physical 

co m p e ten c e , social a c c e p ta n c e  by peers and , social accep tan ce  by paren t.

C hildren 's percep tion  of their cognitive co m p eten ce  w as positively re la ted  

to m o th e rs ' em ploym ent o u ts id e  th e  hom e, r = .27, .05. H ow ever th e s e

fee lings o f co m p eten ce  did no t transfer to ch ild ren 's  perception of their m o th ers ' 

a c c e p ta n c e  w hen the  m o th e rs  had higher s ta tu s  occupations. W hen m o thers ' 

o ccu p a tio n s  w ere of h igher s ta tu s , children's percep tions of m aternal a c c e p ta n c e  

a n d  p e e r  a cc e p tan c e  w e re  lower, r = -.47. p< .05. r = -.51, p< .05., respectively .
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Children’s  perception of their physical abilities w as low er w hen  their fathers w ere  

older, r = -.31, b < .01.

P o s tte s t analyses indicated no relationships b e tw een  family variables and  

the ch ild ren 's  feelings of self-com petence  (total sco re): how ever, father’s a g e  

w as negatively  related to th e  su b sca le , children’s  percep tion  of cognitive 

co m p eten ce , r = -.31 g< .05. F a ther’s a g e  w as the  only family characteristic  

which w a s  significantly re la ted  in both the p re test an d  p o s tte s t analyses; 

how ever th e  su b sca les  differed. F ather’s  age  w as negatively  related to the 

child’s  percep tion  of h is/her physical com petence  during th e  p re te s t analysis and  

the child’s  perception of their cognitive com petence  during the  p o sttest 

investigation, r = -.31, p< .01, r = -.31, e <.05, respectively . It is interesting to  

note th a t th e  correlations w ere  th e  sam e . Again, having an  o lder fa ther a p p e a rs  

to h av e  so m e  negative influence on th e  children’s  p e rcep tion  of them selves.

T e a c h e r’s  perception of th e  child’s co m p eten ce . P re te s t analy ses  

indicated te a c h e rs  evaluated  children’s overall c o m p e ten c e  higher w hen the 

child w a s  older, r = .25, b<.05. A nother variable w hich w a s  significantly 

corre la ted  with the  te ach e r’s  perception  of the child’s  overall co m petence  w as  

the n u m b er o f hours the fa th e rs  worked. T eachers  pe rce iv ed  the  children w h o se  

fa thers w orked  longer hours a s  being le ss  com peten t, r = -.39, p<.01.

P re te s t  analysis of th e  th re e  su b sca les , ch ildren’s  cognitive co m p eten ce , 

physical co m p eten ce , and p e e r  a cc e p tan c e  indicated so m e  significant 

re la tionsh ips with family variab les. T each ers  reported  children’s  cognitive an d
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physical co m p eten ce  low er w hen their fathers worked longer hours, r = -.39.

B< 01 an d  r = -54, p< .01 , respectively. There w as a  highly significant negative 

correlation betw een  th e  fa thers ' occupational p restige  level and  children's 

physical com p eten ce , r = -.54, g< .001. T eachers  a lso  a p p ea re d  to perceive older 

children a s  being m ore acc e p ted  by their p ee rs  than younger children, r = .38.

B<001 .

T he p o stte st a n a ly se s  indicated no family variab les w ere  related to the 

te a c h e rs ' perception of th e  children 's total co m p eten ce  sco re . Children 's ag e  w as 

significantly related to th e  p e e r  accep tan ce  su b sca le , again  sug g estin g  older 

children w e re  perceived  by the  te ach e rs  a s  being m ore accep ted  by their peers , r 

= .24, B< .05. Children w h o se  m others ' w ere em ployed in m ore prestigious 

vocations w ere  perceived  a s  le ss  physically com peten t by their te ac h e rs , r = - 

.49, p< .05.

It is interesting to  n o te  th a t the  p retest analysis  indicated severa l family 

variab les  which w ere  significantly correlated with the  total sco re  and  su b sca le s  

sc o re s . In th e  p o s tte s t an aly sis  th e re  w ere only two family variab les  significantly 

re la ted  to  th e  te a c h e r 's  percep tion  of the child's co m p eten ce . O n both the  

p re te s t a n d  the  p o s tte s t a n a ly se s , older children w ere perceived  a s  significantly 

m ore a c c e p te d  by the ir p ee rs .

M others' a ttitu d es  tow ard a specific teach er. T here  w ere  only th ree  family 

variab les  which w ere  significantly correlated with m others ' a ttitudes abou t the 

te a c h e r  on  th e  p re te s t an d  po sttest. P retest sco re s  indicated th e  m others'
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a ttitudes toward the  te a c h e rs  w ere m ore positive w hen there  w a s  a  fa ther in the 

hom e and the family e a rn e d  a higher incom e, r = .27, e<.05 a n d  r =.30, p<.01. 

respectively. In the  p o s tte s t analysis, having a  fa ther in the h o m e  and the 

num ber of adults in the  h o m e  w ere both positively related to m o th e r 's  attitudes 

ab o u t the  teacher, r = .29, b < .05 an d  r = .25, .05, respectively . T h ese

a n a ly se s  su g g es t having a  fa ther in th e  hom e h a s  a  significant positive influence 

on m others' a ttitudes tow ard  her child’s  H ead S tart teacher.

T eachers ' a ttitu d es  tow ard m others . P re te s t an a ly ses  found  H ead Start 

te a c h e rs ' a ttitudes w ere m ore  positive tow ard m others who w orked  outside the 

hom e and w ere em ployed  in higher s ta tu s  occupations, r = 23 , ^ <  05 and  r = 45. 

P< 05, respectively. T h e se  te ac h e rs  a lso  had  m ore positive a ttitu d e s  toward 

m o thers  w hose h u sb a n d s  resided  in th e  hom e and  w hose  h u s b a n d s  had 

com pleted  higher levels o f education , r = 36, p< .01, r = 31, p < .0 1 , respectively. 

C onversely, te ac h e r 's  h ad  m ore negative  a ttitudes toward fam ilies receiving 

governm ent a ss is ta n c e  through AFDC, r = -.34. p<.05.

The p o s tte s t a n a ly se s  indicated th a t te a c h e rs  continued  to  h av e  more 

positive attitudes tow ard m others  w ho w ere  paired  to men w ho  w ere  ed uca ted  

and  residing in th e  hom e, r =.26, p< .05. r = .34, p< .01, respective ly . Although 

receiving AFDC w as  significantly re la ted  to th e  te ac h e rs ' a ttitu d e s  tow ard the 

m others on th e  p re test, m o thers ' receiving AFDC w as  not significantly related to 

th e  te ach e rs ' a ttitudes a b o u t the  m o th ers  on th e  posttest. M others  having a
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higher Incom e level w a s  significantly related to the te ac h e rs ' a ttitu d es  tow ard the  

m others on the  p osttest, r = .29. 05.

M other’s  social a n d  cognitive expectations for her child. T h e re  w ere  no 

significant relationships b e tw een  the  m others’ total sco res  for socia l and  

cognitive expec ta tions for h e r child and  the dem ographic va riab les  on e ither the  

p re tests  or p o s tte sts . H ow ever, th ree  su b sca les  had significant re la tionsh ips 

with the  family variab les  on th e  p re test. The su b sc a le s  with significant 

relationships w ere; schoo l re la ted  skills, verbal a sse rtiv en ess , an d  com pliance. 

M others indicated having h igher school expectations for their child w hen  th e  

fathers had le ss  p restig ious occupations, r = -.37, q <  .01. M others’ ex p ec ta tio n s  

for the  child's verbal a s s e r tiv e n e s s  w ere  higher w hen the  fa ther w orked  few er 

hours, and w hen th e re  w e re  few er siblings attending H ead S tart, r = -.38, p< .05, 

r = -.24, B< .05, respectively . M others’ expectations for the  child 's com pliance  

(i.e., doing w hat is e x p ec te d  in th e  family) w ere positively re la ted  to th e  fa th e rs ’ 

educational level, r = .33, b< .01.

T hree  s u b sc a le s  w ere  significantly related to family v a riab les  on the  

p o sttest analysis. M others w ho had  m ore children attending H ead  S ta rt w ere  

significantly less  ap t to  e x p e c t their children to verbalize their n e e d s , r = -.32. p< 

.01, which a g re e s  with the ir feelings on the p re test analysis. W hen  fa th e rs  w ere  

m ore highly ed u ca ted , m o th e rs  ex p ec ted  children to be  m ore in d ep en d en t, r = 

.26, E< .05. T here  w as  a  significant negative correlation b e tw een  th e  am o u n t of 

hours m others w orked a n d  th e  child com pliance su b sca le , r = -.63  b< .05. Item s
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on the  com pliance scale  refer to children doing w hat they a re  instructed to do 

(i.e.. s to p s  m isbehaving w hen told). This su g g e s ts  m others who w orked long 

hours did not expect their children to b e  highly compliant. Only o ne  family 

characteristic , num ber of siblings a ttend ing  H ead Start, w as significantly related 

to th e  m other's  expectations for her child to b e  verbally assertive  on both the 

p re te s t an d  posttest analy ses.

P a re n t's  role in their child's developm en t. T here  w ere no significant 

re la tionsh ips betw een the  total sco re  for p a ren t's  perception of their role in their 

child's educa tion  and the  dem ograph ic  variab les  on the p retest. H ow ever, th e re  

w ere  two dem ographic variables re la ted  to the  sub sca le , p aren t's  in terface role, 

be tw een  th e  child and the  social institution (i.e.. H ead Start). The in terface role 

refers to interactions the  pa ren t h as  with th e  H ead S tart te ac h e rs  to facilitate the  

child 's ad justm en t to school. A negative  correlation su g g es ts  m others ' with less  

ed u ca tio n  w ere  more likely to perceive  facilitating their child's ad ju stm en t to the 

H ead  S ta rt setting a s  part of their pa ren ta l role, r = -.25, p< .05. The belief th a t it 

w as  a  p a ren t's  role to a ss is t in their child 's school ad justm ent w as rep ea ted  by 

fa th e rs  with a  lower occupational s ta tu s , 

r = -.31, p< .05.

T he  posttest analysis indicated two family variables w ere  re la ted  to the  

w ay m o th ers ' perceived their role in their child 's developm ent (total sco re).

W hen m o thers  and fa thers had ob ta ined  h igher levels of education , m o thers  and  

fa th e rs  perceived  their role in their child 's ed uca tion  to be highly im portant, r =
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.36. B<-01. r = .32. B< .05. respectively. M other's education w as  a lso  positively 

correla ted  with the  su b sc a le , m other's role in h e r child's em otional developm ent, 

r = .28. p< .05. However, m other's education  w as negatively re la ted  to the  

su b sca le s ; m other's role in h e r child's cognitive developm ent, r = -.35. b < 01; 

her child's socialization, r = -.28. p< .05; providing child care, r = -.44. g< .001. 

and  assisting  in her child's school ad justm ent (i.e.. interface role), r = -.31. a< 

. 0 1 .

On the parental role su b sca le s , m others w ho w ere paired  with m ore 

e d u ca te d  fathers indicated they  did not believe they should te a c h  the ir child 

cognitive or social skills, r = -.55, p< .001. r = -.34. p< .01, respectively . Father's  

level of education w as a lso  negatively correla ted  with m others ' id e a s  ab o u t 

providing child ca re  for the ir children, r = -.39, q < .01. F a ther's  ed u ca tio n  w as 

not correlated with the  in terface  su b sca le .

Exam ination of th e  p o s tte s t an a ly se s  indicated m other's occupational 

p restige  w as positively corre la ted  with th e  total sco re  on the  p a re n t's  role in their 

child's education, r = .44, B< .05; how ever, m others in h igher p re s tig e  

occupations perceived th e  role a  m other a s s u m e s  in providing child c a re  as  

being le ss  important, r = -.50 , g< .05. T h ese  d a ta  m ust be in te rp re ted  cautiously 

s in ce  th e re  w ere only 17 m o thers  w ho reported  being em ployed. T h e  negative 

relationship betw een  m o th er's  level of education  and  her in terface  role with the 

H ead S tart program  w as th e  only family variab le which w as significantly related 

on both the  pre and  p o sttest.
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T he lack of re la tionsh ips be tw een  th e  family variables an d  th e  p re test 

a n a ly se s  and  the large am o u n t of family variab les which w ere significantly 

re la ted  to the  p o sttest m e a s u re s  of m o th ers’ percep tion  of their role in their 

child's education  is in teresting . M others' and  fa th e rs ' education  w e re  the two 

in d ep en d en t variables significantly related to th e  m o st d e p e n d e n t variab les on 

th e  p o s tte st. This could s u g g e s t  tha t in c reased  interaction and  ex p o su re  to 

H ead  S ta rt resulted in e d u c a te d  p a ren ts  becom ing m ore aw are  o f their role in 

the ir child's education.

D em ographic v a riab les  which w ere  found to h av e  no significant 

re la tionsh ips with any  of th e  d e p e n d e n t variab les  w ere  children 's sex  and the  

n u m b er of brothers and  s is te rs  in the  hom e.

Sum m ary. R e se a rc h  question  num ber o n e  a sk ed  if family characteristics 

w ere  re la ted  to the  d e p e n d e n t variab les. In th e  p re te s t a n a ly se s  te ac h e r 

a ttitu d es  w ere correla ted  with m ore family v ariab les  than  any o th e r  outcom e 

variab le. There w ere  only four significant co rre la tions with o th e r  d e p en d e n t 

variab les ' total sco res . This ev id en ce  su g g e s ts  th a t excep t for te a c h e rs ' a ttitudes 

ab o u t p aren ts, family d em o g rap h ics  did not significantly influence th e  p re te s t 

resu lts  on total sca le  sc o re s .

Family variab les h ad  few  significant re la tionsh ips with th e  p re test 

s u b sc a le s . The p a ren t ex p ec ta tio n  su b sc a le s  h ad  o n e  family variab le  

significantly correlated  with e a c h  of them . M other's education  a n d  th e  fa ther's  

occupation  w ere th e  only family variab les significantly related to  th e  interface

1 2 8



su b sc a le  within the  paren tal role a sse ssm e n t. T here  w as only o n e  family 

variab le correlated with each  of the  child's perception of h is/her com petence  

su b sc a le s . The teach e r 's  percep tion  of the child's co m p eten ce  h ad  the  g rea tes t 

n um ber of significant relationships with family variab les. M other's occupational 

level w as  significantly related  to  the  cognitive su b sca le . F a th er's  a g e  and the 

n um ber of hours the  fa ther w orked w as related  to the  physical co m p eten ce  

su b sca le .

T he  posttest an a ly se s  indicated few er significant relationships betw een 

th e  d e p en d e n t variables and  th e  family characteristics. Only two d ep en d en t 

variab les had  family factors w hich w ere  significantly related on both  the  pre and 

p o s tte s ts . Father's  educa tion  and  having the  fa ther living in th e  hom e w ere both 

significantly related to the  te a c h e rs ' a ttitudes ab o u t paren ts ' to tal sco re  on the 

p re  and  posttest. T he family variable, num ber of siblings attend ing  H ead Start, 

w as  significantly re la ted  on both  th e  p re  and p o s tte s ts  to the  p a re n t expectations 

verbal su b sca le .

P o s tte s t an a ly se s  indicated  considerably  m ore family characteris tics  w ere 

significantly related to m o th ers ' perception of their role in their child 's education 

th an  on th e  pretest. This w a s  th e  only d e p en d e n t variable w hich had  a 

su b stan tia l num ber of family characteris tics  corre la ted  with it. T h e re  w ere few er 

significant p o sttest co rre la tions betw een  the  family charac te ris tics  and  the o ther 

d e p e n d e n t variable total sco re s , specifically the  te ac h e r 's  percep tion  of the 

child's com petence , th e  child 's perception  of their co m p eten ce , m other's
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ex p ec ta tio n s  for her child, m other's a ttitudes tow ard the  te a c h e r  and  teach ers ' 

a ttitudes about the  m others.

Inclusion of intervening variab les

B ecau se  the  prim ary em p h asis  of th e  study  is focused on th e  attitudes 

and  perceptions of the  m o thers  and  te ach e rs , su b seq u en t a n a ly se s  will Include 

m others  only. Supporting this s tra tegy  is th e  fact tha t da ta  a re  available only on 

a  few  fathers. W here appropria te , m aternal dem ographic  variab les  will be u sed  

a s  covaria tes in the  following an a ly ses.

Although the  following m aternal variab les w ere significantly related to one  

o r m ore of the indep en d en t variables, they will not be included in la ter an a ly ses  

b e c a u s e  of their low incidence in the  sam ple . They are: m other's  occupational 

p restig e  level, num ber of hou rs th e  m other w orked outside th e  hom e, and the 

n u m b er of adults o ther th an  the  p a ren ts  living in the  hom e.

T he following variab les will be  co n sidered  a s  potential covariates: 

m other's  age, children’s a g e , and  m other's education . O ther child and  m aternal 

variab les, such a s  child g en d er, w ere  not re la ted  to the  d e p e n d e n t m easu re s  

and  so  will not b e  u sed . T hroughout all of th e  future an a ly ses , m e an s  by group 

and  tim e for all of the  d e p e n d e n t variab les will be  reported in T ab les  3, 4, 5. 6, 7 

H om e visits and te ac h e rs ' and  m others ' a ttitudes

T he second  re sea rc h  question  asks: will the  addition o f hom e visits 

influence teach e r 's  and m o ther's  a ttitudes tow ard o ne  an o th er a fte r variance d u e  

to family characteristics h a s  b een  controlled? D ata an a ly ses  of teach e rs '
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attitudes about m others an d  m others' a ttitudes abou t te a c h e rs  will b e  p resen ted  

to explore this question .

A nalyses of v a rian ce  (ANOVAs) with multiple com parisons, using the 

Ryan, Elliot, Gabriel, and  W elsh Multiple R an g e  (REGW) te s t will b e  utilized for 

exam ining differences b e tw een  groups th roughout the  study (E inot & Gabriel. 

1975: Ryan, 1959, 1960; W elch, 1977). It w as  selec ted  b e c a u s e  it is a  very 

powerful test. With th ree  g roups it p roduces resu lts identical to th e  m ore widely 

known S tudent-N ew m an-K uels test.

T each ers ' a ttitudes ab o u t m others. A p re te s t analysis of va rian ce  

indicated, prior to th e  hom e visit intervention, th e  control group te a c h e rs ' 

a ttitudes w ere significantly m ore positive tow ard their s tu d en ts ' m o th e rs  than the  

experim ental and  com parison  group te ac h e rs , F (2, 71) = 5.52, g<  .01. (S ee  

T able  3 for pre and  p o s tte s t group m ean  sco res). Although th e  ANOVA 

pro ced u re  is robust to violations of hom ogeneity  of variance, th e  p rev ious results 

m ust be  viewed with so m e  caution. T able 3 indicates com parison  group 

te a c h e rs  w ere m ore variab le in their a ttitudes than  w ere the  control and  

experim ental te ac h e rs . T he  p re se n c e  of th e se  significant p re te s t d ifferences 

indicated p re te s t sc o re s  n e ed e d  to be  en te red  a s  a  covariate  during p o stte st 

analysis.
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Table 3

Dependent Variable

P re P o s t R e su lts

E xp Comp Cont E xp Comp Cont Effect df F

Teachers' attitudes about 72 18 67 00 82 39 77 32 69 00 85 00 Group 2 1 41
mothers' (11 53) (15.10) (962) (11 87) (16 36) (11 70)

Mothers' attitudes about 52 12 50 95 51 43 52 50 5305 51 47 Time 1 1 77
teachers" (5 35) (573) (652) (4 54) (4 65) (6 35) Group 2 0 12

Interaction 2 044

Numbers in parentheses indicate standard deviation
'ANCOVA with pretest and mother's age as covariates and mother's age as covariates 
"Repeated m easures ANOVA
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An exam ination of p o s tte s t correlational da ta  revealed  two family 

variab les, m other’s a g e  and  fam ily's total income, to b e  significantly related to the  

te a c h e rs ' attitudes abou t their H ead S ta rt s tuden ts ' m others. A stepw ise  

reg ress io n  procedure w as u sed  to identify th e  b est predictor a n d  maintain an  

a cc e p tab le  subject to variable ratio in later analy ses. The s tep w ise  analysis 

indicated m other's a g e  to b e  th e  b e s t predictor of te a c h e rs ' a ttitu d es  abou t 

m others , = .09, F (1, 56) = 3 .96, 05. This analytical ap p ro ach  is in

keep ing  with S tev en s  (1986) w ho su g g e s ts  it is seldom  worthwhile to include 

multiple predictor variab les in a  reg ression  equation b e c a u s e  a t  a  certain point, 

increm ental validity is low.

