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CHAPTER |
INTRODUCTION

Success By 6® (now known as Smart Start) is an organization that acts as a
catalyst for community efforts to ensure children arrive at school healtlger to learn,
and ready to succeed. In the spring of 2000, one Success By 6® community in Oklahoma
requested a community needs and resource assessment for strategic plamertgesi
the organization has grown, and in 2005 requested an updated assessment. The new data
was then used to make decisions about the next steps for the organization.

The data from the research conducted in 2005 includes information about
families, children, teachers, childcare, and community resources. Sgbgifica
information collected from the families included family demographics, chile settings
prior to school entry, child health history, family and children’s weekly and monthly
activities, and involvement and helpfulness of parenting programs. A final open-ended
guestion asked the parents if they could be a part of a parenting support group, what they
would hope to gain from participation and what questions would they ask. The
information gathered from teachers included teacher demographics, perceptions
children’s skills, abilities, and experiences, and teachers’ ratings oftanperof skills,
abilities, and experiences needed for developmental success. Other open-esii@usque
were also collected from teachers regarding the three most importaist efechildren O-
6 years of age, changes in needs, community agencies that meet needsbiggeshe

unmet needs in their community.



The teacher and family demographics, parent-child activities, teachers’
perceptions of student readiness and the teachers’ ratings of skills, adnildies
experiences needed for developmental success may help Smart Start andevtiepsa
common understanding of school readiness as it relates to this sample. A common
understanding and definition of school readiness between parents, teachers and
community efforts is the starting point for reaching the first National EdudtGoal,
having children starting school ready to learn (National Education Goals Panel, 1991)
The present study will utilize the data to further explore the relationship dreseaool
readiness, parent-child activities reported and teachers’ ratings and ofsattsol
readiness.

Definitions

School readiness is not an easy concept to define. The definition of school
readiness varies among parents, teachers, schools and communities, which srluence
child’s ability to transition to school. Kagan, Moore, and Bredekamp (1995) report for the
National Association for the Education of Young Children (NAEYC) that because
children’s performance is multidimensional and varied, it may be misleadinfirie de
readiness. As well, school readiness is socially constructed as i$ teldte information
available to parents, relationships between parents and schools, and a child’sexperie
(Graue, 1992).

For the purpose of this study, school readiness will be defined as skills needed for
developmental success, which contributes to a child’s ability to adjust to th& soci
emotional, and academic demands of beginning school. This study will further explore

the activities parents and children engage in as it relates to prepamnrahitoefor



school. The study will also use teacher report of school readiness and rashiljs of
needed for school readiness to further explore developmental successasassittoehe
teachers’ perceptions.
Problem Statement

Although there is a wealth of research on school readiness (Carlton & Winsler,
1999; Graue, 1992; Meisels, 1999; Pianta, 1997), there is little current research on
relations among parent-child activities and school readiness. The presewstudy
provide much-needed research documenting the relationship between activergs par
engage in with their children and how that relates to teachers’ report of tse ahilities
and experiences that the majority of the students demonstrate in thewatasslt will
further relate the parent report of activities, the teachers’ reportldfentis actual skills,
abilities and experiences with teachers’ perceptions of skills, ahilarel experiences
believed necessary for developmental success. This study could potentiallfjugineie
community efforts in aiding children to arrive at school healthy, eager to kad ready
to succeed as well as provide schools with information to help them become ready for
students.

Purpose of the Study

The present study would provide much-needed research documenting parent
report of the type of parent-child activities they engage in as it retateachers’
perceptions of skills, abilities, and experiences necessary for developnuectdsand
teacher report of skills, abilities, and experiences that the majority sfutients
demonstrate in their class. Little is known regarding the relationship betinesen

variables. Further, the study will explore the relationship ofrdmuencyandtype of



parent-child activities as they relate to teachers’ perceptions ohessdor
developmental success and teacher report of the students’ skills, abilities, and
experiences. This study could provide important information to local teachers and
community efforts regarding school readiness recommendations and practioesl, As
the information gained could provide parents with the specific skills teachersivgerc
important for school readiness, further guiding their school readinessiestatihome.
Research Questions
e What skills, abilities and experiences do teachers report are important for
children’s developmental success? Due to the exploratory nature of the question,
no hypotheses were generated.
e What skills, abilities and experiences do teachers report children demdhstrate
Due to the exploratory nature of the question, no hypotheses were generated.
e What school readiness activities do parents report that their children p&sticipa
in? Due to the exploratory nature of the question, no hypotheses were generated.
e What is the relationship between parent repotypé of activitiesand teacher
report of children’s skills and abilities? It is hypothesized that parentsepoot
reading with their child, helping their child do chores, and build things with their
child will have higher teacher report of children’s skills and abilities.
e What is the relationship between parent repoftagfuency of activitieand
teacher report of children’s skills and abilities? It is hypothesized thexiggavho
report engaging in school readiness activities more frequently will have higher

teacher report of children’s skills and abilities.



CHAPTER I
REVIEW OF LITERATURE
Theoretical Framework

Bronfenbrenner’s (1986) ecological systems theory encompasses tipemult
groups of environmental factors such as families, schools, and communities that
influence child development. In ecological systems theory, a “child deveitdpa &
complex system of relationships affected by various levels of the surrounding
environment” (Berk, 2006, p.26). This theory is an organization of the environmental
factors and relationships impacting child development.

In the theoretical model, the child is in the center of layers of systems. The
relationship a child has with school, family, and the neighborhood is described as the
microsysten{Bronfenbrenner, 1986). The connection between the different components
of the microsystem is called theesosystenAn example of the mesosystem could be
parent-teacher interactions. Further, the social settings that do not inclwthddHmut
affect the child, such as the community, parents’ workplace, or extended farodilets
theexosystemCustoms, values, and laws are examples ahdo@osystenthat affect
activities within the layers of the systems.

This theory demonstrates the various dynamic influences on a child’'s
development. All of the indirect and direct influences of the ecological systexary
impact a child’s readiness for beginning education. While educational laws,

policymakers, and national educational values indirectly impact a child’topevent



via the macrosystem, the expectations, beliefs, and practices of pareteacieas
directly influence children’s school readiness via the microsystem arasys¢ésm. The
multiple influential components of ecological systems theory, specifisafigol and
family, provide the theoretical foundation for the present study.

School Readiness History

The history of the phrase “school readiness” is quite elaborate. During the 1980's,
attention had been given to early childhood achievement and experiences (Raudenbush &
Bryk, 1986; Swick & Lovingood, 1981; Willer & Bredekamp, 1990). Then, in 1883,
Nation at RiskNational Commission on Excellence in Education, 1983) promoted the
need to develop more challenging school curricula and raise standards in education. The
unintentional domino effect impacted the academic demands for school entrance and
placement.

In 1991, an educational summit that included 51 governors met, giving rise to the
National Educational Goals Panel. As a result, a renewed federal comnfiiment
improving educational achievement and an increased commitment to education as a
whole developed. The six National Education Goals were established, becoming known
as Goals 2000. This was later expanded by Congress to eight goals. TheHestight
goals stated, “All children in America will start school ready to leaxdtipnal
Education Goals Panel, 1995).

The “readiness goal,” as it has become known, has fueled the flame of much
debate and study. A great deal of empirical research on school readinesslideavaila
(Graue, 1992; Kim, Murdock, & Choi, 2005; Mashburn & Henry, 2004; Piotrkowski,

Botsko & Matthews, 2001). School readiness has become a catchphrase familiar



educators, school administrators, and young families. Furthermore, definidon&est

has become problematic. With diverse understanding, experiences, and definitions of
school readiness, confusion has become the norm. Definitions and practices of school
readiness tend to differ among schools, teachers, parents, and communitiesniss pare
and schools come together for the common good of children during the criticaldrans
into formal schooling, it is important that congruent ideas and practices of school
readiness are created.

