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This studied investigated parental involvement during 

the first year of a Chapter I extended-day kindergarten 

program which sought to promote parents taking an active 

role in their child's classroom and kindergarten educational 

experiences. A qualitative design was used to provide 

information about frequency and types of parental 

involvement as well as descriptive information about the 

interactions between parents and children within the 

classroom. This qualitative design also allowed 

investigation of the perceptions of the participants. Data 

analysis was ongoing and inductive; data were collected in 

the form of field notes, videotapes, audiotapes, interviews 

and classroom documents. Findings suggest that parental 

involvement provides benefits for the students, parents, 

teachers and the school as a whole. Findings also suggest 

that adult volunteers do not necessarily have to be parents; 

the adult volunteers could come from segments of the 

population that are not now fully utilized. Senior citizens 

and university teacher education students are two groups 

that could fill the volunteer positions. These findings 



have implications for the educational community in public 

schools and in teacher training programs of universities. 
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CHAPTER I 

INTRODUCTION 

Parental involvement in a child's schooling is not a 

new concept; Pestalozzi advocated the concept of 

mothers as teachers about one hundred-fifty years ago 

(Morrison, 1991). Many books have been written on the 

subject of parental involvement; it has been discussed in 

teachers' lounges over and over. A part of the discussion 

revolves around the definition of parental involvement, 

which ranges from limited participation in fund-raising 

projects to major decision-making powers within the school. 

Jackson (1988) defines parental involvement in schools as 

having five areas: decision-making, parents as educators, 

advocacy, school support and parent education and support. 

Swick (1989) contends research supports the notion that 

the success or failure of children's long-term learning is 

directly related to the support, or lack of support, given 

by the parents. Most parents want to help their children 

(Hymes, 1974); they just may not know how. Parent education 

programs that fit the needs of the constituency of the 

school can provide the means through which parents can 

positively affect their children's education. 

Research on parental involvement has been conducted in 

various situations, most notably within Head Start and other 

1 
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federally funded programs. Topping (1986) asserts that 

there is an adequate quantity of good quality research in 

the area of parental involvement at the nursery school 

level. However, he maintains that although there is some 

quality research on parental involvement in the primary 

school and with disadvantaged children, there is a need for 

further research in this area. This study provides 

additional information in both of these areas. 

Purpose of the Study 

This study describes parental involvement during the 

first year of a Chapter I extended-day kindergarten which 

seeks to promote parents taking an active role in their 

child's classroom and kindergarten educational experiences. 

Research Questions 

Initial investigation was guided by the following: 

- What is the effect of parental involvement in 

learning center activities in a Chapter I 

extended-day kindergarten? 

How do teacher expectations mediate parental 

involvement in learning center activities? 

How do parents interact with their own 

children and other children in the learning 

center activities? 

- What are the differences in the behavior of 

children in the learning centers when 
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parents are present and when parents are 

not present? 

What is the nature and frequency of parental 

involvement in their child's schooling beyond 

learning center activities? 

Significance of the Study 

This study provided a description of current parental 

involvement during the first year of a Chapter I extended-

day kindergarten program which sought to promote active 

parental involvement in the classroom and other aspects of 

their child's kindergarten education. It provided a base 

upon which to build a program of parental involvement at 

that school by showing the current status of parental 

involvement and its perceived effects on the students, the 

parents, the teachers and the school. Further, by building 

upon the strengths and successes of the current program it 

provided a model for others interested in encouraging 

parental involvement. Finally, it accentuated the 

possibility of utilizing adults other than parents in the 

classroom to provide many of the same perceived effects. 

Limitations 

This study was limited to one school and, therefore, 

provides a description of parent involvement at only that 

school. This was not a representative sample; the intent of 

the study was discovery. Also, since this was the first 
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year of a concerted effort at this school to involve parents 

in their children's schooling, participation was limited to 

very few parents. 

The nature of qualitative design is such that it relies 

on maximizing the natural setting as much as possible so 

there were some situations where it was impossible to record 

verbatim every word that was uttered, either by hand or with 

audiotape. This possible limitation was minimized by using 

a variety of sources. 

Procedures for Collection of Data 

The Participants 

The participants in this study were the children 

enrolled in an extended-day kindergarten class of a Chapter 

I school and their parents. The enrollment of the class was 

approximately 40-44 students at any one time, with two 

teachers and one full-time aide. Key informants were drawn 

from the children, the parents of the children and school 

personnel. The teachers identified a group of parents they 

thought would be responsive to the researcher's questions; 

from this list two parents were chosen and interviewed. 

School personnel interviewed included the two teachers, the 

aide, the principal and the principal's secretary. 

Research Design 

To provide a contextualized description of parent 
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involvement and informant perception, a qualitative design 

was used to examine, analyze and describe the involvement, 

or lack of involvement, of parents in their child's 

kindergarten schooling. A quantitative analysis of this 

situation could provide information about the frequency and 

types of parental participation, but would give no insight 

into the interactions that take place between parents and 

students within the classroom setting. A qualitative 

design, however, can provide the information about frequency 

and types of involvement as well as pertinent descriptive 

information about the interactions between parents and 

students in the classroom. This design also incorporated 

ongoing observation and data collection in order to provide 

a description of the process, not just the end results. 

Data analysis was ongoing and inductive, providing 

continuous opportunities for clarification of the focus of 

the research. Because the main focus of qualitative 

research is on meaning and participant's perspectives and 

perceptions, the resulting description can guide future 

programs in ways that mere numbers cannot. Finally, because 

this qualitative design employed the researcher's insight as 

the key instrument for analysis, there was minimal 

disruption in the natural setting. These five elements 

combined to provide the strength of this design (Bodgan and 

Biklen, 1982). 

Data Collection 
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Data collection was accomplished through several 

methods. Direct observation of the classroom resulting in 

written field notes provided primary data for both the 

baseline and the ongoing process of implementing parental 

help within the classroom. Written field notes were taken 

during the classroom observations; these notes contained 

descriptive material about the physical surroundings, the 

participants and the events. As much as possible the 

conversations and comments of the participants were recorded 

verbatim; when it was not possible to write all of the 

conversation, key words and phrases were noted. The 

resulting field notes were expanded immediately after the 

observation was completed as the researcher reflected on the 

observation. Researchex comments were also added during 

this and subsequent reflective rereadings of the field 

notes. These comments addressed such areas as emerging 

patterns, questions, impressions of the researcher, and 

ideas for further observations. 

To strengthen the description of parental involvement, 

the classroom and special activities involving parents were 

also videotaped at selected intervals. This videotaping was 

done by the researcher, the teachers, the teachers' aide or 

a research assistant. The videotapes were viewed and a 

description of each observation was audiotaped during the 

viewing. This audiotape was then transcribed into a written 

document and treated as field notes by the researcher. The 
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videotapes were reviewed at later dates. 

Audiotape recordings of direct parent-child interaction 

within the classroom were not possible because of the number 

of children within the classroom and the resulting noise 

level. Because this was not possible, field notes were 

taken and the conversations reconstructed as completely as 

possible. Many of the conversations could not be heard; 

therefore, observed behaviors were recorded in the field 

notes. 

In addition to observation activities, perceptions 

were verified through interviews conducted with key 

informants who included the kindergarten teachers, children 

and selected participating parents. The principal and 

school secretary were also interviewed. When possible, 

interviews were audiotaped and transcribed; otherwise, notes 

and researcher reflection were used to reconstruct the 

interview. 

Other data sources consisted of collecting demographic 

data on the families. This was obtained through examining 

school enrollment cards. An interview guide outlining 

demographic information to be obtained and preliminary 

questions to be asked was constructed by the researcher and 

used in these parent interviews (see Appendix D). Samples 

of parent-school communications, lesson plans and other 

pertinent documentation were also collected. 

Analysis of Data 
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Analysis of data was an on-going process following 

Glaser's (1978) constant comparative method. Field notes 

were transcribed and expanded through researcher reflection, 

a process in which the researcher reads through the notes 

consciously trying to remember anything that was left out. 

A portion of the field notes were transcribed by two people 

to assess the accuracy of the transcriptions. Comments were 

added to the notes as they were reread. The notes were 

summarized on a regular basis; these summaries were then . 

examined in an effort to identify categories or patterns of 

student and adult interactive behavior. The emerging 

categories and patterns found in these summaries were 

compared with data from other sources; for instance, 

interviews with key informants were analyzed and compared in 

an effort to substantiate or refute emerging categories of 

interactive behavior. This process of constantly comparing 

information from a variety of data sources addressed the 

issues of validity and reliability and is typically referred 

to as indefinite triangulation (Miles & Huberman, 1984). 

Analysis during data collection also employed coding of 

data according to emerging categories of behavior. The data 

were explored and examined in an effort to identify certain 

typical patterns of behavior. These patterns of behavior 

were then categorized by similarities. The data were 

grouped together according to perceived similarities in the 

target behaviors. Code-recode techniques were utilized to 
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achieve consistency of analysis (Miles & Huberman, 1984). 

This was done by double-coding field notes, once as soon as 

possible after the observation and, again, at a later time 

to establish internal consistency. Emerging categories and 

themes were used to guide further data collection during the 

study by providing additional questions to be answered as 

well as areas where similarities were noted and further 

investigation was needed to confirm or refute perceptions. 

Data analysis after data collection was continued 

with iterative reviewing, summarizing and coding according 

to emerging trends and patterns. (Data displays in the form 

of charts were used as a part of this process to allow the 

researcher to view many aspects of the data together.) 

Triangulation of information among data sources, including 

field notes, interviews and classroom documents, comparing 

the researcher's perceptions to those of the key informants 

and others involved, continued to be employed. The 

information and relationships emerging from this analysis 

were used to develop a description of parental involvement 

within a Chapter I kindergarten and provide a focus for 

further research in this area of education. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This review summarizes the research on parental 

involvement in their children's schooling, volunteers in the 

public schools, and Vygotsky's theories of cognitive 

development, specifically those areas dealing with adults 

providing scaffolding within the child's zone of proximal 

development. This chapter is divided into three segments: 

(a) parental involvement, (b) volunteers in the classroom 

and (c) Vygotsky's theories. 

Parental Involvement 

Parents working in the classroom provide many benefits 

for their children and others. This involvement enables 

individual children to receive more one-on-one attention 

from either the parent or the teacher. The extra time and 

attention help to elevate the child's self-concept. The 

parent's active role also serves to elevate their self-

concept, and the teacher is modeling cooperation (Miller & 

Wilmshurst, 1977). 

Honig (1979) asserts that it is a parent's right to 

have basic child-education knowledge and that there are 

three historical trends throughout the movement to involve 

parents in their children's education. These findings, 

supported by research, are: (a) intervention programs 

10 
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without parental involvement have usually failed to produce 

significant cognitive gains; (b) there are tremendous 

differences in the cultural practices of different families; 

and (c) mounting evidence suggests that parental involvement 

is a most important factor in academic motivation of 

children. 

Swick (1979) defines parental involvement as "a 

partnership agreement between the teacher, child, parent, 

and community working and learning together as a team." He 

states that the goals of effective parent-teacher 

partnerships should be (a) improving learning environments 

for children, (b) strengthening communications, 

(c) improving parent, teacher, and child self-concepts, 

(d) establishing parent and teacher education programs, 

(e) increasing community awareness, (f) promoting community 

involvement, (g) supporting parent-teacher organizations, 

(h) improving teacher-administrative relations, 

(i) increasing quality curricular and extra-curricular 

activities, (j) cultivating improved social climate among 

teachers and parents, (k) establishing adult and continuing 

education programs and (1) providing an equal opportunity 

education setting. 

The need for a concerted effort to establish parental 

involvement in education has become more urgent as both life 

and schooling have become more complicated. Changes in the 

family and society in general have severed the ties between 
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the home and school in many ways. Federal programs 

recognized the necessity of renewing these ties and in the 

60's began reaching out to families of preschoolers through 

the Head Start and Follow Through programs. Gordon (1976) 

lists parent as: (a) audience, (b) decision maker, 

(c) teacher at home, (d) volunteer and (e) paid employee as 

types of parental involvement that attempt to continue 

reaching out to parents to form the necessary partnership. 

These types of parental involvement are seen by Hymes 

(1974) as a set of artificial activities formulated to 

simulate the unity that was found between home and schooling 

when the home was the only school. There are, however, some 

obstacles that must be conquered in this attempt; they 

include: (a) many parents' unpleasant memories of school, 

(b) parents' suspiciousness of the motives or effectiveness 

of schools, (c) parents' difficulty understanding the 

educational jargon spoken at many schools, (d) parents' 

tendency to view schools as society's scapegoat and even 

(e) parents' bad experiences with previous parental 

involvement programs. 

One program that seemed to overcome these obstacles was 

the Follow Through program, which grew out of Head Start. 

It began to influence public schools as it showed that a 

partnership between the parents, school and community 

agencies could effect lasting changes in education for 

children. However, monies for these programs are not as 
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abundant as they were at one time; Head Start serves only 

one-fourth of the eligible children it was intended to help 

(Berger, 1987). 

Head Start and Follow Through were intended to help 

children of poverty. In recent years, instead of looking 

just at children of poverty, researchers have begun to 

investigate children "at-risk". At-risk is a term that 

encompasses more than just poverty. Some of the other 

factors associated with "at-risk" children are (a) single-

parent families, (b) a parent or parents who did not 

complete school, (c) teenage mothers, (d) drug and alcohol 

abuse and (e) high rate of absences from school. 

In reviewing recent reports, Austin & Meister (1990) 

list some areas of agreement in responding to children at-

risk; one of these is that schools, families and communities 

share responsibility for responding to the needs of children 

at-risk. Many organizations recommend strengthening home-

school relations by building partnerships with parents. 

Among these are: (a) Carnegie Foundation for the 

Advancement of Teaching, (b) Child Welfare League of 

America, (c) Council of Chief State School Officers, 

(d) Education Commission of the States, (e) National 

Association for the Education of Young Children, 

(f) National Association of State Boards of Education, 

(g) National Black Child Development Institute, Inc., 

(h) National Governors' Association and (i) OERI Urban 
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Superintendents' Network. In addition, the Council of Chief 

State School Officers and Education Commission of the States 

recommend training staff on family involvement and 

education. 

Parental involvement influences both children's 

academic achievement and their attitude toward learning and 

school (Hansen, 1986; California State Department of 

Education, 1988). Workshops with parents can help 

facilitate this change of attitude. For instance, they can 

make the parents more aware of the need to spend time 

reading to and working with their children. This ultimately 

results in promoting growth in parents' learning and 

attitudes as well as increasing the time spent reading to 

and working with their children (Weil, 1986; Rustin, 1989). 

Nachman (1988) reports that a systematic program of 

parent education and involvement provided the following 

benefits: (a) increased understanding of the kindergarten 

routine and mastery of kindergarten minimum basic skills, 

(b) increased positive attitudes of parents toward school, 

teachers, and other personnel and (c) decreased unscheduled 

visits or phone calls by parents which often resulted in 

reduction of class and planning time for teachers and office 

staff. 

