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Since World War II there has been a "revolutionary" 

increase in nonparental preschool-age child care. However, 

the effects of nonparental preschool care remains illusive. 

In an effort to address some of the limitations of pre-

vious research, seven different types of preschool-age care 

were statistically analyzed. Survey research and available 

data were gathered on 456 students in a large mid-south 

metropolitan area. 

Academic performance was measured by intelligence test 

scores and report card spelling grades from the sample 

children's third grade permanent record file. School bena-

vior was measured by the child's conduct score over several 

years. Fourteen background conditions served as controls. 

The data suggest that the type of preschool-age care 

selected varies along social and economic lines. After 

adjusting for the covariates separately and simultaneously, 

the data show that type of care had no significant effect on 

academic performance. Other variables appear to affect the 

child's academic performance raore than does the type of care 

received by the child. 



On the other hand, the data from this research reveal 

that the types of preschool-age day care received by the 

child affected school conduct scores. 

Only race appeared to affect school conduct scores more 

than did the type of care. Race emerged as the most impor-

tant variable considered. However, other factors are pre-

sented which may explain its statistical importance. Types 

of preschool-age child care plus eight of the control 

variables explained 35% of variation in the students' I.Q. 

scores, 24% of their variation in spelling grades, and 25% 

of their variation in conduct scores. 

Contrary to other studies which contend that the 

child's behavior may be negatively affected by early 

entrance age into nonparental child care, the relationship 

between early entrance age into nonparental care and later 

school conduct was not statistically significant. 
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CHAPTER I 

INTRODUCTION AND BACKGROUND 
TO THE PROBLEM 

The good news is that the number of investi-
gations examining the effects of alternative care 
arrangements has increased substantially during 
the past eight years; the bad news is that when 
considered from a broader perspective on human 
development, we know shockingly little about the 
impact of day care on children. (Belsky & 
Steinberg, 1978, p. 929). 

The preceding remark reflects the current opinion among 

scholars who have summarised evidence from research on the 

effects of day care on children. Existing evidence, 

according to Goodman and Andrews (1981), Moore (1975), 

Rutter (1981), and others is often contradictory and 

inconclusive; therefore, the argument over the effects of 

nonparental preschool—age day care on children continues 

unabated throughout the academic community and general 

public. This debate too often has been shrouded by personal 

prejudice; e.g., "the traditional belief held by many pro-

fessional psychologists is that women must stay home with 

their children, particularly in the early years, in order to 

be good mothers" (Etaugh, 1980, p. 309). For example, 

Jerome Kagen (1978), a prominent scholar in the field of 

child development, pointed out in a published interview that 

despite his early authored articles and speeches on tne 



evils of day care, he now runs a child-care center as part 

of a research project and has reversed his view. Regardless 

of one's stance on the subject of day care, the tendency is, 

he says, to "go around looking for facts to support our 

biases and there are no facts" (Kagen in GlicKraan & 

Springer, 1978, p. 172). 

The effects of day care on children are not only 

debated among academic researchers but also in the popular 

media. For example, the February 1982 issue of Texas 

Monthly featured day care in Texas as the cover story. The 

cover picture of a toddler peering over the side of the crib 

was captioned, "Where is my mother?" The accompanying 

article concludes that althougn nothing is really known 

about the long-term effects of day care, the overall effect 

must be regarded as negative because day care for the 

majority of children compromises the child's life for the 

good of the parents without true consideration of the 

child's preference. "They are not being given one of the 

most significant things our parents gave us: a chance to 

discover the world alone, at our own pace, on our own terms" 

(Texas Monthly, February, 1982, p. 193). 

Although the use of caretakers other than parents 

during the early years of the child is probably as old as 

the institution of the family, it has only been in the last 

half of the twentieth century that the debate has greatly 

intensified (Fein & Clarke-Stewarte, 1973). Goodman and 



Andrews (1981) and others generally attribute this to the 

rapid rise in the use of day care by parents following World 

War II coupled with the popular application of child-care 

developmental theories appearing in books and articles on 

parenting. 

Beer (1957) and Roby (1973) mark the beginning of the 

modern concept of day care as a response to the industrial 

revolution. According to Baer most historians agree that 

the French creche was the model of the American day-care 

facility. Designed to reduce the hign death rates among 

infants of mothers working in factories, creches sprang up 

in France during the early 1800's. Roby is of the opinion 

that day care in the United States was a response to the 

immigration that brought over five million families to this 

country between 1875 and 1960. The immigrant mother, out of 

economic necessity, was forced to leave the home for factory 

life. Therefore, children of immigrant working parents 

without relatives or willing neighbors to assist in child 

care were left to fend for themselves in locked apartments 

or on the streets. This lack of adequate care led to the 

establishment of day-care facilities for the care and pro-

tection of children of working mothers. These facilities 

were the result of a variety of efforts involving service 

institutions, settlement houses and the work of philan-

throphic intervention by wealthy individuals, especially 

women. 



The first United States facility, according to Beer 

(1957), was opened in Boston in 1838 to provide day care for 

the children of seamen's wives and widows. In 1854 the 

Children's Hospital in New York City opened a facility to 

care for children of working mothers who were former 

patients. By 1873 approximately 175 day-care centers were 

operating in various parts of the country and the National 

Federation of Day-Care Nurseries had been created. 

According to Roby (1973), the first private day-care facili-

ties in the United States were established in 1921 and 1922. 

By 1926 eight major research centers had been founded in 

this country to study young children. 

With the onset of the depression in the 1930's, pheno-

menal growth of day-care facilities occurred. Many of these 

were financed by the federal government under the Federal 

Energy Relief Administration and later the Work Progress 

Administration (WPA). In 1933, to create jobs for 

unemployed nursery school teachers, President Roosevelt 

authorized expenditures for group day-care facilities to 

care for needy children from unemployed families. By 1937, 

4 0,000 children were being cared for under the WPA program, 

which is still considered by professionals to have providea 

excellent health and nutritional care as well as education. 

The WPA nursery served the dual purposes of providing 

employment and of relieving some of the conditions of the 

depression that adversely affected children. The program 



represented the first federal recognition that the education 

and guidance of young children was a responsibility 

warranting appropriation of public funds. 

With the United States entry into "world War II a dra-

matic shift in the public's attitude toward the working 

mother sparked another major federal investment in the care 

of preschool-age children (Goodman & Andrews, 1981). 

However, the war industries, according to government 

reports, created a demand which far exceeded the supply of 

day-care facilities. This situation all too often resulted 

in locked cars becoming surrogate baby sitters. In many 

places groups of children roamed the streets while their 

mothers worked. In an ambitious attempt to accommodate both 

the ideal and the real situations, the U.S. War Manpower 

Commission declared in 1942 that the first responsibility of 

women, in war as in peace, is to give suitable care in their 

own homes to their children. At the same time, they 

cautioned employers to set up no barriers to employment of 

women with children by providing flexible hours, shifts 

designated to accommodate family life, and child-care ser-

v ices. 

The Associated Press recently reported information 

released by the U. S. Census Bureau from the 1980 Census. 

The U. S. Census Bureau declared that since World War II 

there has been a "revolutionary increase" in child care out-

side the home because more than half of married women with 



children have joined the labor force (Commercial Appeal, 

July 30, 1982, p. CIO). Between 1950 and 1980 labor force 

participation among wives with children under 18 grew from 

18% to 54% with an even sharper jump occurring among wives 

with children under age 6. In addition, the likelihood of 

these children's mothers being in the labor force nearly 

quadrupled, from 12% to 45%. 

This dramatic change is also confirmed by Caplow, Bahr, 

Chadwick, Hill, and Williamson (1982) in the restudy of 

Middletown, the Midwestern community investigated by Robert 

and Helen Lynd's 1929 and 1937 studies. Caplow et al. found 

many things much the same as previously reported by the 

Lynds. However, the largest change in family life in the 

last 50 years for the town of Muncie, Indiana, (Middletown) 

was the enormous increase in the proportion of wives and 

mothers employed which resulted in a change in preschool-age 

child-care patterns for many families. 

The largest increase of U.S. women in the labor force 

since World War II occurred during the decade of the seven-

ties. Waldman, Grossman, Hayghe, and Johnson (1979) state 

that "more mothers entered and reentered the labor force 

during the seventies than ever before in U.S. history with 

such trends as increases in the number of two-earner fami-

lies and children in families maintained by women" (p. 39). 

For example, the Bureau of Census (1980) reports that 54% of 

all mothers in families where the father was no longer 



present were in the labor force. Of women between 25 to 34 

years of age, 64% were in the labor force for the year 1979 

(Statistical Abstracts of the United States, 1980, p. 395). 

The most prominent factor influencing the increase in 

one-parent families with preschool-age children was the 

rising incidence of marital breakup (Waldman et al., 1979, 

p. 45-46). He reports that from 1950 to 1970 the rate of 

divorce rose from 2.6 to 3.5 per 1,000 of the population; 

and by 1978, the divorce rate had grown from 3.5 to 5.1. 

Another factor contributing to one-parent families headed by 

mothers has been the rising proportion of births outside of 

marriage. By 1975, 14% of all babies were born to unmarried 

women, compared with 4% in 1950. 

Finally, according to the U. S. Census Bureau, the 

preschool—age children of mothers in the labor force num-

bered 7.5 million in 1980 and are expected to rise to 10 

million by 1990. The U. S. Census Bureau concludes, "future 

generations may some day describe the traditional American 

family of the 1980's as one where both husband and wife are 

employed and the young children are cared for by a nonfamily 

member" (Commercial Appeal, July 30, 1982, p. C10). 

Theoretical Considerations 

With the "revolutionary" increase in nonparental child 

care it is important to know the effect of preschool-age 

child care on the child's development. According to the 



majority of social scientists, the first five to six years 

of a child's life are among the most important, if not the 

most important, of all the stages of development. For 

example, Bijou (1975) states, "it is unquestionably the 

period during which the foundation is laid for the complex 

behavioral structures that are built in a child's life-time" 

(p. 829). Pringle (1967) wrote that during the first five 

years of life, "children learn more than during any other 

comparable period of time thereafter. What is more impor-

tant, they learn how to learn" (p. 885). Similarly, Bloom 

(1964) suggests that the whole pattern of learning wnich 

later affects academic achievement is established before the 

child starts school. He further points out that failure to 

develop a good learning pattern in tnese years is likely to 

lead to continual failure later. Therefore, Bloom concludes 

that the type of environment in the first years of life of a 

child is vital for the child's subsequent learning, and 

determines or sets the pattern for the future. In summary, 

the preschool years are key developmental years for shaping 

a person's emotional and intellectual being. 