Developing a definition has not been easy. The National Association for the
Education of Young Children (NAEYC) holds the position that “child performance is
multidimensional and varied; therefore it would be misleading and dangerous to define
readiness” (Kagan et al., 1995, p.6). Graue (1992) concludes that readiness 15 sociall
constructed as well as a relative entity dependent on information avadadaeents,
relationships between parents and schools, and child experiences. Furtheref@écasie r
the notion of children needing to be ready for school; rather, Graue advocates the idea
that schools need to be ready for children.

The Child

Age has long-been the predominant defining factor for school readiness. Most
states deem children eligible for kindergarten if they are five yddnsy a cutoff date in
early fall (Saluja, Scott-Little, & Clifford, 2000). Age is a universal chimastic, but
each child is unique in gender, family composition, experiences, and temperament.
Common factors that tend to influence a child’s experiences in being reasbhtml

include: previous preschool experience, social skills, intelligence, gdémeadgh and



well-being, gender, race/ethnicity, and socioeconomic status. Each ofatiess and
their relationship to school readiness will be described in more detail.
Preschool Experience

Previous school experience has been associated with school readiness. Many
preschool programs, such as Head Start, have been formed to help children become ready
for school. The preschool experience is meant to enrich a child’s family and home
experiences. Early education has been found to help reduce achievement gaps in school
readiness (Perez-Johnson & Maynard, 2007). Dependent on preschool curriculum,
Lunenburg (2000) asserts early childhood educational experiences bridge thesgadi
transition into kindergarten. In a study on the effects of universal Pre-K on gegniti
development in Oklahoma, Gormley, Gayer, Phillips and Dawson (2005) researched the
overall effect of Pre-K for children of varying race, ethnicity and ineohiney found
statistically significant positive effects of preschool attendanddigpanic, Black,
White, and Native American children’s performance on cognitive tests oéadeg
skills, reading skills, pre-writing skills, spelling skills, and math reasoaimproblem-
solving abilities. These findings held across all income brackets. Geneldlityen who
attend a preschool program prior to kindergarten tend to adjust and have more readiness
skills than their peers who have not attended a preschool program.
Social Skills

It is beneficial for young children to develop social skills including prosocial
behavior, following instructions, age-appropriate communication, getting along with
peers and adults, and independence in order to experience early school success. Pianta

and Stuhlman (2004) explored the teacher-child relationship between teachers and their



preschool, kindergarten and first grade students. They found that teachers’ report of
higher conflict was associated with lower social skills and closerars$ips were
associated with higher social competence. Mashburn and Henry (2004) found that socia
emotional development is likely a fundamental characteristic for a coN@'all success
in school. Studies also find that negative behaviors such as disruptive, disorganized,
disturbing, inattentive, uncooperative, or off task behaviors are noted as the most obvious
predictor of failure prone-students (Johnson-Fedoruk, 1991). It may seem that social
skills enhance teachers’ and parents’ perceptions of school readiness (Mabviaie,
& Cuskelly, 2004). Contrary to these findings, a longitudinal study linking school
readiness and later achievement found behavior was an insignificant prediater of
achievement (Duncan et al., 2007). Social skills tend to be beneficial for school
readiness, but may not be related to later school achievement.
Gender

Gender has been found to be an influential factor in school readiness. Angenent
and deMan (1989) found a significant relationship between social maturity andsema
Girls appeared to be more socially mature than boys. Additionally, 20% of boys were
identified as not ready for school compared to 11% of girls. Consistent withuiths st
Zill (1999) has reported that boys tend to have more academic and behavioral problems
than girls.
Academic Readiness

Cognitive readiness assessments such as one-dimensional, group-administered,
computer scored or multiple-choice achievement tests used for placementgyroupi

retention, or labeling may be frowned upon by early childhood experts (Kagan et al.,



1995; Meisels, 1999), yet some achievement tests have credible predictive pawass. Ac
six longitudinal data sets, Duncan et al. (2007) found that early math and Ig&ily
had the greater predictive power over reading and attention for later schoograadi
math achievement. Additionally, Agenent and deMan (1989) found that higher
intelligence is associated with greater readiness. Howeverpfarid Winsler (1999)
have found assessments that only regard academics fail to predict futuraiacade
success. Undoubtedly a child with basic knowledge would have an easier adjustment to
the increasing academic demands of school.
Socioeconomic Status and Ethnicity

Children from low socioeconomic families and minority children concern
educators in their ability to adjust to school. Some areas of concern may indiuda! c
perspectives, nutrition, language barriers, parent involvement, single paréieisfaon
typology of “at-risk”. Perez-Johnson and Maynard (2007) discuss the concern with
achievement gaps between children of low income and diverse ethnicity/race as an
influence on policy and productivity in the educational system. In their study, titey fi
that “early, vigorous” intervention for disadvantaged children is the best chancleite re
gaps in school readiness. Although seemingly unrealistic, Duncan and Magnuson (2005)
found that increasing family income could be a promising intervention to narrow the
achievement gap in school readiness. In a large study involving 501 Pre-K students in
five different states’ public education programs, Barbarin et al. (2006) founchilten
from high socioeconomic families had higher academic skills in math and gengod

fewer behavior problems than their disadvantaged peers. Low socioeconomicratatus a
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race/ethnicity are characteristics that are often negatigshceted with school
readiness.
Health

Related to socioeconomic circumstances and ethnicity is a child’s health lhnd we
being. Specifically, prenatal care, low birth weight, immunizations, and prevémataleh
care are areas of concern. Community schools have been created withrclimecs
school to promote health care. As well, schools host dental, immunization, flu-shot, or
wellness check clinics. Communities are developing parenting classascthdei
information on nutrition and health. Also, schools not only have lunch, but now breakfast
is served for children who may not receive a healthy meal at home. Dworkin (1993)
asserts that pediatric care can monitor and screen while being arveffeetiictor of
school readiness. More specifically, Janus and Duku (2007) found that a child’'s
suboptimal health contributes to vulnerability when starting school. It can beidedcl
that a child’s school readiness is influenced by their health.

The Parent

A child’s family largely impacts experiences related to school readirit has
been stated by the National Goals Panel (1995) that parents are their childsen’s fi
teacher. The relationship between the child and their parent as well as tredelief
practices of parents are key influential components in children’s school readii@nta
(1997, p. 14) remarks that “parent-child relationships have a history, a memory;eghey ar
patterns of interactions, expectations, beliefs and affects organized atadegel

abstract than observable behaviors.”
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Parent Expectations

From the child-parent relationship, parental expectations influence a child’'s
ability to be successful in school. An early study by Maxwell and Eller (1f@94d that
high parental expectations of school success, cognitive stimulation fromsparéome,
and positive parent-child interactions were the best predictors of school success.

If parental expectations play such a key role, it is important to discovetheyat
believe and practice. A Head Start study indicated that when parents expettittiean
to do well, they will (Galper, Wigfield, & Seefeldt, 1997). As well, the study mteid
the parents’ positive belief in their child was correlated with their chilslfrsitive
attitude toward school, performance on math and reading achievement testimg, and t
child’s belief in him/herself. Undoubtedly the parent-child relationship and parent
expectations have profound value for children’s school readiness and adjustment.
Diamond, Reagan, and Bandyk (2000) found that parents’ concern for kindergarten
readiness and the activities parents participated in with their childrenunezlated.
Report of what parents say is important for school readiness may diffemanthey
actually practice at home (West, 1993). More research is need regardin@tioaskip
between the readiness activities parents engage in with their childtgragents’
perceptions of school readiness.