The New York City 1987-88 Parent Involvement Program 

(PIP) reported significant effects in four areas: (a) a 

change in parent attitudes, (b) a change in staff attitudes, 
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(c) a development of a cadre of parent leaders and (d) a 

development of additional models and materials. Jackson et 

al. (1988), when reporting on PIP, list parental involvement 

as a five-part typology: (a) parents as decision-makers, 

(b) parents as educators, (c) parents as advocates, 

(d) parents as school supporters and (e) parents as students 

in adult education. Bringing together parents, children and 

staff are beneficial effects of parental involvement. Also, 

as parents become involved in formal education, children . 

learn to value schooling. Projects which provide 

information for parents are beneficial to children when 

parents use that information to work with their children. 

These projects ultimately have a direct, positive effect on 

the children. 

Defining "at-risk parents" as those whose children were 

(a) judged not ready for school, (b) qualified for free 

lunches or (c) were teacher-recommended, Swick and Parker 

(1989) studied the participation patterns and perceived 

benefits of a teacher-parent partnership. This study 

included home-school workers, who provided a liaison between 

home and school, as well as parents and teachers. Parental 

training programs had a high level of participation, but 

involvement in home learning activities was very low except 

for the "home loan" computer program. The researchers 

concluded that many parents do not see themselves as 

teachers in the home. A multiplicity of activities for 
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parental involvement was cited as a strength of the program. 

Lack of attention to the area of parental involvement by 

some teachers was cited as a weakness of the program. 

Becher (1990) urges consideration of parental 

involvement as a critical factor in children's development 

and achievement; furthermore, she states that it is also 

critical in both prevention and remediation of educational 

and developmental problems. Specific benefits to children 

are cited as: (a) improved parent-child relationship, 

(b) increased number of parental contacts with the school, 

(c) better understanding of child development and 

educational processes, (d) better teaching of their children 

at home and (e) increased use of more positive forms of 

reinforcement with their children. In addition, parents 

develop (a) more positive attitudes about themselves, 

(b) increased self-confidence, (c) more positive attitudes 

about school and school personnel and (d) often enroll in 

programs for personal development. 

Volunteers in the Classroom 

Volunteers in the classroom are traditionally thought 

of as the mothers of the students in the class. However, as 

more and more mothers join the work force, they are no 

longer available to assist in the classroom. Schools must 

look to other segments of the population to fill the ranks 

of volunteers. 
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The Los Angeles Unified School District's Mental Health 

Center initiated the Kindergarten Intervention Program (KIP) 

in 1980 to recruit, train and supervise volunteers who came 

from local universities, continuation high schools, career 

training programs and retired persons. Those volunteers 

worked with kindergarten children judged to have special 

needs. Children who were "shy, inhibited, nonverbal, 

fearful, unable to play cooperatively, disorganized, 

reluctant to attend school, angry, or unusually aggressive" 

were selected to receive three hours or more of attention 

from a trained volunteer. The KIP program was perceived as 

effective not only for the students, but also rewarding for 

the volunteers (Munn, McAlpine & Taylor, 1989). 

Senior citizens can be recruited as volunteers in the 

classroom; these volunteers are generally more available 

than younger volunteers, have more time to offer and are 

more enthusiastic (Tierce & Seelbach, 1987). Many children 

do not have contact with their grandparents because they no 

longer live near them and consequently, do not interact with 

older people on a regular basis (Allred & Dobson, 1987). 

Baggett (1981) reported that the children in her study held 

generally negative attitudes toward older people. This 

finding supported by Hickey, Hickey & Kalish (1968). The 

use of senior citizens as school volunteers can provide 

interaction between children and older people, thus helping 

children develop more positive images of aging (Carney, 
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Dobson, & Dobson, 1987). 

Another source of volunteer help in the classroom is 

business and industry. More and more businesses are 

realizing that their future resides with the children 

currently attending public schools. In order to help assure 

a quality education for each child, these businesses are 

adopting schools. These adoptions vary by company and 

school. Some arrangements provide financial support, others 

encourage their employees to volunteer in the classroom and 

allow them to set aside a certain amount of work time 

without losing pay when they go to the classroom. Some 

companies provide continuing education for teachers in the 

target school or open their company for the children to 

visit Oil field trips. One company that adopted a school was 

Kraft Foods, Incorporated of Buena Park, California in 

November, 1982 (Gregorek & Cottrell, 1984). This 

partnership mainly consisted of Kraft employees donating one 

hour each week in the classroom to work with individuals or 

small groups of students. The program was perceived as 

rewarding for the school, the employees and the company. 

Volunteer programs require initial planning and 

continued maintenance to function effectively. These tasks 

usually fall to the classroom teacher. Mulligan (1979) 

suggests the following steps for teachers interested in 

establishing and maintaining an effective volunteer program: 

(a) assess the needs, (b) visit with teachers who have a 
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successful program, (c) learn how to recruit help, 

(d) conduct orientation for volunteers, (e) get to know 

volunteers, (f) match the volunteer with the job, 

(g) establish good communication with volunteers, (h) let 

volunteers see student progress, (i) show appreciation to 

volunteers, (j) encourage volunteers to contribute to 

program evaluation, (k) provide training opportunities for 

volunteers and (1) set a good example. 

The literature cites several segments of the population 

that should be considered when setting up a program to 

utilize volunteers in the classroom; while parents come to 

mind first, it is suggested that senior citizens, college 

students, continuing high school students and company 

employees also be considered and actively recruited. 

Tapping these various sources would greatly expand the pool 

of available volunteers to assist in the classroom. As the 

pool expands, the variety of talents and skills would also 

expand, greatly improving the chances of fitting the 

volunteer to the task. The greater number of available 

volunteers would provide more hours of assistance for 

children. 

Cognitive Development 

Vygotsky's theory of cognitive development rests on the 

belief that children learn through their own activity; 

another important aspect is that individual development is a 

product of the social environment surrounding it. A concept 
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advanced by Vygotsky (1978, 1987) to understand the social 

interactional nature of children's development in the "zone 

of proximal development—the distance between the actual 

developmental level as determined by independent problem 

solving and the level of potential development as determined 

through problem solving under adult guidance or in 

collaboration with more capable peers." 

The interaction between a child and an adult or more 

able peer that allows the child to achieve higher levels of 

competence than the child could achieve alone is 

characterized by "scaffolding functions" (Wood, Bruner & 

Ross, 1976). These scaffolding functions are critical to 

the child's cognitive development because they provide the 

necessary support for the child's own limited abilities. An 

adult providing scaffolding helps activate problem solving 

in the child by any number of interventions. These 

interventions could include: (a) highlighting features of 

the materials which the child has overlooked or does not see 

as critical, (b) helping maintain sight of the goal, 

(c) preventing continued work at an insoluble solution, 

(d) acting as an external aid to memory, (e) helping break 

the task into subgoals and (f) recognizing obstacles and 

detours (Wood, 1989). 

Ellis and Rogoff (1982, 1986) report that six-year-old 

children who were assisted by adults on memory and 

classification tasks learned more than those assisted by 



21 

slightly older children on the same tasks. Findings 

indicated that the adults provided more verbal instruction, 

more information and elicited more participation from their 

child partners than did the older children. These findings 

and those from McLane (1981) suggest that young children 

benefit more from interaction with an adult during problem-

solving tasks, than from interaction with a slightly older 

child. 

Recommendations emerging from a study of preschoolers 

(Schickedanz, et al., 1990), include reducing class size in 

order to provide "challenging situations, scaffolded by 

adults" to further children's cognitive development and 

literacy skills. Friedman (1985) asserts that implications 

of Vygotsky's theories include reducing class size to foster 

"actual relations between human individuals" (Vygotsky, 

1978). These interactions with language, both written and 

spoken, in meaningful situations would do much to improve 

literacy (Friedman, 1985; Holdaway, 1979; Pappas, 1984). 

Summary 

Research has suggested that appropriate child-adult 

interaction is the basis for cognitive development in 

children. Since limited funding for education prohibits 

most schools from lowering the student-teacher ratio 

sufficiently to provide adequate adult-child interaction, 

teachers are urged to consider using volunteers in the 

classroom. Volunteers have traditionally been the students' 
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mothers; since more mothers are beginning to work outside 

the home, other sources of volunteer help must be 

considered. 

Studies of parental involvement have found that 

benefits are derived for the students, parents, teachers and 

school when parents become involved in their children's 

schooling. Few studies of parental involvement have focused 

on public school kindergartens in the United States. This 

study investigated parental involvement in a Chapter I 

extended-day kindergarten. 



CHAPTER 3 

THE DESIGN OF THE STUDY 

This study examined the nature and effects of parental 

involvement in a Chapter I extended-day kindergarten during 

the first year of the program. The researcher was 

interested in determining the nature and frequency of 

parental involvement within the classroom learning center 

activities. The original focus was expanded to include a 

more in-depth investigation of the other ways that parents 

participate in their children's kindergarten educational 

experiences. 

Parental involvement and its effects are best studied 

as they naturally occur; therefore, qualitative design 

rooted in contextualized situations was chosen. This 

chapter discusses the methodological procedures used in this 

study. 

Site and Participants 

Identifying a Site 

The site of this investigation was chosen because of 

its uniqueness within the district. Because of its status 

as a total Chapter I school, it was the only one that 

conducted an extended-day kindergarten class for all of its 

students. The other elementary schools in the district had 

23 
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qualified for Chapter I funding for extended-day 

kindergartens, but they were restricted to a certain number 

of students scoring the lowest on the Brigance screening 

administered at the beginning of the school year. 

In the site chosen, the students were in one classroom 

with the same teachers all day long. At the other 

elementary schools, those children chosen for the extended-

day classes attended regular kindergarten classes for one-

half day with one teacher and then were in the extended-day 

class for the other half of the day with a different 

teacher. 

The site was also chosen so the study concentrated on 

those children and parents considered at risk, using Swick 

and Parker's definition of "at-risk parents"11 as those whose 

children (a) were judged not ready for school, (b) qualified 

for free lunches or (c) were teacher-recommended (1989). 

This was the only elementary school in the district to have 

been designated as a total Chapter I school, based on the 

percent ,ge of students qualifying for free lunches according 

to federal guidelines. 

To allow for direct observation of parent-student 

interaction within the classroom a site was found where the 

teachers planned to use parental help within the classroom. 

The two teachers who were team teaching the combined 

kindergarten classes at the chosen site planned a concerted 

effort toward a program of active parental involvement 
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within the classroom; this was not planned at any of the 

other elementary schools in the district. 

Negotiating Entry 

The possibility of conducting this study was first 

discussed with the superintendent of schools in the Spring 

of 1991. She had just received notification of approval for 

an extended-day kindergarten program at this school which 

had been designated a total Chapter I school. She suggested 

talking with the current kindergarten teacher at the school. 

When the kindergarten teacher was approached with the 

idea, she was quite enthusiastic. She planned a program of 

active parental involvement. At this time the other 

kindergarten teacher had not been chosen. Later when the 

other teacher was selected, the possibility of conducting 

this study within their classroom was discussed with both 

teachers. They both agreed to permit the researcher to 

conduct direct observations and videotape class sessions and 

also agreed to help with obtaining parental consent. 

Next, a letter requesting permission to conduct the 

study was sent to the superintendent of schools to be 

presented to the board of education (see Appendix A). 

Permission was granted by the board and the superintendent 

notified the researcher, the principal and the teachers. 

Before school started in August, 1991, a preliminary 

meeting was held with the superintendent, the principal, the 

two kindergarten teachers and the researcher. Plans for 
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encouraging parental involvement during the coming school 

year were discussed. An audiotape of this meeting was made 

and later transcribed. 

The superintendent, the principal and both teachers 

were enthusiastic about the coming school year and the 

initial year of the Chapter I program. They were also 

anxious to cooperate in this study. 

Parent consent forms (see Appendix B) were formulated, 

printed and distributed. The teachers, with the help of the 

teachers' aide, kept the returned forms and sent duplicates 

with those children who did not bring back the original form 

within two weeks. They even talked individually with some 

parents explaining the study and obtaining their permission. 

. Three parents refused permission for their children to 

participate. When asked about this situation, the 

superintendent said the study could be continued, but that 

those children should not be videotaped or audiotaped and 

their names should not be mentioned in the field notes; so 

they were not. 

Description of Site 

The site selected was an elementary school located in 

the lowest socio-economic area of a small regional 

university town with a population of about 13,000. There 

were three other elementary schools located in three other 

sections of town, one in another low socio-economic area, 

one in an area of mixed socio-economic strata and one in a 
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mostly upper middle-class socio-economic area. This site 

was chosen because of the low socio-economic status of its 

students as evidenced by the high percentage of students who 

qualified for the federally subsidized free lunch program. 

The selected school had approximately 220 students in 

grades kindergarten through five. Fifteen teachers were 

employed, along with a principal, a secretary, a custodian, 

a part-time librarian, a part-time music teacher and a full-

time teachers' aide for kindergarten. There were also three 

food service workers who served breakfast and lunch, but the 

meals were prepared at another site and transported to the 

cafeteria. 

The Participants 

The participants for this study were the children in 

the Chapter I extended-day kindergarten, their parents, the 

two kindergarten teachers, the kindergarten teachers* aide, 

the principal and the school secretary. 

The Classroom Setting 

It is important that the classroom environment be 

conducive to learning, that it include activities and 

materials appropriate for the children within the classroom. 

A classroom for young children should contain a wide variety 

of materials and activities positioned so that traffic 

disruptions are minimal and the teachers can monitor 

children's activities. Because the classroom environment is 
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important in young children's learning, and to provide a 

context for this study, the following classroom description 

is provided. 

The kindergarten classes at the chosen site were team 

taught by two teachers in a large classroom that had 

previously been used as two classrooms separated by a wall 

made of folding panels (see Appendix C). At each end of the 

large room there was a chalkboard. In front of each 

chalkboard was an area that was used for large group 

activities. The rest of the classroom was divided into 

center-activity areas by the arrangement of shelves and 

furniture. Each center had a sign hanging from the ceiling 

above it or posted on a wall or shelf that helped to define 

the center boundaries. 

There were two doors into the classroom. The one to 

the south was used as the primary entrance and exit; the one 

to the north was usually closed, but was sometimes used as a 

secondary entrance and exit. 

A two-drawer file cabinet was positioned by the south 

door, just inside the classroom and served as a table to 

hold the log for parent sign-in and any notes or papers that 

needed to be sent home with the students. 

Just above the file cabinet was a bulletin board with a 

clown face and the word "WELCOME!" Under the bulletin 

board, beside the file cabinet was a small apartment-size 

refrigerator. Next to the refrigerator was a chart rack 
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with hangers holding some charts. 