The theoretical underpinnings which support the conclu-

sions drawn by these social scientists are reflected in the 

theoretical contributions of noted social scientists such as 

George Herbert Mead and Evelyn Duvall. George Herbert 

Mead's theory of the development of personality and 

intellect witnin an individual is perhaps best expressed in 



the book Mind, Self and Society published posthumously in 

1934. Mead emphasized that self-conscious personality which 

is gradually evolved by the child during the preschool years 

is a social product largely influenced by the nature of tne 

child's social environment; i.e., benavior in one individual 

causes behavior in another, and the action of one acts as a 

cue to the action of another. Mead calls the individual 

development of the social and intellectual personality the 

"self." The self, according to Mead, is basically a social 

structure which arises in social experience. 

Thinking occurs through the ability of the individual 

to take the attitude of the other, or attitudes of others 

generally. Thus by internalizing the significance of the 

gestures and symbols on which thinking proceeds, one is able 

to carry on an internal conversation by means of these 

gestures and symbols (Morrish, 1972). 

The principle mechanism through which a child obtains a 

"self" is through what Mead terms the "game." According to 

Mead, "the game represents the passage in the life of the 

child from taking the role of others in play to the orga-

nized part that is essential to self-conscious in the full 

sense of the term" (1934, p. 152). In a game a child is 

involved not with his imaginary other, but with real others. 

The game introduces some definite unity into the organiza-

tion of play by providing a set of rules. As a member of 

the team the individual anticipates the behavior of all the 
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other members. The cniId plays a number of roles simulta-

neously, a generalized role of a number of people. These 

roles are built around the rules, objects and techniques of 

the game, and as the individual internalizes these rules and 

techniques, so he generalizes his behavior which in turn 

results in the development of a "self." 

In this respect different varieties of child care have 

the potential for presenting the "game" in a slightly dif-

ferent social context where the rules and the players may 

vary. This results in the emergence of a different "self" 

than might emerge in another day-care setting. These 

resulting differences may therefore lead to variations in 

later academic performance and scnool conduct among the 

children whose "selves" emerge in day-care settings dif-

ferent from one another. 

Like Mead before her, Evelyn Duvall, a social theorist 

on the family, underscores the importance of the preschool 

years for the development of the child's personality. Her 

tneoretical approach is through what she terms the accom-

plishment of "developmental tasks." she defines develop-

mental tasks as a growth responsibility that arises at a 

certain stage in the life of the individual and family that 

leads to satisfaction and success with later tasks or to 

failure resulting in unhappiness, disapproval of society and 

difficulty with later tasks (1962, p. 31). 
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Duvall lists ten categories of social and intellectual 

developmental tasks which are important for a child's deve-

lopment during the preschool-age stage during the life of 

the family. Three of the ten are particularly relevant to 

the research problem. 1) There is the need to achieve an 

appropriate giving—receiving pattern of affection. During 

infancy (birth to age 1 or 2) there is a need to develop a 

feeling for affection. During early childhood (age 2 or 3 

to age 5, 6 or 7) there is the need to develop the ability 

to give affection and learn to share affection. 2) Tnere is 

the need to relate to changing social groups. In infancy 

this means becoming aware of the alive as against the inani-

mate, and the familiar as against the unfamiliar. It also, 

according to Duvall, means developing rudimentary social-

interaction. In early childhood this means beginning to 

develop the ability to interact with age mates and to adjust 

to familial expectations for the child as a member of the 

social unit. 3) There is the need for the child to 

accomplish the task of Developing an appropriate symbolic 

system and conceptual abilities. During the infancy period, 

according to Duvall, this means the child should develop 

preverbal communication, verbal communication and rudimen-

tary concept formation. in early childhood this means 

improving one's use of the symbol system, an enormous ela-

boration of the concept pattern (1962, p. 40). 
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From the developmental task concept Duvall derived six 

principles which are relevant to the assumption that the 

type of preschool-age day care received by the child during 

the preschool years may affect later life cycle stages; 

i.e., academic performance and school conduct during the 

school years. The six principles are as follows. 

1. Every growing person faces certain responsi-
bilities of growing up at every stage of his 
life as man or woman, adult or child. 

2. A person must accomplish the developmental 
tasks of any given period in his development 
if he is to grow on to the next level of his 
maturation. 

3. Growth responsibilities are so urgent and 
insistent, they take precedence over outside 
pressures. 

4. No one else can accomplish for the individual 
the developmental tasks that he faces. 

5. Very few developmental tasks can be mastered 
in isolation. 

6. A teacher or parent who encourages and 
assists a child to accomplish his develop-
mental tasks, helps to promote the child's 
development. (1962, p. 42) 

The last two points underscore the importance of how 

parents and other caretakers respond to the critical needs 

and interests of tne preschool—age child in stimulating 

intellectual and social development. Such interaction sets 

the stage for success or failure in other life cycle stages. 

For example, there is concern among the general population 

that if children have prolonged daily separation from 

parents where caretaking is divided among a large number of 

different adults then either the bonding process may be 

impaired or the attachments formed will be less secure or 



13 

less effective in stimulating intellectual and psycho—social 

development. This assumption according to Rutter (1981) is 

a spinoff from earlier and current studies which give evi-

dence that institutional upbringing involving multiple and 

ever changing caretakers leads to negative social and emo-

tional outcomes. 

On the other hand, as Rutter clearly states, a vast 

difference exists between institutional care without any 

parental involvement, and day care in which the mother 

remains a key figure, who continues to participate actively 

in the child's care. In this respect, little weight can be 

attributed to the results of institutional (foster) care as 

a basis for assessing the probable effects of nonparental 

day care. Nevertheless, some links seem evident from the 

observations of children who experience "pillar-to-post" 

nonparental day care arrangements which lack both stability 

and continuity. Research, according to Rutter, suggests 

such children appear to suffer an increased risk of emo-

tional and social difficulties (p. 5). 

In summary, the developmental concepts of Mead and 

Duvall imply that the type of day-care arrangement a child 

receives during the developmentally important preschool-age 

years will affect the future of the child and the child's 

family; i.e., the child's academic performance and school 

conduct during the school years. 
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Statement of the Problem 

Review of the literature documents that the increase in 

growth of nonparental day-care arrangements during the 

preschool years has resulted in extensive research by the 

academic community. Reviews of this research by Belsky and 

Steinberg, (1978), Etaugh (1980), Pilling and Pringle 

(1978), and Rutter (1981) conclude that the child-care issue 

lacks consensus. It may be postulated that the narrow focus 

of these research endeavors is a facet that leads to non-

conclusive results. 

Most studies have assessed only optimum, nigh-quality 

center day care to the exclusion of other types of nonparen-

tal day care. Although group care in day-care centers is 

increasing rapidly as indicated by various surveys, this 

type of nonparental day care represents a minority propor-

tion of nonparental child care. For example, the u. S. 

Census Bureau reports that in 1977 the use of group day care 

represented only 15% of all types nonparental day care pro-

vided. Not only have very few studies attempted to assess 

the effects of other types of nonparental day care, but the 

social characteristics of the children involved in the 

various nonparental day-care types have not been systemati-

cally described (Belsky & Steinberg, 1978). 

Another limitation has been that most previous studies 

have attempted to assess the effects of nonparental day care 

on preschool-age children in terms of either attachment 
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relationships with parents or social interactions with peers 

and other adults. Relatively few studies have attempted to 

assess the effects of nonparental day care on academic per-

formance and ability. Those studies attempting such an 

assessment have mainly examined the effects of high-quality 

day care on high risk or disadvantaged children from an 

intervention perspective, rather than an assessment on large 

samples of children from middle-class backgrounds. 

Besides primarily focusing on only one form of day 

care, virtually all studies have concentrated on the 

assessment of short-term or immediate effects as opposed to 

those effects beyond the preschool years. Belsky and 

Steinberg (1978) point out that only one researcher, Moore 

(1975), had conducted a longitudinal study comparing 

children who had received nonparental day care with children 

who had only experienced parental care during the preschool-

age years. 

In an effort to overcome some of these limitations, the 

problem addressed in this researach is to examine the 

effects which various preschool-age day-care types have on 

academic performance and school behavior for a large 

socially diverse sample of children. For the purpose of 

this study academic performance has been measured by 

intelligence test scores and report card spelling grades 

from the children's third grade permanent record file. 

School behavior has been measured by the child's year-end 
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average conduct score over several years. The rationale for 

the selection of these specific measures is detailed in 

Chapter II. A number of mediating and background conditions 

such as the child's entrance age into nonparental preschool 

c are, race, socio—economic status, and parents1 marital sta— 

tus, (which may contribute to variability in academic per-

formance and behavior between preschool-age nonparental day-

care types), have been treated as controls. Descriptions of 

these variables and the rationale for their inclusion in 

this study are also found in Chapter II. 

The effect of various types of day care on academic 

performance and school conduct cannot be clearly understood 

without first having some knowledge of the distinguishing 

features of the various types of nonparental preschool day-

care types. Therefore, another objective of this disser-

tation is a description of selected social attributes which 

best characterize the type of child most likely to be found 

within each care type. 

Hypotheses Related to the Effect of Preschool-Age 
Child Care on "Academic Performance 

Hypothesis I 

School children who experience limited hours in non-

parental day care will have higher IQ and spelling scores 

than will school children who receive either exclusive 

parental care or extensive nonparental day care. 
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Until recently support for this hypothesis has been 

based more on a rational assumption than on quantitative 

evidence. For example, Moore (1975) suggested that limited 

nonparental day care has the greatest positive effect on 

children among all types of child-care arrangements. This 

premise is grounded in the assumption that limited nonparen-

tal day care, as opposed to extensive nonparental day care, 

during the preschool—age years may give the child and the 

parent the opportunity to experience wider social and 

intellectual development. In this respect, children would 

be challenged mentally and emotionally to adapt to a social 

and physical environment different from exclusive parental 

home care, yet the child would not suffer the potential loss 

in emotional security due to long-term parental deprivation 

during the preschool years. Therefore, limited nonparental 

day care may help develop a child who is not only emo-

tionally secure but who is more able to adapt to change when 

confronted with new situations. The parent, on the other 

hand, having had a break from perpetual child-care tasks may 

have a more positive self-image (Rutter, 1981) and therefore 

be more prone to interact with the child in a way which may 

be positively stimulating both emotionally and cognitively. 