To determ ine if th e re  w ere  d ifferences in the  te a c h e rs ' a ttitudes ab o u t 

m o thers  a s  a  function of th e  family corre la te  m other's a g e  a n d  so  determ ine  if 

m o ther's  ag e  should be u sed  a s  a  covariate  in later a n a ly se s , a  one-w ay 

an alysis  of variance (ANOVA) w a s  calcu lated . For th e  an a ly sis  m others' a g e s  

w ere  divided into two groups; y o unger m others' a g e s  21 to 27  and  older 

m o th ers ' a g e s  28  to 37. This a g e  division w as ch o sen  b e c a u s e  it p laced 60 

m o thers  in the o lder group and  60 m others in the y o u n g er g roup . R esults of the  

ANOVA indicated th e re  w a s  a  m ain effect for m other's  ag e , F (1, 58) = 5.25, p< 

.05. T he  REGW  indicated te a c h e rs  had significantly m ore positive attitudes 

tow ard older m others (M = 81 .30 , SQ  = 12.22), than y o u n g er m others  (M =

72 .40 , SD  = 16.13). The m ain effect for m other’s a g e  indicated  th e  need  to 

include m other's a g e  in th e  final analysis.
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B ecause  th e  ANOVA indicated m other's  ag e  d o es  vary  a c ro s s  the  groups 

an d  b e c a u se  there  w as  a  difference b e tw een  the groups a t p re te st, th e  final 

an a ly sis  of posttest d a ta  u sed  an ANCOVA with m other's a g e  and  p re te s t as  the 

covaria tes . The analysis  indicated th e  m odel w as significant, F (3. 57) = 17.93. 

B< .0001. The p re te s t covariate  w as significant, F (1, 57) = 50 .98 , a<  .0001. The 

family variable, m o ther's  a g e  w as no t significant. After controlling for m other's 

a g e  and  the  p re test, th e re  w ere no significant differences b e tw een  th e  

experim ental, control, or com parison g roup  teach ers ' a ttitudes a b o u t their 

s tu d e n ts ' m others a fte r th e  hom e visits.

M others' a ttitu d es  abou t te ach e rs . A pretest analysis  of v a rian ce  revealed 

no  significant group d ifferences on m o thers ' attitudes ab o u t te a c h e rs  prior to the 

intervention. P o s tte s t correlational a n a ly se s  indicated no family v a riab les  were 

significantly related to  th e  m others' a ttitu d es  concerning te a c h e rs . B ecau se  

th e re  w ere  no significant p re test group differences or family v a riab les  to be 

included in the p o s tte s t analysis, a 3 (G roup) X 2 (Time) re p e a te d  m easu re s  

ANOVA. using th e  W ilkes' Lam bda criterion w as com puted on  th e  m others' 

a ttitu d es  toward th e  H ead S tart teach e r. T he  analysis rev ea led  no significant 

m ain effect for tim e or group. There w a s  no significant T im e X G roup interaction 

effect. T h e se  findings indicate there  w e re  no significant d ifferences in m others’ 

a ttitu d es  toward te a c h e rs  a s  a  function of either time or trea tm en t. M eans for all 

g ro u p s  a re  p re sen ted  in Table 3.
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H om e visits and  m other's ex p ec ta tions for her child's social and  cognitive 

d ev e lo p m en t

T he third re sea rch  question  asks: Will the addition of hom e visits c h a n g e  

m o th ers ' expecta tions for their children's social and cognitive d evelopm en t after 

v a rian ce  d u e  to family characteristics h a s  b een  controlled?

T he p re te s t ANOVA indicated, prior to the hom e visits, th e re  w ere  no 

significant d ifferences b e tw een  the  experim ental, com parison  or control g roup 

m o th ers ' expec ta tions for their children 's learning and  social skills. P o s tte s t 

correlational analysis  indicated no family variables w ere  significantly re la ted  to 

th e  m others ' expecta tions. B ec a u se  th e re  w ere no significant p re te s t group 

d ifferences o r family variab les to b e  included in the final analy sis , a  3 (G roup ) X 

2 (Time) re p e a te d  m easu re s  ANOVA using the  W ilkes Lam bda criterion, w a s  

ca lcu la ted  on m others' ex p ec ta tions for h e r child's cognitive an d  social 

dev e lo p m en t. T he analysis indicated no significant main effect for tim e or g roup 

m em bersh ip : how ever, the  interaction be tw een  time and group m em bersh ip  

rev ea led  a  nonsignificant trend , F (1, 57) = 2.836, b < .09, X = .92. This 

s u g g e s te d  that, b a se d  on th e  group the  m others w ere  in, th e re  w as a  differential 

e ffec t of th e  hom e visits over tim e, for m others ' ex p ec ta tio n s  for their ch ild ren 's  

cognitive and  social developm ent.

Exam ination of the  pre and  p o s tte s t m ean  sc o re s  in T ab le  4  and  F igure 1 

s u g g e s ts  th e  com parison  g roup  m others ' developm ental ex p ec ta tio n s  for their 

children m oved from younger to o lder a g e s . Before the  ho m e visits their m ean
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a g e  w a s  low er th an  the  m ean  sco res  for th e  experim en tal and  control g roups. 

After the  h o m e visits, their a g e  expectations w ere  h igher than  the o ther two 

groups.
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Table 4

LO

Dependent Variable

Pre Post Results

Exp Comp Cont Exp. Comp Cont Effect df F

Mother's 54.27 51 90 54 17 55 18 58 10 53 39 Time 1 2 6732
Expectations (6.52) (9 67) (8.41) (863) (1342) (900) Group 2 0 12

Interaction 2 260

Subscales

Verbal Assertiveness 805 7 25 8.50 8 36 9 10 7.94 Time 1 1 96
Expectations (1 89) (2 51) (2 36) (2 54) (2 71) (2.13) Group 2 0

Interaction 2 3 24*

Compliance 8 36 7 95 7 83 841 9 35 7 33 Time 1 1 07
Expectations (1 92) (2 16) (2 29) (2 28) (2 96) (2 17) Group 2 1 51

Interaction 2 2 97

School Related 112 27 12 60 12 56 13 14 13 30 12 06 Time 1 1 63
Expectations (1 70) (2 56) (206) (1 55) (2 85) (201) Group 2 0 59

Interaction 2 1 80

Independence Expectations 14 68 14 10 14 06 13 82 1465 15 22 Time 1 0 64
(2 08) (2 77) (2 92) (2 59) (317) (3.26) Group 2 0 13

Interaction 2 2 91

Social 10 90 10 00 11 22 11 45 11 70 10 83 Time 1 3 05
Expectations (2.04) (2.53) (2 37) (267) (3 56) (2 12) Group 2 2 51

Interaction 2 0 12

Numbers in parentheses indicate standard deviation 
'Repeated Measures ANOVA 
*p< 05



The control group and experim ental group m others ' expectations changed  

very  little over time. This su g g es ts  the  m others who received  brief visits by early 

childhood s tu d en ts ' reported their a g e  expectations for their children to ach ieve 

social and  cognitive developm ent ch an g ed  m ore than  the  experim ental and 

control group m others, but not enough  to reach  significance.
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30

20

0

P re  P est

Experim ental 

C om parison 

• Control

Figure 1
Mother’s Expectations for Child's D evelopm ent

Although the  ANOVA procedure  is robust to violations of hom ogeneity of 

v a rian ce  the  previous results m ust be interpreted with caution. Table 4 indicates 

co n sid e rab le  variability in m others' expec ta tions am ong  th e  th ree  groups. To 

ga in  g re a te r  clarity of the  m others' expec ta tions for the ir children 's social and  

learning skills, and  to estab lish  if the  total sco re  w as m asking  differences am ong
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the  g roups, s u b sc a le s  w ere  analyzed  a s  well. Five su b sca le  sc o re s  w ere  

exam ined: (a) verbal a sse rtiv e n ess  (e.g.. a s k s  a  question  w hen in doubt), (b) 

com pliance (e.g., c o m es  or answ ers w hen called), (c) school re la ted  skills (e.g.. 

coun ts 5 toys), (d) in d ep en d en ce  (e.g., ta k e s  c a re  of own clo thes), and  (e) 

social skills (e.g ., s h a re s  h is/her toys with o th e r  children).

V erbal A sse rtiv en ess . T he p re test ANOVA indicated no significant 

d ifferences be tw een  th e  m other's  ex p ec ta tio n s  for their children to  b e  verbally 

a sse rtiv e  prior to  th e  hom e visits. The p o s tte s t analysis  indicated no family 

variab les w ere  significantly related to the  su b sc a le . B ecau se  th e re  w ere  no 

significant p re te s t d ifferences or family v a riab les  to be included in th e  p o s tte s t 

analysis , a  3 (G roup) X 2 (Time) repeated  m e a s u re s  ANOVA using  th e  W ilks’ 

Lam da criterion w as  com puted  on m other's  ex p ec ta tio n s  for verbal 

a s se r tiv e n e ss . T he analysis  revealed no significant main effects  for tim e or 

group m em bersh ip . H ow ever there  w as a  significant tim e X group  m em bersh ip  

interaction, F (2, 57) = 3.24, p< .05, A = .90.

Figure 2 illustrates th e  significant tim e by group interaction. Prior to the 

hom e visits, th e  com parison  group m others ' ex p ec ta tio n s  for their children to 

d em o n stra te  verbal a s se r tiv e n e s s  w ere low er th an  both the control and  

com parison  group m o thers ' expectations. A fter th e  hom e visits, th e  a g e  the  

com parison  group m o th ers  expec ted  their child to  be  verbally a sse rtiv e  

in c reased  to a  level h igher than  the o ther tw o g roups. The m o th ers  in the  

experim en tal group indicated only a slight in c re a se  in the  a g e  th ey  e x p ec ted
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the ir children to be  verbally a sse rtiv e  and  the  control group m other’s 

ex p ec ta tio n s  for verbal a s se r tiv e n e ss  d e c rea se d  slightly after th e  hom e visits.
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C om parison 

• Control

Figure 2
M other s  Expectations for Verbal A ssertiveness S ubsca le

C om pliance. T he p re te s t ANOVA indicated prior to the  h o m e  visits, th e re  

w e re  no significant b e tw een  group d ifferences on th e  m other’s ex p ec ta tio n  of the  

a g e  her child should b e  com pliant. T he p o stte st correlational an a ly s is  rev ea led  

no  significantly related  family variab les  with the com pliance su b sc a le . B e c a u se  

th e re  w ere no significant p re te s t group differences o r significantly re la ted  family 

variab les  to be  included in th e  analysis, a  3 (Group) X 2 (Time) re p e a te d  

m e a su re s  ANOVA using th e  W ilkes’ Lam bda criterion, w as com p u ted  on th e  ag e  

m others ex p ec ted  their children to  d em o n stra te  com pliant behav io rs. T he
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an a ly sis  revealed  no significant main effects for tim e or group m em bership . 

H ow ever, th e  Time X Group m em bership revealed  a  nonsignificant trend . F (2. 

57) = 2 .97, B< .06. A = .91. Figure 3 illustrates how th e  com parison group 

m others ' expecta tions m oved from younger to older a g e s  after the  trea tm ent. 

C om parison  group sco res a t posttest w ere  higher than  the o ther two groups.

T he  ex p ec ta tio n s  of the experim ental group m others ' increased  slightly while the 

control g roup m others' expectations m oved from older to younger. A lthough 

th e s e  resu lts  should be viewed with caution b e c a u se  th e  p o sttest g roup ga ins or 

lo s se s  a re  sm all and the su b sca le  is com p o sed  of only five items, th ey  su g g e s t 

th e  visits by th e  studen t visitors increased  th e  a g e  m others ex p ec ted  their 

children to b e  compliant.
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Figure 3
M other's Expectations for Com pliance S ubsca le
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School Related Skills. A p re te s t analysis of variance indicated prior to the  

hom e visits, there w ere  no significant group differences in the  m others' 

ex p ec ta tions concerning their children 's accom plishing school related  skills. T he 

lack of significant p re te s t group d ifferences or significantly related  family 

variab les indicated a 3 (Group) X 2 (Time) rep ea ted  m e asu re s  ANOVA, using 

th e  W ilkes Lam bda criterion, be  com puted  on the a g e  level m others  ex pec ted  

their children to perform school re la ted  skills. The analysis revealed  no 

significant main effect for tim e or group m em bership . There w as no significant 

Tim e X G roup interaction. T h e se  findings indicate th e re  w ere  no significant 

d ifferences in the a g e  m others ex p ec ted  their children to perform  school re la ted  

skills a s  a  function of e ither tim e o r treatm ent.

Independence. A p re te s t analysis  of variance  indicated prior to the  hom e 

visits, th e re  w ere no significant d ifferences am ong th e  th ree  g ro u p s on m others ' 

ex p ec ta tio n s  for their children developing in d ependence . P o s tte s t correlational 

a n a ly se s  indicated no significantly related  family variables with th e  in d ep en d en ce  

su b sc a le . B ecause  th e re  w ere  no significant p re te s t group d ifferences or 

significantly related family v ariab les  to be  included in the p o s tte s t analysis, a  3 

(G roup) X 2 (Time) rep ea ted  m e a su re s  ANOVA, using the  W ilkes' Lam bda 

criterion, w as com puted on m o th er's  expec ta tions for their children developing 

in d ep en d en ce . The analysis  indicated no significant main effect for tim e or 

group m em bership. However, th e  Time X G roup interaction revealed  a 

nonsignificant trend, F (2, 57) = 2 .91 . ^< .06, À = .91.
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Figure 4 graphically illustrates the  Time X G roup interaction which n e a red  

significance. After th e  hom e visits, the  a g e  th e  experim ental group m o th e rs ' 

indicated their children should develop  in d ep en d en ce  d e c rea se d  to a  level below  

th e  o ther two groups. T he com parison group m other's  expectations in c re a se d  

slightly and  the  control group m others ' ex p ec ta tio n s  increased  to a  level a b o v e  

th e  o ther two g roups. Caution m u st b e  ex erc ised  w hen generalizing th e s e  

resu lts  b e c a u se  th e  p o s tte s t ga in s or lo sse s  a re  sm all and th e  su b sca le  is 

co m p o sed  of only sev e n  items: how ever, it su g g e s ts  th e  hom e visits a p p e a re d  to 

h av e  altered  th e  m o thers ' age  expec ta tions for their children developing 

in d ep en d en t behav io rs differently than  the  total sco re  o r o ther su b sc a le s .
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Figure 4
M other's Expectations for Child's Independence Subscale
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Social. A p re te s t analysis of v a rian ce  indicated prior to th e  h o m e visits, 

there  w ere  no  significant group d ifferences in the  m others' ex p ec ta tio n s  

concern ing  th e  a g e  their children should  develop  social skills. P o s tte s t 

correlational an aly sis  indicated no family variab les were significantly re la ted  to 

the  social skills su b sca le . T he lack of significant p re test group d ifferences or 

significantly re la ted  family variables indicated  a  2 (Time) X 3 (G roup) rep ea ted  

m e a su re s  ANOVA using th e  Wilks L am bda criterion, be com puted on th e  ag e  

level m o th e rs  ex p ec ted  their children to  d e m o n stra te  social skills. T he  analysis 

indicated no  significant m ain effects for tim e or group m em bership. H ow ever 

there  w a s  a  nonsignificant trend for th e  Tim e X G roup interaction, F (2, 57). = 

2.51, E< .09, À = .92.

F igure 5 and  th e  p re  and p o s tte s t m ean  sco re s  in Table 4  s u g g e s t th e  

com parison  group m others ' ag e  ex p ec ta tio n s  for children to dev elo p  social skills 

w ere low er th an  th e  experim ental and  com parison  group m others prior to th e  

hom e visits. After th e  hom e visits, the  com parison  group m others ' expec ta tions 

for children to develop  social skills m oved from younger to o lder a g e s . The 

control g roup  m others ' expecta tions m oved from older to younger a g e s , and  the 

a g e  th e  experim en ta l g roup m others e x p ec te d  their children to d ev e lo p  social 

skills in c re a se d  slightly. T he ex p ec ta tions of th e  com parison an d  experim ental 

group m o th e rs  for their children 's social behav io rs  w ere higher th an  th e  control 

group m o th e rs ' ex p ec ta tio n s  a t posttest.
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The a n a ly se s  reported ab o v e  su g g es t the  hom e visits did alter the  ag e  

expectations o f th e  m others. T he m others experiencing the m ost ch an g e  in their 

expectations w ere  the  com parison group m others. Their age  expectations 

increased  on every  d ep en d en t variable.

T each er's  percep tion  of child's se lf-com oetence

The fourth re sea rch  question  asks: After controlling for family 

characteristics, will th e  addition of hom e visits affect th e  teach e r's  perception of 

th e  child's se lf-com petence?

The p re te s t analysis of variance  indicated no significant differences 

betw een th e  experim ental, com parison and  control group teach e rs ' perception of 

their s tu d en ts ' total se lf-com petence  before the hom e visits. T he p o sttest 

correlational an aly sis  indicated no significant relationships betw een  the family 

variables and  th e  te ac h e rs ' know ledge of the  child's total com petence. B ecau se  

th e re  w ere no  significant p re test d ifferences and no significant family co rre la tes  

on the p o s tte s t, a  2 (Time) X 3 (G roup) rep ea ted  m e asu re s  ANOVA, using the  

Wilk's Lam ba criterion, w as u sed  to  analyze  the  d a ta . The rep ea ted  m e asu re s  

ANOVA indicated  no main effect for group m em bersh ip , a highly significant m ain 

effect for tim e, F (2, 57) = 6.13, b < .01. A = .77. and  a  significant group X tim e 

interaction, F (2, 57) = 6.13, e<  .01. A = .82.
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Mottier’s  Expectations for Socialization Subscale
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Table 5

4"
'- J

Dependent Variable

Pre Post Results

Exp Comp Cont Exp Comp Cont Effect df F

Teachers' Perception of 42,75 42 22 43 41 44 68 46 76 53.17 Time 1 1661****
Child's Competence" (11.77) (9.87) (654) (14 20) (9.10) (7 59) Group 2 0.97

Interaction 2 6 13"

Subscales

Teachers' Perception of 12.07 11.26 11.09 1445 15.48 1606 Time 1 61 37 "
Cognitive Competence" (496) (3 77) (316) (523) (3.46) (3.15) Group 2 0 06

Interaction 2 3 55"

Teachers' Perception of 14 36 14.61 14 09 1364 15 52 17 06 Group 2 8 34"*
Peer Acceptance" (4.47) (384) (2.99) (6 08) (387) (419)

Teachers' Perception of 1668 16 35 1835 16 50 1576 2000 Time 1 0.97
Physical Competence" (4.28) (3.38) (2 34) (4.96) (356) (3.24) Group 2 4 27*

Interaction 2 2 08

Numbers in parentheses indicate standard deviation 
“Repeated M easures ANOVA 
"ANCOVA with pretest and children's age as covariates 
*p< 05
**p< 01 
***p< 001 
****p< 0001



T able  5 and Figure 6 indicate all of the  teachers ' g roup  m ean  sc o re s  of 

the ir percep tions of the  child 's co m p e ten ce  (total score) w ere  within one  point of 

e a c h  o th er prior to the h o m e  visits. After the  experim ental te a c h e rs  com pleted  

the ir m onthly hom e visits, their percep tions of their children 's cognitive an d  social 

c o m p e te n c e  (illustrated by th e  m ean  sco res  and Figure 6) in c reased  slightly.