Just in front of the bulletin board, file cabinet and 

refrigerator was a round table with a listening center. The 

listening center consisted of a tape recorder, two sets of 

earphones, a box that connected the earphones to the tape 

recorder, an audiotape and two copies of the book that was 

on the audiotape. 

South of the listening center, there were two closet 

doors on the wall. There was a shelf placed at a ninety-

degree angle to this closet which divided the listening 

center and the art center. On top of the shelf were clear 

plastic containers with pasta, beans, and unpopped popcorn, 

a container of markers, a tub of styrofoam pieces and a 

glass with paintbrushes. 

The art center had a rectangular table with chairs 

around it. On the table were a box of scissors that had 

been labeled with both a picture and a word, a box of 

crayons, a cup with markers, and a wooden tray with white 

paper. A small wastebasket was at one end of the table. 

At the west end of the art center, next to the closet, 

was a sink and cabinets. There were shelves above the sink 

and countertop with red print curtains over them. The TV 

was on the countertop and there were doors on the cabinets 

under the sink. 

Next to the art center, to the south, was the 

woodworking center. It consisted of two pieces of a tree 
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trunk sitting on a piece of clear plastic. There were two 

pairs of safety goggles on top of one piece of wood and a 

tub with nails and two hammers in it. 

A set of shelves south of the woodworking center 

separated it from the block center. The block center was 

further defined by the southwest corner walls of the 

classroom. There were several kinds of blocks with which to 

build. 

East, along the wall, from the block center was one 

large group area. There was a chalkboard on the south wall 

and an open space of carpet with a chair for the teacher. 

There were books on the chalkboard rail and on the floor 

under the chalkboard . 

The southeast corner of the classroom had shelves on 

both walls. On the shelves were dishes, pans, a camera, 

telephones and various other kinds of objects for the home-

living center. There was a box of dress-up clothes at the 

end of one set of shelves and a plastic table with chairs. 

North of the home-living center, along the wall, was a 

small free-standing tent. This was used alternately as a 

puppet center and a listening center. There was a box of 

puppets, a tape recorder and a stack of books inside the 

tent. 

Next was a round table with containers of Lego blocks 

and other manipulatives to develop fine motor skills. 

Activities at this table were sometimes task oriented and 
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sometimes free-exploration. 

The overhead projector center was north of the fine 

motor area. It consisted of a rectangular table with two 

overhead projectors placed about two feet from the 

chalkboard on the south wall of the classroom. There was a 

variety of transparencies available for students to use with 

the overhead projectors as they practiced tracing on the 

chalkboard. 

In front of the wall panels that had previously been 

used to separate the two classrooms, the teachers had set up 

an area for practice of large motor skills. Included in 

this area were laundry baskets and beanbags to pitch in 

them, jump ropes, a small trampoline and other objects 

designed to improve large motor skills. Activities and 

materials in this area were changed throughout the year. 

Next to the wall on the north side of the folded panels 

there was a small table pushed up to the wall in front of a 

portion of the chalkboard. This table always had paper, 

pencils, pens, markers and crayons. Other materials were 

added as needed to support specific writing activities. 

This writing center contained specific tasks at times; at 

times the children were allowed to use the materials as they 

chose. 

Separated from the writing center by a bookshelf was 

the computer center. This center contained two computers 

which sat on two separate desks. The computer disks used in 
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this center reinforced such tasks as letter matching and 

counting. At first the disk was chosen by the teacher and 

each child used whatever was in the computer; later each 

child was allowed to choose the disk they wished to use. 

In the northeast corner of the classroom there was a 

tall bookshelf on the east wall and a short bookshelf under 

the chalkboard rail on the north wall. There were two 

beanbag chairs and a variety of books, both big books and 

regular small books. This was the reading or library 

center. 

Going west along the north wall at the other end of the 

chalkboard was the second large group area. It, like the 

other large group area, was a clear space of carpet with a 

chair for the teacher. There were books on the chalkboard 

tray and on the floor under the chalkboard. 

Separating the large group area from the science center 

was a bookshelf. In the science center, in front of the 

north window, was a large round table with a 20-gallon 

aquarium on it. The aquarium was a stable feature in this 

center, but other materials in the center changed as the 

focus of study within the curriculum changed. Sometimes 

this was the center used for cooking activities because of 

its nearness to a sink. 

One teacher's desk was in the northwest corner of the 

classroom. The desk was used as a storage place for lesson 

plans and other types of paperwork. 
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Along the west wall were cabinets for storage with a 

sink and countertop. Just in front of the sink there was a 

water table made of clear plastic on a metal frame. Under 

the water table was a sheet of heavy plastic large enough to 

extend beyond the water table for children to stand on while 

they were playing with the water; this was done to protect 

the carpet. The water table was filled with clean water 

twice a day. There were various bottles, containers, 

lengths of tubing and other objects to use in free 

exploration of the properties of water. 

South of the water table was another large round table 

designated as the language center. The materials at this 

center changed each week and the activities usually 

reinforced the letter currently being studied. 

Next to the language center, to the south, was the area 

designated for the flannel boards. There were two flannel 

boards and an assortment of felt letters, numbers and 

shapes. Some weeks this area was supplied with a taped 

story and felt shapes designed to retell the story; some 

weeks there were shapes for retelling a familiar story, but 

no tape. 

The flannel board center was separated from the rice 

tubs by a shelf that held puzzles. The rice tubs held rice, 

dried beans, macaroni and glitter. There were also sifters, 

scoops and containers of various sizes and shapes. 

Activities at this center were sometimes free exploration of 
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the materials and sometimes task oriented to go with the 

current area of study. The rice tubs were just north of the 

primary doorway. 

The remaining centers were located in a strip down the 

center of the room. Beginning at the south end, the first 

area was one teacher's small group center. It consisted of 

a rectangular table and chairs. The activities in this 

center were always teacher directed; they varied with the 

current focus of study and the perceived needs of the 

students. 

Just north of this small group area was a small round 

table made from a wooden spool formerly used to store wire. 

The table had a plastic tablecloth on it and was usually 

used as a playdough center. This center was separated from 

the fine motor center by a bookshelf. The activities in 

this center were sometimes free exploration of playdough or 

similar materials. At times the activities were more task 

oriented. 

North of the playdough center was the puzzle center. 

This consisted of a large round table with a puzzle rack 

containing wooden puzzles in the middle of it. There were 

also other puzzles stored on the shelves between the flannel 

board center and the rice tubs. These included more wooden 

puzzles, large-piece jigsaw puzzles and even larger-piece 

floor puzzles. Activities in this area were always free 

exploration. 
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Next in line was the math center. This area contained 

a large round table. A set of shelves separated it on the 

west from the language center. This set of shelves 

contained the materials for the math center. Activities in 

this area were always task oriented and materials provided 

varied with the task. 

The last center was the other teacher's small group 

area. Like the one at the south end of the room, this 

center contained a rectangular table and chairs. Activities 

were always teacher-directed and materials varied with 

activity. 

Typically, when the kindergarten children arrived they 

went to the cafeteria to eat breakfast. The class time 

started at 8:20 A.M. with children meeting in a large group 

with their assigned teacher; they were designated the 

redbirds and the bluebirds. This assignment had been made 

by the office and was for record-keeping purposes; it had 

nothing to do with abilities or test scores., This large 

group time included taking roll, singing, chanting, 

discussion and reading to and with the children. Calendar 

information was talked about, the flag salute was done and, 

at the end of large group time, learning center booklets 

were handed out. 

The learning center booklets consisted of twenty-two 

laminated cards held together by a metal ring. The first 

card had the child's name on it; the other twenty-one had 
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pictures and labels on them that represented the twenty-one 

learning centers. The pages were color-coded or coded with 

stickers and arranged in different orders so that each 

center would have only two children in it at a time. 

When each child received the learning center booklet 

the child went to the assigned center and worked on the 

activity that was set up in the center for the week. Some 

center activities were specific tasks to be done, for 

example, a picture in which the children were to count and 

graph the number of apples, pumpkins, Indians, Pilgrims, 

etc. Others were simply materials to be manipulated as the 

children chose, for example, the home living center which 

contained dishes, cooking utensils, telephones and dress-up 

clothes. 

Each teacher conducted small-group activities during 

the center time. These activities were centered around the 

skills that Oklahoma Learner Outcomes (Oklahoma State 

Department of Education, 1991) outlined for kindergarten 

students. When the center assignments did not result in a 

small group with which to work, the teachers went from 

center to center assisting as needed. The teachers1 aide 

was also available part of the time to lend assistance at 

the centers as needed. 

At the end of center time, children prepared for lunch 

by washing their hands. They began going to the cafeteria 

as they were ready. One teacher went with the first group 
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and the other stayed in the room and went with the remaining 

children. Lunch was supervised by the two teachers and the 

aide took a break to eat. At the end of the cafeteria time 

the aide and one teacher took the children to the playground 

while the other teacher took a short lunch break (usually 20 

minutes). 

After noon recess, the children returned to the 

classroom for rest time. During this time the teacher who 

had not yet eaten took her break while the aide and the 

other teacher supervised. Classical music was played during 

this time. Especially during the first weeks of school, 

many children slept. 

The second large group time was after rest time and the 

children stayed with the same group of children, but met 

with the other teacher. The teacher did much the same 

things with the second group that she had done with her own 

group in the morning. 

After this large group time was the teachers' planning 

time. During this time the children went to music, library 

or physical education; the groups were split and rotated 

among the various classes. 

When the children returned from their outside classes, 

they had another center time. Booklets were handed out 

again and each child went to the assigned center. The time 

given at each center was designed to allow the children to 

be at each center once each week. During this last center 
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time the aide pinned notes and papers that needed to go home 

on children's shirts. From time to time she explained what 

the note or paper was, especially if a reply was expected. 

The day ended with a very short large group time that 

began as children were called to board the shuttle bus. 

During this time the day's happenings were discussed and 

books were shared; children would leave as buses and parents 

came to get them. The aide monitored this and retrieved 

children from each group while the teachers continued with 

group activities until time to dismiss. 

The teachers walked out with the children; they 

utilized this time for informal parent contacts. Sometimes 

they talked with parents in the hall, on the playground, 

over the fence or even went out to the car with some 

children. 

Data Collection and Analysis 

Data collection and analysis was divided into a series 

of phases identified by a specific focus and particular 

technigues. Data collection was divided into four phases 

and data analysis into five phases (See Appendix K). 

Data collection took place over a seven-month period, 

August, 1991 to March 15, 1992. A three-month period, March 

15, 1992 to June 15, 1992, of data analysis followed exit 

from the field. 

The first phase of data collection begem during August, 

1991, with an informal interview with the superintendent, 
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principal and the two kindergarten teachers. During this 

phase entry was established, physical mapping was done, 

initial demographic data collected and the observations 

begun. Data were collected in the form of field notes, 

videotapes and informal interviews with the teachers. Data 

analysis consisted of summarizing field notes and 

preliminary coding to establish patterns of social 

interaction within the classroom. 

The second phase of data collection was from the 

beginning of October to December 15, 1991. During this 

phase observation attempted to concentrate on the 

interactions of parents and students within the learning 

centers in the classroom. Data were collected in the form 

of field notes, videotapes, informal interviews and 

classroom documents. Data analysis continued with 

summarization and coding of field notes, viewing of 

videotapes and perusal of classroom documents in a constant 

search for patterns of behavior and interaction. 

Data collection was interrupted by the break between 

semesters from December 15, 1991, to January 15, 1992. 

During this time data analysis continued with repeated 

readings of field notes and supporting documents in an 

attempt to narrow the focus of final observations and refine 

perceived patterns of student-adult interaction and behavior 

during learning center activities. This analysis provided 

information used to guide subsequent observations and 
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videotaping during the next phase of data collection. 

Phase three of data collection took place between 

January 15, 1992, and March 15, 1992. At the beginning of 

this phase, direct observations continued but starting the 

first week in February and continuing through March 15, all 

observations were videotaped by a research assistant and 

reviewed by the researcher. Data analysis continued with 

summarizing and coding field notes, notes made from the 

videotapes and interviews with key informants. At this 

phase, new information could be compared with previously 

coded information to confirm or refute perceived categories 

of student-adult interaction. 

Phase four of data collection consisted of exiting from 

the field. Final interviews were conducted with key 

informants, the remaining classroom documents were 

collected, all demographic data were checked and attempts 

made to fill in missing data. Data analysis during this 

time continued with ongoing comparison and coding of field 

notes, interview transcriptions and classroom documents. 

Final interviews with key informants focused on perceptions 

of the year's parental involvement activities as well as 

perceptions of the interactions between children and adults 

in the classroom. 

The following list summarizes the data that were 

collected and analyzed during the phases just described: 

121 pages of typewritten field notes 
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15 hours of videotapes 

75 pages of typewritten transcripts of 
audiotaped comments from viewing of 
videotapes 

59 pages of typewritten transcripts of 
audiotaped informant interviews 
(7 interviews) 

52 copies of kindergarten students' enrollment 
cards 

92 copies of classroom documents 

Phase I-Data Collection 

The main concerns of phase one were to establish entry 

into the site, map physical data, begin collecting 

demographic data and become familiar with the patterns of 

social interaction within the classroom. Entry into the 

site was accomplished through meeting with the 

superintendent, principal and teachers, along with a written 

request to the Board of Education. 

Phase I-Gainincr Entry 

Consent forms were sent home with each kindergarten 

child to be signed by the parent and returned to school. 

The aide collected the forms and kept track of who had not 

brought one back. One week after the first form had been 

sent home another one was sent home with those students who 

had not yet returned a signed consent form. One week after 

the second form was sent, the teachers began approaching 

parents of children who had not returned the forms trying to 

obtain a signed form. Three parents denied consent 
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initially. One parent who initially denied consent 

subsequently volunteered to help in the classroom. The 

researcher approached this parent one day after the parent 

had just finished helping during center time to discuss why 

consent had been denied. The parent said that she had not 

understood the letter, so she had marked "NO". After the 

researcher explained that nothing was going to be changed in 

the classroom, the researcher was there to simply observe 

what was happening within the classroom, the parent changed 

her consent form to "YES". 

When forms had been obtained from all children 

possible, the researcher asked the superintendent how the 

school system wanted her to proceed with the study in light 

of the children who did not have parental consent. The 

researcher was told to continue with the study but, as much 

as possible, not to videotape any of the children for whom 

consent had been denied and not to use their names in field 

notes. 

Phase I-Observations 

Observations began the first day of school and 

continued on a regular basis after that so the students were 

comfortable having the observer in the classroom. At first 

observations were made during entire morning or entire 

afternoon sessions to determine daily routine and social 

interaction. Later, observations were limited to learning 

center time in the morning or afternoon. 
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The researcher usually sat in a small student chair 

positioned between learning centers and took notes 

continuously on a large yellow pad. Much of each session 

was spent in direct observation of classroom activities and 

interactions. Some of each session was usually spent as a 

participant observer, for example, when approached by a 

child; 

Katie wanted her "Cinderella dress" zipped; Herbert 

wanted a hug; or Patricia wanted someone to see her 

lion, (field notes) 

The researcher took an active role during the 

watermelon party at the end of the first day by helping the 

teacher serve the children and parents. Most of the time 

the researcher did not play an active role within the 

learning center during observation time; however, when that 

did occur, notes were reconstructed through researcher 

reflection immediately after the observation was completed. 