J.wo studies provide support for the hypothesis that 

limited nonparental preschool care may have more cognitive 

benefits for the child than does exclusive parental care or 

extensive nonparental day care. Winett, Fuchs and Moffatt 
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reported in Etaugh (1979) studied 81 white, middle-class 

children, 3 to 5-1/2 years old, reared in one of the 

following 4 settings: (1) center care; (2) family-home care 

by a nonrelative; (3) half-time nonparental care; (4) exclu-

sively parental care. No difference between the groups in 

IQ or achievement tests were found. However, a scale 

devised by the authors to measure "number and letter 

recognition, printing and counting abilities, short-term 

memory, and knowledge of simple addition and informational 

facts," were significantly different between the types of 

child care. The highest scoring group was the half-day care 

group, followed in order by the exclusive parental care 

9roup, full—time center care and family—home nonrelative 

care group. 

In an expanded study of 124 families, winett, Fuchs, 

Moffatt, and Nerviano (1979) drew similar conclusions based 

on different measures of cognitive development. The fami-

lies in the study were two-parent families, predominantly 

white and middle-class. The children were all between the 

ages of 3 and 5-1/2, and had been in their present child-

rearing situation for at least 9 months. The researchers 

controlled for the following variables: the child's age, 

sex, birth order, number of siblings, plus the family's 

socio-economic status (SES), race, politics and religion. 

The sample consisted of 45 center day care families, 58 

family-home day care families, and 31 limited nonparental 
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day care families. Measures included the Peabody IQ Test, 

the Illinois Test of Psycholinguistic Abilities, a preschool 

readiness test, and a social development scale. No signifi-

cant differences between child-care groups were found on the 

social development scale. The evidence did imply, however, 

that an upper middle-class pattern of limited nonparental 

child care outside the home might be associated with 

superior intellectual-cognitive development. Caution is 

suggested since various control variables were associated 

with the use of different types of care and probably 

interacted with the care type to influence child develop-

ment. For example, a study by Zajonc ana Makus (1975) 

suggested that family size and birth order are important 

determinants of intellectual ability. Therefore, the winett 

study was unclear whether higher scores on the intellectual-

cognitive measures were attributed to limited care or some 

other factor. 

Hypothesis II 

There will be no difference in IQ and spelling scores 

oetween those school children who experience either exclu-

sive parental care or extensive center day care. 

Although the environment offered by exclusive parental 

care in the child's home and nonparental day care in a 

child-care center are different in many respects, indica-

tions are that the two types of day care appear to offer, 
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for middle-class children, environments equal in cognitive 

and intellectual stimulation so that differences in 

intellectual ability and skill between children in the two 

groups are generally short-lived. Bronfenbrenner1s (1976) 

s tudy clearly shows that home parental care and center day 

care environments differ along a number of dimensions; yet, 

differences in caretaker behavior or physical settings do 

not necessarily affect the child's intellectual ability. In 

an extensive review of the literature, little difference was 

found in intellectual development among children cared for 

exclusively by parents during the preschool years as opposed 

to those who received good quality center care (Etaugh, 

1980). Another comprehensive survey of the literature 

(Belsky & Steinberg, 1978) points out that experience in 

high-quality, center-based day care has neither a salutory 

nor deleterious long-term effect upon the intellectual deve-

lopment of the child. Specifically, Belsky and Steinberg 

(1978) report that nearly all studies that cite short-term 

gains in IQ for middle and upper class populations show 

washouts" of these gains after the program is terminated. 

One intriguing exception to this pattern is the study 

by Fowler and Khan (1974) which indicates that in a long-

term program the washout may take place even before tne 

program is complete. In their study the day-care center 

children's IQ scores increased significantly from a score of 

107 in the 11th month to a score of 114 by the 3 7th month of 



21 

the child's age; but, scores then declined to 100 by the 

children's 59th month of age. The researchers found that 

the IQ curve paralleled changes in maternal interest in the 

child s education. Accordingly, prolonged enrollment in a 

center care program may ultimately reduce maternal involve-

ment, therefore undermining any initial positive effects of 

the program. One feature of center care which may have 

contriouted to the sudden decline in IQ scores was a very 

high caretaker turn-over rate. 

The only longitudinal study comparing the effects of 

center care with exclusive parental child care on later aca-

demic achievement is Moore's (1975). From an original 

sample of 167 British children from a socially mixed urban 

area, 105 children met his criteria for either exclusive 

parental care (57) or nonparental center day care (48). The 

children attending these two care types were matched 

according to sex and controlled for father's occupation, 

mother's education, mother's age at child's birtn, birth 

order, one child families, and IQ at age 3. Nonparental 

center day care was defined as a minimum of 25 hours per 

week away from the mother over a period of at least 12 

months before the age of 5. The average duration of substi-

tute care was 25 months with a range from 1 to 4-1/2 years. 

Several measures of behavior and intellectual ability and 

performance were collected through age 15. Moore concluded 

that although some difference in reading ability between the 
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two groups occurred in favor of those children who received 

exclusive parental care, measures of IQ showed no signifi-

cant differences between the two types of child care. On 

the other hand, Belsky and Steinberg (1978) and Etaugh 

( 1980) point to evidence that intensive high-quality inter-

vention day-care programs for high risk/disadvantaged 

children may improve intellectual ability and performance 

over similar children who have exclusive parental care 

during the preschool years (Caldwell, 1970; Fowler, 1974; 

Lally et al., 1971; Ramey & Mills, 1977; Ramey & Smith, 

1977; Robinson & Robinson, 1971). 

Hypothesis III 

School children who experience exclusive parental care 

will have higher IQ and spelling scores than children who 

receive either extensive nonparental day care by a relative, 

family-home day care by a nonrelated care giver, or mixed-

type day care (consisting of two or more nonparental day-

care types). 

Because most studies have contrasted exclusive parental 

care with high—quality center care, comparisons with other 

forms of substitute care have been limited. Two studies, 

however, do give evidence which suggest that exclusive 

parental care may be more conducive to intellectual 

development among preschool age children than either non-

parental care by relative, or family-home day care, or 
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mixed-type day care. Rubenstein, Peterson, and Yarrow 

(1977) compared 38 infants with exclusive parental care to 

17 infants cared for by another relative other than parents 

during the day and 12 infants who received family-home care 

by nonrelated caretakers. The subjects were healthy, full-

term infants 5 to 6 months of age. The three groups were 

comparable in sex of the infant, birth order, parents' age, 

maternal and parental education, socio-economic classifica-

tion of home and neighborhood, number who had fathers living 

in the home, and number of other children present. Of 11 

measures of care giving behavior; e.g., affection, social 

play, visual and vocal stimulation, 5 were significantly 

higher for those children exclusively cared for by parents. 

The other 6 measures were also higher for this group, but 

the difference did not reach statistical significance. The 

results indicate that exclusive parental care provides a 

more stimulating and responsive environment than did either 

day care by a relative other than the parents or nonparental 

family-home care. 

Also relevant are the findings by Winett, Fuchs, and 

Moffatt in Etaugh (1978). Even though the group with the 

most advanced intellectual development were those children 

with limited nonparental care, the preschool-age children 

who received exclusive parental care did score higher on the 

intellectual development measures than did the children who 

received nonparental family-nome care. Unfortunately, care 
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by a relative other than parents ana predominantly mixed-

type day care were not compared. 

Hypothesis IV 

School children who experience extensive center day 

care will have higher IQ and spelling scores than will 

school children who receive extensive nonparental day care 

by a relative, family-home day care, or mixed-type day care, 

This hypothesis is deduced from Hypothesis II and 

Hypothesis III. If no difference in academic performance 

exists between those with exclusive parental care and exten-

sive nonparental center care, and if school children who 

received exclusive parental care achieve higher IQ scores 

and report card spelling grades than school children who 

received extensive nonparental care other tnan center care, 

then school children who experienced extensive center care 

should have higher IQ scores and report card grades in 

spelling than children who received extensive nonparental 

day care by a relative, or family-home care by a nonrela-

tive, or mixed-type day care. The only quantitative evi-

dence which supports this hypothesis is found in the study 

by Winett, Fuchs, and Moffatt (1978). Also a number of stu-

dies suggest that high-quality center care is the most 

appropriate type of preschool-age child care for children 

whose parents have low income and little formal education. 

Center care appears to be an effective intervention program 
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for preventing the decline in cognitive and intellectual 

development among this group of children. 

Hypothesis V 

School children who experience extensive nonparental 

care by a relative will receive higher IQ and spelling 

scores than school children who receive extensive mixed-type 

day care. 

Children with extensive nonparental care who either 

experienced two or more types or received care Dy multiple 

care givers may be classified as having a mixed-type or 

unstable care. A study by Rutter (1981) indirectly supports 

Hypothesis V. He studied the effects of multiple and ever-

changing care givers on center cared for children. Rutter's 

data imply that the effects of multiple non-individualized 

care which lacks any primary care giver will be quite dif-

ferent from the effects of casual care that is supplemental 

to full-time care by the child's parent in the child's home. 

Where the former is often damaging, the latter may not oe. 

In Rutter1s opinion truly individualized care giving is more 

likely than multiple care giving to foster attachments con-

ducive to social and cognitive development in the child. 

Because multiple changes in day—care arrangements involve 

constant adaptation to totally new environments or adjust-

ments to ever-changing care givers with inadequate oppor-

tunity to form minimum attachxnents, it seems likely that 
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multiple changes of day-care arrangements will prove to be 

unsettling for many children (Rutter, 1981, pp. 14-16). If 

strong attachment to a primary individual improves the 

child's social and cognitive development, then Cummins' 

(1980) findings support the hypothesis. He found that day 

care with multiple shared care giving led to weak attach-

ments that have little if any value to the child (Cummins, 

1980, pp. 32-37). It should be noted that 40% of the 

children in his study failed to approach the care giver in 

any of the test conditions. 