Parental Beliefs of Academic Readiness

Diamond et al. (2000) found that parents’ kindergarten readiness beliefs included
both behavior and academic skills. The study concluded that parents do put more
emphasis on a child’s academic abilities when considering delaying thdis sichool

entry. Some research (Welch & White, 1999; West, 1993) found that parents view
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academic skills as important for school readiness. Academic skills magienaounting,
holding a pencil correctly, and knowing the alphabet. Kindergarten entry ragsgss
state-wide testing, new standards for No Child Left Behind criteria, onéloka attention
may be the reason for parents’ concern for academic skills.
Parental Beliefs of Social Readiness

Others find that parents view social skills as important in kindergarten readiness
(Kim et al., 2005; McAllister, Wilson, Green, & Baldwin, 2005; Mcintyre, Eckedsé,
DiGenaro, & Wildenger, 2007). Social skills may include communication, taking turns,
paying attention and self-control. A Head Start study (McAllister et al5)2@8ted that
the parents in their sample valued academic skills, yet tended to place npbigssnon
social and emotional health or skills. The parents wanted their children to have self
respect and be able to stand up for themselves as they viewed school as a threatening or
“foreign” environment. With children coming from diverse preschool, childcare,
community and family experiences, social skills are a central aspectefgarten
readiness.
Parental Education

Parents’ educational level has been found to affect their views on school readiness
(Greenburg, Liuana, Cole, & Pinderhughes, 1999; West, 1993). In fact, West (1993)
found that a majority of parents who were college completers believed acakdini
were important for kindergarten readiness compared to the majority of patentsaad
less than a high school education, high school education, or some college, who placed
more of an importance on social and emotional behaviors. On the contrary, Piotrkowski

et al., (2001) found that of the 441 parents surveyed, parental educational attainment was
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unrelated to views of readiness. Regardless, parental education level is ofiabla va
considered in studies of children.
Family Culture

Certainly culture influences parental values, expectations and prattieestudy
on parental ethnotheories, Brooker (2003) found that more than maternal education,
home culture and preparation have greater consequences for school experiences and
achievements. As well, a Head Start study involving parents of White, Blacknitispa
Asian and other cultural groups found that ethnic differences emergedinggaarents’
beliefs about their children’s abilities and futures (Galper et al., 1997). firrgiings
showed that White and Black parents were significantly more confident thamidispa
parents, believing that their children would receive a good education. Asian pezeats
significantly more confident than Hispanic parents that their children woulthabjab
after schooling. Hispanic parents rated their children as significantly posigve in
sports. It can be concluded that parental beliefs and expectations are influgenced b
ethnicity and culture.
Home Activities

There is limited research on the topic of what parents do at home to help their
children become ready for schobBiamond et al. (2000) researched the frequency of
home learning activities parents report their children were engaged iretheysrweek.
Parents reported providing their children with reading and watching educational
television several times a week as learning opportunities. However, the honreglea
activities reported were unrelated to parents’ concerns regarding theis chi

kindergarten readiness. In a more recent study, Kim et al. (2005) researched the
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relationship between parents’ beliefs about kindergarten readiness andhgarenti
practices. The results also indicated no strong consistency betwees' gaekefs and
parenting activities. These studies address parental beliefs as #ieyaoedchool
readiness. Further research needs to be developed in these areas to addpessdhe ty
activities and frequency of activities as they relate to parents, pereptid beliefs of
school readiness.

In a large study of 551 parents of preschoolers and kindergarteners, Stipek,
Milburn, Clements, and Daniels (1992) found a significant association between parents’
beliefs about appropriate ways to teach basic skills to their children arehthang
activities they engaged in with their children. Further, they found that paméat
embraced didactic, teacher-directed approaches to learning engageahtéaching
activities like flashcards or workbooks. Also, parents who engage in informaliastivit
such as reading to their child opposed didactic methods. As well, poorly educated parents
were more closely associated with didactic methods compared to weltedipeaents.

The researchers do caution that the significant associations must be ietecprgtously
because parental practices were surveyed and not observed directly. Maretrés
needed to explore the relationship between parents’ beliefs in appropriatewegaht
basic skills, the learning activities they engage in, and school readiness

Kessler (2002) explored the relationship between monthly and weekly parental
activities and kindergarten readiness. The survey included eight weekltiextstory
telling, teaching letters and numbers, singing, art, outdoor games, indoor games, running
errands together like going to the bank, and involving a child in chores. The survey also

included six monthly activities including: visiting the library, going to & glancert or
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show, visiting an art gallery, museum, or historical site, visiting the zoo, talkthga
child about heritage, and attending a community or religious event.

In the study, Kessler (2002) reports that there was no significant relationship
between monthly activities and school readiness. A positive relationship was found
between weekly activities and school readiness. In fact, parents’ involvemerakly we
activities contributed more to kindergarten readiness than demographtdesria
including gender, ethnicity, highest grade parent completed, and age. Funtbets pa
who participated more in weekly activities had children who scored higher on the MAS-
R, language and literacy skills, and social development skills assessmealsr Kiss
notes that the results failed to differentiate between the type of activitye amount of
activity and should be researched further.

Further research on parent and home activities and children’s school success is
needed. As well, more research is needed on differentiating between the typenof
child activities and the frequency of the parent-child activities as ieselatschool
readiness. Little empirical research exists exploring the rel&ipasnong these
variables.

The Teacher

The teacher-student relationship, teachers’ expectations, and belietsngga
school readiness are vital to their students. Pianta and Stuhlman (2004) assert that
teacher-child relationships are an influential component in children’s abilggquire
the skills needed for success. As well, Welch and White (1999) remark how teachers
beliefs can influence early evaluations of students’ abilities anddesa@xpectations,

which in turn affect student placement and promotion. Therefore, it is important to
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discover what teachers believe and expect regarding school readinessl Gdegories
of beliefs emerge including academics, social skills, and age/gendécfiinesalth.
Teacher Beliefs of Academic Readiness

In a longitudinal study including 3,305 teacher participants, Lin, Lawrence, and
Gorrell (2003) found that younger teachers compared to older teachers valuedi@acade
skills more highly in school readiness. Similarly, Piotrkowski et al. (2001) report
preschool teachers more than kindergarten teachers rated basic knowledgksaasd s
more important readiness skills. Overall, academic skills have been tepyitieachers
as less necessary than social skills for school readiness (Johnson, Gallaghes:
Wong, 1995; Lin et al., 2003; McBryde et al., 2004; Welch & White, 1999).
Teacher Beliefs of Social Readiness

Teachers report social skills such as temperament, communication, complianc
and the ability to interact with peers and authority as influential to schoohesadi
McBryde et al. (2004) report that well-developed social skills, adaptalaifity
persistence with an activity positively influenced teachers’ decisimhbaliefs of school
readiness. As well, temperament related to withdrawn or shy behaviors nggativel
influenced teachers’ decisions and beliefs of school readiness. SimilartkoRRiski et
al., (2001) report teachers believe social competence is associated withreabowss.
Welch and White (1999) also note teachers report communicating needs, wants and
thoughts and being enthusiastic and curious as essential to school readiness. Finally
Johnson et al. (1995) surveyed 176 teachers in three school districts, one urban, another
suburban and the other rural. These teachers identified independence, communication

ability, social skills, and getting along with peers and adults criticatdasitioning into
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kindergarten. The previous studies suggest that teachers consider sociatisgdlsor
school readiness.
Teacher Beliefs about Age, Gender, and Health

Age and gender tend to influence teachers’ beliefs and practices relatbddb s
readiness. McBryde et al. (2004) find that teachers perceived girls aseadyefor
school than boys. Additionally, they find that chronological age influenced tsacher
beliefs on school readiness. As well, health concerns emerged from teacherakport
school readiness. Numerous researchers have consistent data regarding tepcieof
the importance of physical health, being well rested and well nourished for school
readiness (Meisels, 1999; Piotrkowski et al., 2001; Welch & White, 1999). It is agreeable
that children who are healthy, well nourished and rested will excel in tgacher
expectations and school readiness.

Finally, a teacher’s expectations and beliefs impact children’s alolagduire
the skills necessary for school success (Pianta & Stuhlman, 2004). Acadenociahd s
adjustment as well as age, gender and health are factors that influeheestdaaliefs
and practices (McBryde et al., 2004; Meisels, 1999; Piotrkowski et al., 2001). More
research is needed on how teachers’ beliefs about the diverse factors of satlioelss
relate to students’ school adjustment and success.