T h e  com parison  te a c h e rs ' percep tio n s  increased slightly m ore  than  the 

experim en tal teach e rs . T h e  te a c h e rs  in the  control group reported  they 

p erceived  their children a s  having g a ined  considerably in the ir social and 

cognitive co m p eten ce  o v e r th e  school year. Their sco res  w e re  higher th an  e ither 

of th e  o th er two groups. This su g g e s ts  the  control group te a c h e rs  perceived  

the ir ch ildren 's co m p eten ce  to  h av e  gained  considerably m ore  than  the 

co m parison  and  experim en tal te a c h e rs  did. Conversely the  experim ental g roup 

te a c h e rs  w ho had  visited the ir children monthly throughout th e  school y e a r  

ind icated  their s tu d en ts  h ad  exhibited only a  slight in c rease  in their cognitive and  

socia l co m p eten ce .
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Figure 6
T eacher’s Perception of Child’s  P erceived  Self-C om petence

Although th e  ANOVA procedure  is robust to  violations of hom ogeneity of 

varian ce , th e  previous results m ust be  viewed with so m e  caution. Table 5 

ind ica tes  th a t th e  sco res  for the experim ental g roup  w ere  m ore variable than  the  

s c o re s  for th e  control and com parison groups.

To gain g re a te r  clarity of the  te ach e rs ' p ercep tion  of the  child's self­

c o m p e ten ce . the  th ree  su b sca les  w ere analyzed : (a) children 's cognitive 

c o m p e ten c e , (b) children’s p eer accep tan ce , an d  (c) children's physical 

c o m p e ten ce .

Cognitive com petence. T he p re test an a ly sis  of variance  indicated no 

significant group differences in the  te a c h e rs ’ p ercep tion  of their studen ts '
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cognitive c o m p e ten c e  prior to  th e  hom e visits. The p o s tte s t correlational 

analysis identified no family variab les significantly related to th e  cognitive 

com petence  su b sc a le . The lack of p re test differences or significantly related  

family variab les indicated a  3 (Group) X 2 (Time) rep ea ted  m e a s u re s  ANOVA. 

using the  W ilkes' Lam da criterion, be  com puted on the  te a c h e rs ' perception  of 

children's cognitive co m p eten ce . T he repeated  m e asu re s  ANOVA indicated a 

highly significant m ain effect for Time, F (1, 57) = 61.37, g< .0001, A = .48. The 

main effect for g roup  m em bersh ip  w as not significant. H ow ever, th e re  w as a 

significant Time X Group interaction effect F (2, 57) = 3.55, .01, À = .89.

T able  5 a n d  figure 7 indicate all of the te ach e rs  reported  their s tu d e n ts ’ 

cognitive abilities in c reased  b e tw een  pre and p o st testing . T h e  experim ental 

teach ers ' repo rted  the  le as t g a in s  in their studen ts ' cognitive c o m p e ten ce . The 

control and  com parison  group  te a c h e rs ' gains w ere co m parab le , and  they 

reported their ch ild ren’s cognitive com petence higher a t p o s tte s t th an  the  

experim ental g ro u p  te ac h e rs . T h e se  findings could su g g e s t th e  experim ental 

group te a c h e rs ' in c reased  interaction with the m other and  child via th e  monthly 

hom e visits provided the te a c h e r  a  m ore accurate  a s s e s s m e n t  of h e r childrens' 

cognitive co m p eten ce .
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Figure 7
T each er's  Perception of Child’s Cognitive C om petence S u b sca le

P ee r a c c e p ta n c e . T he  pre test ANOVA indicated th a t prior to  th e  h o m e 

visits, there  w e re  no significant d ifferences b e tw een  the control, ex p erim en ta l 

a n d  com parison  group teach e rs ' perception  of the  children's a c c e p ta n c e  by their 

p e e rs . Exam ination of th e  posttest correlational analysis revealed  o n e  family 

variable, ch ildren 's ag e , to b e  significantly re la ted  to the te a c h e r 's  p e rcep tio n  of 

s tu d en ts ' a c c e p ta n c e  by their peers. To de te rm in e  if there  w ere  d iffe ren ces  in 

th e  d ep en d e n t variab le a s  a  function of ch ildren 's ag e , and to  d e te rm in e  if 

children 's a g e  should  b e  u sed  a s  a  covaria te  in later an a ly ses, an  ANOVA w a s  

calcu lated . For this analy sis  children's a g e  w as  divided a t 60  m o n th s  which 

p laced  24 children in th e  younger group an d  37 in the  older group. A lthough the  

H ead  S tart p ro g ram s w ere  designed  to se rv e  four-year-old children, th e  majority
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of th e  children in th is s tudy  w ere  older. For this reason  th e  decision  w a s  m ad e  to 

divide the a g e s  ab o v e  and  below  5 y e a rs  of ag e .

R esults of th e  ANOVA indicated there  w as a main effect for ch ildren 's 

a g e , F (1. 55) = 5.16, b < .05. Exam ination of the  m ean sc o re s  a d d re ss in g  older 

(M = 16.38, ^  = 3.74) an d  younger (M = 16.05, SD = 2.97) children s u g g e s ts  

th e  te ach e rs  perceived  o lder children to b e  slightly m ore a cc e p ted  by their p ee rs  

than  the younger children. B ecau se  th e  ANOVA indicated ch ild ren 's p e e r  

a cc e p tan c e  a g e  did vary a c ro ss  a g e  groups, the  final analysis  of p o s tte s t d a ta  

u sed  a one-w ay  ANCOVA with the  child 's a g e  and p re te s t a s  th e  co v aria tes .

The ANCOVA indicated  the  children’s a g e  covariate w as  not significant 

and  did not explain a  significant portion of the  variance in p e e r  a c c e p ta n c e . The 

p re te s t covaria te  did a cc o u n t for a  significant portion of the  v a rian ce  in te ac h e rs ' 

percep tions of th e  child 's p e e r  a cc ep tan ce . F (1, 55) = 52.02, g  < .0001. T here  

w as  a  statistically significant main effect for group m em bership  a fte r p re te s t 

variance w as controlled, F (2, 55) = 8 .34, .001, A = .91.

Exam ination o f th e  ad justed  group  m ean s  indicate significant d ifferences 

betw een  the  g ro u p s a t  p o stte st. T he  control group te a c h e rs ' p e rcep tio n s  of their 

children 's a c c e p ta n c e  by p e e rs  (m = 17.89) w as significantly h igher th an  the  

experim ental (m = 13.22) an d  com parison  (m = 15.38) g roup  te a c h e rs ' 

percep tions o f their s tu d en ts ' a c c e p ta n c e  by peers. T he com parison  group 

te ac h e rs ' percep tion  of their children 's accep tan ce  by p e e rs  w as significantly 

h igher than  th e  experim en ta l group te a c h e rs ' perception of their s tu d en ts ' 

a cc e p tan c e  by p e e rs .
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Physical co m p eten ce . T he  p re te s t analysis of variance  indicated no 

significant d ifferences betw een  control, com parison and experim ental te a c h e rs ’ 

perception of the  ch ildren 's physical com petence  prior to th e  hom e visits. 

P o s tte s t correlational an a ly ses  indicated  no family variab les w ere  significantly 

correlated  with th e  physical co m p eten ce  subscale . The a b s e n c e  of significant 

p re te st differences an d  significantly related  family variables, indicated th e  

p o s tte s t analysis shou ld  be  a  3 (G roup) X 2 (Time) rep ea ted  m e a su re s  ANOVA. 

using the Wilks’ L am da criterion, to ascerta in  if th e re  w ere  significant d ifferences 

betw een  the  te a c h e rs ’ percep tions of their children's physical co m p e ten ce  after 

th e  hom e visits.

T here  w as no significant m ain effect for tim e nor w a s  th e re  a  significant 

tim e by group interaction effect. T h e re  w as a significant m ain effect for g roup 

m em bership  on th e  physical su b sca le , F (2. 57) = 4.27, 05, K = .93. This

indicates th e re  w ere  d ifferences b e tw een  the g roups concern ing  the  te a c h e rs ’ 

percep tions of their children 's physical com petence  over th e  co u rse  of th e  study. 

Control group te a c h e rs ' perception  of their children's physical co m p e ten c e  w as 

higher than th e  experim ental or com parison  groups.

Effects of hom e visits bv H ead S ta rt te ach e rs  on the  child's perception  of h is/her 

co m p eten ce

The fifth re se a rc h  question  ask ed : After controlling for family 

characteristics, will th e  addition of hom e visits, affect th e  child 's perceived  

c o m p e ten ce?
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T he p re te st ANOVA indicated that prior to th e  intervention, th e re  w ere  no 

p re te s t d ifferences b e tw een  the com parison, experim ental, or control group 

ch ild ren 's  perception of th e ir se lf-com petence  a s  m e asu re d  by The Pictorial 

S c a le  of Perceived  C o m p e ten ce  and  Social A ccep tan ce  for Young C hild ren .

T h e  p o s tte s t correlational analysis indicated no family variab les w ere  significantly 

co rre la ted  to the  child's percep tion  of self-com petence. The a b se n c e  of p re te s t 

d ifferences and  significantly related  family variab les indicated  a 3 (G roup) X 2 

(Time) re p e a te d  m e a su re s  ANOVA. using the  W ilkes L am bda criterion, should  

b e  com puted  on the  ch ild ren 's  perception of their co m p eten ce . T he 3 (G roup) X 

2 (Time) ANOVA indicated  th e re  w ere no significant m ain effects for tim e, group 

m em bersh ip , nor a significant group X time interaction effect. This s u g g e s ts  

th e re  w ere  no significant group differences in the  ch ild ren 's  percep tio n s  of their 

overall se lf-co m p eten ce  befo re  or after the  hom e visits. Although th e  ANOVA 

p ro ced u re  is robust to violations of hom ogeneity  of variance , the  cu rren t resu lts 

m u s t b e  view ed with so m e  caution. Table 6 ind ica tes  th e  variance a c ro ss  the  

g ro u p s  w as  d iverse  on both  th e  p re  and p o s tte s ts .
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Table 6

V I
V I

Dependent Variable

Pre Post Results

Exp Comp Cont Exp. Comp. Cont Effect df F

Child's Perception of 78,8 76 39 76.00 76.23 78.85 72 50 Time 1 0.76
Competence (13.15) (10 53) (11 22) (11.18) (8.87) (1065) Group 2 029

Interaction 2 2 16

Subscales

Cognitive Competence 2028 1961 20.17 20 82 21.90 20 33 Time 1 1 0 0 6 "
(3.43) (2 28) (2.66) (3 35) (2.17) (3.01) Group 2 0 18

Interaction 2 3 39*

Physical Competence 19 75 16 62 18 35 1964 20 35 1983 Time 1 0.0386
(3 91) (3 32) (2 34) (3 19) (2 91) (3.13) Group 2 0 56

Interaction 2 1 11

Peer Acceptance 1968 18 52 17 78 1964 20 75 1794 Time 1 325
(3 38) (313) (4.13) (335) (2.43) (4 56) Group 2 1 51

Interaction 2 2 09

Maternal Acceptance 19.18 1891 18 57 19.36 19.25 20 33 Time 1 0089
(397) (3.30) (330) (382) (386) (3.01) Group 2 0 45

Interaction 2 0 36

Numbers in parentheses indicate standard deviation
“Repeated Measures ANOVA
*p<05
**p<01



To ascerta in  an y  d ifferences which might be  m asked  by th e  total score, 

th e  four su b sca les  of th e  perceived  co m p eten ce  m easu re  w ere  analyzed; (a) 

th e  child's perception of cognitive com p eten ce , (b). the  child's perception  of p eer 

a ccep tan ce , (c). th e  child's perception o f physical co m p eten ce , and  (d). the 

child 's perception of m aternal a ccep tan ce .

Children's percep tion  of cognitive com petence. The p re te s t ANOVA 

indicated no significant p re te s t d ifferences betw een the  control, com parison and 

experim ental group children 's perception of their cognitive c o m p e ten c e . The 

p o s tte s t correlational an alysis  revealed  no family variables significantly related to 

th e  cognitive co m p e ten ce  su b sca le . B ec a u se  there w ere no  significant p retest 

g roup  differences o r significantly related  family variables to b e  included in the 

p o s tte s t analy ses, a  3 (G roup) X 2 (Time) repeated  m e a su re s  ANOVA. using the 

W ilkes Lam bda criterion, w as  calculated  to a s s e s s  the  effects  of th e  hom e visits 

on  th e  children's percep tion  of their cognitive com petence. T h e  rep ea ted  

m e a su re s  ANOVA indicated  a main effect for time. F (1. 57) = 10.06. p< .01. A = 

.85. and  a significant T im e X G roup interaction effect. F (2. 57) = 3.39. p< .05, K 

= .89. The main effect for group m em bersh ip  w as not significant.

Figure 8 illustrates th e  significant Time X Group interaction effect. Prior to 

th e  hom e visits th e re  w a s  very little difference in children 's percep tion  of their 

cognitive co m p eten ce  a c ro ss  the  g roups. After the  intervention th e  com parison 

group  children reported  a  g rea te r gain in their cognitive c o m p e ten c e  than  the 

experim ental or control g roup children. The experim ental a n d  control group 

ch ildren 's sco res  sh o w ed  little ch an g e  an d  w ere similar to e a c h  o ther after the
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intervention. How ever, b e c a u se  this is a  subsca le  with few item s, it is difficult to 

gen era lize  th e s e  findings.

25
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Control

Figure 8
Children's Perception  of Cognitive C om petence S ubsca le

C hildren’s perception o f phvsical com petence. A p re te s t ANOVA 

indicated no significant d ifferences betw een  the experim ental, com parison  and  

control g roup  children’s  perception  of their physical co m p eten ce . T he p o s tte s t 

correlational an a ly s is  indicated no significant relationships b e tw een  th e  family 

variab les and  th e  children’s  percep tion  of their physical co m p eten ce . B ec a u se  

th e re  w ere  no significant p re te s t d ifferences and no significant family co rre la tes  

on th e  p o s tte s t, a  3 (groups) X 2 (time) repeated  m e a su re s  ANOVA, using the 

W ilkes L am bda criterion, w a s  com puted . The ANOVA indicated  no m ain effects
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for tim e or group m em bership  on the  children’s percep tion  of their physical 

co m p eten ce : nor w as  there  a  significant tim e X group interaction effect. T h ese  

resu lts indicate th e re  w ere no significant group d ifferences in the  ch ild ren 's  

percep tion  of their physical co m p eten ce  after th e  hom e visits.

C hildren 's perception of p e e r a ccep tan ce . A p re te s t ANOVA rev ea led  no 

significant group differences on the  children 's percep tion  of their a c c e p ta n c e  by 

their p e e rs  prior to the  hom e visits. Exam ination of th e  p o s tte s t correlational 

d a ta  revealed  no family variab les significantly re la ted  to  th e  children 's percep tion  

of p e e r  a c c e p ta n c e . The a b se n c e  of p re te s t d ifferences and  significantly related  

family variab les indicated a  3 (G roup) X 2 (Time) re p e a te d  m e a su re s  ANOVA, 

using th e  W ilkes L am bda criterion, should  be com pu ted  on the  ch ildren 's 

percep tion  of their p eers ' a cc e p tan c e . T he ANOVA indicated  no m ain effec t for 

group m em bersh ip . The main effect for tim e n e a red  significance F (1 ,57) = 3.25, 

p< .08, X.= .93. T here  w as no significant Time X G roup interaction effect. 

Exam ination of th e  pre and p o s tte s t g rand  m e an s  indicate children 's percep tio n s  

of their p e e rs ' a c c e p ta n c e  in c reased  be tw een  p re te s t (M = 18.73, SD = 3.60) and 

p o s tte s t (M = 19.50, SD = 3.62) irrespective of th e  tre a tm en t received.

C hildren 's perception of m aternal a cc e p tan c e . T he final su b sc a le  

a d d re s s e s  the  w ay children perceive  their rela tionsh ips with their m o th ers . The 

p re te s t ANOVA indicated no significant d ifferences in th e  children 's p e rcep tio n  of 

their m o thers ' a c c e p ta n c e  prior to the  hom e visits. T h e  p o s tte s t corre la tional 

an aly sis  revealed  no family variab les significantly re la ted  to the  ch ild ren 's  

percep tion  of their m others' a c c e p tan c e . The a b s e n c e  of p re te s t d iffe ren ces  and
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significantly re la ted  family variab les indicated a 3 (Group) X 2 (Time) rep ea ted  

m e a su re s  ANOVA. using the W ilkes Lam bda criterion, should  be  com puted  on 

the children 's percep tion  of their m o th er's  accep tan ce . T he an a ly sis  indicated no 

main e ffects  for tim e or group m em bersh ip . T here  w as no significant group X 

tim e interaction effect. T hese  resu lts  su g g es t th e re  w ere  no significant group 

d ifferences in th e  children 's percep tion  of their m others ' a c c e p ta n c e  after the  

hom e visits.

Effects of h o m e  visits by Head S ta rt te ac h e rs  on the  m o th er's  percep tion  of her 

role in ed u ca tin g  h e r child

T he sixth re sea rc h  question  a sk s : After controlling for family 

charac te ris tics, will th e  addition of h o m e visits affect th e  m o ther’s  percep tion  of 

her role in ed u ca tin g  h e r child?

A p re te s t  ANOVA revealed no significant d ifferences am ong  th e  th ree  

g roups on the  m o ther's  perception of h e r role in her child 's ed u ca tio n  prior to the  

hom e visits. T h e  p o s tte s t correlational analysis indicated th e  family variable, 

m other's level of education , w as significantly related  to th e  m other's  percep tion  

of her role in h e r  child 's education .

To d e te rm in e  if there  w ere  d ifferences in the  d e p e n d e n t variab le  a c ro ss  

g roups a s  a  function o f m other's educa tion , and  so  de te rm in e  if m o ther's  

educa tion  shou ld  b e  u sed  a s  a  co v aria te  in la ter a n a ly se s , an  ANOVA w as 

calcu lated . M others' education  w a s  divided into th ree  g roups: m o thers  with le ss  

than  a  12th g ra d e  education  (n = 13), m others with a  12th g ra d e  ed uca tion  (n = 

33), and  m o th e rs  having com pleted  education  beyond 12th g ra d e  (n = 14).
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T he ANOVA indicated a  main effect for m other's  education. F (2. 57) = 

3.93. p< .05. Exam ination of th e  m ean  sco res  ad d ress in g  m other's educational 

level ind icates m others  with th e  le ss  than  a  12th g ra d e  education  (M = 169.38.

SD = 11.79) perceived  their role in their child's education  to b e  g rea ter than the 

m others w ho had com pleted  a  high school education  (M = 166.03, SD = 12.51). 

and m others with ed u ca tio n  beyond a  high school d e g re e  (M = 159.21. SD = 

17.53).