Informal interviews were conducted with the teachers 

when they were available during the observations. Most of 

these were recorded within the day's field notes, not in a 

separate interview section. These interviews usually 

concerned specific things that were going on in the 

classroom that day or upcoming events that the teachers 

thought the researcher would be interested in seeing. 

Videotapes were made beginning the first day of school 

with the watermelon celebration at the end of the day. The 
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first videotape was made by the aide while the teachers and 

the researcher served watermelon to the parents and 

children. Other videotapes filmed during this phase were 

made by one of the teachers during center times. 

Phase I-Phvsical Mapping 

Physical mapping of the classroom was done during a 

separate observation after school had dismissed one day. A 

preliminary drawing of the classroom was made and 

descriptive paragraphs were written about each center within 

the classroom. During subsequent observations, differences 

in the center activities were noted, but the physical 

arrangement of the centers remained the same throughout the 

school year. 

Phase I-Demoaraphic Data 

Demographic data were collected from each child's 

enrollment card and consisted of the child's sex, ethnic 

background, parents' level of education and free lunch 

status. This information was obtained by making a 

xerographic copy of each child's enrollment card (see 

Appendix E) . Not all of this information was available on 

every child because sometimes the parents did not report it 

on the enrollment card. Every effort was made to obtain 

complete information on each child, although this was not 

always possible. 

Phase I-Classroom Documents 
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The aide began to keep a file of classroom documents 

for the researcher. This file included copies of notes that 

were sent home with every child, especially those that 

encouraged any kind of parental participation in their 

child's education (see Appendix F). Other things included 

in the file were examples of notes written to individual 

children's parents asking that the parents help the child 

with a certain skill and then outlining ways to do just 

that. There were also examples of notes written to parents 

affirming children's accomplishments, thanking parents for 

their help or support and providing information on upcoming 

events or needs within the classroom. 

Phase I-Data Analysis 

Data analysis began with summarizing each set of field 

notes. This was done once a week or once every two weeks. 

Typewritten transcripts of field notes were produced by a 

research assistant, reread and then corrected by the 

researcher. As each new set of field notes was summarized, 

the previous sets were examined in an effort to discern 

emerging patterns of behavior and student-adult interaction. 

This ongoing summarization helped to focus the information 

within each set of notes and also began to provide questions 

to be clarified by subsequent observations. A list of 

recurring behaviors was kept to aid in coding the data. 

Phase II-Data Collection 
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The focus of observations during this phase was on the 

interactions between parents and children during the 

learning center time. Observations were made during the 

afternoon learning center time, two or three days a week, 

because most parents who had volunteered to help were coming 

during the afternoon time. Since the number of parents who 

actually participated during the learning center time in the 

classroom was very small and the times that they came were 

inconsistent, the researcher also began to observe any 

possible adult-child interaction during the learning center 

time. This included the children's interactions with the 

teachers, the aide, the researcher and any other adults who 

were in the classroom during these times. Informal 

interviews with the teachers and the aide remained a part of 

the ongoing observations. 

Field notes were written during observations and 

expanded through researcher reflection immediately after the 

observations. Comments were also added during subsequent 

rereadings of the field notes after they had been typed by a 

research assistant and corrected by the researcher. 

Videotapes continued to be made from time to time by 

one of the teachers in the classroom. Classroom documents 

were also collected by the aide and given to the researcher 

from time to time. 

Phase II-Data Analysis 

Field notes were reread and summarized on a regular 
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basis. The list of recurring parent-student and child-adult 

interaction begun during phase one was expanded and revised 

during the on-going examination of field notes. Also noted 

were teacher comments and observations about these recurring 

behaviors. 

Videotapes were viewed and audiotapes of comments 

recorded during the viewing. These audiotapes were later 

transcribed, the transcriptions read and recurring instances 

of child-adult interaction noted and added to the list of 

terms. 

During this time there was a constant search for 

patterns of child-adult interaction. Examples were pulled 

from the researcher's field notes, the videotapes and 

teachers' comments. The ongoing comparison of information 

from several sources, the searching for similarities or 

commonalities throughout the course of data collection and 

data analysis is known as indefinite triangulation. This 

addressed the issues of validity and reliability (Miles and 

Huberman, 1984). 

Through perusal of classroom documents and teachers* 

comments during informal interviews, patterns of the 

teachers' planning for parent involvement within the 

learning centers began to emerge. Examples of planning for 

parental involvement in other areas of their child's 

kindergarten education were also identified. 

Phase Ill-Data Analysis 
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Data collection was interrupted by the semester break 

but data analysis continued. During this time the 

researcher continued repeated reading of field notes in an 

effort to confirm or refute perceived patterns of child-

adult interaction. Once more videotapes and informal 

interviews with the teachers and aide were used to provide 

for indefinite triangulation of sources. 

This period of iterative reviewing of the data also 

helped to narrow the focus of subsequent observations. It 

was decided to focus observations on certain learning 

centers for the remainder of the study; the focus centers 

were those identified by the teachers as the ones most 

needing an adult present. The library center, the cooking 

center, the writing center and the math center were chosen 

as the target centers. 

Phase Ill-Data Collection 

Direct observations continued to be conducted during 

the first two weeks of this period, but the remainder of the 

sessions were videotaped by a research assistant. These 

videotapes focused on the identified learning centers. On 

two occasions special activities involving parents were also 

videotaped. 

Interviews were conducted with key informants including 

the two parents who helped most in the classroom, the two 

classroom teachers and the aide. An interview schedule was 

used to guide the parent interviews (see Appendix D); these 
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interviews were audiotaped with the permission of the 

parents. Teachers were interviewed informally on a regular 

basis both in person and over the telephone; these 

interviews were reconstructed through researcher reflection 

from notes taken during the interviews. A group interview 

was conducted one day after school with both teachers and 

the aide; this interview was audiotaped. 

Phase IV-Data Analysis 

The field notes taken during the direct observations 

were typed by the research assistant, then corrections made 

where necessary and summarized by the researcher. The 

videotapes were viewed by the researcher and comments made 

during the viewing were audiotaped; the audiotapes were 

later transcribed and the typewritten text summarized. 

Audiotapes from interviews were also transcribed and the 

typewritten copies summarized. 

All transcriptions were examined repeatedly, comparing 

noted child-adult interaction with the developing list of 

behaviors compiled from previous observations. This was 

done in an effort to confirm or refute perceived categories 

of behavior. 

Phase IV-Data Collection 

This phase was marked by exit from the field. 

Observations ceased to be conducted on a regular basis. 

Final interviews were conducted with the teachers, aide and 

principal. These interviews were centered around how plans 
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for parental involvement formulated at the beginning of the 

year had been carried out, the informant's perceptions of 

the parental involvement during the course of the school 

year and their perceptions of child-adult interaction within 

the learning center time in the classroom. All these 

interviews were audiotaped and later transcribed. At this 

point the school secretary was also interviewed to complete 

available demographic data on the kindergarten students and 

her perceptions about parental involvement. Brief notes 

were taken during this interview and later reconstructed 

through researcher reflection. 

The remainder of the classroom documents, including a 

copy of the log book parents signed when they came to the 

classroom (see Appendix G), were collected from the aide. 

Demographic information was collected on all the 

kindergarten children who had enrolled since the initial 

collection; copies were made of each child's enrollment 

card. Because the principal had mentioned that he thought 

increased parental involvement helped increase student 

attendance in the kindergarten, attendance information from 

this school year and the previous school year was also 

collected (see Appendix H). 

Phase V-Data Analysis 

Data from the final interviews with the teachers, aide 

and principal were examined to find support for the 

categories of child-adult interaction that had emerged in 
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previous data analysis. Charts and lists were used to sort 

and compare the data from all available sources. 

The hypotheses that had been generated were re-examined 

and a search conducted for theoretical explanations to 

refute or support the data. Existing descriptions of child-

adult interaction associated with learning in young children 

were compared with interactions observed in the classroom 

and the key informants' perceptions of those interactions. 

Demographic data compiled in categories from the 

enrollment cards were tallied and percentages calculated to 

give additional description of the student population. 

Attendance information was pulled from existing records, 

percentages of absences were calculated according to student 

membership during each niue-weeks period and last year's 

figures were compared with the current year's figures. 

Classroom documents were sorted into categories 

according to the content. This information was used to 

support other data gathered about teacher planning for 

parental involvement both in the learning centers and in 

other activities related to the students' kindergarten 

education. 

Summary 

This study was conducted using qualitative data to 

describe parental involvement during the first year of a 

Chapter I extended day kindergarten program. Data were 

obtained through observation and videotaping of the 
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classroom, interviews with key informants and collection of 

pertinent school and classroom documents. These data were 

systematically analyzed for evidence of teacher planning for 

parental involvement, child-adult interaction during 

learning center time and ways that parents became involved 

with their child's kindergarten education other than helping 

within the learning centers in the classroom. 



CHAPTER 4 

THE NARRATIVE OF FINDINGS 

This study was primarily an investigation of parental 

involvement in learning center activities and how it would 

impact children in a Chapter I extended-day kindergarten. A 

part of the study focused on how the teachers planned for 

parental involvement and ways they encouraged parental 

involvement within the learning center time and in other 

ways. Parent-child interaction and parent-student 

interaction when parents were present during learning center 

time were investigated along with student-adult interaction 

during learning center time when no parents were present. 

The last focus of the study dealt with the nature and 

frequency of parental involvement beyond learning center 

activities. 

The first section of this chapter relates the 

demographic information about the student population of the 

Chapter I extended-day kindergarten class. This information 

was collected primarily from student enrollment cards and 

interviews. 

The second section describes how the teachers planned 

for parental involvement with the learning center activities 

and in other ways. Also discussed are ways the teachers 

encouraged this involvement on a day-to-day basis and for 
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special activities. Findings in this section are based on 

field notes, interviews and classroom documents. 

The third section deals with the particular actions of 

parents in the classroom during learning center time, 

including the frequency, duration and consistency of their 

participation. This information comes from field notes, 

videotapes, interviews and the parent sign-in log. 

A fourth section presents findings about parent-child 

interactions and parent-student interactions when the 

parents were present during center time. This section also 

discusses child-adult interactions when no parents were 

present during center time. Data from field notes, 

videotapes and interviews were comparatively analyzed to 

produce these findings. 

Other ways parents were involved beyond learning center 

activities are addressed in the fifth section. This 

includes the nature of the activities, frequency and 

consistency of involvement. Data for these findings come 

from field notes, interviews, videotapes and classroom 

documents. 

The final section addresses the reasons why parents 

chose to be or not to be involved within the classroom. 

Informant perceptions of the effects of parental involvement 

on students, teachers, parents and the school as a whole are 

also presented. These findings emanate from analysis of 

field notes and interviews. 
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Student Demographics 

Demographic information concerning the students 

enrolled in the Chapter I extended-day kindergarten was 

gathered to assist in contextualizing the data. The initial 

student population was 39. By the end of the school year, 

52 children had been in the class at one time or another. 

Some children had enrolled, left and come back again before 

the end of the year. 

The total enrollment for the school year consisted of 

31 boys and 21 girls. Twelve boys were identified as 

American Indians, ten belonging to the Choctaw Tribe, one 

belonging to the Chickasaw Tribe, and one with no tribe 

specified. Five girls were identified as American Indians, 

three belonging to the Choctaw Tribe and two belonging to 

the Chickasaw Tribe. All other children were identified as 

"White". 

Information reported on the enrollment cards indicated 

that, among parents of the children enrolled in the target 

kindergarten class, 11 mothers and seven fathers had less 

than a high school education. Nine mothers and eight 

fathers had a high school diploma or GED equivalent. Eight 

mothers and eight fathers had some college courses. Two 

mothers and no fathers had a college degree. There were no 

responses for 21 mothers and 29 fathers. 

Teacher Planning 

There were two teachers within the kindergarten 
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classroom. One teacher was beginning her 18th year of 

teaching kindergarten, her second in this school. The other 

teacher was beginning her third year of teaching; the 

previous two were in first grade at this school. There was 

also an experienced full-time teachers' aide assigned to the 

classroom. 

The teachers began their planning for parental 

involvement during the summer of 1991, before school 

started. One critical element identified in both teachers' 

interviews was making the parents feel comfortable. In the 

interviews the teachers repeatedly indicated the need for 

making the parents feel comfortable, an act which they felt 

would encourage parental involvement. The second critical 

element identified was securing a commitment from the 

parents. To facilitate that commitment the teachers 

formulated a list of ways they wanted parents to be involved 

with their children's kindergarten educational experiences 

(see Commitment From Parents). 

Making Parents Feel Comfortable at School 

When parents brought their kindergarten children to 

school the first day they were invited to return at 2:30 

rather than 3:00 so they could join their children in a 

watermelon party celebrating the first day of school. The 

teachers had secured donated watermelons, plates, forks and 

napkins to be used at the party and had made arrangements 

for the aide to videotape the children and their parents 
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during this celebration. The celebration was meant to 

"break the ice", to provide a way to "ease them (parents) 

into coming" (interview). 

The teachers also spoke with parents when they brought 

their child to the classroom or when they picked their child 

up after school. They talked to parents in the classroom, 

at the door, in the hall, on the playground, at the fence, 

in the parking lot and on the telephone in an effort to make 

the parents comfortable. The words of one teacher summarize 

this effort: "It was our determination to meet with every 

parent, to have contact with every single parent" 

(interview). The principal cited these efforts on the part 

of the teachers as the main reason parents became involved: 

They're not afraid of the parents. They're not 

afraid to ask for help. Convicted felons have gone on 

field trips with us, supplied Easter eggs, and other 

things. The parents feel at ease, they know that those 

two teachers are really trying to help their children. 

(Interview) 

Commitment From Parents 

A second effort made by the teachers to encourage 

parental involvement was an effort to secure a commitment 

from the parents. After school started the teachers sent a 

letter home with each child asking for parents to support 

the school by being positive and helping in specific ways 
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listed on the letter (see Appendix I). That list included 

the following: 

1. working in the learning centers on an 

ongoing, regular basis - perhaps one hour a 

day, one day a week 

2. sending needed supplies and materials to 

the classroom when requested to do so 

3. attending special parent/child activities 

at school 

4. sponsoring field trips 

5. helping their child as needed at home 

6. attending all parent/teacher conferences 

7. attending make-and-take-it workshops 

designed to supply learning materials and 

knowledge to enable parents to work with 

their children at home 

The parents were asked to check all the specific ways 

they would help support the school, sign the form and send 

it back. Ten kindergarten parents returned completed forms. 