Parents and Teachers

Some similarities and some differences have emerged in the researdmgegar
parents’ and teachers’ expectations, beliefs, and practices relatdatd Ieadiness.
West (1993) asserts that when parents and teachers hold similar beliefs,mpagents

encourage their children in the skills teachers look for as children begin kirtdarga
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Welch and White (1999, p. 13) emphasize, “High levels of congruence between parent
and teacher groups may be facilitating factors in the quality of educainbenss
receive.”

Similar factors emerged in a study investigating the factors thaende parents’
and teachers’ beliefs on school readiness of 215 preschool children. Theseralides i
chronological age, task persistence, and adaptable behaviors (McBryde et al.li2004)
another study investigating parents’ and teachers’ beliefs about school ssadiadigh
needs community, Piotrkowski et al. (2001) found that parents and teachers agreed on
health and social competence as necessary for children to be ready fansh®tr to
school.

Social skills tend to be the common thread among teachers and parents, although
there are some inconsistencies in the vast amount of literature on school redtieess
activities parents do with their children can facilitate social skillselsas academic
skills to help promote school readiness. More research is needed to study itestejat
between parent reports of frequency of activities and what types of astpatients are
doing with their children to help them become ready for school. Research on these topic
gives teachers and schools valuable information to become a “ready schooll’as wel

providing information to community leaders and policymakers in their support aitpare
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CHAPTER 1l
METHODOLOGY
Participants

The community needs assessment included parents, teachers and students in
several communities in Oklahoma. Overall, 862 parents of Pre-Kindergarten,
Kindergarten, and®igrade children participated. For the purposes of the present study,
data from parents (N=577) of Pre-K and Kindergarten children will be used. Table 1
shows parent response by grade level. Table 2 shows parent report of childrdn’s chil
care settings prior to school entry. The demographic information about the$aimithis
study is represented in Table 3. Information about children’s health was alskedathe
from parents. Parents answered “yes” or “no” to 14 questions indicating chsldhesadth.
Table 4 shows parent report of the overall health of children.

Teachers from public schools as well as Pre-K teachers from Head &tiatt, f
based, private preschools, and family child care homes patrticipated. Overalte136 P
Kindergarten, Kindergarten, and first grade teachers participated. For gosesiof the
present study, data from the 70 Pre-K and Kindergarten teachers who participldted wi

used. Teacher demographic information is represented in Table 5.

20



Table 1

Parent Responses by Grade Le\$577)

Grade Level Parents
n (%)
Pre-Kindergarten 371 (64)
Kindergarten 206 (36)
Table 2
Child Care Settings Prior to School En(iN=577)
Child Care Setting Parents
n (%)
Head Start 61 (11)
Faith-based 99 (17)
Private 190 (33)
Family Child Care 106 (18)
Relative Care 134 (23)
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Table 3

Family DemographicéN=577)

Descriptor

Parents (N=577)

# of Children in the Home

Mean 2.21
Range 1—-8
# of Adults in the Home
Mean 1.94
Marital Status
Single 11%
Married 7%
Divorced 5%
Yearly Household Income
Mean $36,000—%$40,999
Range
Low 0
High $250,000+
Table 4

Parent Report of Overall Health of Chi(§l=577)

Health Status Parents
n (%)
Very Healthy 352 (61)
Healthy 218 (38)
Somewhat Unhealthy 2 (<1)
Very Unhealthy 4 (<1)
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Table 5

Teacher Demographic Informatigil=70)

Descriptor
Mean Age 37.48 years
Ages 23—29 25%
Ages 30—35 29%
Ages 36—47 21%
Ages 48—60 25%
Sex
Female 99%
Male 1%
Marital Status
Single (never married) 11%
Single (separated, divorced, widowe 9%
Married 79%
Ethnicity
Native American 8%
Caucasian 91%
Other 1%
Education Level
High school/GED 2%
Some College 12%
Two-year College Degree 3%
Four-year College Degree 36%
Some Graduate College 23%
Graduate Degree 24%
# years teaching experience
Mean 11 years
Range <1 year—34 years
# years living in community
Mean 18 years
Range <1 year—A48 years
# years teaching in community
Mean 9 years
Range <1 year—30 years
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Procedures

The present study involves secondary data analysis. Data was gathered from
parents, teachers, and child care providers in several communities in central
Oklahoma in the fall of 2005. Participation in the project was voluntary.
Questionnaires were distributed to parents and teachers via the schools.

Instruments

A parent questionnaire was designed to gather information (see Appendix A).
The questionnaire covered four general areas: Family Demographican(sg ite
Child Health (15 items), Family & Children’s Activities (14 items; 9 wgelid 5
monthly), and Parenting Programs (4 items). Approximately 2,000 questionnaires
were distributed to parents via public schools, child care centers, Head Start
programs, and family child care homes. Eight-hundred-sixty-two parents responded,
for a response rate of 43%.

A teacher questionnaire was designed for Pre-Kindergarten, Kindergamnte
first grade teachers. Questions were asked about skills, abilities, aniespsof
the children in their classrooms (15 items; see Appendix B). Teachers s@eskéd
about school transition activities (19 items). Additionally, teachers wkesl apen-
ended questions regarding their perceptions of the needs of the children and families
in their communities (8 items). Approximately 128 questionnaires were disttitiute
public school teachers. As well, 65 questionnaires were distributed to Pre-
Kindergarten teachers in child care centers in the community (Head &tarbdsed,
private preschool, and family child care homes). Eighty-nine teachers redptorde

a response rate of 46%.

24



Data Analyses
The following analyses were used to explore the research questions.
Research Question 1: What skills, abilities and experiences do teachers report
are important for children’s developmental success? Descriptive analyses
were conducted, including means, standard deviations, ranges, frequencies,
and percentages. Additionally, ANOVA'’s were conducted to determine if
there were differences in teacher report of the importance of skijledrg of
teaching experience and by grade level (Pre-K vs. Kindergarten).
Research Question 2: What skills, abilities and experiences do teachers report
children demonstrate? Descriptive analyses were conducted, including means,
standard deviations, ranges, frequencies, and percentages. Additionally, Chi-
square analyses were conducted to determine if there were differences in
teacher report of children’s skills by years of teaching experienceyand b
grade level (Pre-K vs. Kindergarten).
Research Question 3: What school readiness activities do parents report that
their children participate in? Descriptive analyses were conducteddingl
means, standard deviations, ranges, frequencies, and percentages. An
exploratory factor analysis was run to determine how the items loaded
together as factors. Additionally, ANOVA'’s were conducted to determine if
there were differences in parent report of activities by grade levie¢ @hild
(i.e., Pre-K vs. Kindergarten).
Research Questions 4 & 5: What is the relationship between parent report of

type of activitieand teacher report of children’s skills and abilities? What is
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the relationship between parent reporfreiuency of activitieand teacher
report of children’s skills and abilities? Analyses for these researchangesti
were combined. Logistic regression analyses were conducted; predictor
variables were each of the 3 activity factors identified via the factakysis
(see Research Question 3). Outcome variables were teacher repoht of eac
the 15 skills/abilities/experiences. Thus, 45 separate logistic regression
analyses were performed. Family income was controlled for in each of the

analyses.
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CHAPTER IV
RESULTS
Teacher Report of Importance of Skills, Abilities, and Experiences

Teachers reported on the importance of different skills, abilities, and
experiences that children need for developmental success (see Tables 6 &tine7). O
teacher report, 77% of teachers reported “shows curiosity and interest indéasni
anessentiakkill. Other skills considereglssentiaby many teachers included:
“following directions and instructions” (70%), “good language & communication
skills” (61%), and “listen & pay attention” (60%).