S ince th e  ANOVA indicated m other's education  affected their perception 

of their role a c ro ss  th e  g roups, the  final analysis of p o s tte s t d a ta  used an 

ANCOVA controlling for p re te s t and  m other's education . T he ANCOVA indicated 

the  p re te s t and  m o ther's  education  covariates did explain  a  significant portion of 

the  variance  in the  m o th ers ' perception  of their role in their child's education. F 

(1, 54) = 33.0, B< .0001, and  F (1, 54) = 4.19, p< .05, respectively. The 

ANCOVA indicated th a t a fter controlling for the p re te s t and  m other's education, 

m others ' a ttitudes a b o u t their role in their child's ed u ca tio n  varied significantly by 

group m em bersh ip  a fte r th e  hom e visit intervention, F (2, 54) = 4.02, g< .05.

Exam ination of th e  multiple com parisons s u g g e s ts  th a t after th e  hom e 

visits, th e  experim ental g roup m others (M = 167.65) and  th e  com parison group 

m others' (M= 167.62) pe rcep tio n s  of their role in the ir child's education w ere 

higher than  th e  control g roup  m others (M = 158.95). T h ere  w ere  no significant 

d ifferences b e tw een  th e  com parison  and  experim ental m others ' perceptions of 

their role in their child 's ed uca tion  after the  hom e visits. Their posttest ad justed  

m ean s c o re s  w ere  a lm o st th e  sam e . (S ee  Table 7). This su g g es ts  hom e visits

1 6 0



a re  re la ted  to an  in c re a se  In m others ' a w a re n e ss  of their role in their ch ild 's 

ed u ca tio n . It d o e s  not su g g e s t hom e visits by th e  child's H ead S tart te a c h e r  

significantly affects th e  m other's perception of h e r  role in her child's ed u ca tio n  

an y  m ore than visits by university studen ts  w ho a re  majoring in early childhood 

ed u ca tion .
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To gain g rea te r accu racy  of resu lts and to identify any  differences which 

m ight b e  m asked  by the total sc o re s , the  following perception  of parental role 

s u b sc a le s  w ere  analyzed; (a) teach ing  cognitive developm ent, (b) teach ing  

handling of em otions, (c) teach in g  social skills, (d) m eeting the  em otional 

n e e d s  of the  child, (e) m eeting  th e  child care  n e e d s  of the  child, and (f) acting 

in an  in terface role betw een  th e  child and social institutions (i.e.. Head Start).

T eaching  cognitive skills. T he  p re test AN OVA indicated no significant 

d ifferences b e tw een  the m o th ers ' percep tions of their role in teaching cognitive 

skills. P o s tte s t correlational an a ly sis  indicated th e  family variable, m other’s 

ed u ca tio n  w as  significantly co rre la ted  with the  teach ing  cognitive developm ent 

su b sc a le . To determ ine if th e re  w ere  d ifferences a c ro ss  the  groups in th e  

m o th er's  perception  of her role in teach ing  cognitive skills a s  a  function of 

m o th er's  education , and so  d e te rm in e  if m other's education  should be  u sed  a s  a 

co v aria te  in later analy ses, an  ANOVA w as ca lcu la ted . As in the  previous 

analy sis , m o thers ' education  w a s  divided into th re e  groups: m others with le ss  

th a n  a  12th g rad e  education  (n = 13), m others with a  12th g ra d e  education  (n = 

33), and  m others having co m ple ted  education  beyond  12th g ra d e  (n = 14). 

T h e re  w as  no m ain effect for m o th ers ' educational level indicating there  w ere  no 

d ifferences in m other's ed u ca tio n  a c ro ss  g roups. T herefore  m other's educa tion  

w a s  not u sed  in th e  final an a ly sis  of m other's percep tion  of teaching  cognitive 

skills.
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B ec a u se  th e re  w ere  no significant p re test d ifferences o r family variables 

to b e  included in th e  p o s tte s t analysis, a  3 (Group) X 2 (Time) rep ea ted  

m e asu re s  ANOVA. using the Wilks' Lam bda criterion, w as com puted  on the 

m other's perception  of her role in teaching cognitive skills. T he analysis  revealed 

no significant m ain effect for time or group m em bership: how ever, th e  interaction 

betw een  tim e and  group m em bership  revealed a nonsignificant trend , F (2, 57) = 

2.73, E< .07, A = .91.

Exam ination o f Figure 9 su g g es ts  the experim ental and  control group 

m others' percep tio n s  of their role in teaching their children cognitive skills 

d e c re a se d  after th e  hom e visits, while the com parison group m o thers ' 

percep tions in c reased  slightly. Even though the  experim ental g roup m o th ers’ 

perception  of their ro le in teaching cognitive skills d e c rea se d , they  w ere  still 

h igher th an  th e  com parison  and  control group m others a t posttest.
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Figure 9
Mother's Perception of Her P aren ta l Role in  Teaching Cognitive Skills S ubsca le

T each ing  handling of em otions. T he  p re te s t ANOVA indicated  no 

significant p re te s t differences on th e  m others ' beliefs concern ing  the ir role in 

assis ting  in their child's em otional developm ent. T he p o stte st correlational 

an aly sis  indicated  one  family variable, m o ther's  education  w as significantly 

re la ted  to th e  m other's beliefs concerning teach ing  h er child to h an d le  em otions. 

To de term ine  if th e re  w ere differences a c ro ss  the  g roups in th e  m o ther's  

percep tion  of h e r role in teaching  her child to regu la te  em otions a s  a  function of 

m other's  educa tion , and so  decide  if m other's  education  should  b e  u sed  a s  a 

covaria te  in later analyses, an  ANOVA w a s  calcu lated . As in p rev io u s an a ly se s , 

m others ' ed uca tion  w as divided into th ree  g roups; m others with le ss  than  a  12th 

g ra d e  educa tion , m others with a  12th g ra d e  educa tion , and  m o th e rs  having

165



com pleted  education  b eyond  12th grade. T he ANOVA Indicated th e re  w as  no 

main effect for m others' edu ca tio n . Since th e re  w ere  no differences b e tw een  the 

groups, m other's  educa tion  w as  not included in th e  final analysis.

B ec a u se  there  w e re  no significant p re te s t g roup  differences o r family 

variab les to b e  included in th e  final analysis, a 3 (G roup) X 2 (Time) re p e a te d  

m e asu re  ANOVA, using th e  W ilkes Lam bda criterion, w as  calculated  on  m others ' 

perception in teaching  the ir children to handle  em o tions. The analysis  revealed  

no significant m ain effect for tim e or group. T h e re  w a s  no significant T im e X 

group interaction effect. T h e se  findings indicate th e re  w ere  no significant 

d ifferences in m others ' p e rcep tio n s  of their role in teach ing  their children to 

handle  em o tions a s  a  function of e ither tim e or trea tm en t.

T each ing  Social Skills. A p re test ANOVA indicated there  w ere  no 

significant d ifferences am o n g  th e  th ree g roups on  th e  m others' p e rcep tio n s  of 

their role in teach ing  the ir children social skills prior to th e  hom e visits. T he 

p o s tte s t correlational an a ly s is  indicated two family variab les, children 's a g e  and  

m others ' education , to b e  significantly related  to th e  m others ' a ttitudes 

concern ing  teach ing  socia l skills. A stepw ise  reg re ss io n  procedure  w a s  u se d  to 

identify th e  b e s t  predictor an d  m aintain an  a c c e p ta b le  sub jec t to variab le  ratio in 

later a n a ly se s . H ow ever, b e c a u s e  neither of th e  family correla tes e n te re d  the  

equation , they  w ere not included in later a n a ly se s . T he lack of p re te s t 

d ifferences o r significant family co rre la tes indicated  a  3 (Group) X 2 (Time) 

rep ea ted  m e a su re s  ANOVA, using the Wilks' L am bda criterion, shou ld  b e
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com puted  on the  m o thers’ percep tion  of their role in teach ing  their child social 

skills.

The rep eated  m e a su re s  ANOVA revealed  no significant m ain effect for 

tim e or group; how ever, the  interaction b e tw een  time and group m em bership  

rev ealed  a nonsignificant trend , F (2, 57) = 2.51, p< .09, A = .92. Figure 10 

illustrates the tim e X group interaction effect. The com parison  group m others’ 

percep tio n s  of their role in teach ing  their children social skills in c reased  after th e  

h o m e visits while th e  control and  experim ental m others' percep tion  of their role 

d e c re a se d . The control group m o th e rs’ perception of their role in teaching their 

children social skills w as low er th an  th e  o th er two groups on th e  p re test, and 

ev en  lower on th e  p o sttest. Again th e  com parison  group in c reased  while the  

experim ental and  control g roup  d e c re a se d  in their role of teach ing  their children 

socia l skills.
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Figure 10
M other’s Perception of Her P aren ta l Role in Teaching Social Skills S ubscale

M eeting th e  em otional n eed s  of th e  child. A p re test ANOVA revealed  no 

significant d ifferences am ong the  three g ro u p s on the  m other’s view  of teach ing  

her child to handle  em otions prior to the ho m e visits. The p o stte st correlational 

analysis  indicated th e  independen t variable, children 's age. to b e  significantly 

re la ted  to the  m others ' a ttitudes about m eeting  the  em otional n e e d s  of their 

children. To de term ine  if th e re  w ere d ifferences in m others' p e rcep tio n s  of their 

role in m eeting their children 's em otional n e e d s  related  to the family correlate, 

children 's age . and  a lso  to determ ine if ch ildren 's a g e  should b e  u se d  a s  a  

covaria te  in later an a ly se s , an  ANOVA w a s  calcu lated . As in p rev ious an a ly se s  

children 's a g e  w as  divided into two groups: children older than 5 y e a rs  of ag e  

(60 m onths) and  children younger than 5 y e a rs  of a g e  (60 m onths).
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T he ANOVA indicated th e re  w as no main effect for children’s  age. The 

a b se n c e  of a  significant main effec t for children 's age indicated th e  final an a ly se s  

should b e  a  rep ea ted  m easu re s  ANOVA. T he 3 (Group) X 2 (Time) rep eated  

m e asu re s  ANOVA, using the W ilkes' Lam da criterion, w as com puted  on the 

handling of em otions su b sca le . T he  analysis revealed no significant main effect 

for time o r group m em bership . N either w as th e re  a group X time interaction 

effect. A lthough th e  sm all num ber of item s in the  subsca le  h inder generalization 

of th e se  resu lts, in th e  current s tu d y  th e re  w ere  no significant d ifferences in the  

m others' percep tions of their role in teach ing  their children to hand le  em otional 

n e ed s  a fte r th e  hom e visits.

M eeting the b asic  n eed s  o f th e  child through child care. T he  pre test 

ANOVA indicated  no significant g roup  d ifferences on the  su b sc a le  m others' 

p e rsp ec tiv es  pertaining to m eeting  the  basic  n eed s  of their children through child 

care . T he p o s tte s t correlational a n a ly se s  indicated the family variable, m other's 

education , to  be significantly co rre la ted  with the  m other's a ttitudes about 

providing th e  basic  n e e d s  of the  child through child care. To determ ine if th e re  

w ere d ifferences in th e  m other's percep tion  of her role in providing her child's 

child ca re  n e e d s  a s  related  to th e  family correlate, m other's education; and to 

determ ine if m other's  education  should  be u sed  a s  a covariate  in la ter an a ly se s , 

an  ANOVA w as calculated . As in th e  previous analy ses m others ' education  w as 

divided into th ree  g roups: m others  with le ss  than  a 12th g rad e  education .
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m o th ers  with a  12th grade education , an d  m o thers  having com pleted  ed u ca tio n  

beyond  12th g rade .

T he ANOVA indicated th e re  w a s  a  m ain effect for m other’s ed u ca tio n . F 

(2. 57) = 4 .65 . p< .05. According to th e  multiple com parison  test, m ore e d u c a te d  

m o th ers ' p e rcep tions of their role in providing child c a re  w as significantly le ss  (m 

= 25 .64) th an  m others with a  12th g ra d e  educa tion  (m = 27.58). or m o th e rs  with 

le ss  th an  a  12th g rade  education (m = 28 .31). T here  w ere  no significant 

d iffe ren ces  b e tw een  m others' with a  high school education  and m others ' with 

le s s  th an  a  12th g rade  education  in their percep tion  of th e  role in providing child 

ca re .

B e c a u se  the  ANOVA indicated m o ther's  educa tion  did vary a c ro ss  th e  

g ro u p s, th e  final analysis of p o s tte s t d a ta  u sed  an  ANCOVA controlling for 

m o th e r's  ed u ca tio n  and p re test, to de te rm in e  d ifferences betw een  the  g ro u p s  on 

th e  m o thers ' perceptions of their role in providing child ca re  after th e  h o m e  visits. 

T h e  ANCOVA indicated the  p re te s t a n d  m o ther's  educa tion  did explain a  

significant portion of the variance  in th e  m o thers ' perception  of their role in 

providing child ca re  after the  hom e visits. F (1. 54) = 7 .66 . g< .01. and  F (1, 54) = 

14.01. p  < .001, respectively. The ANCOVA indicated th a t after controlling for 

p re te s t an d  m o ther's  education and  a fte r th e  hom e visit intervention, m o th e rs ' 

a ttitu d es  a b o u t their role in providing child c a re  varied significantly by g roup  

m em b ersh ip . F ( 2, 54) = 4 .58. p< .05. Exam ination of th e  multiple co m p ariso n s  

ind ica ted  th e  m others in the  experim en tal group  (m = 27.91) and  in th e
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com parison  group (m = 27.66) perceived  their role in providing child care  to be 

significantly g re a te r  than  tha t o f th e  control g roup m others (m = 25.98). 

Experim ental and  com parison group m others ' a ttitudes w ere no t significantly 

different.

Acting a s  an interface b e tw een  the  child and  the  school. The p re test 

ANOVA indicated prior to the  hom e visits, no significant d ifferences w ere p re sen t 

b e tw een  the  trea tm en t group m others ' percep tions of their role in providing a 

connection  b e tw een  the  child an d  th e  school. T he posttest correlational analysis  

indicated o n e  dem ograph ic  variable, m other's  education , w as significantly 

correla ted  with the  p o s tte s t in terface su b sca le . To determ ine if there  w ere 

d ifferences b e tw een  the  g roups in the  m others ' perceptions o f their role a s  an  

in terface b e tw een  their child an d  the  school a s  a  function of th e  family correlate, 

m other's  education ; and  to s e e  if m other's  education  should b e  used  a s  a 

covaria te  in la ter an a ly ses, an  ANOVA w as calcu lated . As In previous an a ly ses , 

m other's  ed uca tion  w as divided into th ree  g roups; m others with less than a  high 

schoo l education , m others with a  high school education  and m others with 

education  beyond  high school. T h ere  w as no significant m ain effect for m other's 

education .

B ecau se  th e re  w ere no significant p re te s t group d ifferences or family 

variab les to b e  included in the  final analysis , a  3 (Group) X 2 (Time) rep ea ted  

m e a su re s  ANOVA. using th e  W ilkes L am bda criterion, w as calcu lated  on 

m o thers ' percep tion  of her role a s  an  in terface betw een  her child and the school.
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T he analysis  indicated no significant main effect for tim e or group m em bership . 

Nor w as th e re  a  significant tim e X group interaction effect.

Sum m ary

A ttitudes and  expectations

As s e e n  in Table 8 th e re  w ere  no c h an g e s  in m others ' and te ach e rs ' 

a ttitudes concerning o ne  ano ther. T here  w ere so m e  c h a n g e s  in m others' 

ex p ec ta tio n s  for their children’s  developm ent a s  s e e n  by several tren d s  and  one  

significant interaction on th e  verbal a sse rtiv e n ess  su b sca le . The significant 

interaction indicated the  com parison  group m others ' expecta tions for their child's 

verbal a sse r tiv e n e ss  increased  while the  experim ental group m others' 

ex p ec ta tio n s  increased  slightly and  the  control g roup m others ' expectation 

d e c re a se d  slightly.
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S elf-com petence

Significant tim e X group in teractions w ere  found for te a c h e rs ' p e rcep tio n s  

of children 's overall se lf-co m p eten ce  and  children's cognitive co m p eten ce .

Overall co m p eten ce  w as  h ighest for th e  control group followed by the  

com parison  group. T he  experim ental group rem ained  relatively s tab le . In term s 

o f the  te ac h e r 's  percep tion  of ch ildren 's cognitive co m p eten ce , the  co m p ariso n  

an d  control g roups m a d e  sim ilar g a in s  over tim e. W hile th e  experim en tal group 

percep tions in c reased , the  in c rease  w as  noticeably le ss  th an  the  o th e r two 

groups. T here  w as  a  main effect for group on te ac h e rs ' percep tio n s  o f ch ildren 's 

p e e r  a cc e p tan c e  an d  physical co m p eten ce . T he control g roup  te a c h e rs ’ 

percep tions of their ch ildren 's p e e r  a c c e p ta n c e  and  physical c o m p e te n c e  w ere  

significantly h igher th an  th e  com parison  and experim en tal group te a c h e rs .

T he only c h a n g e  in th e  ch ild ren 's percep tions of th e ir se lf-co m p eten ce  

w a s  in their cognitive co m p e ten ce . T he significant in teraction effect s u g g e s ts  all 

of the children reported  in c reased  cognitive c o m p e ten c e  a t p o sttest. T h e  

com parison  group reported  th e  la rg est ch an g e  and  th e  experim en tal g roup  

reported  th e  le as t ch an g e .

M others' role

Significant p o s tte s t group d ifferences su g g e s ts  m o th ers ' p e rcep tio n s  of 

their role in their child’s ed u ca tio n  w ere  influenced by th e  h om e visits re g a rd le ss  

of who m ad e  them . As s e e n  in T ab le  8. the  experim en tal an d  co m p ariso n  group 

m others ' p e rcep tio n s  of their role in their child's ed u ca tio n  (total sco re) an d  their
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percep tion  of m eeting their children 's child c a re  n e e d s  w ere significantly h igher 

than  th a t o f  th e  control group m others a t p o s tte st. T h ere  w ere no significant 

d ifferences b e tw een  the experim ental and  com parison  m others.
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CHAPTER 5 

Discussion 

R esearch  Q uestio n s  

B e c a u se  of the  dearth  of information concern ing  te ach e r hom e visits In 

early childhood settings, th e  significance, and  in so m e  c a s e s  lack of significance 

of the  findings g lean ed  from this study, provide information which m ay a ss is t in 

the im plem entation of future hom e visits. Irrespective of th e  added 

com m unication provided p a ren ts  and  te ach e rs  in th e  experim ental group who 

interacted during eight monthly hom e visits th roughou t th e  1994-1995 school 

year, th e  m onthly hom e visits by the  H ead S tart te a c h e rs  ap p ea r to hav e  had 

minimal e ffec ts  on the  d e p en d e n t variables. H ow ever, hom e visits, reg a rd le ss  of 

who co n d u c ted  them , influenced several of the  d e p e n d e n t variables. In severa l 

c a se s  the  com parison  group m others w ho received  brief hom e visits by college 

s tu d en ts  m ajoring in early  childhood education, reported  g rea ter c h a n g e s  in their 

attitudes, p e rcep tio n s  and  beliefs a t the end  of th e  study than  the experim ental 

group. T he en su in g  d iscussion  will a d d re ss  the  resu lts  o r lack of resu lts 

concerning e a c h  of th e  re sea rch  questions.