Seven parents checked that they would attend conferences, 

four agreed to help as a room parent, eight would provide 

things for parties, six would help with field trips (three 

wrote conditions after that one-if possible), five agreed to 

attend Parents Association meetings, six would help with 

special projects and five checked that they would volunteer 

in the classroom or make aids-activities. 
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Conference Attendance 

Each parent was sent a note regarding each scheduled 

parent-teacher conference day (see Appendix J). If the note 

was not returned, the teachers sent a second note. If the 

second note was not returned the teachers tried to talk with 

the parent when they came to pick up their child; if this 

was not possible, the teachers tried to contact the parent 

by telephone. When those attempts failed, they went to the 

child's home to visit the parents. 

Classroom Supplies 

Notes were sent home with the children on a regular 

basis, as learning center activities were going to be 

changed, requesting needed supplies for those activities in 

the classroom (see Appendix F-l). Every note contained 

thanks for the parents' previous support and many contained 

repeated invitations to visit the classroom at any time. 

Parties and Special Occasions 

Notes were also sent home requesting treats and 

parents' attendance at holiday parties (see Appendix F-2). 

Parental help was also solicited in making costumes for an 

end-of-the-year program. 

Field Trips 

The teachers sent notes to parents explaining the field 

trips that were planned and asking for parents to help in 

sponsoring each trip (see Appendix F-3). They also had the 
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school secretary call individual parents asking if they 

could accompany the children on each field trip. 

Helping Their Child at Home 

When classroom activities were focusing on new 

information or new skills, the teachers would send notes 

home with each child informing the parents about what was 

being studied and giving suggestions for working with the 

child at home (see Appendix F-4) . Many times these notes 

also contained a portion that was to be returned to school 

stating that the parent had worked with the child on the 

specified skill; this was a way of encouraging 

accountabi1ity. 

Helping in the Learning Centers 

After the letters requesting support had been returned, 

the teachers contacted the parents who had volunteered to 

help during learning center time to determine when they 

could come. The parents designated a day of the week and 

selected either morning or afternoon to help. All through 

the school year the teachers continued to actively seek help 

in the learning centers by talking with parents in person 

and by adding appeals to notes being sent home about other 

things. 

When the parents came to help in the learning centers, 

the teachers gave them a short orientation session. Then 

the teachers talked with the parents before they left, 
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thanking them for their help and encouraging them to come 

back on a regular basis. 

Make and Take It Workshops 

Even though the teachers planned tentatively to conduct 

workshops where the parents could construct activities to 

use with their children at home, plans developed no further 

than the initial stage: 

We just never got that done. We just took on more 

than we could take care of. And, it was a bigger 

job than we thought. It was really confining -

having them all day long. There was more to 

everything than we anticipated, (interview) 

Parents in the Classroom During Learning Center Time 

What Parents Did 

When parents came to help in the classroom during learning 

center time they did a variety of things. Orientation was 

limited; parents came when it was time to begin center 

activities so there was little available time and the nature 

of most activities required little orientation. Sometimes 

the teachers asked the parents to work in a particular 

center: 

If we had something that needed a lot of 

attention, then we asked them to work at a 

specific center, for instance, if we had the 

toaster or something where we felt like they were 
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needed for safety's sake. (Interview) 

At other tiroes parents were told they could choose which 

centers to help with but were always encouraged to work in 

the library center where they could read to the children and 

listen to the children "read" to them. Reading to children 

was avoided by some of the parents who came to work. One of 

the teachers gave this explanation: 

We always tried to ask the parents what they would 

be comfortable doing before they went into a 

center because a lot of the parents were afraid to 

work in the library center and they didn't want to 

read to the children. They were afraid to do 

that. We thought maybe they couldn't read or their 

reading was so poor that they felt real 

uncomfortable doing it. (Interview) 

Parents, besides helping with cooking activities and 

reading with the children, helped children work with 

puzzles, make play dough letters, work with the computers, 

count things and graph the amounts, write on the chalkboard 

at the overhead projector center, construct volcanoes, play 

games, build with Lincoln Logs, or anything that a child 

needed or wanted help with during center time. 

Some parents came during center time, but did not 

actually work in the centers with the children, for 

instance: 

Mrs. G. came a couple of times and she did not 
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seem to be very comfortable working with the 

children, so when she came we usually would give 

her things that we needed to have done, like 

cutting vests out of paper sacks. (Interview) 

Mrs. Y., when she came she would just go to 

where her son was. It didn't matter where he was, 

that's where she wanted to be. (Interview) 

Mrs. L, just sitting and observing - she did 

that quite a few times. Since her son was quite a 

handful, she just more or less observed him. 

(Interview) 

The most common activity parents engaged in during 

center time when they were not actively working with 

children was some form of straightening up centers, cleaning 

centers or putting away center materials. It was also 

common for parents to stay after center time had ended when 

the students were in their last large group session just 

before going home and continue to clean and put things away. 

How Often Parents Came 

When the teachers planned for parental involvement 

during the learning center time, they had envisioned having 

parents who would come to help on a regular basis. This did 

not happen; even those parents who indicated that they would 

come one day a week during center time did not. The parent 

who volunteered the most time both during learning center 
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time and for other activities talked about coming on a 

regular basis: 

I was supposed to be here on Thursdays at 2:00 and 

help till 3:00 with the learning centers. It's 

kind of gotten off the beaten path. Now I just 

come up here when I can and ask if she needs help 

today and she says anytime. Where it's just 

whenever I can. And, if I can come on my 

scheduled day, I do and if I can't come and can 

another day, then I do. (Interview) 

Of the parents who came to help during learning center 

time three of them signed the log one time only. Two 

parents signed twice, one signed three times, one signed 

during six learning center activity times and one was signed 

in a total of nine times. However, field notes indicate 

that Mrs. G. helped during learning center time twice, but 

that information is not recorded in the log. 

Parents' perceptions of how often they came and 

teachers' perceptions of how often certain parents came did 

not always agree. For instance, one parent said: 

I think me and David came about two or three times 

together and then I think I came about, I don't 

know, maybe a couple of extra times after that by 

myself. (Interview) 

The child's assigned teacher, when asked about the frequency 

of parents' visits referred to the father in question, "He 
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only came one time." (Interview) The logbook had Mr. L. 

signed in for one time only during center time and Mrs. L. 

signed in four times. 

Interactions During Center Time 

When data collection began, attention was focused on 

student behavior during learning center time to provide a 

baseline for comparison with student behavior during center 

time when parents were present. Several categories of 

child-adult interaction began to emerge during that time. 

These were divided into interactions when the child goes to 

the adult, which was labeled Child-Adult Interaction, and 

interactions when the adult goes to the child, which was 

labeled Adult-Child Interaction. 

When parents came to help during center time attention 

was focused on what parents were doing with the children and 

the interactions going on between the students and the 

parents, which was labeled Parent-Student Interaction. Also 

of interest were the interactions between the parent and 

their own child, labeled Parent-Child Interaction. 

During learning center time, the students were 

scattered around the room at 21 different learning centers. 

Some of the centers were task-oriented; there were specific 

tasks to be completed each day at that center. Some of the 

centers were designed for free exploration of the provided 

materials. 
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During a normal center time there were two teachers and 

a teachers' aide present; at times the teachers were free to 

go to any center and at other times they would conduct small 

group instruction. The aid was usually available to go to 

any center during the morning session, but many times during 

the last half of the afternoon session she was preparing and 

passing out notes to take home. 

Child-Adult Interaction 

During analysis of field notes and videotapes, two 

categories of Child-Adult interaction emerged. One of these 

was the child seeking help from an adult as exemplified by 

the following passages: 

Amanda is putting on a green satin formal. She 

tries to step into it - then unzips it and puts it 

on. She backs up to me and asks me to zip it up 

for her. (Field Notes) 

I am at the puzzle center to see Jennifer's 

puzzle she wants to show me. Nikki asks for 

help completing her puzzle. (Field Notes) 

Kevin picks up a ten card, takes it to the 

camera operator and asks, "What is this?" (Field 

Notes) 

The second category of Child-Adult interaction that 

emerged was when the child sought praise, affection or 

attention from an adult. This category is illustrated in 

the following examples: 
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Kevin picks up the three card, correctly names the 

numeral and puts in three pegs. He takes it to 

the camera operator and asks, "Are you proud of 

me? I did this." (Field Notes) 

Herbert stops to grab my hand and then give 

and get a hug. He says, "HeyI It's hot today!" 

Then he puts a transparency on the overhead 

projector, turns it on, then turns it off. He 

stands on a chair and draws a big circle on the 

chalkboard and says, "Look what I can do! It is a 

wemon (lemon)!" Then he goes to Jana (aide) and 

says the same thing to her as he takes her hand 

and tries to get her to come to the chalkboard. 

Cody has brought what he did at the writing 

center all the way across the room to show Janie 

(his assigned teacher). Then he brought it and 

showed me, too. (Field Notes) 

Some children went to the nearest adult for help or 

attention. Some went to their assigned teacher, if she was 

available. A few made the rounds of every available adult, 

especially when seeking attention for a final product or 

accomplishment. 

Adult-Child Interaction 

Analysis of field notes and videotapes resulted in 

three categories of adult-child interaction. The first of 

these was an adult responding to a child's request for help 
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there. (Field Notes) 

Parent-Student Interaction 

Interaction between parents and students followed the 

same patterns as the adult/child interactions and 

child/adult interactions. In fact when asked, both teachers 

replied that students seldom made distinctions among adults 

in the classroom, going to any adult for help or attention. 

One teacher put it this way: 

The children in the room felt comfortable asking 

any adult for anything. That was just one more 

adult in the room. I don't think it meant 

anything more to them if that was somebody's 

parent, or a student teacher, or an observer, or 

whatever. (Interview) 

Parent-Child Interaction 

Even though the students treated the parents as just 

another adult most of the time, there were several different 

reactions from parents' own children. Jody's interactions 

are related from the viewpoint of the observer, his mother 

and his assigned teacher: 

Jody L. comes over to his dad (whom he calls 

David) with a telephone receiver and says, "Phone 

for you, David." Mr. L. says, "Tell him I can't 

talk right now." Jody goes off and goes to his 

mother (I can't see the response, they are 
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or attention. Instances of this category are illustrated by 

the following: 

Mrs. L. is standing with hands in pockets looking 

around at the children changing centers. Now a 

girl goes to her. They walk over to the library 

center. The girl chooses a book and Mrs. L. 

appears to be reading to the child. (Field Notes) 

Cindy has come with Cody Y. to the math table 

to help him with his counting. She has him point 

to each to count it, then he names the shape, then 

she helps him write the numeral. (Field Notes) 

Cindy comes with Melissa G. to the writing 

center at Melissa's request to show her how to 

write her middle name. Melissa says, "My mommy 

won't show me." (Field Notes) 

Another category of Adult-Child interaction that was 

identified was when an adult approached a child who was 

perceived as needing help or attention, but had not asked 

for it. This type of interaction is illustrated by the 

following: 

Janie is working with Cory and Kevin S. at the 

large motor center with the jump rope. Kevin can 

jump one time - Cory can't. Janie shows him how 

to lay it on the floor in front of him and jump 

over it. (Field Notes) 

Janie and several children are sitting in a 
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semi-circle to watch a puppet play in the puppet 

center. Janie says, "The audience must use quiet 

audience voices. When you sit in the audience you 

sit with your feet on the floor and your hands in 

your lap." (Field Notes) 

(Going to Jonathan, who is playing a game 

with another child on the floor) Janie says, 

"Here, Jonathan, let me see what's going on here. 

Show me how you're playing this. (Field Notes) 

The final category of Adult-Child interaction was the 

result of an adult systematically visiting a learning 

center. Children would be spoken to or helped as the adult 

came to each center. For instance: 

Jody's mom is walking from center to center right 

now. She stops at the play dough center and works 

with the children who are putting play dough on 

laminated letter forms. (Field Notes) 

Janie has stopped at the flannel board center 

to help Herbert and Katy with the audiotaped story 

and flannelboard figures to use with it. (Field 

Notes) 

Mrs. L. is putting up chairs, children are 

putting up their center cards. Mrs. L. stops at 

the math center to help John finish his activity. 

When he is finished she puts up the chairs and 

goes to the puzzle table to help the children 
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behind a shelf on the other side of the room). 

Jody comes back to the home living center. Jody 

comes over to Mrs. L. She says, "Go to your area. 

Go to your area." He goes back and she goes to 

the math table to put up chairs. Jody goes back 

to where his mother is. She is still putting up 

chairs. Now, he goes to get his picture from 

the art table. The paint is still wet so Janie 

tells him to put it back. Mrs. L. takes it from 

him and puts it back on the table. (Field Notes) 

When I came with his Daddy - when his daddy was 

around Jody•s more well-behaved. When I was there 

by myself without his Daddy, Jody would keep 

running to me and he wouldn't listen to his 

teacher. (Interview) 

He would dart in and out to her and if she 

was working somewhere else, he might rush over 

there to her and say something and go back to 

do-whatever. (Interview) 

Misty and Melissa's mother came during center time but 

did not work with the children in the centers; she preferred 

to do other things. The interaction between her and her 

daughters is narrated in the following: 

She talked to them. They were both very whiny 

when she was there and they took on different 

personalities than when she was not there. And, it 



72 

was for the worse. I'm going to have to say it 

was. I don't know if she had been there more 

often if they probably would have accepted it 

better. (Field Notes) 

Cody Y.'s mother always went to the center where Cody 

was and there was a lot of conversation between the two. 

Cody's teacher related: 

Well, he talked to her a lot, but he talked a lot 

anyway. But, he was just talking to her. Oh, he 

loved having her there. (Interview) 

Overall the children's interactions with their own 

parents were varied. When asked if children acted 

differently when their parents were there, replies from both 

teachers illustrate the variation: 

Well, probably some did and some didn't. I mean I 

can think of some of them that would show off a 

little bit. If it was just a one-time thing 

they would kind of show out for their parents a 

little bit. The parents that came more often the 

child didn't think that much about, except they 

liked having them there. (Interview) 

Some children were better behavior-wise, some 

children would act out somewhat. Perhaps thinking 

maybe my teacher won't get on to me for doing this 

and I know I am not supposed to but possibly 

because my mother is here she won't get on to me 
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for that. (Interview) 

Involvement Beyond Learning Center Activities 

Conference Attendance 

During the first parent-teacher conference period, 

September 24, 1991, the teachers had contact with parents of 

32 children. This represented 82% of the parents of the 39 

children enrolled at that time. All of these conferences 

were conducted face-to-face. 

During the second conference period, November 27, 1991, 

the teachers had contact with the parents of 43 children. 

This represented 100% of the 43 children enrolled. Three of 

these conferences were conducted by telephone, the remainder 

were conducted face-to-face. 