Moore (1975) presented evidence from a limited sample 

of 15 children who had all experienced 3 or more successive 

types of nonparental care before age 5 and compared them 

w ith a matched group who had engaged in only 1 or 2 types of 

nonparental care. The children in the mixed—type group were 

found at 6 to be markedly less secure, as evidenced by sleep 

disturbances, nail oiting, and various fears which Moore 

implies could affect academic performance and school conduct 

(p. 264). Therefore, Moore concludes that the evidence 

suggests that mixed-type nonparental care may be the most 

detrimental type. 

Hypothesis VI 

School children who experience extensive nonparental 

family-home day care will receive higher IQ and spelling 
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scores than school children who receive extensive mixed-type 

day care. 

This hypothesis is suggested by Hypothesis V, as well 

as by evidence which documents the strength of parental 

family-home day care. Sale's (1973) study suggests that 

family-home day care may be of high quality in providing an 

environment conducive to cognitive and emotional develop-

ment. In observing 22 family day-care homes over a period 

of time he found that the family-home day-care "mother" may 

be a neighbor and often has a life-style similar to that of 

the parents. Hence, the family day-care home has the unique 

opportunity to provide a developmental program for the 

child which provides continuity in learning experiences from 

one setting to another. Also similar values between users 

and givers of services are more likely to be obtained 

when there are similarities in the life-styles of the two 

parties. Sale concludes that the opportunity for a child to 

feel himself personally responsible and responded to in an 

intimate setting is likely to be found in family-home day 

care, where a mother-like figure cares for relatively few 

children without the pressure for the "aloofness that the 

teacher role implies" (p. 38). 

Also, studies by Cochran (1977) and Prescott (1973) 

indicate that nonparental family-home day care provides good 

opportunities for exploration, individual play, and indepen-

dence which may benefit cognitive development. A recent 
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study by Goodman and Andrews (1981) found that a sound 

environment for cognitive development can occur in family-

home day-care settings. In the Goodman and Andrews study 52 

children in family-home day care were compared with 68 

children in center day care. All were between 2-1/2 and 4 

years of age at the inception of the research. Three cogni-

tive developmental measures were collected from both groups 

and the results supported the positive developmental advan-

tage of family—home care, especially when supplemented by a 

modest educational program of from 2 to 4 hours a week. The 

researchers conclude that where a modest supplemental educa-

tion program is implemented, a family—home day care appears 

to be even better than center day care (pp. 273-281). 

Hypothesis VII 

School children who experience limited nonparental day 

care will have higher report card conduct scores than will 

school children who receive either exclusive parental care 

or extensive nonparental day care. 

Moore (1975) and Rutter (1981) indicate that althougn 

there has been little empirical evidence bearing directly on 

the hypothesis, from a deductive point of view the hypothe-

®is appears to be sound. For example, prior to elementary 

school, the child who experienced limited nonparental day 

care ir>ay receive more persistent parental discipline than 

would the child receiving extensive nonparental day care. 
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On the other hand, the child who experienced limited non-

parental day care could be in a better position than the 

exclusive parentally cared for child in learning helpful 

adoptive strategies when confronted with unfamiliar adults 

and peers in a new environment. The advantages of both 

parental and nonparental care are achieved because both are 

received in moderation rather than in exclusive or extensive 

amounts. Because of this advantage, limited nonparental day 

care may result in a strong positive relationship between 

the child, the teacher and student peers which may increase 

the probability of higher conduct scores than would be the 

case for children who received a different type of day care 

during the preschool years. 

In a study by Rubenstein and Howes (1979) a group of 

18-month-old middle-class white children in a day-care 

center were compared with a similar group of children who 

were being reared by parents at home. They observed the 

types of interaction between the child and the care givers. 

Findings indicate that the care givers in the center spent 

less time per child disciplining or reprimanding the child 

than parents who cared for children at home. However, 

parental reprimands were reduced in the home-reared sample 

when peers came to visit. Cochran (1977) also comparea 

interactions with 12- to 18-month-old children in ciay-care 

centers with infants in their own homes cared for by 

parents. Like Rubenstein and Howes, Cochran found that 
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interactions were similar in many respects, but that mothers 

were more controlling as shown by higher frequency of ver-

balized "do's" and "don't's." 

A number of studies imply that children in nonparental 

day care are more likely to adjust to new environments and 

to strangers more rapidly than children who are exclusively 

reared by parents in the child's home (Finkelstein & Wilson, 

1 977; Moore, 1963, 1964, 1969; and floskowitz & Schwarz, 

1977). For example, Moskowitz and Schwarz (1977) subjected 

2 4 children to a series of unfamiliar adults and measured 

the child's reaction. Twelve children had received exclu-

sive parental care and 12 children were cared for in a day-

care center for at least 30 hours per week for an average of 

5 months. The children were 3-1/2 years old when the study 

began and were matched by sex, mother's age and to some 

extent birth order of the child, parents' marital status and 

level of education. The results indicated that the center 

day-care group cried significantly less when left alone and 

looked at the stranger less frequently than did the exclu-

s ive parental care group. The group cared for children had 

a tendency to be less apprehensive when left alone or when 

in the company of unfamiliar adults; therefore, they suggest 

children receiving this type of care may adopt more quickly 

to new situations, at least when the duration of nonparental 

day care has not been extensive. 
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Hypothesis VIII 

School children who experience exclusive parental care 

during the preschool years will have higher report card con-

duct scores than will school children who receive either 

extensive nonparental care by a relative, or family-home day 

care, or center day care, or mixed-type day care. 

It is assumed that the preschool-aged child-care regi-

men which places greatest emphasis on cooperation with 

adults and respect for authority will produce the children 

most likely to receive the highest conduct scores in tnis 

group. The work of Cochran (1977), and Rubenstein and Howes 

(1979) shows that exclusive parental child care tends to be 

more restrictive in terms of appropriate and inappropriate 

preschool-age behavior than other extensive nonparental day-

care types, especially center day care which is charac-

terized by multiple care givers and relatively large numbers 

of children. 

Direct evidence for this hypothesis is presented by 

Largman (1976), Moore (1963, 1964, 1969, 1975), Ralph, 

Thomas, Chess, and Korn (1968) and Schwarz, Strickland, and 

Krolick (1974). In a study of 97 middle-class first gra-

ders, Ralph and colleagues (1968) found that negative inter-

actions with teachers positively correlated with amount of 

previous group experience in center day care. Largman's 

(1976) 4 year olds who had at least 2 years of nonparental 

day care often expressed more open defiance than children 
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with predominant parental care. Schwarz et al. (19 74) 

reported that children with extensive nonparental day care 

were rated as less cooperative and as more physically and 

verbally aggressive with adults than children who had 

experienced only limited center day care. When Moore (1975) 

compared children who were either exclusively cared for Dy 

parents or placed in parental day care at an average age of 

2-1/2 years, at age 7 the boys who had received nonparental 

day care were more aggressive and nonconforming than boys 

who had received exclusive parental care. The boys in the 

nonparental day-care group also showed more differences of 

opinion with parents and teachers than did those cared for 

exclusively by a parent. At age 15, the boys who had 

experienced extensive nonparental care during the preschool 

years continued to manifest greater conflict with adult 

authority and were more likely to ignore punishment. 

Hypothesis IX 

School children who experience extensive nonparental 

care by a relative will have higher report card conduct 

scores than will children who receive either extensive non-

parental family—home day care, or center day care, or mixed-

type day care. 

Because of the similarities between exclusive parental 

day care (cf. support for Hypothesis VIII) and nonparental 

day care by the child's relative, day care provided by a 
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relative of the child will produce a more positive outcome 

than the other types of care. There are two basic similari-

ties between exclusive parental care and nonparental day 

care by a relative. A child's relative, like the child's 

parents, will have a personal vested interest in the child's 

welfare and development because of the family ties. Also, 

the child is more likely to remain either in his or her own 

home or in the relative's home which may be much like his or 

her own; thereby providing the child with a familiar 

environment and creating a sense of place. In this respect 

the child who received extensive nonparental day care by a 

relative may receive higher conduct scores because the child 

who achieves a close personal attachment with a loving rela-

tive in the child's home or the child's relative's home may 

be less compelled to show-off in the classroom than a child 

who experienced some other form of nonparental day care. 

Hypothesis X 

School children who experience extensive nonparental 

family-home day care will have higher report card conduct 

scores than either extensive nonparental center care or 

mixed-type day care. 

Cochran (1977) not only compared exclusive parental 

preschool-age child care with nonparental center day care, 

he also compared nonparental family-home day care with 

center care. He found that the type of interaction Detween 
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the child and the care giver in the family-home setting in 

terms of controlling and disciplinary devices were more lixe 

exclusive parental care than center care. 

Stailings and Porter (1980), in a study of 330 family-

home day-care facilities, found that these care givers 

tended to be more actively involved with tne children on a 

personal basis and talked with children more than the care 

givers in center day-care facilities. Hence, the children 

were more likely to receive a positive image of adult 

authority with greater compliance to adult desires than 

children in center day-care facilities. This evidence, in 

conjunction with previously reported findings by Goodman and 

Andrews (1981), Prescott (1973), and Sale (1973), supports 

the premise that family-home day care may produce an 

environment and level of interaction between children and 

adults in which the child has greater respect for adult 

authority than do center day-care environments with multiple 

care givers and larger numbers of children. 

Hypothesis XI 

School children who experience extensive nonparental 

center day care will have higher report card conduct scores 

than nonparental mixed—type day care. 

As previously argued, instability in day care due to 

moving a child from one day-care environment to another or 

an environment which consistently changes care givers may be 
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the most detrimental child-care arrangement of all the 

preschool-age day-care types. Evidence to support this 

argument was presented in the discussions for Hypothesis V. 

Justification for and Contribution of the Research 

This study should contribute to a clearer understanding 

of the potential long-term effects of six types of 

preschool-age child care on academic performance and school 

behavior. The rapid increase in the past 30 years in non-

parental preschool child care due to sharp increases in one-

parent households and employed mothers with preschool 

children has caused an increase in preschool child care. 

This increase in preschool child care as well as the 

recognition by many social scientists that the preschool 

years are among the most important, if not the most impor-

tant, of all the stages of development has created an 

urgency for research on this issue. 