Family C harac te ris tics

Six q u e s tio n s  ab o u t the  influence of m onthly hom e visits by H ead S tart 

te ac h e rs  w ere  th e  focus o f the  study R esearch  questio n  1 asked  if family 

charac te ris tics  would influence the  m other’s and  te a c h e r’s  a ttitudes tow ard o ne  

another, th e  m other's , te ac h e r 's , and  child’s p e rcep tions of the  child's
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co m p eten ce , the  m other's  cognitive and social expec ta tions for her child, her 

know ledge of child developm ent, and her percep tion  of her role in h e r  child's 

education . In this study  th e re  w as minimal ev id en ce  to support this question . 

Although fathers ' charac te ris tics  w ere significantly re la ted  to so m e of the 

d e p e n d e n t variab les, they w ere excluded d u e  to th e  study 's focus on  m others, 

children an d  te ach e rs .

In this sam p le  th e  family characteristics had  little influence on the ou tcom e 

variab les. Only th re e  variab les influenced th e  o u tco m e variables; m o th er's  age, 

children 's ag e , and  m other's  education. W hen  exam ining m others' a ttitu d es  

ab o u t their child's te a c h e r  a t posttest, m others ' a g e  initially varied significantly 

a c ro ss  th e  th ree  g roups; how ever, it w as not significant in the final analysis . 

C hildren 's a g e  influenced te ac h e r 's  percep tions of the ir children's p e e r  

a cc e p tan c e ; how ever, it w as not significant in th e  final analysis. M others' 

p ercep tio n s  of their role in their child's ed u ca tio n  w as m ost influenced by a  family 

variable. M other's level of education  significantly influenced m others ' 

p e rcep tio n s  of their role in their children's ed u ca tio n  and  several of th e  re la ted  

su b sc a le s .

T he  lack of influence of family ch arac te ris tic s  on the ou tcom e variab les 

m ay resu lt from familial similarities a c ro ss  g ro u p s . Fam ilies m ust m e e t certain  

financial and  social criteria for their children to  participate in H ead S tart. The 

c en te rs  in th e  cu rren t study  w ere  se lec ted  b e c a u s e  of their g eog raph ic
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proximity and  similarity in a g e  of children serv ed . T h ese  fac to rs m ad e  it likely 

tha t all participating fam ilies would b e  similar.

M others' and  T e a c h e rs ’ A ttitudes

T each ers . R e se a rc h  question  2 a sk ed  if the  addition of h o m e visits would 

influence m other's an d  te a c h e r ’s  a ttitudes tow ard one an o th er a fte r variance due 

to family characteristics h a d  b e e n  controlled. Previous re se a rc h  ind ica tes the 

m ore interaction afforded te a c h e rs  and  p a ren ts , the m ore positive their attitudes 

concern ing  one an o th e r b e c o m e  (E pstein , 1990). This inform ation su g g es ts  the  

experim ental group m o th e rs  an d  te a c h e rs  should  have had  m o re  positive 

a ttitudes toward e ac h  o th e r  a fte r the  hom e visits. Such w as  no t th e  c a s e  with 

this sam p le . The d a ta  ind icated  th e  opportunities for in c re a se d  d ia logue 

provided th e  te a c h e r  a n d  m o th e r through m onthly hom e visits, did not 

significantly influence th e  te a c h e rs ' a ttitu d es  ab o u t the  m o th ers , nor th e  m others' 

a ttitudes about the  te a c h e rs .

P ossib le  re a so n s  for this lack of c h a n g e  could be  a s so c ia te d  with the 

e m p h as is  of the  ho m e visits. A lthough th e  m other w as p re se n t an d  th e re  were 

opportunities for d ia lo g u e  b e tw een  th e  m o th er and  te a c h e r  in th e  experim ental 

group, th e  visit fo cu sed  on  an  activity se le c ted  by the te a c h e r  to  e n h a n c e  the 

child 's developm ent. This m ay h av e  limited th e  interaction b e tw ee n  the  teach er 

and  m other. C urrent re s e a rc h  s u g g e s ts  th e  role of th e  visitor an d  th e  focus of 

the  h o m e visits can  in fluence th e  o u tco m es  of hom e visits (Pow ell, 1988; 

H alpern & Lam er, 1988). H alpern  and  L am er found this to b e  tru e  in their study
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which exam ined th e  influence of hom e visits and fam ilies in various a re a s  of the 

country. W hen th e  focus of th e  hom e visits shifted from th e  proposed  focus to a 

focus which m et th e  cu rren t fam ily's n eeds, the o u tco m es of th e  hom e visits 

varied accordingly. B ec a u se  th e  hom e visits in this s tu d y  w ere  child focused, the  

interaction b e tw een  th e  m other and  teach e r m ay h av e  b e en  limited.

T each e rs  m ay  h av e  rem ained  consistently positive tow ard their p a ren ts  

throughout th e  schoo l year. In a  study  of child care  providers. Kontos e t al. 

(1983) found th a t although  te a c h e rs  indicated they h ad  negative  attitudes toward 

p aren ts  in g en e ra l, th ey  perceived  their children's p a re n ts  to b e  m ore com peten t 

th an  other p a re n ts . Sim ilar a ttitudes by the current sam p le  could have 

influenced th e  te a c h e rs ' re sp o n se s  on the p re tests  prior to th e  hom e visits. They 

reported positive a ttitu d es  on th e  p re test, thus disallowing significant in c reases  in 

attitudes after th e  hom e visits.

Joffe (1977) reported  th a t experienced  te a c h e rs  m aintain m ore positive 

attitudes tow ard the ir p a re n ts  th an  le ss  experienced  te a c h e rs . Only two of the 

participating te a c h e rs  w ere  first y e a r  te ach e rs  with no  prev ious teaching 

experience. All o f th e  o th e rs  had  experience  teach ing  in H ead  Start. T herefore, 

th e  experience  o f th e  te a c h e rs  could have influenced their con sis ten t positive 

attitudes tow ard th e  m others.

C onverse ly  th e  a ttitudes of te ach e rs  m ay not h a v e  varied due  to negative 

ex p erien ces  w hich occu rred  early  in the  school y ea r an d  continued  during the 

hom e visits. T he  experim en tal g roup teach e rs  and th e  com parison  group
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studen t visitors frequently  arrived a t the  p redeterm ined tim e to find the  family not 

a t hom e.

M others. At p o s tte s t there  w ere no significant d ifferences betw een the  

attitudes of the  m o th ers  w ho had received the m onthly h om e visits by their 

child's te ach e r, th e  m others w ho had been  visited by s tu d en ts , and the  m others 

with no hom e visits. Previous re sea rch  of m others ' a ttitu d es  about their child's 

caregiver or te a c h e r  indicate m ost paren ts  have  positive a ttitudes toward their 

child's te ach e r. Ninety pe rcen t of the  paren ts of e lem en ta ry  s tuden ts in E pste in ’s 

(1991) su rvey  repo rted  positive attitudes toward their schoo l. A sse ssm en ts  of 

child ca re  se ttin g s  indicate the  majority of m others h av e  positive attitudes ab o u t 

their child 's ca reg iv e r (Galinsky, 1990; Kontos & Dunn, 1989). This m ay be  th e  

c a se  in th is study . In genera l all of the  m others' a ttitudes w ere  positive.

B ryant (1996), in h e r unpublished re sea rch  study  add ressing  child - 

cen te red  hom e visits with 40 m others and children, s u g g e s ts  it is very difficult to 

alter or modify m o th e rs ' an d  visitors' roles via ch ild -cen tered  hom e visits. T he 

m others in h er s tu d y  indicated th a t although the  inform ation g leaned  from the  

co n v ersa tions an d  in teractions with the  hom e visitor an d  child w ere informative, 

m others ' a ttitu d es  concern ing  th e  visitor w ere still view ed through the  client and  

th e  know ledgeab le  expert relationship. The m others fo c u sed  on the visitor's 

information w hich could a s s is t  in their child's developm en t. Their attitudes ab o u t 

the  visitor w ere  inconsequentia l.
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T he strong em phasis  p laced  on p aren t Involvem ent and p a ren t and  

te a c h e r  com m unication In all H ead S tart p rogram s m ay have minimized th e  

effects of th e  increased  com m unication provided by th e  visits. All of th e  p a ren ts  

(irrespective of their group) w ere  provided multiple opportunities to in teract with 

their child's te ach e r through th e  H ead S ta rt m andated  parent involvem ent 

activities. It m ay be th e  hom e visiting intervention w as  not in tense en o u g h  to 

in c rease  m o th e rs’ a ttitudes ab o v e  th o se  o f the  o ther H ead Start te a c h e rs  and  

m others  w ho w ere participating in th e  traditional p a ren t involvem ent activities. 

M other's Expectation for h e r Child's D evelopm ent

R ese a rch  question 3 a sk ed  if the  addition of hom e visits would influence 

th e  m others ' expecta tions for their ch ildren 's developm ent. Hom e visits s e e m e d  

to h av e  minimal influence on the  m others ' expec ta tions; however, the  

com parison  and  experim ental group m others ' expec ta tions for the ir ch ild ren 's  

d ev elo p m en t b ecam e  m ore a g e  app rop ria te  in so m e  a re a s . A nonsignificant 

trend  su g g e s te d  that, b a se d  on the  group th e  m others  w ere in, th e re  w a s  a  

differential e ffect of the  hom e visits over tim e for m others ' expecta tions for their 

ch ildren 's cognitive and  social developm ent. T here  w a s  also a significant 

interaction am ong the m others ' ex p ec ta tio n s  for their children to develop  verbal 

a sse r tiv e n e ss .

T he m others in the  com parison  group w ho received brief visits by junior 

level early  childhood s tu d en ts  indicated they  ex p ec ted  their children to  develop  

cognitively and  socially a t o lder a g e s  th an  the  experim ental and  control g roup
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m others. T he  co m parison  g roup  m others a lso  ex pec ted  their children to develop  

verbal a s s e r tiv e n e s s  a t  an  o lder a g e  than the  experim ental a n d  control g roups. 

Although a  non significant trend , this pattern continued with th e  com parison  

group m o th ers  expec ting  the ir children to b e  o lder before adopting  com pliant 

behaviors and  in d e p en d e n c e .

A lthough th e  exp erim en ta l group m others did not h av e  a s  g re a t an 

in crease  in a g e  ex p ec ta tio n s  a s  th e  com parison group m others, they  had  a  

g rea te r in c re a se  th an  th e  control group m others. Control g roup  m o th ers ' a g e  

ex p ec ta tio n s  actually  d e c re a s e d  in m ost in s tan ces, sug g estin g  they  ex p ec ted  

their children to  d ev e lo p  cognitively and  socially a t a  y ounger a g e . This w as 

particularly a p p a re n t in th e  a g e  th ey  ex pec ted  their child to conform  (com pliance) 

to ru les an d  regu la tions. T h e  only d ep artu re  in this pattern  w a s  in th e  m others ' 

ex p ec ta tio n s  for the ir ch ild 's developing  in d ep en d en ce . T he experim en tal group 

indicated children should  d ev e lo p  in d ep en d en ce  a t a  y ounger a g e  than  the  

control or com parison  g roup  m others .

It is c lea r h o m e  visits influenced m others ' ex p ec ta tio n s  for their children 's 

developm ent. It is u n c lea r w hy th e  two types of hom e visits had  differential 

influences on  th e  m o th ers ' ex p ec ta tio n s  for their child's in d e p en d e n c e . P revious 

re sea rch  s u g g e s ts  th e  lo n g er teacher-led  visits which included an  activity 

specifically s e le c te d  by th e  te a c h e r  for the child should hav e  provided m o thers  a 

m ore a c c u ra te  u n d e rs tan d in g  of their child's developm en t th a n  th e  

brief visits by s tu d e n ts . P e rh a p s  replication of th e  study will clarify th e s e  resu lts.
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P aren ts ' developm en ta l expectations a re  frequently determ ined  by how 

they  com bine inform ation from experts, friends and  direct ex p erience  (Whiting, 

1980). T h e se  d ev elopm en ta l expectations a re  often very m alleable and  easily  

a lte red  by observ ing  o th er children, reading tra d e  m agazines, or talking with 

adu lts  the  p a re n t pe rce iv es  to be  know ledgeable (H ess e t al., 1980). P a ren ts  

custom arily e x p ec t children to learn the a lp h ab e t and num bers which have  

traditionally b e e n  s ig n s  of th e  child's cognitive read in ess  for school (Whiting, 

1980). T he availability of multiple educational m aterials and  advice from o th er 

influential ad u lts  frequently  c a u se  the p a re n t's  expecta tions for the  child's school 

s u c c e s s  to b e  in co n sisten t with th e  developm enta l level of their child. The 

control group p a re n ts  m ay have provided th e  m ore com m on socially accep ted  

re sp o n se  by indicating y ounger a g e  ex p ec ta tio n s  for the ach iev em en t of 

children 's v arious developm enta l m ilestones, th an  the  o ther p a ren ts  who 

participated  in h o m e  visits.

A ccording to th e  item s on the  questionnaire , the in c rease  in a g e  su g g e s ts  

th a t in m ost c a s e s  th e  m others  in the com parison  and experim ental g roups had 

m ore realistic a g e  ex p ec ta tio n s  than  the control group m others. This su g g e s ts  

th e  in c reased  in teraction  provided the m o th er and  child during the  hom e visits 

provided opportun ities for m others to hav e  m o re  accu ra te  ex p ec ta tio n s  of their 

child. S u b s e q u e n t re sea rc h  m ay need to fo cu s  le ss  on th e  role of th e  hom e 

visitor and  m ore  on th e  type of interactions w hich occur b e tw een  th e  p a ren t and  

child.
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T e a ch e rs ' K now ledge of the  Four-year-old Child's Cognitive and  Social 

C o m p eten ce

R esearch  question  4 asks, if after controlling for family characteristics, will 

the  addition of hom e visits influence the  te ach e r 's  know ledge of the four-year-old 

child's se lf co m p eten ce?  The hom e visits a p p e a r  to h av e  h ad  m ore significant 

influences on all of th e  teach e rs ' perceptions of the ir children 's co m p eten ce  than 

any o th e r d e p en d e n t variable. All of the  te ac h e rs  reported  highly significant 

positive c h a n g e s  in their children's com petence  a t  th e  end  of the  study. T he  

control group te a c h e rs ' perceptions w ere significantly h igher than  the 

com parison  an d  experim ental group teach ers .

P revious re sea rch  stud ies su g g es ts  the  control group teach e rs ' 

considerab ly  high percep tions of their children's co m p e ten c e  m ay reflect w hat is 

com m only referred to a s  a  socially accep tab le  re sp o n se  or w hat Miller an d  Davis 

(1992) refer to a s  th e  te ac h e r 's  self-protective b ias. T he control group te a c h e rs  

m ay h av e  unintentionally overestim ated the abilities of their children's school 

pe rfo rm ance  to  reflect their su c c e ss  a s  te ac h e rs . W h erea s  th e  increased  

interaction provided the  experim ental group te a c h e rs  via th e  hom e visits 

provided a  m ore a cc u ra te  a s s e s sm e n t of their ch ildren 's com petence .

This rationale can n o t support the  in c rease  in the  com parison  group 

te a c h e rs ' percep tions of their children's com petency  b e c a u s e  early childhood 

s tu d en ts  w ere  interacting with the children during the  hom e visits. T h e se  

in c re a se s  m ay be  re la ted  to the  variety of ag e  ap p ro p ria te  activities utilized in the
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com parison  group ho m e visits. T h e se  activities w ere  selec ted  to provide 

opportunities for child initiated exploration. M aroon (1994b, p. 15) o b se rv ed  that 

"children 's academ ic  and  developm ental p rogress through  school is e n h a n c e d  by 

m ore active, child-initiated early  learning experiences."  T he choice of 

app ro p ria te  activities and  the  interaction betw een th e  junior level early  childhood 

s tu d e n ts  m ay have in c reased  the  children 's co m p eten cy  reported by their 

te a c h e rs .

All of the te a c h e rs  reported inc reases  in the ir children's cognitive 

co m p e ten ce . T h e se  findings could b e  related to  socially accep tab le  an sw ers; 

how ever. Miller and  Davis (1992) s u g g e s t te a c h e rs  ten d  to be m ore a c c u ra te  in 

judging children 's cognitive ach ievem ent, and le ss  a cc u ra te  in judging attribu tes 

which a re  not re la ted  to school perform ance. T hey  a re  a lso  better a t judging their 

c la s s e s ' av erag e  ability th an  individual children's abilities (Miller & Davis, 1992).

This pattern of significance w as  rep eated  in th e  two su b sc a le s  ad d ress in g  

ch ild ren 's  p ee r a c c e p ta n c e  and  physical co m p eten ce . As with the previously 

repo rted  results, th e  control group teach e rs ' repo rted  th e  g rea tes t in c re a se s .

T h e  com parison  te a c h e rs  perceived  their children a s  having gained  so m e  

co m p e ten c e  while th e  experim ental te ach e rs  indicated  only a slight in c re a se  in 

the ir children 's co m p e ten ce .

T h ese  resu lts  s u g g e s t the  hom e visits m ay h av e  influenced th e  accu racy  

o r inaccuracy  of th e  te a c h e rs ' perception  of their ch ild ren 's  co m p eten ce . Taking 

into acco u n t the  possibility of te ac h e rs ' self-protective b ias  and the  d e sire  to
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provide the  socially a cc e p tab le  re sp o n se , th e  hom e visits ag a in  a p p e a r  to have 

h ad  so m e  influence on th e  accu racy  of th e  experim ental and  com parison  group 

te a c h e rs ’ perceptions of their children 's co m p eten ce .

C hild ren 's Perceived Self C o m p e ten ce

R esearch  question  5 a sk s  if after controlling for family ch arac te ris tic s , will 

th e  addition of hom e visits influence the  child 's perception of se lf-co m p eten ce?  

T h e  h o m e  visits a p p e a r  to h av e  had  very little influence on ch ild ren 's  percep tions 

o f th e ir self-com petence. T hey  reported  no significant p o s tte s t d ifferences in 

the ir total com petence  or in th e  su b sc a le s  ad d ress in g  their physical co m p eten ce , 

p e e r  a ccep tan ce , o r m aternal a cc e p tan c e . T he  children's cognitive co m p eten ce  

w a s  a n  exception.

A main effect for tim e indicated all of th e  children’s p e rcep tio n s  of their 

cognitive co m p eten ce  in c reased ; how ever, a  significant tim e X group  interaction 

effect revealed  the  control g roup  children perceived  the le as t in c re a se  in their 

p e rcep tio n s  of cognitive co m p e ten ce . T he  experim ental g roup  children indicated 

a  slight increase , and  the  com parison  group children indicated th e  g re a te s t 

in c re a se  in their p e rcep tio n s  o f cognitive co m p eten ce . T h e se  resu lts  su g g e s t the  

in c re a se d  interaction with a  know ledgeab le  adult provided by th e  hom e visits did 

in fluence the children 's percep tion  of their cognitive co m p eten ce .

T he com parison g roup  children 's h igher perceptions o f cognition 

c o m p e ten c e  m ay be  re la ted  to  the  a p p ro p ria te n ess  of the  activ ities and  th e  

a m o u n t of early childhood ed uca tion  the  visiting s tu d en ts  h ad  ex p erien ced .
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S tu d en ts  at this level h av e  observed  appropriate  teach e r Interactions with young 

children through guided  observations In their child developm ent c lasses . This 

additional experience  and  education  m ay have  Influenced the ir Interactions with 

the  children.