A one-way analysis of variance (ANOVA) was conducted to determine if
there were differences in teacher report of importance of skills by greele No
significant differences were found. As well, a one-way ANOVA was conduote
determine if there were differences in teacher report of importan&dlsty years
of teaching experience (with years grouped by quartiles). Again, ndicagri

differences were found.
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Table 6

Means, Standard Deviations, and Ranges for Teacher Ratings of Importance of Skills,
Abilities, and Experiences (N = 70)

Skill / Ability/ Experience Mean _SD Range*
Listen & pay attention 4.43 0.93 1—5
Good language & communication skills 4.49 0.74 2—5
Positive prior reading experiences 4.54 0.74 1-5
Toilet trained 4.30 0.91 1—5
Follow directions and instructions 4.55 0.85 1—-5
Good social skills 4.45 0.76 1-5
Sit still 3.81 0.88 1—5
Possess basic knowledge 3.58 1.06 1-5
Separate easily from parents or 3.96 0.79 2—5
caregivers
Exhibit fine motor skills 3.96 0.96 2—5
Show curiosity and interest in learning 4.69 0.68 1-5
Care for/assist in caring for self 3.90 0.79 1—5
Physically healthy 4.26 0.83 2—5
Developmentally mature 4.00 0.93 1-5
Signs of previous experiences with 3.88 0.87 1—-5

other children

*1=no importance; 2=little importance; 3=moderate importance; 4=very important;
5=essential
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Table 7

Frequencies for Teacher Ratings of Importance of Children’s Skills, Abilities, and
Experiences (N = 70)

Skills/Ability/ No Little Moderate Very
. Importance  Importance Importance Important Essential
Experience
n (%) n (%) n (%) n (%) n (%)
Listen & pay attention 34 0 (0) 3(4) 22 (31) 42 (60)
Good language & 0 (0) 2 (3) 4 (6) 21 (30) 42 (61)
communication skills
Positive prior reading 1(2) 1(1) 1(2) 23 (33) 43 (62)
experiences
Toilet trained 1(2) 1(2) 11 (16) 18 (26) 36 (51)
Follow directions and 2 (3) 0 (0) 4 (6) 15 (22) 48 (70)
instructions
Good social skills 1(2) 1(2) 2 (3) 27 (39) 38 (55)
Sit still 1(2) 2 (3) 22 (32) 28 (41) 16 (23)
Possess basic knowledge 3 (5) 6 (9) 21 (31) 23 (34) 14 (21)
Separate easily from 0 (0) 1(1) 20 (29) 30 (43) 19 (27)
parents or caregivers
Exhibit fine motor skills 0 (0) 6 (9) 15 (22) 24 (35) 24 (35)
Show curiosity and 1(2) 0 (0) 2 (3) 13 (19) 52 (77)
interest in learning
Care for/assist in caring 1(2) 1(2) 16 (24) 36 (53) 14 (21)
for self
Physically healthy 3(4) 0 (0) 8 (11) 27 (39) 32 (46)
Developmentally mature 1(2) 4 (6) 11 (16) 30 (44) 22 (32)
Signs of previous 1(2) 2 (3) 18 (26) 31 (45) 17 (25)
experiences with other
children
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Teacher Report of Students’ Skills, Abilities, and Experiences

Teachers reported whether or not the majority of children in their class
possessed or demonstrated a variety of skills needed for developmental seecess (s
Tables 8 and 9). Ninety-nine percent of teachers reported that the majoritidcérchi
in their class “separate easily from parents or caregivers.” Gkileyr where a large
percentage of teachers reported that the majority of children in theiposssssed
the skill included: “physically healthy” (97%), “toilet trained” (96%), dstlows
curiosity and interest in learning” (96%). Interestingly, only 40% of teaalegorted
that the majority of children in their class “possess basic knowledge.”

Chi-square analyses indicated there were no significant differencexhete
report of children’s skills by years of teaching experience (using cgsaftif teaching
experience). Chi-square analyses indicated there were differaneesher report of
children’s skills by grade level (Pre-K vs. Kindergarten). Significaféhces were
found between Pre-K and Kindergarten teachers for three skills: socig) ekhibits
fine motor skills, and cares for oneself (see Tables 10, 11, & 12). For each of these
activities, Kindergarten teachers indicated their students demonstratessesged

these skills more frequently than Pre-K teachers.
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Table 8

Means, Standard Deviations, and Ranges for Teacher Ratings of Children’s Skills,
Abilities, and Experiences (N = 70)

Skill / Ability / Experience Mean _SD Range*
Listen & pay attention .67 0.47 0—1
Good language & communication skills .87 0.34 0—1
Positive prior reading experiences .84 0.37 0—1
Toilet trained .96 0.21 0—1
Follow directions and instructions 72 0.45 0—1
Good social skills .67 0.48 0—1
Sit still .57 0.50 0—1
Possess basic knowledge 40 0.49 0—1
Separate easily from parents or .99 0.12 0—1
caregivers
Exhibit fine motor skills .54 0.50 0—1
Show curiosity and interest in learning .96 0.21 0—1
Care for/assist in caring for self .88 0.33 0—1
Physically healthy .97 0.17 0—1
Developmentally mature .64 0.48 0—1
Signs of previous experiences with .93 0.26 0—1

other children

*0=no; 1=yes
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Table 9

Frequencies for Teacher Ratings of Children’s Skills, Abilities, and Experiences
(N =70)

Skill / Ability / Experience Teachers reporting majority of
the skills/abilities/experiences

n (%)

Listen & pay attention 47 (67)

Good language & communication skills 59 (87)

Positive prior reading experiences 58 (84)

Toilet trained 66 (96)

Follow directions and instructions 49 (72)

Good social skills 46 (67)

Sit still 40 (57)

Possess basic knowledge 26 (40)

Separate easily from parents or caregivers 69 (99)

Exhibit fine motor skills 38 (54)

Show curiosity and interest in learning 65 (96)

Care for/assist in caring for self 60 (88)

Physically healthy 67 (97)

Developmentally mature 44 (64)

Signs of previous experiences with other children 64 (93)
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Table 10

Chi-square Analysis for Percent of Teachers Reporting Majority of Children
Demonstrate Social Skills (N=69)

Skill Pre-K Kindergarten x2(1) P
Teachers Teachers
(n=45) (n=24)
Social Skills 58% 83% 4.60 .032
Table 11

Chi-square Analysis for Percent of Teachers Reporting Majority of Children
Demonstrate Motor Skills (N=70)

Skill Pre-K Kindergarten x2(1) P
Teachers Teachers
(n=46) (n=24)
Motor Skills 37% 88% 12.24 .000
Table 12

Chi-square Analysis for Percent of Teachers Reporting Majority of Childree foar
Self (N=68)

Skill Pre-K Kindergarten x2(1) p
Teachers Teachers
(n=44) (n=24)

Caring for Self 82% 100% 4.96 .026
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Parent Report of Activities

Descriptive information about parent report of childreméeklyactivities can
be seen in Tables 13 and 14. Descriptive information about parent report of children’s
monthlyactivities can be seen in Tables 15 and 16.
Factor Analysis and Scale Reliabilities

In order to determine whether the 13 items representing school readiness
activities reported by parents could be reduced to a smaller number dfes;tevi
principal axis factor analysis with varimax rotation was performedoFawith an
eigenvalue greater than or equal to 1.0 were included in the final solution. Itdms wit
factor loadings of .40 or higher were considered to comprise a factor and were
interpreted in the solution (Tabachnick & Fidell, 1998). The solution converged
easily and could be readily interpreted. Four factors were extractajrding for
52% of the variance. Three of the factors were interpretable. The thres faeter
named: Hands-on Activities, Sports & Games, and Community-based Astiine
item was complex (“builds things with child”), loading on more than one factor.
Because this item loaded on one interpretable and one non-interpretable fa@sr, it w
retained on the interpretable factor of Hands-on Activities. Table 17 showstibre fac
loadings for each of the items.

Scale reliabilities for the School Readiness Activity factors waleulated
using coefficient alpha. Alpha coefficients for hands-on activities exdabde 70
criterion (Nunnally, 1978). However, sports & games (.52) and community-based
activities (.58) fell below this criterion. This is likely due to the few nundfétems

that comprise each of these two factors (3 items for each factor). Tieerefsults of
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analyses using these factors must be interpreted with caution (see Table 18).