It is hoped that the findings of this researach will 

contribute to our understanding of child care by (a) 

assessing the effects of several types of nonparental 

preschool-age child care rather than only one type of opti-

mal, high-quality, day care, i.e., center care; (b) 

assessing the effects of nonparental preschool-age care in a 

real-life or naturalistic setting (school) rather than in an 

arbitrary, contrived setting; (c) assessing the effects of 

long-term exposure to nonparental day care rather than 
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assessing the effects of relatively short-term exposures; 

and (d) assessing the effects of preschool-age child care 

across a socially diverse population rather than assessing 

it only for a small group of either lower-class or middle-

class children. 

The results of the study might also have a practical 

application by aiding in the aecision-making process Dy 

parents, nonparental day-care providers, school administra-

tors, and policy makers. For example, the results may pro-

vide information to help parents determine whether or not to 

use nonparental day care, whether one type has an advantage 

over another and whether the care should be consistent or 

not. Also, the results may suggest strengths and weaknesses 

to day-care providers regarding their day-care services. 

The study provides data for further research as a 

result of the magnitude of the data collected from the sur-

vey and available school records. Hence, a foundation for a 

continued and expanded study has been established. 
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CHAPTER II 

METHODOLOGY 

Design Rationale 

Belsky and Steinberg (1978), Etaugh (1980), Pilling and 

Pringle (1978), and Rutter (1981) nave commented on a number 

of limitations of previous day-care research. There has 

been an over-concentration on assessing optimum, high-

quality center day care with other types of nonparental day 

care excluded. The majority of studies have drawn samples 

directly from only one or two day-care facilities, which 

limited sample sizes to less than 100 cases. Pew studies 

have assessed the effects of preschool—age day care for a 

large socially diverse sample. The majority of studies' 

samples have consisted of homogeneous groups of either white 

middle-class children or disadvantaged minority children. 

Virtually all studies have concentrated on assessing 

the short-term or immediate effects of various types of 

preschool care as opposed to the effects beyond the 

preschool years. Relatively few studies have attempted to 

assess the effect of nonparental day care on academic per-

formance. Those studies which have attempted such an 

assessment have mainly measured the effects of high-quality 

day care on high risk or disadvantaged children from an 
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interventionist perspective. The majority of research has 

identified the effects of nonparental day care on preschool-

age children in terms of either decreased maternal attach-

ment or negative interaction with peers and unfamiliar 

adults. 

Numerous studies have shown the effects of preschool 

care on children who experienced care for relatively short 

periods of time, usually 2 years or less, and in many cases 

these studies have failed to include more than one type of 

day care. 

The design for this study attempted to overcome some of 

the limitations of previous research by comparing seven dif-

ferent types of preschool-age care, and by examining 

possible effects of both extensive and short-term day-care 

participation. Also, both survey research and available 

data were gathered and used in the longitudinal design with 

a sample consisting of 456 students from different 

backgrounds. 

Techniques for Data Collection 

Once the research question was developed, the next 

step was to acquire an adequate data base to analyze in 

order to answer the research question. Time and cost con-

siderations ruled out the method of identifying a sample of 

children participating in various day—care arrangements, and 
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then following them for several years so that any short-term 

effects could be neutralized. 

For practical reasons, secondary analysis on a large 

sample would have been desirable, but to the researcher's 

knowledge no appropriate and available data base exists. 

Therefore, survey research with a self-administered 

questionnaire was used to elicit information on various 

types of preschool-age day-care experiences and socio-

economic status. 

As Babbie (1975) states: 

Survey research is probably the best method 
available to the social scientist interested in 
collecting original data for purposes of 
describing a population too large to observe 
directly. (p. 259) 

The survey instrument (Appendix I) used both "closed" 

and "open-ended" questions and was comprised of the three 

following sections: (1) general information on the child 

and parental background; (2) a descriptive history of each 

type of nonparental preschool—age day care received by the 

child by days per week, hours per day, and months per year; 

and (3) a space for additional information or explanations 

on preschool day-care arrangements. 

The questionnaire was designed to be easily and quickly 

completed and was completely voluntary. Results of a pre-

test on 48 fourth grade students from a low income area, 

suggestions from colleagues, and contributions of the 

dissertation committee were used to develop the survey's 
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final form. Each questionnaire and attached return envelope 

contained only a code number to insure confidentiality and 

was distributed by the classroom teachers in an individually 

addressed envelope. The questionnaire with a signed consent 

form by the respondent, ususally the mother, was returned 

directly to the child's fourth grade teacher in order to 

avoid postal cost. For each returned questionnaire with a 

signed consent form, 25 cents was given to the child's 

school as a token of appreciation for participation. For 

those questionnaires returned with incomplete or conflicting 

data, a telephone follow-up was conducted where feasible. 

Although it was necessary to collect information on the 

independent variable, types of preschool-age day care, 

through a self-administered questionnaire, information on 

the dependent variables, academic performance and school 

conduct was tabulated from available data. This was not 

only the most economical and efficient way to obtain data to 

test the potential effects of preschool-age care, it was the 

only feasible method. Neitner public nor private schools 

would allow the researcher to test or observe students using 

instruments of his own choosing; such procedures were viewed 

by the school administration as too disruptive of normal 

classroom activity. In addition, using available data is 

perhaps less biased than doing student assessments after tne 

research question has been determined. Knowing the research 

question in advance could influence the student assessments. 
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All students who returned a completed questionnaire 

with a signed parental consent form had information on the 

dependent variables collected from their permanent records. 

All data from the permanent records were transcribed by tne 

investigator so that consistency could be maintained 

throughout the transcribing process. The following data on 

each child was collected from the permanent file: (1) sex, 

(2) race, (3) date of birth, (4) address, (5) IQ scores con-

sisting of chronological age, mental age and standard score, 

(6) achievement test score consisting of grade level and 

national percentile rank for reading, language, math and the 

total test battery, (7) year-end grade average for reading, 

language, math and spelling, and (8) year-end conduct scores 

for as many years as were available in the permanent file. 

Data from the questionnaire and permanent records were 

coded and transcribed into machine readable form. The 

operational definitions for the 23 variables are presented 

in Appendix II. 

The Independent Variable 

The independent variable consists of different cate-

gories cased upon different preschool—age care arrangements. 

The seven categories are as follows: (1) exclusive parental 

care consisted of children who received less than the 

equivalent of 1 year of nonparental care from birth tnrough 

age 6; (2) limited nonparental care consisted of children 
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who received the equivalent of 1 or more years of full-time 

nonparental day care but less than 3 years during the 

preschool years; (3) extensive nonparental day care by a 

relative either in or out of the child's home consisted of 

children who received the equivalent of 3 years or more of 

this type of care full-time; (4) extensive nonparental baby-

sitter or housekeeper day care in the child's home included 

children who received the equivalent of 3 years or more of 

this type of full-time care; (5) extensive nonparental 

family-home day care consisted of children who received the 

equivalent of 3 or more years of full-time care in a private 

home other than their relative's or legal guardian's where 

care was provided for several children but not more than 

eight; (6) extensive nonparental center day care consisted 

of children who received the equivalent of 3 or more years 

of care in a church, nursery, kindergarten, college, univer-

sity, or Headstart Program center; and (7) extensive non-

parental mixed-type care consisted of children with two or 

more of the extensive nonparental preschool-age care types 

or children whose multiple types of nonparental care experi-

ences when added together was equivalent to at least 3 years 

of full-time care during the preschool years. 

The seven types of preschool—age day care comprise tne 

major varieties of preschool-age day care and were defined 

to be mutually exclusive so that all respondents could 

clearly fall within only one of the seven care categories. 
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The Dependent Variables 

The effect of preschool-age day care is measured by two 

dependent variables — academic performance and school 

conduct. These two variables were selected because they 

offer an evaluation of the effect of preschool care in 

separate areas for the sample and oecause of the accessi-

bility of quantifiable data. By having two dependent 

variables with multiple measures, a Droader test of the 

effect of preschool-age day care on student benavior is made 

possible. 

Academic performance as an indicator of the potential 

effects of preschool—age day care was selected for accessi-

bility and because many social scientists and educators 

(Banks, 1968; Morris, 1972; and Musgrave, 1965) argue that 

socio-economic mobility in this country is based more and 

more on the possession of degrees and diplomas. Academic 

performance is measured by two criteria — intelligence 

quotients (IQ) and spelling grades. These two measures of 

the dependent variable, academic performance, were selected 

as a test of the hypotheses over other measures which were 

collected, coded and described in Appendix II for several 

reasons. Specifically, achievement test scores were not 

included as a test of the hypotheses for the following 

reasons. (1) iq test scores and spelling grades were more 

highly correlated with the type of preschool-age child care 

received than were the achievement test scores; i.e, the 
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relationship between IQ scores and spelling grades by type 

of child care had a Cramer's V of .16 with a probability 

level less than .05, whereas the relationship between 

achievement test scores by types of child care had a 

Cramer's V of .11 with a probability level greater than .05. 

(2) Smith (1970) and others maintain that to use both 

achievement tests and IQ tests often duplicate efforts, 

since IQ tests and achievement tests are usually highly 

i ntercorrelated (p. 92). This was true for this 

researcher's study as well. For this reason, numerous pro-

fessional testers are of the opinion that achievement tests 

and IQ tests actually measure the same things, specifically 

academic performance. Although it is generally acknowledged 

that there is no one test which adequately measures apti-

tude, few people deny that academic performance is partly a 

function of one's aptitude. To include achievement test 

scores and IQ scores would have been redundant. (3) There 

was less missing data for IQ test scores and spelling grades 

than for the achievement test scores. (4) Including more 

than two measures of the dependent variable, academic per-

formance, dramatically increases the complexity of the data 

analysis. (5) Evidence which is presented later supports 

the two IQ test forms used as being equivalent to one 

another, while it is much more difficult to argue this for 

the three different achievement tests. The larger the 

number of different test forms included in an analysis, the 
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greater the difficulty in assuming test equivalency Detween 

test forms. Not only are IQ test scores and spelling grades 

the most complete and efficient indices of academic 

performance available, but these criteria also provide a 

more adequate measure of academic performance than using 

only one measure (Hills, 1981). 