The num ber of visits per te a c h e r  m ay have Influenced their response  to 

the  children and  their Interactions with the p aren ts. The te a c h e r  visitors visited 

all o f their children per m onth, while the  s tu d en ts  visited a m axim um  of th ree  

children per m onth. B ecau se  the activities w ere provided th e  s tu d en t visitors, 

they  did not have  the  p reparation  required of the  teach ers . A lthough the 

te a c h e rs  did not have  to  p rep a re  th e  activity, they had to Identify the  required 

activity. T hese  factors should  be co n sidered  w hen ad d ress in g  future hom e 

visits.

The experim ental group te a c h e rs  frequently voiced d is tre ss  over the 

am o u n t of time required for scheduling  and  Implementing th e  visits. They also 

Indicated occasional shifts In the  focus of th e  hom e visits w h en  m others 

a d d re sse d  family n e ed s . Although H ead S tart teach e rs  e x p ec t to  provide 

a ss is ta n c e  to p aren ts, this m ay h av e  shifted the  dialogue aw ay  from the child, 

th u s  providing le ss  opportunity for th e  child to develop g re a te r  self-com petence

T h ese  resu lts  su g g e s t shorter, ch ild-centered hom e visits may be m ore 

beneficial for the  child 's developm en t of self-com petence. T hey  a lso  su g g est 

brief visits by know ledgeab le  adu lts  m ay hav e  a s  g rea t or g re a te r  Influence on 

th e  child's se lf-com petence  than  lengthy teacher-led  hom e visits.
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Even with a testing instrum ent which reports overall strong reliability and 

validity, a s  d o e s  the H arter an d  P ike's Pictorial S ca le  of P erceived  C o m p eten ce  

a n d  Social A cceptance for Y oung Children u sed  in this study , there a re  still 

difficulties in m easuring young  children's perception of their com petency . The 

very  n a tu re  of the egocen tric  young child fosters feelings and  beliefs of high self­

c o m p e ten c e  and invincibility (H arter, 1983). Particularly a t  posttesting , severa l of 

th e  children in this study consisten tly  indicated they  w ere  very good in all of the 

d o m a in s  a s s e s s e d  by the  instrum ent. This m ay acco u n t for the  lack of p o s tte s t 

d ifferences am ong the  g ro u p s.

S ince the  beginning of the  current study, F an tuzzo  e t  al. (1996) 

investigated  the  construct validity and  the developm enta l ap p ro p ria ten ess  of the 

H arte r instrum ent. D ata w e re  collected from 47 6  African-Am erican children who 

ran g ed  in a g e  from 48 to 6 4  m onths. Like the  children in th e  current study, th e se  

children w ere enrolled in la rg e  m etropolitan H ead S tart p rogram s. S tudy results 

ind icated  the  H arter did n o t yield "meaningful o r s tab le  constructs of co m p e ten ce  

a n d  social a ccep tan ce  for his sam p le  of urban H ead S ta rt children" (p. 1078). 

T h e  au th o rs  a lso  em p h asized  the  lack of developm enta l ap p ro p ria ten ess  of 

trying to  a s s e s s  p reoperational children 's co n cep ts  of quan tities using pictures 

a n d  te rm s su ch  a s  "a few", "hardly any" "not very m any" an d  "pretty m any".

Their results su g g e s t th e  H arter a s s e s s m e n t m ay not be  tapping the  

re lev an t construct. In this c a s e  it is difficult to know if th e  children 's self­

co m p e te n c e  w as truly influenced by the  hom e visits.
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M other's Perception  of Her Paren tal Role

R esearch  question  6 a sk s  if after controlling for family characteris tics, will 

the  addition of hom e visits influence the m other’s perception  o f h e r paren tal role 

in educating  her child? D ata indicated th e re  w ere no p re te st d ifferences 

b e tw een  the  groups; how ever, after the hom e visits, th e  experim ental group 

m others ' and  th e  com parison  group m others' percep tions of their ro les in their 

ch ildren 's education  w ere  significantly higher than  th e  control g roup m others. 

T here  w ere  no significant d ifferences betw een  the com parison  group and 

experim ental g roup m others ' perceptions of their role in their ch ildren 's education 

a fte r th e  hom e visits. This su g g e s ts  that the  hom e visits did significantly 

influence the  m o thers ' percep tions of their role in their child's educa tion .

H ess  e t al. (1980) p ro p o se  tha t m others develop  an  approxim ation of what 

th ey  perceive to b e  their child's normal developm enta l p rog ression  tow ard 

m aturity. This tim e line is u sed  to evaluate  th e  child 's p ro g ress  an d  to guide the 

p a re n t's  role in th e  am ount and  type of paren tal a ss is ta n c e  in their child's 

developm en t. In m ost c a s e s  this role is continually revised dep en d in g  upon the 

child 's charac te ris tics  and  developm ent, and  the  p a ren t's  cu rren t know ledge 

b a se . In this study  it a p p e a rs  the  hom e visits, e ith e r by the  s tu d e n ts  or teach ers , 

did influence th e  m others ' developm ental tim e line.

Exam ination of th e  su b sc a le s  indicated th e  m others ' p e rcep tio n s  of their 

role in teach ing  cognitive skills changed . H ow ever, the  c h a n g e s  a re  difficult to 

in terpret. After th e  hom e visits by the H ead S tart te ac h e rs , th e  experim ental
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group m others' pe rcep tio n s  of their role in th e  child's cognitive growth decreased ; 

how ever, their role percep tions w ere still g re a te r  than the  com parison  and control 

g roup m others' p e rcep tions. Possibly being ab le  to o b se rv e  the  interaction 

b e tw een  the child and  te a c h e r  provided th e  m other a  m ore a cc u ra te  perception 

o f h e r role in h e r child's cognitive developm ent, a s  well a s  a  m ore accura te  

perception  of h e r child 's com p eten c ies .

The com parison  group m others ' perception of their ro le in their child's 

cognitive developm ent in c reased  slightly a fter the  hom e visits to bring their 

percep tions to a  level slightly below  th e  experim ental group. T he real difference 

in th e  groups w as  in th e  control group. Their perception of their role in their 

child 's education  d ro p p ed  considerab ly  a t posttest. T he lack of com m unication 

provided to the  o th er two g ro u p s via th e  hom e visits could h a v e  supported  the 

com m on perception th a t te a c h e rs  a re  to te ach  and p a ren ts  a re  to paren t. This 

d e c re a s e  su g g e s ts  th e  h o m e visits did influence the com parison  and 

experim ental g roup m o th er's  perception  of their role in their child 's education. 

D iscussion

The hom e visits by th e  child's te a c h e r  did seem  to influence m ost of the 

d e p e n d e n t variab les: how ever, p o s tte s t a n a ly se s  indicated th e  brief visits by 

early  childhood s tu d en ts  w ere  a s , or m ore effective th an  th e  longer individualized 

te a c h e r  visits. This w a s  particularly a p p a ren t in parental ex p ec ta tio n s  of their 

child 's developm ent an d  p a ren ts ' percep tio n s  of their role in their child's 

developm ent.
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T he primary questio n  is why the visits by the  s tu d en t visitors a p p e a r  to be 

a s  influential or m ore influential on the  parents’ percep tions of their role in their 

child's developm ent an d  their parental expectations for the  child's dev e lo p m en t 

than the  individualized visits by the child's teacher. T h e se  findings do  not concur 

with current literature. A review of the  literature su g g e s ts  a  collaborative 

approach  with equal relationships betw een the p a ren t and  visitor is m uch  m ore 

effective than  th e  te a c h e r  / expert model w here the  visitor c h o o se s  th e  topic and 

the paren t is to listen an d  adop t the  visitor's advice (Powell, 1989). H om e visits 

should focus on p a re n t support and  em pow erm ent, ra th e r than  paren ta l 

depen d en cy  on con tinued  expert advice (Dunst & Trivette, 1988; H alpern  & 

Lamer, 1988).

In this study  it m ay be  th a t the parents w ere em pow ered  to th e  point that 

the te ac h e r w as  u n ab le  to m aintain the focus on the  child. P o s tte s t d iscu ss io n s  

with th e  experim ental group H ead Start teach ers  su p p o rt this explanation . The 

teach e rs  voiced difficulty in keeping the visit child c en te red . Frequently  m others 

w anted to d iscu ss  family n e ed s  which they currently v iew ed a s  m ore critical than 

the young child's developm ent. O ne of the te a c h e rs  sa id  s h e  often felt like a 

social se rv ices  co n su ltan t ra ther than  a teacher. Even though sh e  w a s  in the  

hom e for an hour, h e r  interactions with the child w ere  limited due to th e  m other's 

concerns.

T he focus of th e  visits w as a lso  altered by yo u n g er and  older siblings. 

B ecau se  of th e  fam ily's com fort level with the teach e r, it w as  e a sy  for th e  visit to
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b e co m e  family focused rather th an  child fo cu sed . O lder siblings who had 

a tten d ed  th e  sam e H ead S tart program  knew  the  teach er and w ere  e a g e r  to talk 

with her. Y ounger siblings w ere  familiar with the  teach e r b e ca u se  they 

frequently  en tered  the c lassroom  during arrival or pick-up of their b ro ther or 

sister. T he teach er w as special to  all of th e  children, and they w anted  to in teract 

with h e r  and  participate in the  activities. T his could have influenced the lack of 

significant change  in the  m others ' percep tions of their child and  their role in 

h is /her developm ent since the  focus of th e  hom e visit ad d ressed  o ther familial 

n e e d s  in stead  of remaining child focused . This is known to be  a  frequent 

problem  particularly w hen the  ho m e visits a re  addressing  children (H alpern & 

Lam er, 1988; Travers & Light, 1982).

M inuchin’s family sy stem s theory (1985) em phasizes the  circularity of 

ch ildren 's influence on the p a ren t and  p a re n ts ' influence on the  children. T h e se  

in terrelationships a re  very difficult to s e p a ra te . Even though th e  te ach e r 

en d ea v o re d  to focus on the  child currently in her c lass, sh e  w as the  teach e r.

S h e  w a s  perceived by the  family a s  an ap p ro ach ab le , know ledgeable adult w ho 

would resp o n d  to all of the  fam ily's n eed s . S h e  a lso  w as a person  in authority  

w ho influenced the p aren ts ' in teractions within th e  Head Start program . This 

authority  role also could have  influenced th e  w ay the teach er responded  to th e  

child a n d  parent.

In th e  brief visits by junior level early  childhood studen ts th e re  w as no tim e 

to d isc u ss  familial m atters nor w ere  th e re  p reconceived  beliefs, id eas  or bonding
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from previous p a ren t and visitor interactions. T he role of the  s tu d en t visitor w as 

to introduce the  activity, in teract with the  child through the  activity and  leave.

T he  studen t w as not an  authority figure nor would she  have any  future 

interaction with th e  family. T he different ap p ro a ch e s  and percep tions of th e  

te a c h e r  and s tu d en t visitor m ay have  influenced the results.

Although it w as not required, m ost p a ren ts  observed  the  s tu d en t 

interacting with the  child and  th e  activity. This brief observation o n ce  a m onth for 

e igh t m onths with activities se lec ted  specifically for four to five-year-old children, 

an d  addressing  multiple learning m odalities, m ay have in c reased  th e  p a re n ts ’ 

know ledge of the  child and  su b seq u en tly  helped  parents gain a  m ore a cc u ra te  

percep tion  of their child's d evelopm en t and  their role in supporting it.

The s tu d en t visitors w ere  very e ag e r. For many of the  s tu d en ts  this w as 

o n e  of their first interactions with p a ren ts  and  young children. It w as  com m on for 

th e  s tuden ts  to co n tac t th e  prim ary investigator to share  their hom e visiting 

ex p erien ces. They w ere  excited  over an y  p ro g ress  they perceived  their child to 

dem o n stra te . They frequently com m en ted  on m others' and  little b ro thers ' and  

s is te rs ' observations of the  activity. T he s tu d en t w as perceived m uch m ore a s  a  

visitor than "the teacher"  and  therefo re  had  a  g rea te r opportunity to m aintain th e  

fo cu s  on the child.

Age of th e  visitors m ay have  influenced the  results. T he co llege s tu d en ts  

w ere  com parab le  in a g e  o r yo u n g er than  m o st of the m others. B e c a u se  of this, 

th ey  m ay have b een  le ss  th rea ten ing  to th e  paren ts. T he p a ren ts  m ay a lso  h av e
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viewed the s tu d en ts  a s  m ore  like th em selv es  b ecau se  the  s tu d en ts  w ere  not in 

the  authority role of the  te a c h e rs . C onversely  the te ach e rs  w ere  o lder than  m ost 

of the  m others and  in m ore  of an  authority role. P o sttest resu lts  indicate the  

teach e rs  had significantly m ore positive attitudes toward o lder m o th ers  than  

younger m others which a lso  could h av e  influenced p o sttest resu lts.

The en th u siasm  of th e  s tu d en ts  and  their unconditional positive regard  for 

the  children and  m others could h av e  influenced the m others ' positive p o s tte s t 

re sp o n ses . C onversely  th e  experim ental teach e rs  consistently  reported  being 

burdened and frustrated  o v e r th e  am ount of time required by th e  hom e visits and 

the  need to wait for th e  p a re n t or having to reschedule  appo in tm en ts.

Irrespective of their receiving additional pay  for participating in th e  hom e visits, 

they  frequently reported  having to w ait for the  parent, or having to  re sch e d u le  the 

appointm ent.

The s tu d en ts  m ain ta ined  a  record of occurrences and  in teractions during 

the  visits. T h e se  records included th e  studen t visitors' reactions to th e  activity, 

the  child, and  th e  family. This ex erc ise  m ay have heigh tened  their 

understand ing  of the  child, th u s  allowing them  to ad just their re s p o n se s  to child 

accordingly. Being junior level s tu d en ts , they w ere a lso  aw are  of app rop ria te  

questioning skills and  ap p ro p ria te  m e an s  of interacting with this a g e  child. They 

had  m ore early  childhood ed u ca tio n  co u rse  work than all but o n e  of the  

experim ental g roup te a c h e rs . T h e se  variables, com bined with th e  family focus
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which severa l of the  visits a ssu m ed , could h av e  diluted the  individualized 

interaction betw een the child and teach er.

B ecau se  of the limitations of q uestionnaire  a s s e s s m e n t tools, adding  an  

e thnograph ic  a sse ssm e n t might provide a  c lea re r perspective  of the study  

o u tco m es. Having the opportunity to talk with th e  p aren ts, teach ers , and  

children could add  clarity to the  current resu lts. T he literature indicates th e  

e ffects  of hom e visits are frequently difficult to a s s e s s .  W hen Gordon an d  

G uinagh  (1978) studied the  effects of hom e visits on the cognitive d evelopm en t 

of young  children from low incom e fam ilies, the  children w ho had received  the  

hom e visits scored  no better on quantitative m e asu re m e n ts  of cognitive 

dev elo p m en t than  the children without hom e visits. However, observations and 

in teractions with the children indicated th e  hom e visiting intervention g roup  

perform ed better in group settings.

A w e ak n e ss  of this study  w as th e  inability to m onitor the  teach e r - led 

ho m e visits. T here  was no appropria te  m e a n s  to m onitor th e  te ach e r visits and 

th u s  obtain an accura te  account of w hat occurred  during th e se  visits. Also 

atten tion  to the  teach er's  know ledge of developm enta lly  appropriate  activities 

and  their a ttitudes concerning the  visits w e re  inaccessib le .

H ead S tart adm inistrators and te a c h e rs  em p h asized  th e  need  for 

confidentiality of the  home visits. S evera l of th e  com parison  and  experim ental 

g roup  p a ren ts  w ere  initially hesitan t to h av e  th e  s tu d en t or te ach e r visit their 

hom e. It w as only after th e  p a ren ts  w ere  a s su re d  of the  p u rp o se  and
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confidentiality of the  visits, tha t they consen ted  to participate. This re sp ec t for 

the fam ily's privacy on th e  part of the H ead S ta rt ag en cy  prevented direct 

observation  of w hat actually  occurred during th e  visits. A replication of the  study 

with m ore know ledge of th e  paren t, teach er and  child interactions occurring in 

the hom e visits, could provide a  basis for com parison  and  a more accu ra te  

a s s e s s m e n t of the  influence o f the  teacher-led h o m e  visits.

Conclusion

A lthough the  curren t study  leaves u n an sw ered  questions, it indicates 

hom e visits did influence th e  m other's ex p ec ta tions for h e r child's developm ent, 

her p e rcep tio n  of her role in h e r child's developm ent, the  teach er's  perception of 

the child's c o m p e ten ce , and  th e  child's perception of h is /her cognitive 

developm en t. T he hom e visits did not influence th e  child's perception of h is/her 

d ev e lo p m en t in a re a s  o th e r than  cognitive developm ent, nor the p a ren ts ' and 

teach e rs ' a ttitu d es  concern ing  each  other. N o n e th e less , the  hom e visits, 

reg a rd le ss  o f th e  visitors’ ro les or the length of th e  visits, did en h an ce  hom e - 

school co n n ec tio n s .

T h e  u n ex p ec ted  resu lts  w ere  the significant influences m ade  by the  brief 

hom e visits by early  childhood students. In the  cu rren t study  brief hom e visits by 

k now ledgeab le  adu lts  w ere  a s  influential in ass is tin g  th e  child and p aren t a s  

te ach e r p lan n ed  and  initiated hom e visits. It a lso  ind ica tes brief monthly hom e 

visits can  b e  ju st a  effective a s  lengthy hom e visits.
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The key m ay  b e  th e  setting In which th e  hom e visits occurred . T he 

stu d en t led hom e visits w ere  in the  context of H ead Start, a  program  identified a s  

utilizing an ecological app roach  by providing a ss is ta n c e  to both children and  

paren ts. T he philosophical basis of H ead S ta rt is tha t low -incom e p e rso n s  

should participate in a s  m any  program s a s  possib le  which will a ss is t both the  

child and the  p a re n t (Zigler & Styfco, 1993). B ecau se  H ead S tart provides 

continuous com m unication  and a ss is ta n c e  to the  participating families, th e  brief 

visits by the  early  childhood college s tu d en ts  m ay have  b e e n  sufficient to 

influence the  p a re n ts  and  children. All p a re n ts  in the study  w ere  provided 

opportunities to v o lu n tee r in the c lassroom , th u s  providing opportunities to 

observ e  their children. T hey also w ere  provided opportunities for paren t 

education  and  in c re a se d  know ledge of child developm ent. T h e se  are 

opportunities w hich a re  not alw ays availab le  in o ther se ttin g s  serving four-year- 

old children. W ithin a  setting  rich with p a re n t education  and  p a ren t involvem ent 

opportunities, b rief hom e visits which contain  developm entally  appropria te  

children's activities and  which are  p lanned  and  instituted by know ledgeab le  

adults, m ay b e  sufficient for increased  child developm en t and  paren t 

understand ing .

It could b e  in th e  context of an  ecological program  su ch  a s  H ead S tart, 

brief m onthly h o m e  visits by trained early childhood visitors, w ho a re  providing 

activities p lan n ed  by early  childhood p ro fessionals, m ay b e  en o u g h  to in c re a se  

p aren ts ' and  four-year-old  children's p e rcep tions and u n d ers tan d in g s .
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R eplication of th e  study is n eed ed  to valida te  th e se  results. If in fact s tu d e n t 

hom e visitors could be effective in H ead  S tart, collaborative re la tionships 

b e tw een  H ead  S tart program s and  universities could be instituted which would 

benefit both the  families and  university s tu d en ts.
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Child’s Name_ 

FAMILY INFORMATION

1.

2 .

W hat is your Head Start child's birth date? 

Is your child a b o y  or a girl?_____

3. What IS the Head Start child's race / ethnicity? Afncan Am erican_______

Hispanic________  Native American_________  W hite________  Other

Asian

4. P lease give mother's a g e .

What was the last school grade attended by the mother? 