During the third conference period, February 5, 1992, 

the teachers had contact with the parents of 39 children. 

This represented 100% of the 39 children enrolled at that 

time. Four of these conferences were conducted by 

telephone, the rest were done in person. 

Classroom Supplies 

Parents sent supplies requested by the teachers for use 

in the classroom activities. According to one of the 

teachers the quantities sent many times exceeded the amounts 

requested: 

We asked the parents for a lot of things for our 

centers and we had wonderful response with 
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that. We would ask for toilet tissue rolls, pine 

cones, odds and ends, ribbon material, vinegar, 

sugar. Sometimes we asked for a cup of sugar and 

we would get bags of sugar, same with flour. If 

we asked for a small cup of vinegar, most of them 

would bring a bottle of vinegar, not the cup or 

two, but the bottle. Peanut butter or anything 

like that, they would bring the whole jar. 

Needless to say we have flour at home in my 

freezer for next year along with sugar and peanut 

butter. (Interview) 

Parties and Special Occasions 

Treats and help were requested by the teachers for each 

holiday party. Parents sent treats for every party and five 

to seven parents attended each party, helped serve the 

treats and cleaned up afterwards. 

Two parents also organized birthday parties for their 

children to be held at school. One parent brought cake and 

punch which they served in the cafeteria to all the 

kindergarten children. The other parent made arrangements 

with the teachers to keep the party a surprise for her 

daughter. Everything was set up in the cafeteria; one 

teacher kept Misty busy while everyone else went to the 

cafeteria to get ready. Misty came into the cafeteria to 

shouts of "Surprise! Surprise!" 
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At the end of school, the kindergarten children were 

presenting a program that required costumes. One mother, 

the one who volunteered the most frequently, took care of 

getting all the costumes constructed for the children. 

Field Trips 

A number of field trips were taken by the kindergarten 

class; these ranged from a short trip to the university 

across town to a trek to DFW Airport. The teachers wanted, 

and needed, enough parents to accompany them so that all 

children would be adequately supervised. Requests for trip 

sponsors were met with mixed responses. 

On the first trip to the university across town only 

one parent came with the buses of children. One parent met 

the students at the campus between classes. During this 

trip elementary education students from the university 

worked with the children in groups of two or three, so there 

wasn't as great a need for parents to assist then as during 

some of the other trips. 

On the other trips that were taken, many more sponsors 

were needed and parents responded. Some replied to requests 

sent home in notes and others to a personal phone call made 

by one of the teachers, the aide or the school secretary. 

There was a consensus among the adults involved that the 

response from parents for field trip sponsors was good. The 

following excerpts from interviews with the two teachers and 

the secretary show illustrate: 
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We planned to go on several field trips and for 

the parents to be there with us and we have had 

very good response with that. (Interview) 

We've had good luck with getting sponsors for 

field trips. Some parents even take a day off 

from work to go. (Interview) 

Parents had a number of duties assigned to them on the 

field trips. They were usually responsible for two - four 

children. One teacher enumerated the responsibilities 

expected from parents: 

We would assign children to them and they were 

responsible for those children. They had to watch 

out and be responsible for them. Sometimes we 

would ask them to carry whatever we had to be 

carried, or to go get the lunches or water. 

They would help the children go to the restroom, 

watch them in the restroom, make sure they were 

all together and things like that. Basically, we 

assigned the parents children and they were 

responsible for those children - to make sure all 

their needs were met. (Interview) 

Helping Their Child At Home 

The teachers planned for parents to help their child at 

home and encouraged parents to work with their child in many 

different ways. Specific assignments were sometimes given, 

such as bring something to school tomorrow whose name begins 
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with the sound of M. Parent response varied; some children 

brought nothing, some brought one thing, some brought 

several things. These responses are illustrated in the 

following excerpts: 

Joshua C. brought a piece of paper on which he and 

his mom had glued pictures of things and actual 

objects whose names begin with the sound of M. 

(Field Notes) 

Joshua M. brought a book called Monster Mix-

Up. Cindy read it to the children. (Field Notes) 

David T. has a baggy with several small 

things in it. They are all about two inches long 

and are various colors. It is fastened at the top 

with a wire twistee. When it is his turn he shows 

a man, Michelangelo, marble, motor and mouse. (Field 

Notes) 

Herbert has nothing for show and tell. He 

repeatedly tries to get David's baggy. (Field 

Notes) 

The perceptions of the teachers regarding how much 

parents helped children at home were different. One teacher 

felt there had been a lot of help given at home. She 

expressed it as follows: 

There would be children I would be helping on 

certain skills daily for a while and then would 

conference with the parent. It would be after 
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that conference that the child would catch on to 

the skill. So I know the parent would be working 

with the child and it did make a difference. 

(Field Notes) 

The other teacher, however, did not feel that the 

requests to help their children at home were met with a 

productive response by parents. When asked about this area 

she stated: 

Not very good at all, as far as sending things 

home with them and asking them to do something and 

bring it back, about half or 50%. (Interview) 

Effects of Parental Involvement At School 

Whv Parents Were Involved 

There were eight parents involved in working directly 

with the children during learning center time in the 

classroom. Those who did participate gave a variety of 

reasons for doing so. Some of these are shown in the 

following examples: 

Mainly for Jody, "cause I know how bad he needed 

help and "cause I knew that Jody's hyper and 

just to see if he's behaving himself in there. 

Also to see how they're working with him. Also, 

it's spending time with him. It's like I was 

sharing this time with him. A lot of different 

things. (Interview) 
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School itself was a little bit hard for me 

starting out in the lower grades. For that reason 

and also, it makes my children feel a little more 

at ease at school. I enjoy working with the other 

kids. (Interview) 

Mrs. Y. told in front of the whole parent 

group (at Head Start) how she was real leery about 

our school and she really didn't know what to 

expect. (Interview) 

The kindergarten class is not so structured 

as some of the others. (Interview) 

Why Parents Were Not Involved 

Parents, teachers and other school personnel cited 

reasons why more parents were not involved in activities at 

school. The teachers and school personnel perceived that 

work obligations, younger children and no access to child 

care were some of the reasons parents did not participate. 

Other reasons named were parents being uncomfortable with 

the school setting because of lack of education or bad 

school experiences themselves. The following passages are 

examples: 

I think a lot of them have not had much education, 

they have had poor experiences in school and feel 

badly toward the setting of the school or they 

just feel inadequate. (Interview) 

I guess you just get so wrapped up in your 
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own life and being busy that you just - your 

priorities just get shot. I know some of them had 

other children, some of them took on jobs. Full-

time kindergarten took care of them (the kids) all 

day, so people that had not worked - worked. 

And some just wouldn't come - period. (Interview) 

We try to call parents who don't come to give 

them a chance but a lot of them have trouble 

because of work and getting babysitters. 

(Interview) 

We have a lot of third generation welfare 

people and their parents weren't educated. 

Therefore the parents of the children we have now 

are not educated and a lot of them probably could 

not care less whether their child is educated or 

not. (Interview) 

Over here most of the people who work have a 

type of job where they are not in control of when 

they can go to work or can't. So, they have a hard 

time leaving their job to come to school to help, 

but when you have 93% of your students on free lunches 

you don't have a lot of people working. (Interview) 

Effects on Students 

Having parents in the classroom during learning center 

time provided more adult help, attention and encouragement 

for each student in the classroom. Examination of field 
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notes and interviews revealed that the children, parents, 

teachers, aide and principal all commented on the extra help 

and attention parent volunteers provided for the children. 

Other perceived effects were a sense of pride in those 

children whose parents came, as well as an increased sense 

of the importance of school and what went on there. Also 

mentioned were men who volunteered to sponsor field trips 

and how they provided a male role-model for those children 

who had none at home. The following passages exemplify 

responses: 

The children that the parents belonged to were 

very proud and happy to have them and the other 

children were responsive to the parents. They were 

very glad to have someone there all the time talking to 

them and praising them and for that person to see them 

read. (Interview) 

I think the child immediately feels like 

school is important because my mom's here. There's a 

comfortable feeling overall with teacher, parent and 

student. You're all there working for the same thing. 

(Interview) 

The boys just hung around him and just loved 

him to pieces. He played ball with them and 

pulled them in the wagon. Especially little boys 

that didn't have any father-figure at home. I was 

just thinking of two or three. (Interview) 
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Effects on Parents 

A better understanding of the school curriculum and the 

methods used by the teacher was found to be a perceived 

effect of parents1 volunteering in the classroom. Parents 

also mentioned the opportunity to spend more time with their 

child and the chance to get to know their child better. 

Teachers perceived the time spent by parents in the 

classroom as an opportunity to enhance self-esteem by 

supporting the feeling of ownership in the school, building 

pride in their service and getting to know other parents. 

The following excerpts from field notes and interviews 

illustrate these perceptions: 

Parents are not aware of what's expected of them 

(the students) when they start school. I've become 

more aware of what is going on and can work with my 

child a little better. (Interview) 

Our parents right now are very proud of this 

school. There are a lot of parents right now that 

if they saw some kids up here messing around would 

go up and tell them to get off the property where 

in the past they would overlook it. (Interview) 

Effects on Teachers 

The consensus of the adults involved was that one of 

the major effects of parental involvement in the classroom 

was extra help for the teachers. This extra adult support 

allowed the teachers to also give more help and attention to 
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children in the classroom. An effect that emerged from the 

teacher interviews was the increased opportunities for 

teachers to get to know parents, which thus provided a 

better understanding. Finally, the teachers perceived that 

parents who volunteered in the classroom developed more 

respect toward the teacher and what was involved in teaching 

young children. For example: 

I think we gained respect from them seeing what we 

were doing or they would say things about how many 

things the kids were learning. (Interview) 

It's always nice to get to know the parents and 

the longer you're around them the more you know about 

them and you can understand why the child's a certain 

way. We feel more comfortable talking with them and 

laughing with them. Plus it's just a big help having 

another warm body there doing what we're trying to do. 

(Interview) 

Summary 

The main focus of this study was parental involvement in 

learning center activities and how it impacted children in a 

Chapter I extended-day kindergarten. Observation was 

focused on several aspects of parental involvement: (a) how 

teachers planned for and encouraged parental involvement, 

(b) the nature and frequency of parental involvement, 

(c) student-adult interaction and (d) perceived effects of 

parental involvement. 
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The findings of this study suggest that teachers 

planned to encourage parental involvement by first making 

the parents feel comfortable at school and second by 

securing commitment from the parents for that involvement. 

Further findings suggest a number of ways in which parents 

became involved with their child's kindergarten education: 

(a) by helping in learning center activities, (b) by 

attending parent-teacher conferences, (c) by providing 

needed supplies for classroom activities, (d) by providing 

treats and help for parties and special occasions, (e) by 

sponsoring field trips and (f) by helping their child at 

home. 

The findings of this study suggest categories of adult-

child interaction within the learning center setting of the 

classroom. These include times when the child initiates the 

interaction: (a) to seek help or (b) to seek attention. 

Also included are the times the adult initiates the 

interaction: (a) when the child is perceived as needing help 

or attention, but has not asked for it and (b) when the 

adult has made a routine stop at the learning center. 

Further findings suggest that parents chose to be 

involved for various reasons including: (a) concern for 

their child and the child's particular problems, (b) concern 

about the school environment or (c) concern because they 

themselves had difficulty in school. Parents also chose not 

to be involved for a number of reasons, including: (a) work 
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obligations, (b) lack of child care for younger children, 

(c) lack of concern about their child's education or 

(d) fear of the school setting. 

Findings also suggest that parental involvement has 

effects on the students, the parents, the teachers and the 

school in general. Effects on the Students include: 

(a) more help for the children, (b) more encouragement for 

the children, (c) a sense of pride in those children whose 

parents came and (d) an increased sense of the importance of 

school. Effects on Parents include: (a) understanding 

school curriculum better, (b) understanding teaching methods 

better, (c) enhancing self-esteem and (d) getting to know 

other parents. Effects on Teachers include: (a) having 

extra help in teaching tasks, (b) gaining respect and 

(c) getting to know parents better. 



CHAPTER 5 

THE DISCUSSION OF FINDINGS 

This investigation was prompted by an interest in the 

kindergarten program in a school that had been granted total 

Chapter I status. Because one of the guidelines for 

compensatory education is implementation of a systematic 

plan for parental involvement, the teachers at the site were 

developing plans for active parental involvement in the 

classroom. The literature suggests that parental 

involvement is a critical factor in the learning of young 

children, particularly, for those children considered 

educationally disadvantaged or at risk. 

The teachers at the site had also decided to implement 

the use of learning centers as a major element of the 

kindergarten classroom. The planned program of parental 

involvement and the use of learning centers for major parts 

of the school day provided the components necessary for a 

study of parental involvement in learning ce;nter activities. 

Overview of the Study 

Participants of the study were the 52 students enrolled 

in the Chapter I extended-day kindergarten and their 

parents, teachers, aide and administrative personnel. Key 

informants were chosen from the participants and included 
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the two teachers, the aide, the principal, the secretary and 

two parents. 

Field notes documenting classroom observations, 

interviews with key informants and classroom documents 

provided information about parental involvement during the 

first year of this Chapter I extended-day program. From 

these data emerged findings in the areas of teacher planning 

for parental involvement, the nature and frequency of 

parental involvement, child-adult interactions and effects 

of parental involvement. 

The study was divided into four phases of data 

collection; these extended over a ten month period. Data 

analysis, which was divided into five phases, was also ten 

months in length. The various phases of data collection 

shared common methods, but were marked by specific foci. 

Phase One was focused on establishing entry into the site, 

mapping physical data, becoming familiar with social 

interaction patterns of the participants, identifying 

student behaviors and collecting demographic data. In Phase 

Two efforts were made to identify key informants, search for 

patterns of interactions between parents and students and 

develop hypotheses. Phase Three focused on refining 

hypotheses by continuing the search for patterns of 

interactions between parents and students and expanded to 

include patterns of interactions between students and any 

adult in the classroom. Phase Four concentrated on 
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gathering data to substantiate the emerging patterns of 

child-adult interactions and refining hypotheses. 

The five phases of data analysis were cilso marked by 

specific foci. Phase One concentrated on recognizing 

patterns of social interaction within the classroom, 

specifically during learning center time. Phase Two began a 

search for patterns of parent involvement and patterns of 

parent-child interaction within the learning center time. 

This phase was also marked by focusing analysis on teacher 

planning for parent involvement. During Phase Three, a time 

of inactive data collection, the available data was 

repeatedly examined for patterns of parent-child interaction 

during learning center time. Teacher planning for parental 

involvement continued to be explored and decisions were made 

to extend the study to child-adult interaction during 

learning center time. Phase Four focused on refining and 

extending patterns of parent-child interaction and child-

adult interaction during learning center time as well as 

examining patterns of other types of parental involvement 

and patterns of teacher planning for parental involvement. 