Table 13

Means, Standard Deviations, and Ranges for Parent Ratings of Weekly Activities
(N =577)

Weekly Activity Mean _$D Range *
Read to child 2.12 0.77 1—4
Sing with child 1.93 0.83 1—4
Do art activities with child 1.43 0.78 1—4
Help child do chores 1.72 0.78 1—4
Play board/card games with child 1.11 0.63 1—4
Talk about nature with child 1.53 0.78 1—4
Build things with child 1.33 0.73 1—4
Play sports with child 1.38 0.75 1—4
Watch TV/Videos/DVD with child 1.77 0.81 1—4

*1=never; 2=1-3 times/wk; 3=4-6 times/wk; 4=7 or more times/wk
Table 14

Frequencies for Parent Ratings of Frequency of Weekly Activities (N =5 77)

Weekly Activity Never 1-3 times/ 4—6 times/ 7+ times/

n (%) Week Week Week

n (%) n (%) n (%)
Read to child 3(<1) 132 (23) 234 (40) 209 (36)
Sing with child 9 (2) 194 (34) 202 (35) 169 (29)
Do art activities with child 44 (8) 301 (52) 169 (29) 62 (11)
Help child do chores 14 (3) 233 (41) 219 (38) 104 (18)
Play board/card games with 73 (13) 378 (66) 106 (19) 14 (3)
child

Talk about nature with child 26 (5) 294 (51) 178 (31) 75 (13)
Build things with child 50 (9) 321 (56) 163 (29) 37 (7)
Play sports with child 53 (9) 285 (50) 193 (34) 39 (7)

Watch TV/Videos/DVD with 5 (<1) 248 (43) 200 (35) 119 (21)
child
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Table 15

Means, Standard Deviations, and Ranges for Parent Ratings of Monthly Activities
(N =577)

Monthly Activity Mean 8D Range *

Attend a play/concert/live show .35 0.54 1—4

Visit an art gallery/museum/ 31 0.49 1—4
historical site

Visit zoo/aquarium or petting farm .55 0.58 1—4

Attend a sporting event .86 0.86 1—4

Attend a church/religious event 1.46 1.07 1—4

*1=never; 2=1-3 times/month; 3=4-6 times/month; 4=7 or more times/month

Table 16

Frequencies for Parent Ratings of Frequency of Monthly Activities (N =5 77)

Monthly Activity Never 1-3 times/ 4—6 times/ 7+ times/
n (%) Month Month Month
n (%) n (%) n (%)
Attends a play, concert, or 384 (68) 170 (30) 11 (2) 2 (<1)
live show
Visit an art gallery, 404 (71) 156 (27) 9(2) 0
museum or historical site
Visit a zoo/aquarium/ 277 (49) 274 (48) 13 (2) 4 (<1)
petting farm
Attend a sporting event 244 (39) 236 (42) 74 (13) 34 (6)

Attend a church/religious
event 128 (23) 174 (31) 142 (25) 125 (22)

36



Table 17

Factor Analysis of School Readiness Activi{lds577)

Factor Loadings

Factor 1 2 3 4
Hands-On Activities

Read to child 71 -.05 .04 -11
Sing with child 72 .01 .04 -13
Do art activities with child 56 .27 22 15
Help child do chores 51 .08 .26 18
Talk about nature with child 58 .24 .08 31
Build things with child 43 27 35 .46
Community Activities

Attend a play, concert, or live show .07 .63 .05 -22
Visit an art gallery, museum, or historical site .06.76 .06 -.01
Visit a zoo, aquarium, or petting farm .09.73 .13 .03
Sports & Games

Play games (board/card) with child .32 0556 .05
Play sports with child A7 10 .78 .18
Attend a sporting event -.15 19 .69 -.44

Table 18

Alpha Coefficients for School Readiness Activity Factors (N = 577)

Source Alpha Coefficient
Hands-on Activities 72
Sports & Games 52
Community-based Activities .58
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An ANOVA was conducted to determine if there were differences in parent
report of individual activities by grade level of the child. Significantedéhces
between Pre-K and Kindergarten parent report were found for reading, singing, and
building things with their child (See Tables 19, 20, & 21). Parents of Pre-K children
were more likely to read with their child (M=2.18, SD=0.79) than Kindergarten
parents (M=2.08, SD=0.73). Parents of Pre-K children were more likely to sing with
their child (M=1.98, SD=0.80) than Kindergarten parents (M=1.82, SD=0.87).
Parents of Pre-K children were more likely to build things with their child (M=1.40,
SD=0.75) than Kindergarten parents (M=1.20, SD=0.66).

Relationships between Parent Report and Teacher Report

Logistic regression analyses were conducted to examine the relationship
between parent report of activities and teacher report of children’sakdlabilities.
Parent and teacher data were matched by classroom (N=367). Due to the rthtire of
data, only data from parents and teachers of children attending Pre-K and
Kindergarten in the public schools were used.

The three activity factors identified in the factor analysis wereribgigior
variables (hands-on activities; sports/games; community activitiee)otitcome
variables were the 15 different skills/abilities/experiences thabeéesceported on
(i.e., whether or not the majority of children in their classroom possessed the skill

The three different activity factors were entered as predictorsagelyarith each of
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Table 19

One-way Analysis of Variance Summary for Parent Report of Reading with their
Child: Differences by Grade Level (N=577)

Source df SS MS F
Between groups 1 2.84 2.84 4.78*
Within group 574 341.41 0.60

Total 575 344.25

*p<.01

Table 20

One-way Analysis of Variance Summary for Parent Report of Singing with their
Child: Differences by Grade Level (N=577)

Source df SS MS F
Between groups 1 3.55 3.55 5.18*
Within group 572 392.22 0.69

Total 573 395.78

*p<.01

Table 21

One-way Analysis of Variance Summary for Parent Report of Building Things with
their Child: Differences by Grade Level (N=577)

Source df SS MS F
Between groups 1 5.20 5.20 10.04*
Within group 569 294.56 0.52

Total 570 299.76

*p<.01
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the 15 different skills as outcomes. Thus 45 different logistic regression analyse
were conducted. Each analysis controlled for family income.

The Community Activities factor showed a significant relationship with two
skills. “Sitting still” yielded an odds ratio of .82 and “cares for sei€lded an odds
ratio of 1.48 (See Tables 22 & 23). In other words, for each one unit of increase in
number of community activities children engaged in, teachers were .82 times les
likely to report that the majority of children in their class were able &tiBiand 1.48
times more likely to report that the majority of children in their clas&able to care
for themselves. The Hands-On Activities factor showed a significanioredatp with
“developmental maturity”, yielding an odds ratio of 1.08 (See Table 24). Thus, for
each one unit increase in number of hands-on activities children engaged in, teachers
were 1.08 times more likely to report that the majority of children in thess aleere

developmentally mature.
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Table 22

Logistic Regression Predicting Sitting S(N=367)

Predictor B SE Odds Ratio
Community Activities -.198** .099 0.821
**p<.05

Table 23

Logistic Regression Predicting Cares for SBI£367)

Predictor B SE Odds Ratio
Community Activities 0.393** 0.167 1.48
**p<.05

Table 24

Logistic Regression Predicting Developmental Matuiity:367)

Predictor B SE Odds Ratio
Hands-on Activities .074** 0.038 1.08
**p<.05
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CHAPTER V
DISCUSSION
Teacher Report of Importance of Skills, Abilities, and Experiences

Teacher report on the importance of different skills, abilities, and expesienc
that children need for developmental success showed minimal variabilithefsac
predominately reported all skills to be moderately important to esseriteakKills
reported on varied from social skills, health, previous school experience, and basic
knowledge. Previous research on teachers’ beliefs of importance of skills needed f
developmental success also find these skills necessary for school success(@bhns
al., 1995; McBryde et al., 2004; Piotrkowski et al., 2001). Thus findings in the
present study support existing research.