Is the mother currently working outside the home? Yes _ 

If yes. how many hours per week? ___________________

What IS the mother’s current occupation?_

No

5. P lease give the father's a g e ,

What was the last School Grade attended by the father 

Does father live in the hom e? Y e s_______  No

Is the father currently working outside the home? 

If yes. how many hours per week? ____________

Yes

What is the father’s Current Occupation?

No

6. If the child's primary caregiver is someone other than the mother, p lease complete the 

following statements.

Please check the relationship between the child and primary caregiver.

F ather_______ , Foster P a ren t_________ , G randm other________ .

Grandfather________. A unt______ , Uncle________

What was the last school grade attended by the caregiver? 

Is the caregiver currently working outside the home? Y e s . 

If yes. how many hours per week? _____________________

Friend

No

What IS the primary caregiver's current occupation?.

How many adults, other than the parents or primary caregiver (i.e. friend, relative), currently 

live in the home?_________________
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7. How many brothers and sisters does the Head Start child have"? 

How many of the brothers and sisters attend Head Start'? _____

8 .  What IS the yearly income of the Head Start child’s family”?

_______ Less than S5.000

_______  5.000 - 10,999

_______ 11 000 - 15.999

_______ 16.000 - 20.999

________21.000-25 .999

_______ 26,000 - 30.999

________ 31.000-35.999

9 Is the family currently receiving AFDC / Welfare assistance?

Y e s_______ N o ________
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HEAD START TEACHER QUESTIONNAIRE

1 'What IS  the title of your job? _______ Lead teacher_________Assistant teacher

2 How long have you been employed in your current position?________________

3. How long have you been working in Head Start?___________________________

4 How long have you been working in the field of early childhood education?

5. How many hours per week do you normally get paid for your teach ing?___

6. How many hours do you actually spend on your teaching?______________

7. How many children are in your Head Start classroom? _________________

8. Do you hold any type of teaching certification (such as  an Elementary Teacher certificate or a 
GDA Credential)? Y e s   N o_______

If yes. what kind of certification?_________________________________________________

9. Have you participated in training provided by Head Start? Y e s _______  No

10. Other than training provided in your Head Start program, have you had any training 
specifically related to teaching young children or in the area  of child development?

Please circle the types of training you have had;
0. None 5 Associate's degree
1 High school course(s) 6. Bachelor's degree
2. Child Care C areers Training 7 Master's degree
3. CDA training. 8. Doctoral degree
4 Jr. College / Technical School course(s)

11 What IS your age? __________________

12. What IS your race / ethnicity? African American______ A sian_______  Hispanic
Native American________ W hite________

13. How many children do you have (your own children, not Head Start children)? ___

14 What is your marital status?
1. Married  3 Separated/divorced/widowed.
2. Single/never m arried______  4 Single with p a rtn e r________

15 If you have a  spouse  or partner what is her / his occupation? ______
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16 What IS your yearly income from Head Start’
 Less than S5.000 _______  26.000 - 30 999

 5.000- 10.999___________ _______ 31.000-35 999

 '1 .000-15 .999    36 .000-40 .999

 '0 .000 - 20.999   41.000 - 45.999

 21 000-25.999   46.000 - 50.000

17 What IS y o u r  yea rly  fa m ily  income?

 Less than S5.000  31.000 - 35.999

 5 .000-10.999 ________36.000 - 40.999

 " .0 0 0 -  15.999  41.000-45.999

 15.000-20.999  46.000-50.999

_21,000-25.999  51.000-60,999

_26.000 - 30.999  70.000 or above

18. Are you a  member of any professional organizations? Y e s________N o____________

if yes. please specify.

 Oklahoma Head Start Association (OHSA / National Head Start Association)

 OK Child Care Association (OCCA).

 Oklahoma Early Childhood Association (OECA) / Southern Early Childhood

Association (SEGA)

 Oklahoma Association for the Education of Young Children (OAEYC) / National

Association for the Education of Young Children (NAEYC)

_ Friends of Day Care

_ Other - please specify________________________________
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PARENT SURVEY

Please think of your child's teach e r._________________________________________ as  you answer
the following questions.
Please CIRCLE the choice for each item that best represents your opinion and experience

Strongly Disagree No Agree Strongly
Disagree Opinion Agree

1 Being involved in my child's 1 2 3 4 5
education is important for 
my child's school success.

2. When talking to me about 1 2 3 4 5
my child, the teacher acts 
like I don't know anything.

3 My child's teacher makes me 1 2 3 4 5
feel comfortable a t school.

4. When the teacher talks to 1 2 3 4 5
me. she explains things in
a way I can understand.

5. I feel comfortable to phone 1 2 3 4 5
my child's teacher if I have
a concern.

6. The only time I hear from the 1 2 3 4 5
the teacher is when my child
Is in trouble.

7 When the teacher visits my 1 2 3 4 5
home I feel like she  is evaluating 
what I am doing.

8. My child's teacher understands 1 2 3 4 5
how much I care  about my 
child's school success.

9 It IS the teacher's responsibility 1 2 3 4 5
to teach my child. That is what 
she has been trained to do. I 
should not have to work with 
my child at home.

10. I really want to help my child 1 2 3 4 5
learn, but the teacher doesn't 
help me understand what to 
do or how to do it.
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strongly Disagree No Agree Strongly
Disagree Opinion Agree

11 The teacher encourages 1
me and m akes me feel 
good about myself and 
my child.

12. My child's teacher suggests 1
a variety of enjoyable learning 
activities that I can do with 
my child.
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C hild 's N am e

TEACHER SURVEY

Please complete this scale on the primary caregiver of the child named above. CIRCLE the 
choice for each item that best represents your opinion and experience with this primary caregiver

Strongly Disagree No Agree Strongly
Disagree Opinion Agree

1. This parent's involvement is 1
important for her/his child’s 
school success.

2. This family has strengths 1
that can be tapped to increase 
their child's school success.

3. This parent helps her/his 1
child with learning activities
at home.

4. The benefits of involving this 1
parent in her/his preschool 
child's education are not worth 
the extra work to implement them.

5. I tell this parent about things 1
s/he could do at home with 
her/his child, but s/he doesn't
do them.

6 .  I find It easy to talk with 1
this parent.

7 This parent devotes a great 1
deal of time to her/his family
and often m akes sacrifices 
for her/his children.

8 This parent w ants to help 1
her/his children.

9 This parent doesn 't have 1
the training to help her/his
child with math and reading 
activities.
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strongly Disagree No Agree Strongly
Disagree Opinion Agree

10. This parent is interested in 1
what happens in her/his 
child’s classroom

11 I feel comfortable advising 1
this parent about ways s/he 
can assist her/his child in teaming.

12. This parent is not interested 1
in what IS happening a t school.

13. This parent can learn ways 1
to assist her/his child in 
learning activities.

14. This parent frequently talks 1
with me when s/he delivers
or picks her/his child up 
from school.

15. This parent enjoys 1
participating in the classroom.

16 This parent cares about what 1 
I am doing in my classroom.

17 This parent IS  enthusiastic 1
about attending parent 
conferences and other
school functions.

18. This parent is aware of 1
his/her child's level of 
development and does not 
place unrealistic dem ands 
on him/her.

19 This parent always seem s 1
to be in a hurry and is often 
abrupt with his/her child.

20 This parent participates in 1
parent education activities 
provided by Head Start (e.g.,
the book and activity workshop)
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PA RENTS’ LEARNING AND SOCIAL EXPECTATIONS FOR PRESCHOOL CHILDREN

Please  think of your child , as you answer the following
questions. Circle the age level when you generally expect your child to be able to achieve 
m astery of the activities or behaviors listed below

Mastery Before 
Age 4

11 Tell you how old s/he is

2. Count 5 toys

3. Copy a circle

4. Follow two-step directions 
(Example: Go to your bedroom 
and get your green shirt.)

5. Identify basic colors 
(Red. yellow, green, blue, 
purple, black, orange)

6. Tell time on the clock

7 R ead the words in simple books

8. Asks for explanation when 
in doubt

9. S ta tes what s/he wants 
when asked

10 Answers a question clearly

11 S tands up for his/her own 
rights with others

12. Can explain why s/he thinks 
something

13 C om es or answ ers when called

14 Gives up reading or TV to help 
mother.

15 Stops misbehaving when told

16 D oes task immediately when told 1

Mastery Between 
Age 4 and 5

2

2

2

2

2

2

2

2

2

2

2

2

2

Mastery 
After Age 5

3

3

3

3

3

3

3

3
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Mastery
Age

17 Does not do things forbidden 
by his/her parents

18 Sits at table and ea ts without help

19 Spends own money carefully

20 Takes care  of own clothes

21 Plays outside without adult 
supervision

22. Does regular household chores

23. Can entertain him/herself alone

24. Makes phone calls without help

25. Allows adults to talk without 
interrupting

26. Shares his/her toys with other 
children

27 Settles disagreem ents without 
hitting

28. Takes the lead when playing 
with friends.

29. Waits for his/her turn when 
playing with friends

30 Sympathetic to the feelings 
of other children.

Before
4

Mastery Between 
Age 4 and 5

2

2

2

2

2

2

2

2

2

Mastery 
After Age 5

3

3

3

3

3

3

3

3

3
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PERCEPTIONS OF PARENTAL ROLE SCALE
1982. Lucia A, Gilbert and Gary R. Hanson

Directions: Using the scale below, please circle the num ber that best represents what you feel 
your role as a parent should be

1

not at all important 
a s  a  parental 
responsibility

m oderately  im portant 
a s  a  parental 
responsibility

very im portant 
a s  a parental 
responsibility

moderately
important

5
very

important

Activity

1. T each  child how to g e t a long with o thers.

2. Consult with teach ers  an d  child ca re  
providers.

3. T each  child to sh a re  p o sse ss io n s .

4. T ransport child to school in the morning

5. Talk with teachers or schoo l officials about 
child's academ ic p ro g re ss

6. T ransport child from schoo l and  school-related activities

7 Comfort child w hen s /h e  is u p se t o r afraid

8 Listen to child d e s c n b e  h is/her activities

9. Give child attention

10. T each  child an a w a re n e s s  of the  "rules of society"

11 A nsw er child’s "why " q u es tio n s

12. T each  child how to b e  affectionate

13. T each  child how to com prom ise

14 P re p are  child for bed

15 T each  child that s /h e  d o e s  not h av e  to 
like o thers to get a long  with them

16. Hold child

17 T each  child how to win o r lose graciously 
in interactions with o th e rs

18. Help child to participate in the dem ocratic 
p ro ce ss  (e g., learning to vote)

19 Provide emotional su p p o rt for child

2

2

2

2

2

2

2

2

2

2

2

2

2

2

2

2

2

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5
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1

not at all im portant 
a s  a  parental 
responsibility

m oderately important 
a s  a  parental 
responsibility

very important 
a s  a parental 
responsibility

m oderately
important

5
very

important

Activity

20. Help ctiild learn to deal witti sadness 1 2 3 4 5

21 Make child feel important 1 2 3 4 5

22. Provide care  for preschool child 1 2 3 4 5

23. Express affection toward child 1 2 3 4 5

24. Take child to playgrounds 1 2 3 4 5

25. Work with child in developing writing skills 1 2 3 4 5

26 Teach child how to negotiate with others 1 2 3 4 5

27. Select schools for the child 1 2 3 4 5

28. Help child develop reading skills 1 2 3 4 5

29. Provide child with educational and 
cultural activities

1 2 3 4 5

30. Teach child to be sensitive to the feelings 
of others.

1 2 3 4 5

31 Help child learn an awareness of his/her 
own feelings and how emotions affect others

1 2 3 4 5

32. Have intellectual discussions with child 1 2 3 4 5

33 Help child to recognize the importance 
of his/her emotions.

1 2 3 4 5

34 Help child understand his/her sexuality 1 2 3 4 5

35. Take child to extracumcular activities 1 2 3 4 5

36 Help child develop mathematical skills 1 2 3 4 5

237



APPENDIX E

238



The Pictorial Scale of Perceived Competence and Social Acceptance for Young Children 
individual Recording and Scoring Sheet, Form P-K

Child's N am e_________________________________ A g e_________  Gender M F

C lass/G rade_______________  Teacher_____________________ Testing_D ate_________

Item o rder and  Cognitive P eer Physical M aternal
Description Com petence A cceptance C om petence A cceptanci

1. G ood at n uzz les 1
2. H as lots of friends 2.
3. G ood a s  swinging 3.
4. Mom sm iles 4
5. G ets s ta rs  on o ao e rs  5.
6. S tays overnight a t friends 6
7. Good at climbing 7
8. Mom take you p laces 8
9. Knows n am es  of colors 9.
10. H as friends to play with 10.
11. C an tie sh o e s 11.
12. Mom cooks favonte foods 1 2 _____
13. G ood a t counting 1 3 ____
14. H as friends on playground 14
15. G ood at skipping 15.
16. Mom rea d s  to you 16._____
17 Knows a lp h ab e t 17.
18. G ets  ask ed  to play by o thers 18
19. G ood a s  running 19.____
20. Mom plays with you 20
21 Knows first letter of nam e 21
22. E ats dinner a t fnends 22.
23. G ood at hopping 23
24 Mom talks to  you 2 4 _____

C olum n Total 

C olum n M eans
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TEACHER’S RATING SCALE 
OF CHILD’S ACTUAL COMPETENCE AND SOCIAL ACCEPTANCE 

Form P-K

Child's Name Teacher

Instructions: P lace the appropriate  num ber indicating how true the sta tem ent is for this child in the 
designated  sp a ce  to the right of each  item.

Not Very True = 1 Sort of True = 2

Item Order and Description Cognitive
Competence

•Item #4 has b ee n  deleted  

Com m ents:

Pretty True = 3

Peer
Acceptance

Really True = 4

Physical
Competence

1. Good at puzzles 1.

2. H as lots of friends 2.

3. Good at swinging 3.

5. S tays overnight a t friends 5.

6. Good at climbing 6.

7, Knows n am es of colors 7.

8 H as friends to play with 8.

9. Can tie sh o e 9.

10. Good at counting 10.

11. H as friends on playground 11.

12. Good at skipping 12.

13. Knows alphabet 13.

14 G ets asked  to play by o thers 14.

15. Good at running 15.

16. Knows first letter of n am e 16.

17 Eats dinner a t friends 17

18 Good at hopping 18.
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E\p Grp
UNIVERSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CURRICLXLNI

AUGUST, 1994

Dear Teachers.

I am currently working on my dissertation research in the area o f parental involvement in 
the young child's education. My study will focus on home visits.

By participating in the study, you will be asked to make 6 home visits with your students 
and mothers in addition to the regularly scheduled 2 social service visits you do every year.
The 6 home visits will consists of 2 parent conferences replacing those which normally occur in 
the classroom, plus four educational activity visits. I will help with the selection and 
implementation of learning activities you and the primary caregiver believe are needed to assist 
in the child's development. This should decrease your preparation time for the visits.

You will also complete a questiotmaire on each child and their primary caregiver. These 
will take approximately ten minutes per child/per primary caregiver to complete. They will he 
completed in September at the beginning of the home visits and again at the end o f the home 
visits in April. Envelopes with parent questionnaires will be given to the teachers to send home 
with the child for parents to complete in August and in April. Also at the begirming and end of 
the school year, a researcher will assess each child's perception of their school competence 
Again this will not affect the teacher. It will require having a small table and two charis where 
the child and researcher can talk with one another.

All information received through the questionnaires and the home visits will be 
confidential. No one will have access to the information except myself as the primary 
investigator and my major professor. Loraine Dunn. Ph.D. No individual Head Start program 
will be identified in any research report. Some release time will be provided by the primary 
investigator to compensate for the time spent completing the extra home visits.

•Again, your participation is voluntary. If you have any questions please feel free to call me 
either at home or at the university. I want this to be a positive experience for both you. your 
parents and students. Please sign the attached form indicating whether or not you are willing to 
participate in the study.

Sincerely.

Nancy A. Kling
Early Childhood Education
(405) 325-1498 (work)
(405) 373-1203 (home)
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Exp. Gp
UNIVERSITY OF OKLAHOMA 

INFORMED CONSENT 
RESEARCHER: NANCY KLING 

HEAD START TEACHERS OF FOUR-YEAR-OLD CHILDREN

I understand that:

"The purpose of this study is to determine if home visits by Head Start teachers increase 
communication and understanding between parents and teachers concerning the child’s 
education.

"The purpose of this study is to assist primary caregivers in helping with their child's 
education.

"I will make monthly home visits from September through April to the students in my class. 
All of the visits will focus on the child. The investigator will be available to assist me in 
planning these visits.

"The scheduling o f  the home visits will be at the mother’s and my discretion as long as one 
occurs every month.

"1 will complete questionnaires at the beginning and end of the study about each participating 
child / mother in my classroom.

"Participating children will complete The Pictorial Scale of Perceived Competence and Social 
Acceptance for Young Children: Preschool and Kindergarten in September and in April in the 
Head Start center. This will be administered by a graduate student.

"Participation in the study is voluntary.
"My participation in this study will not affect my employment as a Head Start teacher. 
"Everything in the home visits and the questionnaires will remain confidential. No names 

will be used.
"1 may call Nancy Kling. the primary investigator at the University of Oklahoma. 325-1498 

if I have any questions during the study.
*1 may drop out o f  the study at any time by contacting Nancy Kling.

Please check one:
 Yes. 1 will participate in the home visits and complete the questionnaires.

 No. 1 will not participate in the home visits and complete the questionnaires.

Teacher Signature Date

Researcher Signature Date

Please return this permission form to the primary investigator in the envelope provided.
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Comp Grp.
UNFVTRSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CURRICLTU^I

AUGUST. 1994

Dear Teachers.

I am currently working on my dissertation research in the area o f parent involvement in 
the young child's education. My study will focus on home visits.

By participating in the study the children in your class will receive 8 home visits by 
early childhood student teachers once a month from September through April. The student 
teacher will spend approximately 20 minutes sharing a learning activity (e.g. story, game) 
which supports what the child is experiencing in his/her Head Start class.

If you choose to participate, you will be asked to complete a questionnaire on each 
child and their primary caregiver. The two questionnaires will only take approximately ten 
minutes to complete. These will be filled out in September at the beginning of the home visits 
and again in April at the end of the home visits. Envelopes with parent questionnaires will be 
given to the teachers to send home with the child for parents to complete in August and in 
April. These are to be returned to the classroom. 1 will collect them, thus providing no extra 
work for teachers.

To ascertain how the child sees him or herself as a learner a graduate student or myself 
will administer The Pictorial Scale of Perceived Competence and Social acceptance for Young 
Children: Preschool and Kindergarten. This will need to be done within the center setting both 
at the beginning and ending of the school year. It will require having a small table and two 
chairs where the child and a researcher can talk with one another.

All information received through the questionnaires and the home visits will be 
confidential. No one will have access to the information except myself as the primary 
investigator and my major professor. Loraine Dunn. Ph.D. No individual Head Start program 
will be identified in any research report. There are no potential risks to you or to your class in 
this project.

Your participation in this project is voluntary. You may leave the study at any time. If 
you have any questions please feel free to call me either at home or at the university. 1 want 
this to be a positive experience for both you. your parents and students. Please sign the 
attached form indicating whether or not you are willing to participate.

Sincerely.

Nancy A. Kling 
Doctoral Candidate 
Early Childhood Education 
(405) 325-1498 (work) 
(405) 373-1203 (home)
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Comp Grp.
UNIVERSITY OF OKLAHOMA 

INFORMED CONSENT 
RESEARCHER: NANCY A. KLING 

HEAD START TEACHERS OF FOUR-YEAR-OLD-CHILDREN

I understand that:

“The purpose o f this study is to determine the effect of home visits by early childhood 
student teachers on the primary caregiver and their four-year-old children in Head Start.