The selection of IQ scores is supported by literature 

surveys (Belsky & Steinberg, 1978; and Etaugh, 1980) which 

demonstrate that it is the most often used measure of aca-

demic performance in day-care studies. IQ scores as a 

dependent variable provides a measure which can be compared 

to other studies which have used scores from similar IQ 

tests as a dependent variable. However, IQ as either a pre-

dictor of academic ability or aptitude, or simply as a 

measure of current achievement, is not without its problems 

and limitations. As previously discussed some researchers, 

such as Carroll (1974), argue that IQ is a reasonable 

measure of aptitude whereas others, such as Green (1974) and 

Humphreys, Levy and Taber (1973), support the notion that 

there are no real measures of aptitude, only measures of 

achievement. In this study it is assumed that IQ is more a 

measure of achievement than a measure of true aptitude. 

First, what a particular intelligence test score reflects 

about a person depends on the structure of the tests, and 

most tests reflect only a narrow part of one's abilities 

(Hills, 1981). Second, aptitudes as measured by the same 
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intelligence test will change as the subject increases in 

age depending upon intervening social conditions and 

experiences. Third, test procedures may vary from teacher 

to teacher. In addition, some schools may have a specific 

objective of teaching techniques to their students specifi-

cally designed to improve scores on specific tests whereas 

other schools do not teach such techniques. For example, 

the Japanese educational system is specifically structured 

to teach methods of test-taking. These methods have 

resulted in higher mean IQ scores for Japanese students com-

pared to other nations' students taking similar tests. This 

is particularly true during the childhood years. Fourth, 

the score computed on an intelligence test can be misun-

derstood and given too much weight due to a lack of 

understanding concerning the calculation of the scores. 

Hills states that the third digit in the IQ score is not 

very meaningful because it does not reflect a difference of 

any consequence. A. fifth potential problem is the diffi-

culty of assumed equivalency between tests. Since tests 

often include different content and proceed by a variety of 

different techniques, no two tests may give the same 

results, though they both claim to measure IQ. Tests of 

equivalency with other competitive IQ tests are rarely if 

ever done since publishers do not want the test user to 

assume one intelligence test can be substituted for another 

with ease. 
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The last point is especially relevant since scores from 

two different IQ tests were used in this study. The two 

tests are the Kuhlmann-Finch Intelligence Test used by the 

Memphis, Tennessee, public schools and the Otis-Lennon Test 

of Mental Ability used by the private schools included in 

the research sample. The differences in mean scores were 

based on a mean of 107 for those children who took tne 

Kuhlmann—Finch test versus a mean of 114 for those children 

who took the Otis-Lennon test. These differences may be 

accounted for by other factors than the difference in the 

two tests. For example, of all the public school students 

who took the Kuhlmann-Finch test, 49% were black whereas no 

blacks took the Otis-Lennon test. After taking into account 

via analysis of variance four covariates--the child's race, 

sex, the type of preschool care received, and the parents' 

marital status--the adjusted beta value between the IQ test 

forms and IQ scores is only .01 and the mean IQ scores for 

both test forms became an identical 111. Hence, the two IQ 

test forms were treated as equivalent, at least for the pur-

pose of statistical analysis in this study. 

Robert Ebel (1978) states that standardized tests pro-

vide one sound basis for assessing pupil learning, a basis 

for which informal classroom tests, or nontest assessment 

procedures afford no adequate substitute. He contends that 

to argue against the use of standardized tests in the 

schools is to defend mediocrity in learning (p. 99). 
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According to commentaries in Buros's The Fifth Mental 

Measurement Yearbook (1959), the Kuhlmann-Finch intelligence 

test which was completed by the children in the public 

schools consists of 5 types of items divided into 8 sequen-

tial levels with no duplication of content. The 8 levels 

are presented in separate test booklets. Each of the 5 sub-

tests in the 8 booklets contains from 20 to 24 items. The 

IQ is a deviation or standard score in a distribution with a 

mean of 100 and a standard deviation of 16. 

Evidence of its validity is based upon the rationale 

that intercorrelations among subtests should be neither high 

nor low, tests should include items which will discriminate 

between the levels of ability found at successive ages, and 

test scores should be free from cultural influence. 

Evidence for reliability is based on the fact that the tests 

do not show increases in scores when unlimited time is 

available and on the high split-half correlations of .86 to 

.92. 

The Kuhlmann-Finch tests are well standardized with the 

original standardization sample consisting of approximately 

10,000 children. In this and subsequent testing, the range 

of difficulty in each test was found to be suitable and the 

discriminative power of the items high. Boys and girls did 

equally well on the test and evidence is presented which 

suggests that the tests are not simply the products of 

culture (Buros, 1959, pp. 476-478). 
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The subjects from the private school sector in this 

study sample received the Qtis-Lennon Test of Mental Abil-

ity. Like the Kuhlmann-Fincn test, the Otis-Lennon test 

scores are calculated as a deviation or standard score in a 

distribution with a mean of 100 and a standard deviation of 

16. The Otis-Lennon standardization sample was chosen to 

represent the country's educational system with controls 

aPPlie(3 for size of school, family income, educational level 

of adults, types of school (public, private, 

church-related), geographic location (all 50 states were 

represented), and quality of school in terms of educational 

achievement within its own system. For grades 1 through 12 

the samples per grade varied in size from 11,866 to 14,746. 

M ilholland (1978) reports that the validity of the test 

presented in the Otis-Lennon Technical Handbook is 

"wide-ranging, and abundant data are provided. The test 

correlates adequately with educational criteria and with 

other measures of general scholastic aptitude" (p. 690) . 

Estimates of reliability using alternate forms and split-

half techniques give the user assurance that the results can 

be used with reasonable confidence (Smith, 1970, p. 91). 

The alternate forms reliability estimates range from .83 to 

.89 for the Otis-Lennon Test of Mental Ability and the high 

internal-consistency coefficients do not appear to be 

influenced by the test speed of the respondents. This later 

assumption, according to Groteluescler (1969), is based on 
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findings obtained from an experimental study designed to 

ascertain the effects of speed on test performance (p. 111). 

The second measurement of academic performance which 

was collected from the child's permanent record was spelling 

grade average for the year based on six week reports. 

Report card grades compensate for some of the limitations of 

standardized tests such as IQ or achievement tests since 

they reflect more information regarding the child's day-to-

day performance throughout the academic year and are impor-

tant as a measure of the effect of the independent variable. 

Another advantage of using report card grades as a com-

parative measure is that most school grading systems use a 

scale near the optimum number of levels which has a range of 

5 to 15 categories (Miller, 1956). For example, in 1972 

6 8% of American schools used the grading system A-to-F 

( Pinchak and Breland, 1973). The A-to-F scale can have as 

few as 5 categories or can easily be increased with plus and 

minus signs up to 15 categories. Below 5 categories Miller 

believes too much information is lost and above it little 

useful information is added. Therefore, the A-to-F scaling 

system is said to fit human judgment capabilities in an 

efficient manner. 

On the other hand, report card grading systems have the 

limitation of not always being uniformaly applied by 

teachers. Although the same scaling system is almost uni-

versally employed, the meaning of letter grades fluctuates 
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to some extent from course to course, from teacher to 

teacher in the same school, from one school to another, even 

from one time period to another. Often different teachers 

have different grading standards, and teachers placed in 

different settings sometimes change their grading standards. 

One way to give grades is to compare students' performances 

with fixed standards (Hills, 1981). Each student receives a 

grade which represents the highest performance level which 

he or she reaches. One advantage of this procedure for 

grades is that the standard remains fixed regardless of the 

quality of students or instruction. Another advantage is 

that the teacher can communicate the meaning of grades. A 

problem with using this basis for grades is that the stan-

dards are difficult to set. Another problem is that if test 

scores are used as standards, the standards can shift with 

difficulty level of the test. 

Another basis for comparison discussed by Hills is the 

performance of other students. This is generally Known as 

"grading on the curve." This system involves giving the 

most capable students the highest grades regardless of the 

level of their performances. The advantage of this basis 

for grades is that it seems to be readily understood by 

teachers with most thinking it is easy to set standards this 

way. A disadvantage is that fixed portions of high grades 

and low grades are given regardless of the quality of per-

formance. In an absolute sense the standards shift with the 



58 

quality of students and instructions. Good instruction is 

not revealed in the pattern of grades. These grades do not 

communicate effectively the level of performance (pp. 290-

292) . 

The interpretation of the meaning of report card grades 

from teacher to teacher and school to school is a difficult 

one; nonetheless, this researcher is of the opinion that the 

advantage of utilizing grades as an added measure for the 

effects of preschool-age day care on tne child counter-

balances the limitations. In addition to spelling grades, 

reading, language, and mathematics report card grades were 

collected from the child's permanent record, but were not 

included in the final analysis. Reading and language report 

card grades were dropped from the statistical analysis since 

the evaluation scales for these two subjects differed be-

tween the public and private schools which made a justifica-

tion for equivalency impossible. In addition, spelling 

report card grades were perceived as being in between the 

more objective mathematics report card grades and more sub-

jective reading and language report card grades; thus more 

appropriate than selecting the subject grades on either 

extreme. Although math report card grades and spelling gra-

des were evaluated on identical 5 point scales, A-to-F, for 

both public and private schools, spelling grades were 

selected over math report card grades because the former nad 

a stronger statistical relationship (Cramer's V = .16, p = < 
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.05 versus Cramer's V = .11, p > .05) with the independent 

variable, types of preschool-age child care. 

The spelling grade measures for the public and private 

schools were considered roughly equivalent for statistical 

purposes because the scaling systems are the same, and the 

adjusted beta value based upon analysis of variance indi-

cates little association between spelling grades and type of 

school system. While the eta correlation between spelling 

grades and type of school was .36, the adjusted beta value 

was only .13 after controlling for other factors and 

covariates. The latter lower value suggests that variations 

in spelling grade scores between the public and private 

schools is in large part due more to the effects of other 

social variables than to variations in teacher evaluations 

and/or level of scores between the two school systems. 

In addition to IQ and spelling grades, the final depen-

dent variable was school conduct as assessed by overall con-

duct scores recorded on the child's report card. Evaluation 

measures of specific school behavior characteristics such as 

personal and work habits varied greatly from one school to 

the next and the level of reporting from teacher to teacher 

was inconsistent with only some teachers recording all the 

evaluations of students in these areas. The only consistent 

evaluation of the students' behavior using the same scaling 

system was for the students' overall conduct scores. The 

advantage and limitations of this measure of student 
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behavior is similar to those for report card grades for aca-

demic subjects. In addition, the criteria for measuring 

classroom conduct are probably more subjective and, there-

fore, vary from teacher to teacher and school to school more 

than IQ scores or report card spelling grades. The subjec-

tive nature of conduct scores may be explained not only by 

differences in teachers' interpretations of appropriate 

classroom conduct but may also be influenced by differences 

in students' personalities and socio-economic backgrounds. 