During Phase Five patterns of parent-child and child-adult 

interaction were examined and compared with each other; 

similarities and differences were noted. Teachers were 

interviewed to substantiate or refute emerging patterns of 

planning for parental involvement and other ways parents 

were involved besides helping in learning center time. 
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Results suggested that teachers planned for parental 

involvement by first making parents feel comfortable and 

second by attempting to secure a commitment for involvement 

in one or more designated areas. Areas of involvement that 

emerged in this study were: (a) working in the classroom 

during learning center time, (b) sending needed supplies for 

classroom activities, (c) attending or sending supplies for 

parties or special occasions, (d) sponsoring field trips, 

(e) helping their child at home and (f) attending parent-

teacher conferences. 

Further, several categories of child-adult interaction 

emerged during learning center time. The first category 

was characterized by child-initiated contact with an adult 

and occurred when the child asked for help or when the child 

asked for attention or affection. The second category was 

characterized by adult-initiated contact and occurred when 

the adult perceived the child needed help or attention but 

had not asked for it or when the adult made a routine stop 

at the learning center where the child was working. The 

child-adult interactions were consistent whether the adult 

was a teacher, aide, parent, observer, student teacher, or 

just a visitor. There were some differences that emerged 

with some children and their own parents. 

In light of these results this chapter will be used to 

discuss the significance of these findings in establishing 

or refining plans for parental involvement in programs for 
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young children. The discussion will address the research 

questions identified in Chapter 1. Those questions were: 

What is the effect of parental involvement in 

learning center activities in a Chapter I extended-day 

k indergarten? 

How do teacher expectations mediate parental 

involvement in learning center activities? 

How do parents interact with their own 

children and other children in the learning 

center activities? 

What are the differences in the behavior of 

children in the learning centers when parents 

are present and when parents are not present? 

What is the nature and frequency of parental 

involvement in their child's schooling beyond 

learning center activities? 

There are four sections in this chapter. The first 

section discusses the study's findings in relation to the 

research questions. The second section addresses the 

significance and implications this study holds for the 

educational community. The third section provides 

suggestions for further research. The final section 

contains concluding remarks about this study. 

Addressing the Research Questions 

The focus of this study was to describe the effects of 

parental involvement in a Chapter I extended-day 
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kindergarten. Several facets of the program had to be 

examined in an effort to identify those effects. First, 

teacher planning for parental involvement had to be 

explored. Then, during learning center time, behaviors of 

children when parents were not there had to be examined. 

Next, behaviors of children when parents were there had to 

be perused including behaviors of children whose parents 

were there as well as behaviors of the other children in the 

classroom. Examining other activities in which parents 

became involved with their children's schooling was pursued 

next. Finally all these had to be examined in conjunction 

with one another in an effort to discern the effects of 

parental involvement on children, on parents, on teachers, 

and on the school. 

The teachers at the site listed planning for parental 

involvement as a high priority. They viewed parental 

involvement as a partnership between teachers, parents and 

the child, all working toward the same goal much the same as 

Swick (1979). To achieve parental involvement the teachers 

determined that first the parents must be comfortable with 

the school and the teachers. In order to do this they 

examined possible obstacles including parents1 unpleasant 

memories of school or feelings of intimidation because of 

lack of education. In an effort to overcome these barriers 

both teachers began a determined program of speaking with 

parents in a positive manner about their children and school 
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at every possible opportunity. They also rcspeatedly invited 

parents to the classroom and tried to make them always 

welcome. 

After the efforts had begun to make parents feel 

welcome, the teachers launched their efforts to gain 

commitment from the parents to participate in some manner in 

their child's schooling. Once more, the determination of 

the teachers carried through. When they needed supplies, 

they requested them; when they needed help, they asked for 

it. When it was time for a field trip, a general call went 

out for sponsors and, if enough didn't volunteer, personal 

calls were made. When it was time for parent-teacher 

conferences they set their sights on 100% participation; 

their rationale was that if they insisted on participation 

in these conferences, parents would realize that it was 

important for the whole "team" to take part in their child's 

education. They achieved their goal of 100% participation 

by sending notes to parents, asking and reminding parents, 

calling on the phone, offering to meet at work and visiting 

at home. 

The teacher's requests for commitment in a number of 

areas gave parents a variety of ways to participate. Even 

though this study focused on parental participation during 

learning center time in the classroom, several other areas 

of involvement emerged. Parents who chose not to come to 

the classroom could still help by sending needed supplies 
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one time or on a regular basis. These same parents had the 

opportunity to help their child at home with needed skills 

because the teachers regularly sent home notes that outlined 

what was being done in the classroom and how parents could 

help their child with the targeted learning at home. 

Parents who could not come to the classroom during a 

regularly scheduled time were welcome to come for special 

occasions or sponsor field trips on a one-time basis. 

Those parents who chose to come to the classroom to 

help with learning center activities came on a sporadic 

basis. However, those who came several times began to be 

more comfortable with the situation, to the point of being 

able to take the initiative when needed. Vygotsky (1978) 

asserted that all learning first takes place in social 

contexts with others. Adults or more intellectually mature 

children can provide assistance in the form of information 

or suggestions to less mature children. This support system 

that allows children to be able to function at a higher 

level than they could independently is called scaffolding, 

or working within the zone of proximal development. Some 

children observed in this study actively sought this help 

when needed; others just sat and waited till help arrived. 

The presence of parents in the classroom during learning 

center time provided a better chance for more children to 

have the assistance they needed when they needed it. 
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Children also sought attention and affection from 

adults, especially when they had completed a task; they 

wanted to show their work to an adult. Having parents in 

the classroom gave each child more opportunities to receive 

the needed reinforcement, the attention and affection they 

sought. 

One perceived effect of parental involvement was an 

increase in attendance this year as compared to last year. 

When kindergarten attendance figures (see Appendix H) for 

the two school years were calculated there were an average 

of 17.05 days missed per student during the 1990-91 school 

year compared to an average of 14.32 days missed per student 

during the 1991-92 school year. While this may have been 

due to parental involvement (Hansen, 1986; California State 

Department of Education, 1988), in this case it could also 

have been due to other factors that changed between the two 

school years. The previous year, 1990-91, kindergarten was 

conducted in two half-day sessions with students only 

attending one of them; during the target year, kindergarten 

was conducted for the full school day for all children. 

This could have accounted for the difference in attendance. 

However, perceptions of the length of the school day as a 

factor in attendance were mixed; some thought that parents 

would have more difficulty letting their children go all day 

and others believed that if the children could attend all 
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day the parents had a bigger incentive to get the students 

to school. 

Other perceived effects in this study echoed reports 

from Nachman (1988) saying that parental involvement 

provided the following benefits: (a) increased 

understanding of the kindergarten routine and mastery of 

kindergarten minimum basic skills and (b) increased positive 

attitudes of parents toward school, teachers, and other 

personnel. The last effect reported by Nachman, decreased 

unscheduled visits or phone calls by parents, was not a 

priority for the teachers involved in this classroom; they 

encouraged any visits or contacts by the parents. 

Becher (1990) states that parental involvement is 

critical to children's development. Specific findings from 

this study that concur with Becher are benefits to children 

including: (a) increased number of parental contacts with 

the school, (b) better parental understanding of child 

development and educational processes and (c:) better 

parental teaching of their children at home. In addition 

the following benefits are perceived for parents: 

(a) increased self-confidence and (b) more positive 

attitudes about school and school personnel. 

Significance and Implications 

Findings from this investigation suggest that children, 

parents, teachers and the school as a whole can benefit from 

parents becoming actively involved in their children's 



96 

schooling. However, having a program of active parental 

participation requires more than just saying you want one. 

Planning for involvement is a key element in a 

successful program. Making parents feel welcome and a 

needed part of the school is an important first step. In 

order for this first step to be carried out administrators 

and teachers must be convinced that parental involvement is 

both desirable and possible. Then, school personnel must be 

committed to a persistent effort toward a program of active 

parental involvement. 

The second key element involves securing a commitment, 

however tenuous, from parents. This commitment will be 

different for each parent. In order for each parent to 

obligate themselves at some level, way the school personnel 

will have to determine how it intends to utilize the talents 

and skills available. One method of securing this 

information would be to take a poll of the parents to see 

what talents and skills were available; then, formulate ways 

to use them. 

Planning and organizing parental involvement can be a 

very time-consuming task; both teachers in this study 

commented about the time involved. A coordinator could 

facilitate the planning and coordination of volunteers in 

the school; this coordinator could be a volunteer, a part-

time school employee or even a full-time district employee. 

Then, perhaps projects, such as the make-and-take workshops, 
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that require lots of planning time could be implemented. 

This could also allow planning for short training sessions 

for parents who want to work in the classroom. For 

instance, parents who feel uncomfortable reading in the 

classroom could practice reading the books they would read 

in the classroom; parents could role-play how to help with 

various activities or deal with common classroom situations. 

The findings of this study further indicate that the 

adults in the classroom do not necessarily have to be 

parents since the children interacted in the same manner 

with all adults who came into the classroom and who were 

willing to respond. Building upon this idea, schools could 

create programs to encourage utilization of the talents of 

retired persons who would be willing to volunteer in the 

classroom. Teacher education programs could encourage a 

certain number of volunteer hours in the classroom each 

semester to give their students valuable pre-service 

experience while providing needed help and attention for 

classroom children. 

Because children need this adult interaction to develop 

cognitively, the educational community should seriously 

consider investing more money in reducing class size or at 

least in increasing adult-student ratio. This might be done 

by hiring and training classroom aides, perhaps from the 

ranks of the currently unemployed, or the elderly. People 

who have not finished school could go to GED classes one-
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half day and work with children in a classroom for the other 

one-half day; these people would need to be screened and 

trained in appropriate ways of interacting with children. 

This would be beneficial for those currently unemployed 

since some of the same benefits could be derived by the 

unemployed volunteers as those reported for parents. These 

individuals could: (a) develop more positive attitudes 

about themselves, (b) develop increased self-confidence, (c) 

develop more positive attitudes about school and school 

personnel and (d) enroll in programs for personal 

development (Becher, 1990). 

Suggestions For Further Research 

The findings from this study point to the possibility 

of mobilizing segments of the population which are 

consistently ignored. Additional research could encourage 

the possibility of utilizing adults from those segments of 

the population in the classroom. 

Further research would help substantiate or refute the 

findings that emerged from this investigation. This 

additional research could also add to the body of literature 

which supports the use of adult volunteers other than 

parents to further children's development in the classroom. 

The use of more key informants from the pool of 

involved parents could give a broader range of perceptions; 

perhaps key informants should also be chosen from the pool 

of non-involved parents. Efforts to systematically 



99 

interview all key informants several times during the study 

would be aided by earlier identification of those 

informants. A more complete set of demographic data might 

yield additional findings when comparing emerging 

categories. 

A longitudinal study of parental participation at this 

site could reveal critical elements needed to increase and 

sustain parental or adult volunteer involvement. Since 

teacher planning seemed to be a critical element in 

encouraging parental involvement, future studies could focus 

on the role of the teacher. Another aspect of this study 

that could be investigated would be comparing the effects of 

parent volunteers and non-parent volunteers. 

Conclusion 

The findings suggest that parental involvement in the 

kindergarten classroom needs to be explored as a way of 

providing more support and encouragement for developing 

learners. In order for this to be a viable alternative, 

however, teachers must plan for and encourage this 

involvement. Most classroom teachers would probably need 

training and practical experience in planning and 

encouraging this kind of help. Some may also need extensive 

support to overcome previous bad experiences with parents in 

the classroom. Before most teachers will invest time and 

energy into a new program, they must be assured that this 
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will have administrative support and will not be just 

another "here today - gone tomorrow" program. 

The findings also indicate that educators could avail 

themselves of other adult help in the classroom. Retired 

people from many professions would be excellent classroom 

resources; they could provide not only assistance but 

knowledge from their previous line of work and hobbies. 

Pre-service teachers could not only provide needed adult 

assistance but gain valuable classroom experience 

themselves. Once again, however, the critical issue would 

seem to be the teacher; the teacher must plan for and 

encourage any volunteer effort if it is to be successful. 
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July 29, 1991 

Dr. Wynona Winn 
Super intendent 
Durant Public Schools 
Durant, Oklahoma 74701 

Dear Dr. Winn: 

This letter is to request permission to conduct a 
research project investigating the role and nature of parent 
involvement in a Chapter I extended-day kindergarten class. 
I would like to conduct this project at George Washington 
Elementary from August 1991 through May 1992 in the 
classrooms of Mrs. Janie Pennington and Mrs. Cindy Brese; 
During this time I would like to take photographs, 
videotape, audiotape, keep written notes of observations and 
conversations, and collect samples of classroom work and 
other pertinent documents. 

ALL INFORMATION GATHERED WILL BE KEPT STRICTLY 
CONFIDENTIAL. NO NAMES WILL BE ASSOCIATED WITH ANY OF THE 
INFORMATION COLLECTED. 

This study could provide a formative evaluation of the 
initial year of a new program. Insights into parental 
involvement may help revise and strengthen such programs in 
the future. This, in turn, could help teachers and parents 
work together to provide a better education for Durant's 
children. 

Thank you for your consideration. 

Sincerely, 

Toni K. Stiefer 
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Dear Parents, 

I am conducting a study in association with the 
University of North Texas that will try to describe the role 
of parents in the schooling of their kindergarten child. 
From August 1991 through May 1992, I will be observing in 
the classroom and visiting with teachers, students, and 
parents. During this time I would like to take photographs, 
videotape, audiotape, and keep written notes of observations 
and conversations. I would also like to collect samples of 
student work and other classroom papers. 

ALL INFORMATION GATHERED WILL BE KEPT STRICTLY 
CONFIDENTIAL. YOUR CHILD'S NAME WILL NOT BE ASSOCIATED WITH 
ANY OF THE INFORMATION COLLECTED. 

This study may help teachers and parents of your school 
work together to provide a better education for your child. 
If you agree to participate in this study and have your 
child participate in this study, please sign and return this 
form to your child's teacher. 

Sincerely, 

Toni K. Stiefer 

I give my consent for my child to take part in this 
study. I have read the description of the study and I 
understand it. I understand my part and my child's part in 
it. I understand that NAMES WILL NOT BE ASSOCIATED WITH THE 
RESULTS AND THAT ALL INFORMATION WILL BE CONFIDENTIAL. I 
understand that I am free to withdraw my consent and end 
both my participation and my child's participation in this 
study at any time. 

Date Child's Name. 