“The home visits will focus on the child.
“I will complete questionnaires at the beginning and end of the study on each 

particpating child /mother in my classroom.
“Participating children will complete The Pictorial Scale of Perceived Competence and 

Social acceptance for Young Children: Preschool and Kindergarten in September and in .April 
in the Head Start center. This will be administered by a graduate student.

“Participation in the study is voluntary.
“All information will remain confidential.
“My participation in the study will not affect my employment as a Head Start teacher 
“1 may call Nancy Kling. the primary investigator at the University of Oklahoma. 325- 

1498 if I have any questions during the study.
“I may drop out of the study at any time by contacting Nancy Kling.

Please check one:

__________Yes. I will participate in the research.

__________No. I will not participate in the research.

Teacher Signature Date

Researcher Signature Date

Please return this permission form to Sancy Kling in the envelope provided
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Cone. Grp.
UNIVERSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CLURICLXUM

AUGUST, 1994

Dear Teachers.

I am currently working on my dissertation research in the area o f parent, involvement 
in the young child’s education. Because Head Start programs and teachers are noted for 
providing many opportunities for parents to take part in their young child’s education. 1 would 
appreciate your participation in this study.

If you choose to participate, you will be asked to complete a questionnaire on each 
child and their mother. The two questionnaires will only take approximately ten minutes to 
complete. These will be filled out in September near the beginning o f school and again near in 
the end of school in March or April.

Your parents will be asked to complete three questionnaires which will be enclosed in 
manilla envelopes. These can be sent home with the children and returned in the envelope. I 
will pick them up from the classroom to alleviate any extra work for you.

To ascertain how the child sees him or herself as a learner a graduate student will 
administer The Pictorial Scale of Perceived Competence and Social Acceptance for Young 
Children: Preschool and Kindergarten. This would need to be done within the center setting 
both at the beginning and end of the school year. It will require my having a small table and 
two chairs where the child and researcher can talk with one another.

All information received through the questionnaires will be confidential. No one will 
have access to the information except myself as the primary investigator and my major 
professor. Loraine Dunn. Ph.D. No individual Head Start program will be identified in any 
research report. There are no potential risks to you or to your class in this project.

Your participation in this project is voluntary. You may leave the study at any time. If 
you have any questions please feel free to call me either at home or at the university. 1 want 
this to be a positive experience for both you. your parents and students. Please sign the 
attached form indicating whether or not you are willing to participate.

Sincerelv.

Nancy A. Kling 
Doctoral Candidate 
Early Childhood Education 
(405) 325-1498 (work) 
(405) 373-1203 (home)
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Cv>nt. Grp
UNIVERSITY OF OKLAHOMA 

INFORMED CONSENT 
HEAD START TEACHERS OF FOUR-VEAR-OLD CHILDREN 

RESEARCHER: NANCY A. KLING 
PARENT INVOLVEMENT RESEARCH

I understand that:

“The purpose of this research is to determine the effect o f parent involvement activities 
provided in Head Start programs serving four-year-old children.

“I will distribute envelopes to the parents of participating children. When they are 
returned. Nancy Kling will pick them up.

“I will complete two questionnaires at the beginning of school in August and at the end 
o f school in April on every child in my class.

“Participating children will complete The Pictorial Scale of Perceived Competence and 
Social Acceptance for Young Children: Preschool and Kindergarten in September and in .Vpril 
in the Head Start center. This will be administered by a graduate student.

“Participation in the study is voluntary.
“My participation in this study will not affect my employment as a Head Start teacher 
“All information received during the study will remain confidential. No names will he

used.
“I may call Nancy Kling. the primary investigator at the University of Oklahoma. 325- 

1498 or at her home. 373-1203 if I have any questions during the study.
“I may drop out o f the snidy at any time by contacting Nancy Kling.

Please check one:

________ Yes. I will participate in the research.

________  No. I will not participate in the research.

Teacher Signature Date

Researcher Signature Date

Please return this permission form to Nancy Kling in the envelope provided
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Exp. Grp.
LT^IVERSITY OF OKLAHOMA 

INFORMED CONSENT 
RESEARCHER: NANCY A. KLING 

HEAD START PARENTS OF FOLH-YEAR-OLD CHILDREN

I understand that:

"The purpose of this study is to explore the effects o f parent involvement in the \oung  
child’s education.

"My child’s teacher will visit my child and me once a month during the months of 
September. October. November. December. January. February. March and April. I will he 
asked about a good time of day for me and my child to determine when the visits will occur.

"The home visits will be focused on my child. My child and I can make suggestions 
about things that we would like to do at home. The teacher will provide ideas and activities for 
me to help my child.

"1 will complete 3 questionnaires at the beginning and ending of the school year.
"The home visits and the questionnaires will be kept confidential; however I understand 

the home visitor is obligated to report any incidence o f child abuse or neglect as indicated by 
Oklahoma law.

"My child will be interviewed at school to see how s/he sees him/herself at school.
"I may ask my child’s teacher or call the researcher. Nancy Kling at the University o f  

Oklahoma. 325-1498 at any time if I have any questions about the study.
"Being in this study has no effect on my child’s attending Head Start.
"I can stop being in the study at any time by calling Nancy Kling or telling my child's

teacher.

Please check one:

 Yes. my child and I will participate in the home visits and complete the questionnaires.

 No. my child and I will not participate in the home visits and complete the
questionnaires.

Primary Caregiver or Parent Signature Date

Researcher Signature Date

Please return this permission form to your child's classroom in the envelope provided
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Exp Grp
UNIVERSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CURRICULLVI

AUGUST, 1994

Dear Head Start Parents.

I am currently working on my dissertation research concerning parental involvement in 
young children's education. My study focuses on home visits. If you are willing to participate 
in this study, your four-year-old child’s teacher will come to your home to visit you and \our 
child for approximately 30 to 60 minutes once a month from September through April. During 
the visit the teacher will share activities which will support your child's learning (e.g. games, 
art materials, puzzles). After the visit you and your child may keep the activities to enjoy 
together. The teacher will try to include what you feel is important for your child. The 
scheduling of the visits will be decided by you and your child’s teacher.

If you choose to participate in the monthly home visits, you will be asked to complete 3 
questionnaires at the beginning and end of the school year. These questionnaires ask about 
your beliefs concerning your child and his/her education. They will only take 20-30 minutes to 
complete. .At the beginning and ending of the school year your child will complete The 
Pictorial Scale of Perceived Competence and Social Acceptance for Young Children:
Preschool and Kindergarten in his/her Head Start classroom. The purpose o f  this measure is to 
discover how your child sees him/herself at school.

.All information received through the questionnaires and home visits will be confidential. No 
one will have access to the information except myself as the primary investigator and my major 
professor. Loraine Dunn. Ph.D. No individual Head Start program will be identified in any 
research report. There are no potential risks for you or your child.

Again your participation is voluntary. If you have any questions please feel free to call me at 
the university. I want this to be a positive experience for both you and your child. Please sign 
the attached form indicating whether or not you are will to participate in the study.

Sincerelv.

Nancy A. Kling 
Doctoral Candidate 
Early Childhood Education 
(405) 325-1498
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Comp. Grp
UNIV'ERSITY OF OKLAHOMA 

INFORMED CONSENT 
HEAD START PARENTS OF FOL"R-YEAR-OLD CHILDREN 

RESEARCHER: NANCY A. KLING

I understand that:

“The purpose of this study is to explore the effects of parent involvement in the young child's 
education.

“This study is to determine if home visits including my child and an early childhood student 
teacher will help my child do better in school.

“The student teacher will visit my home once a month during September. October, 
November. December. January. February. March and April.

“The student teacher will spend approximately 20 minutes sharing a learning activity te g. 
story, game) with my child. The activity will support what my child is learning in his/her Head 
Start class.

“I will have input on when the visits will occur each month.
“I will complete 3 questionnaires at the beginning and ending of the school year.
“Everything in the home visits and the questionnaires will remain confidential; however as 

indicated by the Head Start form I previously signed, any incidences of child abuse or neglect 
must be reported as indicated by Oklahoma law.

“My child will be interviewed at school to see how s/he sees him/herself at school.
“I may ask my child’s teacher or call the researcher. Nancy Kling at the University of 

Oklahoma. 325-1498 if I have any questions during the study.
“Being in this study has no effect on my child’s attending Head Start 
“I can stop being in the study at any time by calling Nancy Kling or telling my child’s 

teacher.

Please check one:

_________Yes. my child and I will participate in the home visits and complete questionnaires.

_________No. my child and I will not participate in the home visits or complete the
questionnaires.

Primary Caregiver or Parent Signature Date

Researcher Signature Date

Please return this permission form to your child's classroom in the envelope provided
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Comp. Grp.
UNIVERSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CLTIRICLXUM

AUGUST, 1994

Dear Parents,

I am currently working on my dissertation research concerning parental involvement in 
young children’s education. My study focuses on home visits. If you are willing to participate 
in this study, a student majoring in early childhood education will come to your home for 
approximately 20 minutes once a month from September to April. During the visit the student 
teacher will share a learning activity (e.g. learning game, book) with your child. This activity 
will be an extension of what the child is learning at school. The scheduling of the home visits 
will be decided by you and the student teacher.

If you choose to participate in the home visits you will be asked to complete 3 questionnaires 
at the beginning and end o f the school year. These questionnaires ask about your beliefs 
concerning your child and his/her education. They will only take about 20 minutes to complete 
At the beginning and ending o f the school year your child will complete The Pictorial Scale of 
Perceived Competence and Social Acceptance for Young Children: Preschool and 
Kindergarten in his/her Head Start classroom. The purpose o f this measure is to discover how  
your child sees him/herself at school.

.All information received through the questionnaires and home visits will be confidential No 
one will have access to the information except myself as the primary investigator and my major 
professor, Loraine Dunn. Ph.D. No individual Head Start program will be identified in any 
research report. There are not potential risks for you or your child.

Again your participation is voluntary. If you have any questions please feel free to call me 
at the university. I want this to be a positive experience for both you and your child. Please 
sign the attached form indicating whether or not you are willing to participate in the study

Sincerely.

Nancy A. Kling 
Doctoral Candidate 
Early Childhood Education 
(405) 325-1498
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C-nu. Gp
UNIVERSITY OF OKLAHOMA 

EARLY CHILDHOOD EDUCATION 
INSTRUCTIONAL LEADERSHIP AND ACADEMIC CLURICULLAI

AUGUST, 1994

Dear Head Start Parents.

I am currently working on my dissertation research concerning parental involvement in 
young children's education. Because Head Start programs provide many opportunities tor 
parents to take part in their young child’s education. I would appreciate your participation in 
this study.

If you decide to participate, you will be asked to complete 3 questionnaires in September at 
the beginning o f the school year and again completing the same 3 questionnaires at the end of 
the school year in April. These questionnaires ask about your beliefs concerning your child 
and his/her education. They will only take 20-30 minutes to complete. At the beginning and 
ending of the school year your child will complete The Pictorial Scale o f Perceived 
Competence and Social Accpetance for Young Children: Preschool and Kindergarten in 
his/her Head Start classroom. The purpose of this measure is to discover how your child sees 
him/herself at school.

All information received through the questionnaires will be confidential. No one will have 
access to the information except myself as the primary investigator and my major professor. 
Loraine Dunn. Ph.D. No individual Head Start program will be identified in any research 
report. There are no potential risks for you or your child.

Again, your participation is voluntary. If you have any questions please feel free to call me 
at the university. I want this to be a positive experience for both you and your child. Please 
sign the attached form indicating whether or not you are willing to participate in the study.

Sincerelv.

Nancy A. Kling
Early Childhood Education
(405) 325-1498
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Cum. Grp
UNIVERSITY OF OKLAHOMA 

INFORMED CONSENT 
RESEARCHER: NANCY A. KLING 

HEAD START PARENTS OF FOLU-YEAR-OLD CHILDREN

I understand that:

“The purpose of this study is to explore the effects of parent involvement in the young child s 
education.

“[ will complete 3 questionnaires in September or October and again at the end o f school in 
April or May.

"My child will be interviewed at school to see how sh/he sees him/herself.

"The questionnaires and interview will be kept confidential.

"Participation in this study is voluntary.

"I may ask my child's teacher or call the researcher. Nancy Kling at the University of 
Oklahoma. 325-1498 if I have any questions about the study.

"Being in this study has no effect on my child's attending Head Start.

"I can stop being in the study at any time by calling Nancy Kling or telling my child's teacher. 

Please check one:

________Yes. my child will participate in the interview and I will complete the questionnaires.

________No. my child will not participate in the intervew and I will not complete the
questionnaires.

Primary Caregiver or Parent Signature Date

Researcher Signature Date

Please return this permission form to your child's classroom in the envelope provided
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Exam ples o f Activities S e lec ted  By Experimental Group T eachers

Child Sept. Oct. Nov Dec. Jan Feb Mar Apr

A Play
dough

Scissor Salt box B eads W ater
colors

S equence
cards

C o n cen ­
tration

S occer
ball

B Play
dough

B eads Scissors Salt box Puzzle S equence
cards

C oncen ­
tration

Jum p rope

C Play
dough

Uno cards Water
colors

Puzzle Beads S equence
cards

C o n cen ­
tration

Sidewalk
chalk

D Play
dough

Scissor W ater
colors

Salt box Beads S equence
cards

C o n cen ­
tration

Sidewalk
chalk

E Play
dough

Uno cards W ater
colors

Stencil Puzzle S eq u en ce
cards

Blank book S occer
ball

F Play
dough

Parquetry Beads Salt box S equence
cards

C oncen­
tration

Blank book Sticker
book

G Play
dough

Salt box Scissor Stencil
colpen

B eads C oncen­
tration

Blank book S occer
ball

H Play
dough

W ater
colors

Beads Stencil
colpen

S equence
cards

C oncen­
tration

Blank book S occer
ball

1 Play
dough

B eads Scissor Stencil
colpen

W ater
colors

C oncen­
tration

S e q u en c e
ca rd s

Sidewalk
chalk

J Play
dough

Salt box W ater
colors

B eads Scissor Book
(repetition)

S e q u en c e
ca rd s

Jum p rope

K Play
dough

Uno cards W ater
colors

B eads Scissor Book
(repetition)

S e q u en c e
ca rd s

Jum p rope

L Play
dough

Parquetry Scissor B eads W ater
colors

Blank book S e q u en c e
c a rd s

Sidewalk
chalk

M Play
dough

W ater
colors

Salt box Puzzle B eads Blank book S e q u en c e
ca rd s

Sidewalk
chalk

N Play
dough

Scissor Salt box Puzzle S equence
cards

C oncen­
tration

Blank book S occer
ball

0 Play
dough

S cissor Salt box Puzzle S equence
cards

Blank book C o n c en ­
tration

Jum o rope
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CONFIDENTIALITY STATEMENT 
EARLY CHILDHOOD STUDENT HOME VISITORS 

HOME VISITING RESEARCH 
EARLY CHILDHOOD EDUCATION 

NANCY KLING PRIMARY INVESTIGATOR

I UNDERSTAND THAT ENTERING PARENTS' HOMES IS A PRIVILEGE I 
WILL RESPECT THE FAMILIES' PRIVACY AND KEEP CONFIDENTIAL ANY 
INFORMATION I MIGHT HEAR WHILE I AM VISITING WITH THEIR CHILD.

I ATTENDED A HOME VISITORS' TRAINING SESSION. DURING THIS 
MEETING THE PRIMARY INVESTIGATOR. NANCY A. KLING AND HER MAJOR 
PROFESSOR. LORAINE DUNN. PH.D. DISCUSSED THE PURPOSE OF THE HOME 
VISITS AS WELL AS HOME VISITING PROTOCOL. DURING THE MEETING WE 
DISCUSSED WHAT CONSTITUTES CHILD ABUSE AND THE PROPER 
PROCEDURES CONCERNING REPORTING IT. WE ALSO DISCUSSED HOW TO 
RECOGNIZE SITUATIONS THAT MAY BE UNSAFE TO US AS HOME VISITORS 
DURING THE VISITS. MY OBSERVATIONS OF EACH FAMILY WILL BE KEPT 
CONFIDENTIAL. THE ONLY TIME I SHOULD DIVULGE ANY INFORMATION 
CONCERNING THE FAMILY AND CHILD WOULD BE IF I PERCEIVED A CHILD TO 
BE IN DANGER. THIS SHOULD BE REPORTED TO NO ONE OTHER THAN NANCY 
KLING OR LORAINE DUNN. THEY WILL CONTACT THE HEAD START AGENCY

I UNDERSTAND THAT WE ARE TO ARRANGE A TIME FOR THE VISIT 
WHICH IS CONVENIENT FOR THE PARENT AND CHILD AS WELL AS OURSELVES. 
WE ARE ALWAYS TO GO IN PAIRS. AS WAS DISCUSSED IN OUR MEETING. IF 
THE SITUATION APPEARS UNSAFE. WE ARE TO LEAVE THE SETTING 
IMMEDIATELY.

Date Student Signature
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SAFETY ISSUES

1 Always go in pairs.
2. Call the parent to varify the time.
3. When should you not enter the home?

a. Parent is not there.
b. Party going on.
c. Unusual behavior (alcohol or drugs).
d. House in complete disaray.
e. Drug use of drug dealing
f. Evidence of alcohol consumption (empty bottles or can smell on breathe)
g. Contagious disease (chicken pox. mumps, the flu

4. USE YOUR COMMON SENSE AND GOOD JUDGEMENT. IF YOU FEEL 
UNSAFE. YOU PROBABLY ARE! If you feel uneasy in a situation, talk to me 
and we will talk to the Head Start teacher.

5. LET ME KNOW YOUR HOME VISITING SCHEDULE. This schedule should 
include the name of the child, the date and time of the visit, and the expected 
time of return.

6. Drive around the neighborhood and locate the homes before the day of the 
visits. Where are you going to park your car? Are your families close to one 
another? How safe does the neighborhood appear to be? Find the safest 
route to take. Choose well-lighted streets even if it takes a bit longer to get 
there. Reschedule the visit if there is illness in the home.

7. Try to do your visits during daylight hours.
8. Keep the visits to no more than 20 minutes.
9. Be sure you have gas in your car.
10. Do not leave personal possessions in the car.
11. Dress appropriately. This is not the time for a tank top. a baseball cap. 

expensive jewelry and a mini skirt.
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HOW TO IDENTIFY DRUG OR CHILD ABUSE

1. Drug abuse: Paraphernalia, erratic movements, smell
2. Child abuse: Do the parents have unrealistically high goals for the child. May 

expect child to be able to read and write at age.
3. Do the parents demonstrate any abusive behaviors during the visit? Such as 

shouting, grabbing or hitting the child.
4. Are there marks on the child such as bruises. Does the child flinch when 

approached by an adult?
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This is to verify that I have been counseled about the dangers of drugs and how to 
identify the signs of intoxication.

Student Signature 

Date
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C om parison Group Activities

September

October

November

December

January

February

March

April

Playdough 

Crayons and Paper
(Some sheets of paper were cut in various shapes)

Scissors and various types of paper (i.e.. textured)

Plastic animals for sorting or pretend play

Food Land (an adaptation of Candy Land)

Concentration Game
(Various colored cardboard shapes)

Black line Hunorv Caterpillar book (Eric Carlson)
The student visitor read the story to the child.
The child could add their own illustrations to the book. The 
book with words, but no illustrations, and crayons were left 
with the child.

Collage Materials; Colored paper, glue, 
foam shapes and stickers
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