For example, a more disruptive student who talks too much in 

class may receive higher conduct scores than a less disrup-

tive student because the student who receives the higher 

conduct scores is nicer looking with a more attractive 

personality; is a higher academic achiever and the teacher 

likes the child's parents more. Teacher subjectivity may 

become even more of an issue if racial prejudices are 

involved. However, this problem might be decreased if a 

racial balance in student/teacher percentages are main-

tained. In this study 49% of the teachers from the public 

schools were black and 49% of the study sample from the 

public schools were black students. Although there are 

recognized limitations with school conduct scores as a 

dependent variable, conduct scores may have long-term con-

sequences on the student's self-image and subsequent behav-

ior. Also, the use of available conduct scores as a depen-

dent variable may be no more biased than a more time 
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consuming and more costly method of having an independent 

evaluator observe and rate each student according to some 

assessment scale, if the research question were known to the 

evaluator in advance. For these reasons using available 

school conduct scores was selected as a worthy dependent 

variable. 

School conduct scores as used in the statistical analy-

sis were assumed to be equivalent between the two school 

systems for two reasons. As with the spelling scores, the 

scale to evaluate school conduct was identical for the two 

school systems. In addition, the statistical analyses 

revealed that the differences in mean conduct scores between 

the school systems were due more to other factors than dif-

ferences in individual teacher evaluation techniques. 

Differences accounted for by other factors are reflected in 

the differences in the eta and adjusted beta values from an 

analysis of variance. The statistical association between 

the type of school system and conduct scores is moderate 

(eta .39); however, the association was greatly weakened 

(beta .17) after controlling for type of IQ test plus the 

child's school, race, socio-economic status, age, number of 

siblings, parents' marital status, and mother's education. 

Control Variables 

For many years social scientists have been interested 

in delineating the causal factors which affect academic 
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performance and school conduct. Numerous studies cite cer-

tain variables which appear to influence academic perfor-

mance and school behavior in significant ways; therefore, it 

is important to design a study to assess the effects of 

social and demographic factors beyond types of preschool-age 

care on these variables. Fourteen possible covariates were 

selected as controls on the basis of their overall sociolog-

ical importance and their availability for statistical ana-

lysis. These control variables included the child's sex, 

race, and birth position, the mother's and father's educa-

tional levels, occupations, marital status, number of 

children, and overall socio-economic status. The worK of 

Moore (1975), MosJcovitz and Schwartz (1977), Rubenstein et 

al. (1977) and Winett et al. (1979) show that these 

variables have been studied the most frequently. The final 

three control variables studied in this dissertation were 

the school system attended, the child's entrance age into 

nonparental day care, and the number of years the mother was 

employed prior to the child's entrance into the first grade. 

Two factors in particular, race and socio-economic sta-

tus, have received a great deal of attention. During the 

last two decades no other ascribed characteristic "has been 

the subject of more educational argument, analysis, and 

soul-searching than race" (Boocock, 1972, p. 41). Socio-

economic status (SES) is considered by many to be the most 

powerful predictor of school performance. The higher the 
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SES of a student's family, the greater his or her academic 

achievement. "This relationship has been documented in 

countless studies and seems to hold no matter what measure 

of status is used . . . . even when the powerful variables 

of ability and past achievement are controlled" (BOOCOCK, 

1972, p. 36). Socio-economic status in this study was 

defined as children whose parent(s) had either a low educa-

tional and occupational status or a higher educational and 

occupational status. The family was classified as low edu-

cational and occupational status when neither parent had a 

high school diploma and who held unskilled jobs or were 

unemployed. This definition may be different than other 

studies' definitions of SES. 

Only two of this study's variables were excluded from 

Boocock's review of factors relevant to learning and beha-

vior: the child's entrance age into preschool care and the 

number of years the mother was employed prior to the child 

entering elementary school. 

Because numerous studies (Belsky & Steinberg, 1978; 

Pillings & Pringle, 1978; and Etaugh, 1980) have assessed 

the effects of entrance age into nonparental day care on the 

child's mental and behavioral development, it was included 

as a possible confounding element on the type of day care 

selected and its effect on academic performance and school 

conduct. Finally, the number of years the mother was em-

ployed prior to the child's entrance into elementary school 
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was included in the analysis since the length of employment 

is perhaps as important as the type of occupation in deter-

mining later academic performance and school conduct. 

The Sampling Procedure 

The Memphis Public and Private School Systems were 

selected as the sampling frame for three reasons. First, 

the public and private school systems provide access to a 

large population of students who may have received varying 

types and amounts of preschool-age day care. Second, the 

public school and private school systems collect and main-

tain data which could oe used as measures for the dependent 

variables, academic performance and school behavior. Third, 

support from the school administrators, principals, and 

teachers would increase the likelihood that parents would be 

willing to complete the questionnaire form and sign a con-

sent form giving permission to collect data from the child's 

permanent record. The school system of Memphis, Tennessee, 

was chosen as typical of a large southeastern city with sub-

populations representative of varying ethnic and socio-

economic distributions. 

In order to obtain a sample which would better reflect 

the larger population, both public and private schools 

had to be included. This was necessary because neither 

school system alone had the potential for yielding a sample 

approaching the range of characteristics in the total 
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school-age population of Memphis. For example, the Public 

School System is approximately 75% black whereas the Private 

School System is less than 5% black. 

A judgmental, nonprobability sample was selected for 

several reasons. In the public school system, the scnool 

board must approve not only the study, but access to each 

school to be included in the sample. After the Extramural 

Research Office of the public school's administration office 

evaluated the research proposal, the administration recom-

mended those schools considered to be a representative 

cross-section of the system, and that would yield good 

return rates on the questionnaire and signed consent forms. 

Also, the recommendation of certain schools was based on tne 

willingness of each principal and teacher to support the 

study. Private schools were selected based on size, sex 

composition, academic reputation, geographical position in 

the city, and willingness to participate in tne study. 

The sample consisted of 7 co-ed Memphis city schools — 

4 public and 3 private. Two of the four public schools were 

schools whose student population was not confined to a 

geographic district. These two schools' fourth grade 

classes had a racial composition of approximately 50% black 

and 50% white students who came from lower-class to middle-

class backgrounds. Both schools are located in the Memphis 

mid-town area. The third public school selected had an 

extremely high population of lower-class students. In this 
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school's fourth grade classes 95% of the students were black 

and 5% were white. It is an inner city school located in a 

densely populated and poverty stricken area. The fourth 

public school selected is located in a suburban area which 

contains lower middle-class to upper middle-class residents. 

About 40% of the students in its fourth grade classes were 

black and the rest were white. 

The three private schools consisted of one Episcopalian 

mid-town school, an Evangelical suburban school and a 

Baptist suburban school. All fourth graders in all three 

private schools were white ana were generally from middle to 

upper middle-class backgrounds. 

The potential sample consisted of 443 fourth grade stu-

dents from the four public schools and 343 fourth grade stu-

dents from the three private schools for a total of 786 stu-

dents from all 7 schools. Fourth grade students were 

selected as the unit of analysis for the following reasons: 

first, enough time had elapsed to allow short-term effects 

of different types of preschool care to be neutralized. 

Second, by using fourth grade students, their third grade 

permanent records would be complete for the entire year. 

These records provided adequate data and represented an 

appropriate delay in time. Also fourth grade records could 

not be used since the permanent record data were tabulated 

prior to their completion. Another reason to use the third 

grade records was that IQ tests are only administered every 
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other year beginning with the first grade. Finally, a four 

year period following the child's last potential preschool 

care was considered a maximum time limit for the respondent 

(usually the child's mother) to recall the complete 

preschool care history for the fourth grader. 

Although completion of the survey form was completely 

voluntary, the return rate was satisfactory. The return 

rate for the public schools was 48% (207 cases). This 

overall figure was greatly reduced oy the low consent rate 

of 20% for the school with a high population of disadvan-

taged students, even though questionnaire information was 

collected by phone for this school in an effort to improve 

on the completion rate. Conversely, the return rate for the 

private schools was 72% (249 cases). The higher return rate 

for private schools can be partially explained by the higher 

socio-economic level of the parents and their greater par-

ticipation in the child's education. The return rate for 

the entire sample was 58% (456 cases). A response rate of 

at least 50% is adequate for statistical analysis and docu-

mentation. A response rate of at least 60% is considered 

good (Babbie, 1975, p. 265). 

Statistical Analysis 

To insure an adequate sample size for reliable sta-

tistical analysis, the public and private school samples 

were combined. Although care must be taken in assuming 
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equivalency in the dependent variable measures between the 

public and private schools, the benefits of using the entire 

sample of 456 cases for the selected statistical procedures 

appear to outweigh the potential liabilities of assumed 

equivalency between dependent variable measures. An ade-

quate sample size increases the reliability of the statisti-

cal analysis. Because the independent variable consists of 

multiple types of preschool-age day care and the two depen-

dent variables consist of multiple values, a sample of 400 

cases is believed to be the minimum number of cases needed 

to yield adequate cell size for much of the statistical ana-

lysis. Even with this number ( N = 456), it was necessary 

to collapse nonparental babysitter care in the child's home 

with nonparental day care in a family-home other than the 

child's into one type of care (nonparental family-home) 

because of the low sample size for the two types of care. 

This left the independent variable with six types of 

preschool care for purposes of comparison with the minimum 

being 37 cases for one of the types of care. Another bene-

fit of using only one sample for statistical analysis is to 

minimize complexity and confusion in the final analysis. 

In summary, the statistical analysis in this study used 

a sample of 456 cases to test the relationship between type 

of preschool care and two measures of academic performance 

(IQ scores and report card spelling scores) and one measure 

of school conduct (report card conduct scores). The three 



69 

dependent variables were selected because of the strength of 

their statistical relationships with the independent 

variable relative to other possible dependent variable 

measures, and because the evaluation instruments upon whicn 

they are based was determined equivalent between the public 

and private schools. 

Research Statistics 

The statistical procedures used in this dissertation 

followed an elaboration approach comprising six distinct 

p arts. 