Analyses of teacher report of importance of skills necessary for deveitaime
success by grade level (i.e., Pre-Kindergarten vs. Kindergarten) ahdrtegqoort of
importance of skills necessary for developmental success by yearstohtea
experience indicated no significant differences. The lack of differencgbendue to
limited variability in teacher report, as most teachers reported ktistvgere either
“very important” or “essential’”.

These findings differ from previous research. Piotrkowski et al. (2001) found
that preschool teachers rated basic knowledge and skills more important than
kindergarten teachers. These differences may be due to the sample population. The

sample population in Piotrkowski et al. (2001) was mostly Hispanic and African-
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American in an urban high-needs school district compared to the sample in this study,
which was predominately Caucasian and in a rural school district. Even so, one
might assume some variability in perception of the importance of skills by yea
teaching experience or grade level.

Teacher Report of Students’ Skills, Abilities, and Experiences

Teachers reported on the skills, abilities, and experiences children in their
class predominately possessed or demonstrated. Of the skills teachersl tbpbrte
their students possessed, separating easily from parents, physialhy heilet
trained, and show curiosity and interest in learning were the highest percentage
reported. Possesses basic knowledge, exhibits fine motor skills and sitsrstilh&ve
skills where lower percentages of teachers reported that the majorfitydoén in
their class possessed that skill.

Analyses of teacher report of skills, abilities, and experiences bygkars
teaching experience showed significant differences. Analyses thretegeport of
skills, abilities, and experiences by grade level found that kindergartdmetsac
reported students possessing or demonstrating good social skills, exhibm®fore
skills, and cares for oneself more frequently than preschool teachers. These
differences may be due to the maturity and experience kindergarten students ha
compared to preschool students.

Parent Report of Activities

The results of parent report on activities they engage in with their children

yielded interesting findings. Analyses indicated significant differehetween

preschool and kindergarten parents’ report of individual activities. Preschootgare
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reported reading to their child, singing with their child, and building things with the
child more often than parents of kindergartners. It could be speculated that these
results could be due to preschool parents engaging in more playful school readiness
activities with their children compared to kindergarten parents possibly eggagin
more formal activities. Singing, building things, and reading self-seleatgerials
may be seen as more age-appropriate activities by preschool teacheaseaisl qif
preschoolers. Some formal activities kindergarteners and their pargnegage in
include school homework or teacher-assigned reading selections. No existing
literature researching the relationship between parent school reaattggses and
grade level has been found to support or confirm the present findings.
Relationships between Parent Report and Teacher Report

The three activity factors were used to answer the final two researstiogse
exploring the relationship between parent report of activities and teaploer o€
children’s skills and abilities. The “Hands-on Activities” factor includedimegto
child, singing with child, doing art activities with child, helping child with chores,
talking about nature with child, and building with child. These activities involve
communication skills, pre-literacy skills, pre-math skills, pre-sciendks sand
creativity. All of these activities facilitate the relationship betw a parent and a
child while developing school readiness skills.

The “Community Activities” factor included attend a play, concert or live
show, visit an art gallery, museum or historical site, and visit a zoo, aquarium, or
petting farm. All of these activities involve parent-child activities outsidbe home

which can facilitate social skills and an appreciation for learning and @iscovhe
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final factor was “Sports and Games,” including playing games (boatlAwéth

child, playing sports with child. and attending sporting events. Each of thesaexctivit
also facilitates social skills, communication skills, and motor skills.héé of the
factors can facilitate social skills. Additionally, they all involve playa

exploratory in nature, which may foster children’s curiosity and interesamihg.

It was hypothesized that parents who report engaging in school readiness
activities more frequently would have higher teacher report of childrerls akd
abilities. The logistic regression analyses using the three faotord fwo
relationships supporting the hypothesis and one rejecting the hypothesis. Tie logis
regression only used the public school Pre K and Kindergarten data. It is pdesible t
data from the other child care settings may have yielded differinggesult

The “Hands-on Activities” factor was related to developmental maturibg T
more parents and children engage in hands on activities together (reading, singing
art, chores, talking about nature and building), the more likely teachers wepstb r
that the majority of children in their class were developmentally mature. Thi
relationship supports the hypothesis that parents who report reading with their child,
helping their child do chores, and build things with their child will have higher
teacher report of children’s skills and abilities.

Again these activities involve positive parent-child interaction while
developing school readiness skills including: communication skills, pre-litekélsy s
pre-math skills, pre-science skills and creativity. Engaging in théisetias may also

develop children’s interest and curiosity for learning.
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The “Community Activities” factor was related to higher teacher regfort
students’ ability to care for himself/herself. One might speculatg#rants who
engage in community activities such as attending a play, concert or live shéwgvisi
an art gallery, museum or historical site, and visiting a zoo, aquarium, or patting f
are more likely to take children who possess skills to care for themselves. Or
possibly, children who engage in community events have more experience in having
to care for themselves in public.

The “Community Activities” factor was also negatively related to teache
report of sitting still. The nature of some community events such as petting} fa
Z00s, aquariums museums, or historical sites is interactive. It could be spkthdate
the negative relationship between community events and sitting still may be due
the nature of community activities. These events tend to be interactivel as wel
engaging multiple senses; this contrasts with compared to more formabtypes
school learning activities that require children to sit still. This negagiagionship
needs to be explored further.

Findings from the current study are partially supported by previous research.
Kessler (2002) found a positive relationship between weekly activities and school
readiness but no relationship between monthly activities and school readiness. The
current study was limited to teacher report on the majority of the studentsciaske
possessing skills compared to Kessler’s study reporting on individual students. More
research is needed relating the types of activities parents and childegieexs it

relates to school individual student readiness and success.
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Limitations

As mentioned above, the nature of the data provided by teachers has some
limitations. Teachers reported on the skills of “the majority of children in the
classroom,” not on the skills possessed by each individual child in the classroom. In
contrast, parent report of school readiness activities was at the individeial le
Although parent and teacher report were matched at the classroom level sfinding
must be interpreted with caution. The present data is indirectly related andiii€ spe
to individual classrooms as opposed to individual students. Therefore, generslizabil
of the findings is limited.

Implications

As teachers begin the school year with initially meeting children, cusrrcul
nights, open houses and other school activities, they can advocate hands-orsactivitie
and community events. As well, teachers can promote community events in their
parent newsletters. Teachers can communicate with parents about the tygedsef
on activities and community events they may feel benefit children’s school
adjustment.

The parent-teacher-child relationship is important to children’s school
success. Parents can benefit from this study by exploring the typesvitfescthey
engage in with their children and exploring other school readiness activitemlSc
and teachers can promote school readiness by advocating parent-chilesthatt
facilitate school readiness skills such as the hands-on activities, comnuiivityes,
and sports and games. Community events that facilitate child development should be

available to young families. Summer library programs and library stogstcan
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incorporate activities that facilitate reading, singing and preatiteactivities while
promoting school readiness.

Classroom practices and curriculum should be guided by children’s interest
and curiosity. Preschool and childcare centers can benefit from this resgarch b
providing environments that stimulate children’s curiosity and interest in leaming
preparation for formal schooling. As well, teacher preparation and professional
development could focus on exploring what engages children’s natural interests and
curiosity.

Finally, school readiness assessments need to be reassessed with caution. As
teachers have reported numerous skillessentiafor school success, entrance
assessments should reflect the skills teachers believe are essehtials &nd
teachers need to re-evaluate the validity and reliability of their schbahee
assessments and how they use these tools.

Future Research Directions

The current study focuses on the relationship between parent report of parent-
child activities, teacher report of skills students possess, and teacher regkdts of
essential for school success. Future research with longitudinal data wouldoge/e m
insight to the long-term effects of parent-child school readiness agioiti
children’s school success. Further research is needed to determine wiscirskil
most necessary for children’s developmental success in transitioning into school.