Parent or Guardian's Signature 
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Demographic Information 
Name 
Age 
Sex 
Marital Status 
Number of children and their ages 
Education 
Work status/job 
Minority 
Income 

1. Why did you volunteer/not volunteer to spend time 
helping in your child's classroom? 

2. What did you think you would be doing when you came to 
help? 

3. What did you actually do when you came to help? 

4. What would you like to do to help? 

5. How did you feel about helping? 

6. Do you think some training would be helpful before 
coming into the classroom? 

7. How do you think the children felt about your being 
there? Why? What happened? 

8. How do you think your child felt about your being there? 
Why? What happened? 

9. Do you think your child acted differently when you were 
there? 

10. Will you volunteer again? Why/why not? 

11. Why did you stop coming to help? (those parents who 
began coming and then stopped) 

12. Is it important for parents to help in their child's 
classroom? Why/why net.? 

13. What kinds of things would need to be done to make it 
possible for you to work in your child's classroom? 

14. What kinds of things do you do with your child at home? 

15. Does your child act differently at home on the days you 
help in the classroom? 
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ss#_ 
o a t h _ M ^ 2 E L 5 L 

2 k j j NAME OF STUDENT. 
(Last) j -

STREET ADDRESS P ) ( X i EpC-v f 4 l o k ' W 
MAILING ADDRESS 
BIRTHDATE. 1 > 3 - if i ~ H o 

DURANT PUBLIC SCHOOLS ENROLLMENT 

.GRADE j_ 3 TEACHER rClcr*^ 

; Y ' r v f c . ' . c ^ - k ^ 
(First) 

fr/1 
(Middle) FEMXlE 

_HOME phone ̂ 4 cQ/CrQ 

NATIONALITY (Check One) _\/_White Black _ 
[optional] American Indian (Tribe). 

.PLACE OF BIRTH _ T x j e a r y -
(Clly) 

Hispanic Asian i.Other( 

Q f c f -
(Stale) 

_CDIB Yes No 

BUS RinFR? W O EJUS No.. ..TRANSFER?. . From District 
i have read and understood the Bus Rider Rules and Procedures 

SCHOOL LAST ATTENDED 

..{Signature of Parent/Guardian) 

k (School) Q (City) _ N j (SUM 

i L j r n n l £ > l - 3 b 3 ) . V j l A n n ^ h - iC 'U iX { 
^ . (Famed 'JHomePhbne) (Molhert , (Home Phone) 

Place of n«ra ip i i t inrPj4r j fy t luhl?fN' \ t * S i ^ - K ' N - 3 8 > \ \ S l l Vr^rV) V i l . Mrv> L l 7C)£> l 
, (Ffelhef) (Work Phone) ^ (Mother) (Work Phone) 

List ALL persons authorized to pick up your child, l j . H Pa £.f A » (*") £_ fVE ~r I ) P*tI \ 4-*-— 
I . |C>iA I vZk ) , T h W\ m'-. Ok ' 1 I - i t-3f-\ D A J n U ^ 
Persons to Contact In Case of Emergency: Name *-^=0 l £ \ r \ P \ f i i A c l l j l \"\_Oi 

"PN u i o \ o i V \ j o o <0 nk QALI'PJV)'! * Mamft^S V-\?AqJA Y j p . 0 LQ, P h o n e ^ H l ' ^ j Q O Name . 
List names of brothers and sisters of student and their grade: Name 
Name Grade Name 
Name Grade Name 
Name ! Grade Name 
Can your child attend school sponsored field trips?^^!^ -Ju^Yes _ 

^ (OVER) 

Phoned O M ~ t *$(o ^ 

Phone 
_Grade_ 
.Grade. 
.Grade. 
.Grade. 

.No 

HISTORY, HEALTH CONDITIONS & RECOMMENDATIONS 
Year Year Year 

ALLERGIES HANDICAPS SPEECH 
ARTHRITIS HEADACHES • STOMACH DISORDERS 
ASTHMA HEART CONDITION SURGERY 
CANCER KIDNEY 
CHICKEN POX MEASLES TONSILLITIS, chronic 
CONVULSIONS MUMPS TUBERCULOSIS 
DEFORMITIES PERTUSSIS OTHER 

POLIO 
DIABETES PNEUMONIA MEDICATIONS TAKEN REGULARLY 

RHEUMATIC FEVER NAME 
EARACHES, chronic RUBELLA DOSAGE 
EMOTIONAL PROBLEMS SCARLET FEVER 

SINUSITIS, chronic LAST EYE DOCTOR EXAM 
FRACTURE SKIN DISEASE GLASSES OR CONTACTS WORN 

LAST DENTIST EXAM '/ - Q ) 
Please list anv additional information reaardina medical Drobiems vour child msv have. 

If medication masl be given, you must report to the off ice for proper forms. 

In the event of an Emergency the 
safety and well being of my child. 

/ i U „ . V r , 

school off ic ials have my permission 

- ' h n i h i 

to take 

- / u 

any actions they deem necessary for the 
' . ^ • > • 

i i ( . l a <7„( <. , 
(Family Physician) (Date) (ParenUGuardlah Signature) ( 

PARENT/GUARDIAN INFORMATION: The following Information will be useful to the school district In future educational program planning." Response to this 
section of the card Is optional. II you choose to volunteer this information, piease complete by checking the appropriate line In regards to both parents' educa-
tional background: 

Mother Father 
less than a high school diploma 

\ / \ / a high school diploma or GEO 
some sludy at the college ievel 
college degree 
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rWrcto, 

^XjirrruiroSjlA^j 

v CUOO-c-t 0~xA_j 

Oyo sU-b l4"^ -^cmo A-00 - 3.00pm. 

i „ nnA. 0- */vumo -to doo-ru. ĉ O 
\jjj_ 1 "-"•*- — 
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Dear Parents: 1 

On Tuesday, September 19, 1991, our class will cake -
a bus safety crip. the Direccor of Transportation will 
pick us up around 9 o'clock and take us to the bus barn 
for the presentation. Parents are always welcome. 

We need some parent volunteers to help in some of the 
learning centers<art, cooking). We work in our learning 
centers from 10:00-10:45 and 2:00-3:00. If you could 
volunteer for one of these times one day a week it would 
mean a lot to your child, to you and to us. 

Don/1 forget "Back-so-School" night Tuesday, September 10. 
Be sure to visit our computer lab and library. Mr. Eving, 
Principal, Mr. Onstott, P.E», Mr. Estep, Music, would like to 
meet all of you too. 

Our year is off to a great start. The children are 
adjusting to their new routine and seem to really enjoy 
school. 

We have met "Mr. M" and Merry Mouse and have been 
introduced to the "KM sound. Letter Tt is our next letter. 
Please help your child find something that begins with Tt 
for Show and Tell on Friday. 

Parents make a big difference in the school life o£ 
a child. Please stav involved. Call or come by anv time. 

Mrs. Brese 

Mrs. Pennington 
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FIRST QUARTER ATTENDANCE REPORT 
OURAKT SCHOOL DISTRICT 1-72 

1990-91 

(44 OATS TAUGHT) 

g, w. 

GRADE MEMBERSHIP ENROLLMENT ATTENDANCE ABSENCE ADA ADAB 

T 211 223 6640.5 297.5 197.28 6.76 

K 41 45 1529.0 147.0 . 

1 3S 43 1615.5 80.5 

2 23 24 883.0 23.0 

3 34 41 1563.0 67.0 

% 28 31 1232.0 ' 53.0 

_ 5 34 39 1524.0 70.0 

(*1 OATS TAUGHT) 

JH00L GRADE MEMBERSHIP ENROLLMENT ATTENDANCE ABSENCE . ADA ADAB 

T 216 * 2H0 8361.5 458.5 203.94 11.18 

C. w. K 
1 
2 
3 
4 

36 45 1359.0 
37 45 1432.5 
21 24 840.0 
32 41 1226.5 
28 33 1070.0 
36 40 1387.0 

THIRD QUARTER ATTENDANCE REPORT 

191.0 
81.5 
55.0 
101.5 
60.0 
69.0 

-
5 

36 45 1359.0 
37 45 1432.5 
21 24 840.0 
32 41 1226.5 
28 33 1070.0 
36 40 1387.0 

THIRD QUARTER ATTENDANCE REPORT 
(47 DAYS TAUCHT) 

X>L GRADE MEMBERSHIP ENROLLMENT ATTENDANCE ABSENCE ADA ADAS 

T 203 254 . 8925 645 189.89 13.72 

c.w. X 
1 
2 
3 
* 

5 

40 
36 
24 
31 
30 
34 

49 
48 
26 
45 
34 
41 

1552 
1550 
955 
1385.5 
1281 
1547 

160 
104 
73 
74.5 
74 
92 

FOURTH QUARTER ATTENDANCE REPORT 
(43 DAYS TAUCHT) 

-vHDOL CRADE MEMBERSHIP ENROLLMENT ATTENDANCE ABSENCE ADA ADAB 

T 205' 266 8393.5 517.5 195.20 12.03 

G.K. K 
1 
2 , 
3 
4 
5 

39 
37 
20 
31 
36 
34 

49 
50 
26 
45 
38 
42 

15*8 
1490 
947 
1230.5 
1363 
1373 

162 
96 
62 
102.5 
89 
112 

uwiaho \t\trn 

SCWOCH 

G.W. 

fUttT QUAITU ADiMOANCi BWtl 
ouxakt school wns»ci it-n 

mi-n 

1421.5 
3431.3 
130J.5 
9H.S 
11115 
1552.0 

29 
17 

14X5 
W.i 
iU 
as 
us 
*ro 

Ml 71 
UCONO OUAXTU AITOMJANCt B£K*T 

NKX1MIMT ATTtNOAXCt 

(43 DAYS tAOCKT) 

A OA A OA* 

30t.«4 l\M 

jUA A0A> 

HOOi 

c.w. 

160S.0 
2401.0 
iao«.o 
MOLS 
1147.0 
1279.0 

THiKO OUA7TU AITfNOAMCI »WO« 

44 14153 
75 2533.0 
*2 14905 
2ft «440 
M IW5 
W 12 US 

3H W U 
fO«J*TH OUAfTH aitixoamci KK>«T 

ENBOllMCNT ATItHDAWCt 

(AA0 
1M0 
740 
405 
77.0 
790 

157 S 
177 0 
755 
470 
77.5 
US 

UJJ1 

AOAI 

1«A0 
X M i 
1477 0 
9130 
1361.0 
1347.0 

mo 
US 5 
710 
550 
*;o 
no 

«su.« 
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GEORGE WASHINGTON ELEMENTARY SCHOOL 

1991-92 

Dear Paretic, 

YES. We have GREAT EXPECTATIONS for 1991-92 also. 

I/We will support Che school by being positive and by'* 

Attending parent/ceacher conferences. 

Being a room mother/father. (We need Dad's too.) 

Providing cookies/punch for a meeting or party even if we are unable to attend. 

Assisting with a field trip. 

^Attending George Washington Parents Association meetings. 

^Assisting with various projects (we will call you and ask for your help). 

_After formal training, volunteering in 

classroom activities 

make aids/activities for teachers 

to tutor 

I can volunteer each from A.M./P.M. to A.M./P.M. 

I can volunteer occasionally for special needs if called and arrangements 

are made. 

COMMENTS: ITd like our principal to know: 

PARENT'S NAME DAYTIME TELEPHONE NUMBER 

CHILD/CHILDREN'S NAMES TEACHERS 
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(Scorge 10afif]tngtan tiEmEntartJ 
3 1 4 E . M A I N STREET 

OURANT, OK 74701 
(405)924-2423 

DearParents: 

The Durant Public School system is sponsoring a Parent-Teacher 

Conference Day on . There will be no classes 

on that day'. It is very important that you come by to visit with me about 

your child, » between, and 

on that day. If this time is not convenient with you, please call me at 

924-2423 during school hours to make an appointment for another day. If 

your child is involved in our Remedial Math and/or Remedial Language Arts 

programs, I also invite you to visit with these teachers, Mrs. Howard and 

Mrs. Keith. 

I look forward to seeing you and talking with you about your child. 

Sincerely, 

Teacher 

Since I have two classes I will need to 

have your parent-Teacher Conference on 

between and instead 

of Friday. 

Please check one and return. Thank you. 

I will atcend. 

I will not attend. 
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D A T A C O L L E C T I O N P R O C E D U R E S 

D U R A T I O N F O C U S T E C H N I Q U E 

PHASE ONE 
August 1991- Establishing entry Informal interview with 
September 1991 Hap physical data Superintendent, 

Become faniliar with social Principal & Teachers 
interaction patterns of Letter to School Board 
participants Observation 
Identify student behaviors Participant observation 
Denographic data Informal teacher-student 

interviews 
Videotape 
Collect classroom 
documents 
Field notes in setting 

PHASE n o 
October 1991- Identify key infornants Observation 
December 15, 1991 Identify patterns of Participant observation 

interaction-parents and Videotape 
students Interviews with parents 
Search for similarities & Field notes in setting 
differences Audiotape 
Demographic data Collect classroom 
Develop hypotheses documents 

PHASE THEEE 
December IS, 1992 - Continue to identify patterns Observation 
January 15, 1991 of interaction Participant observation 

Continue to search for Field notes in setting 
similarities & differences Interviews 

Refine hypotheses Videotapes 
Audiotapes 
Collect samples of 
classroom documents 

PHASE FOUR 
March 15,1992- Refine hypotheses Final interviews 
May 30, 1992 Field eiit informants 

Final collection of 
documents 



DATA ANALYSIS PROCEDURES 

1 2 7 

DURATION 

PHASE ORE 
September 1991 

PHASE no 
October 1991-
December 15, 1991 

PHASE THREE 
December 15, 1991-
January 15, 1992 

PRASE FOUR 
January 15, 1992-
Harch 15, 1992 

PHASE FIVE 
March 15, 1992-
June 15, 1992 

FOCUS 

Recogni2e patterns of social 
interaction Hi thin the 
classrooi 

Search for patterns of 
parent involvenent 
Search for patterns of parent-
child interaction within the 
classrooo 
Search for patterns of 
teacher planning 
classroom 

Refine and extend patterns of 
parental involvenent 
Refine and extend patterns of 
parent-child interaction 
uithin the classroom 
Refine and extend patterns of 
teacher planning 
Search for patterns of child-
adult interaction 
Harrow focus for final data 
collection 
Check for credibility of patterns 

Refine and extend patterns of 
parental involvement 
Refine and eitend patterns of 
parent-child interaction 
Refine and extend patterns of 
teacher planning 

Check for credibility of 
patterns 

Continue to refine and extend 
patterns of parent-child 
interaction 

Compare parent-child 
interaction and child-adult 
interaction 

Refine patterns of teacher planning 

TECHNIQUE 

Code field notes 
Search and code videos 
Indefinite triangulation 

Code field notes 
Search and code 
videotapes 
Code transcribed 
audiotapes 
Indefinite 
triangulation 

Code field notes 
Search and code 
videotapes 
Code transcribed 
audiotapes 
Compare, contrast 
and eitend 
hypotheses 
Indefinite triangulation 

Recode field notes 
Prepare data display 
charts for parent 
involvement, parent-
child interaction, 
and teacher planning 

Check for patterns of 
parent involvement, 
parent-child interaction 
and teacher planning 

Search and compare 
field notes, interviews, 
and classroom documents 
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