The skill “shows curiosity and interest in learning” was reported by a large
percentage of teachers as being an essential skill for school succebsrg also

reported the majority of their students possessed this skill. More researeldesi ne
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exploring school readiness and the relationship between students’ interest and
curiosity in learning and teachers’ beliefs and reports on students’ irdacest
learning.

This study also illuminates the effects community events may have on school
readiness. Studies could be conducted further exploring the relationship between
community events and school readiness skills. Some variables to further r@search
they relate to community events include social skills, sitting still, and Istimg
curiosity and interest in learning.

Finally, the differences between parent report of activities and theeteac
report of children’s skills needs to be explored further. Research is needed to explore
the possible reasons for why preschool parents report that they engage more
frequently in hands-on activities than kindergarten parents. Importantly, data tha
allows for a match between teacher report and parent report for each indihitiial ¢
is warranted.

Conclusion

School readiness continues to be a complex concept. The information
gathered from this study can benefit parents and teachers as they ctintirald
their beliefs, ideas, and practices about school readiness and preparirendbidr
school. This research can help give parents insight on teachers’ views as gie#
teachers insight on the activities parents engage in with their children. Communit
organizations can use the information gathered from this research to guide furthe
efforts to promote school readiness. Children benefit when parents, teachers, and the

community have a common understanding and definition of school readiness. These
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findings can facilitate the ability to work together in helping children triamms#nd

adjust to the social, emotional and academic demands of beginning school.
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School Readiness Questionnaire: Parents

Please circle the best answer to the following questions about your Rdesigarten /
Kindergarten / ¥ grade child (i.e., the child whose teacher sent home this questionnaire).

A. Child Health and Activities

1. Does your child have a regular physician? Yes No
2. Does your child see his or her dentist every six months? Yes No
3. Is your child covered by a health insurance plan? Yes No
4. s your child’s immunization up to date? Yes No

5. Does your child get annual eye check ups? Yes No
6. Has your child’'s hearing been examined? Yes No
7. Does your child have impaired hearing? Yes No

8. Does your child have difficulty speaking or

being understood? Yes No
9. Does your child get physical activity regularly? Yes No
10. Does your child get enough sleep at night? Yes No
11. Is your child often tired? Yes No

12. Does your child have a nutritious breakfast
most of the time? Yes No

13. Does your child have a nutritious dinner
most of the time? Yes No

14. Does your child have all the proper school supplies? Yes No
15. Overall, how healthy is your chilq@ircle one)
Very healthy Healthy Somewhat Unhealthy Very Unhealthy

During a typical week, how often does someone in your home do each of the followalg? (ci

one)
16. Read to your child Never 1-3 times 4-6 times 7 or more times
17. Sing with your child Never 1-3 times 4-6 times 7 or more times
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18. Do art activities with your child Never 1-3 times 4-6 times
19. Help your child do chores Never 1-3 times 4-6 times
20. Play board games or card games with your child

Never 1-3 times 4-6 times
21. Talk about nature with your child  Never 1-3 times 4-6 times
22. Build things with your child Never 1-3 times 4-6 times
23. Play sports with your child Never 1-3 times 4-6 times
24. Watch television, videos, or DVD’s with your child

Never 1-3 times 4-6 times

7 or mugs t

7 or more times

7 or more times

7 or more times

7 or more times

7 or more times

7 or more times

During the last month, how often has your child done each of the following?(circle one)

25. Attended a play, concert, or other live show

Never 1-3 times 4-6 times
26. Visited an art gallery, museum, or historical site

Never 1-3 times 4-6 times
27. Gone to a zoo, aquarium, or petting farm

Never 1-3 times 4-6 times
28. Attended a sporting event Never 1-3 times 4-6 times
29. Attended a church or religious event

Never 1-3 times 4-6 times
B. Household Information
30. How many children live in your home?

31. What are the ages of the children living in your home?

32. How many adults live in your home?
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33. What is the relationship of the adults in your home to the children in your hoirae &ll

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44,

45,

46.

47.

that apply) Mother Father Step-parent Grandmother

Uncle Guardian Other:

Grandfather

What is your marital status?

What is your yearly household incomgitcle one)

Less than $5,000  $5,000- $10,999 $11,000- $15,999 $16,000-$20,999
$21,000-$25,999 $26,000-$30,999 $31,000-$35,999 $36,000-$40,999
$41,000-$49,999  $50,000-$59,999 $60,000-$74,999 $75,000-$99,999
$100,000-$250,000 Over $250,000

Do you receive TANF assistance? Yes No

Do you receive DHS subsidy for child care? Yes No

Do you receive any assistance for child care from

your employer or your spouse/partner’'s employer? Yes No

Did your child participate in Sooner Start? Yes No

Did your child participate in Sooner Care? Yes No

Do you have a working telephone in your home? Yes No

Do you have a computer in your home? Yes No

Do you have internet access in your home? Yes No

Do you have cable television in your home? Yes No

Do you have a subscription to the local newspaper? Yes No

How many cars do you have at your home?

Before your child started school, where did they receive child ¢airefe all that apply)
Head Start Faith-based child care Private Child Care

Family Child Care Home Relative Care
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C. Parenting Programs

48.

49.

50.

51.

Have you ever been or are you now involved in a parenting program?

Yes No

If you answered yes to Question 48, how helpful was/is the parenting program?
Not very helpful Somewhat helpful Very helpful

What kinds of parenting programs have you participatecinde all that apply)

Oklahoma Parents as Teachers Even Start Raising a Reader

Healthy Families  Parenting classes at churches  Family Resoember

If you could be part of a parenting support group, what would you hope to gain from
participation in that group? What questions might you ask?
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Sudent Readiness Questionnaire:
Teacher

Children’s Skills, Abilities, & Experiences

Please answer the following questions by circling ¢orresponding Yes or No. Then, rate the impogan
of the named skill, ability, or experience on thals from 1 to 5 according to the following defimits:

1 = The skill has no importance for children’s depenental success.

2 = The skill has little importance for childremsvelopmental success.

3 = The skill is moderately important for childrerdevelopmental success.

4 = The skill is very important for children’s déopmental success.

5 = The skill is essential for children’s developra success.

1. Do the majority of the children entering your classn listen and pay attention?

Yes / No Importance: 1 2 3 4 5
2. Do the majority of the children entering your clagsn have good language and communication
skills?
Yes / No Importance: 1 2 3 4 5

3. Do the majority of the children entering your clagsn show positive prior reading experiences?
(i.e., has been read to, likes books)

Yes / No Importance: 1 2 3 4 5
4. Are the majority of the children entering your dasom toilet trained?
Yes / No Importance: 1 2 3 4 5
5. Do the majority of the children entering your clagsn follow directions and instructions?
Yes / No Importance: 1 2 3 4 5
6. Do the majority of the children entering your clagsn have good social skills? (i.e., shares, takes
turns)
Yes / No Importance: 1 2 3 4 5

7. Can the majority of the children entering your sta®m sit still?
Yes / No Importance: 1 2 3 4 5

8. Do the majority of the children entering your clag&sn possess basic knowledge?
(i.e., knows colors, address, phone number)
Yes / No Importance: 1 2 3 4 5

9. Do the majority of the children entering your clagsn separate easily from their parents or
caregivers?

Yes / No Importance: 1 2 3 4 5
10. Do the majority of the children entering your clagsn exhibit fine motor skills? (i.e., cutting,
writing)
Yes / No Importance: 1 2 3 4 5

11. Do the majority of the children entering your classn show curiosity and an interest in learning?
Yes / No Importance: 1 2 3 4 5
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12. Can the majority of the children entering your sta®m care for, or assist in caring for, themsélves
(i.e., dress self, take care of own belong)ng

Yes / No Importance: 1 2 3 4 5

13. Are the majority of the children entering your dasom physically healthy?
Yes / No Importance: 1 2 3 4 5

14. Are the majority of the children entering yalassroom developmentally mature?

Yes / No Importance: 1 2 3 4 5
15. Do the majority of the children entering yolassroom show signs of previous experiences whhrot
children?
Yes / No Importance: 1 2 3 4 5
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