The first step was to produce descriptive statistics 

for each variable used in the analysis. The one-way fre-

quency distributions and measures of central tendency and 

dispersion provided a general description of the social and 

economic characteristics of the study's sample. 

Next, two-way to n-way cross tabulations for the 

study's variables and the computation of a variety of non-

parametric statistics based on these tables was carried 

out. The nonparametric test of Cramer's V Dased upon chi-

square measured the degree of association between the 

variables. This set of statistical procedures helped 

describe selected social and economic characteristics asso-

ciated with the six types of day care as well as suggestive 

explanations for certain factors' influence on the type of 

day care received. The description of the social and 
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economic characteristics associated with each type of day 

care analyzed in this study provided a foundation on which 

the specific effects of preschool-age day care on academic 

performance and school conduct could be observed before more 

sophisticated statistical measures were applied to the ana-

lysis. 

Three statistical procedures were used to obtain a 

clear understanding of the relationships between variables. 

The effect of preschool care relative to other variables' 

influence upon academic performance and school conduct was 

assessed by a correlation analysis and/or one-way to n-way 

analysis of variance and covariance. Based on the one-way 

to n-way analysis of variance and covariance a multiple 

classification analysis (MCA) was computed. These statisti-

cal procedures provided a test of the study's hypotheses. 

Some of the specific attributes of variables and cri-

teria for selecting specific tests are as follows. Type of 

preschool-age day care was measured at the nominal level 

since an ordering of types could clearly not be assumed. To 

suggest factors which influenced the social and economic 

composition of each type of day-care use, chi-square and 

Cramer's V were selected because each assumes only nominal 

level data. Chi-square is a test of statistical signifi-

cance and is used to be suggestive since the study sample 

was not randomly selected. Chi-square helps to determine 

whether a systematic relationship exists between the 
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independent and dependent variables by computing the cell 

frequencies which would be expected if no relationship is 

present between the variables given the existing row and 

column totals. The expected cell frequencies are then com-

pared to the actual values found in the cross tabulations, 

and the greater the discrepancies between the expected and 

actual frequencies, the larger chi-square becomes. If no 

relationship exists between two variables in the sample, 

then any deviations from the expected values wnich occur in 

the table are assumed to be due to chance. Chi-square helps 

determine whether the variables are independent or related 

but it does not tell how strongly they are related. Part of 

the reason for this is that the sample size and number of 

cells have a strong influence upon chi-square values. 

Therefore, Cramer's V was selected to measure the strength 

of association between the independent and dependent 

variable because it adjusts for the influence of sample size 

and number of cells. In addition, Cramer's V was selected 

in the analysis because it is more suitable for larger 

tables. The values for Cramer's V vary from 0 to +1. 

Pearson product-moment correlations were calculated and 

used as a supplement to eta values from the one—way analysis 

of variance to assess the relative strength of the control 

variables' effects upon the dependent variables. Pearson's 

product-moment correlation has an advantage over eta values 

as a measure of the strength of association because it shows 
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inverse as well as positive correlations between variables, 

i.e. -1 to a +1. Pearson product-moment correlation assumes 

normally distributed variables as well as interval level 

measurement; hence, some of the study variables had to be 

treated as if they were interval. A number of statisticians 

(Chatterjee & Price, 1977; Nie, Hull, Jenkins, Steinbrenner 

& Bent, 1975; and Suits, 1957) support the notion that a 

dichotomous variable can be treated as though it were an 

interval-level measure. The rationale for treating a dicho-

tomy as an interval-level measure is that although a rank 

order may not be inherent in the category definitions, 

either arrangement of the categories satisfies the mathema-

tical requirements of ordering, i.e. it does not matter 

which end of a ranking is considered "high" and whicn is 

"low." The requirement of a distance measure based on 

equal-sized intervals is also satisfied because with only 

one interval it is naturally equal to itself. Consequently, 

a dichotomy can be treated as either nominal, ordinal, or 

interval-level measure, depending upon the research 

situation (Nie et al., 1975, p. 5 & 6). 

Some statisticians (Abelson & Tukey, 1959 and Coombs, 

1953) argue for using statistical tests traditionally 

reserved for interval-level data on data which are con-

sidered ordinal or ordered metric level. Labovitz (1970) 

goes further by maintaining that, except for extreme 

situations, interval statistics such as Pearson's 
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product-moment correlation coefficients can be applied to 

any ordinal level variable. He suggests that although some 

small error may accompany the treatment of ordinal variables 

as interval level measures; e.g., level of education, family 

size, birth position, this error rate is more than compen-

sated by the use of "more powerful," "more sensitive," 

"better developed," and "more clearly interpretable" sta-

tistics. Pearson product-moment measure of association is 

one of the most powerful tests of strength of association 

between two variables. Pair-wise deletion was used with 

Pearson's product-moment correlation because with pair-wise 

deletion, a case is omitted from the computation of a given 

coefficient only if the value of either of the two variables 

being considered is missing. A case is therefore included 

in the computation of all coefficients for which it has 

complete data. This has the advantage of utilizing as much 

of the data as possible in the computation of each coeffi-

c ient. 

In summary, the statistical procedures either helped 

describe the social or economic composition of the six types 

of day care comprising the independent variable or suggested 

those independent variables other than type of preschool-age 

day care which for the research sample are statistically 

significant and which appear to be associated with the 

dependent variables, academic performance and school con-

duct. 
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The hypotheses were directly assessed by first using 

analysis of variance oetween paired independent and depen-

dent variables. Then analysis of covariance and multiple 

classification analysis were used to assess the combined 

relationships between independent, control, and dependent 

variables. 

Analysis of variance assessed the effects of one inde-

pendent variable, in this case types of preschool-age day 

care, measured at the nominal level upon an interval or at 

least ordinal metric dependent variable, in this case aca-

demic performance and school conduct scores. Analysis of 

variance examines whether the variation in the dependent 

variable varies more within categories or between categories 

for the particular independent variable. Analysis of 

covariance is identical to analysis of variance, except that 

it adjusts for all additional independent or control 

variables such as race, socio-economic status, and parents' 

marital status. The particular procedure relied upon in 

this study was based on the general linear hypothesis 

approach to analysis of variance which adjusts for unequal 

cell sizes and processes all the independent variables (both 

factors and covariates) simultaneously. Only between group 

(main) effects for all independent variables were measured 

because results from the multiple classification analysis 

(MCA) were the primary interest. MCA statistics were of tne 

greatest importance in the hypothesis testing since they 
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permit the examination of the pattern of changes in the 

effects of a given variable as more variables as controls 

(factors and covariates) are introduced. 

MCA generates a table of dependent variable means 

ithin the various categories of the independent variable 

expressed as a deviation from the grand mean. The table 

includes a listing of unadjusted category effects for each 

independent variable factor, category effects adjusted for 

other factors, category effects adjusted for all independent 

ariables (factors and covariates), and includes eta and 

beta values, as well as multiple R and multiple R squared 

values. The eta value is a measure of an association 

between the independent and dependent variable without 

adjusting for other independent variables; whereas the beta 

value is a measure of association between the independent 

and dependent variables after adjusting for all other fac-

tors and covariates. The multiple R indicates the overall 

relationship between the dependent variaDle and all the 

independent variables; whereas multiple R squared represents 

the portion of variation in the dependent variable scores 

explained by the independent variable and control variables 

(factors & covariates). 
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CHAPTER III 

DATA ANALYSIS 

Findings based on analysis of the research data are 

graphically presented in six sections that follow. The 

effect of different types of preschool care upon the depen-

dent variables, academic performance and school conduct, is 

clarified through an elaborative approach. The first sec-

tion presents a social and economic profile of the children 

in the sample including a description of their day-care pat-

terns. The second section profiles care types by selected 

variables which appear to influence the type of day care 

received by the child. Section three deals with the initial 

test of each hypothesis without adjustments for the effects 

of other variables. Section four describes the relationsnip 

of 14 control (independent) variables, other than the type 

of preschool-age day care, with academic performance and 

school conduct. Section five weighs the relative influence 

of each of the control variables by examining their affect 

on the variation in students' IQ, spelling and conduct 

scores by types of preschool care received by the child. 

Section six is a reassessment of the hypotheses after 

accounting for the combined contribution of the most impor-

tant control variables. All together this provides a 

80 
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basis for a summary of the most important findings and a 

discussion of the need for further research. 

Preschool-age Day-Care Arrangements 
for the Sample Population ~ 

The social and economic composition for the study's 

sample is presented in Table 1. The general distributions 

appear to be similar to what one might find in the larger 

population although the sample was not a random sample. For 

example, recently released figures from the 1980 U. 3. 

Census Bureau for Memphis and Shelby County, Tennessee 

parallels the sample's distribution for the sex ratio and 

the number of one-parent families. The proportion of male 

and female children in the sample is almost equal and over 

one-third of the children in the sample did not have both 

natural parents living with them. In addition, the majority 

of families with children in this study's sample and in 

Memphis and Shelby County had two children or less. The 

children's fathers in this study tended to have more formal 

education and were employed in higher income producing jobs 

than mothers. This fact appears to be consistent with other 

comparable findings reported by local and national surveys. 

On the other hand, black families made up only one-fifth of 

the sample while the proportion for Memphis and Shelby 

County is 42%. The proportion of blacks in the sample is 

attributed to two factors. The private schools did not con-

tain any black students, and the survey return rate was 
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TABLE 1 

SOCIO-ECONOMIC PROFILE OF THE PRESCHOOL CHILD CARE SAMPLE 

Variable N 

Sex 
Male 
Female 

Race 
Black 
White 

Family Size 
Small (1 to 2 Children) 
Medium (3 to 4 Children) 
Large (5 to 15 Children) 

Birth Order 
Only Child 
First Born 
Last Born 
Other 

Marital Status 
Child Living with: 

Both Biological Parents 
One Biological Parent 

Mother's Education 
Less Than 12 Years 
High School Diploma 
College Degree or Higher 

Father's Education 
Less than 12 Years 
High School Diploma 
College Degree or Higner 

Mother's Occupational Status 
Not Employed 
Blue Collar 
White Collar: 

Management/Professional 
Other 

217 
239 

101 
355 

271 
147 
31 

86 
157 
139 
86 

295 
154 

61 
304 
89 

22 
171 
122 

202 
56 

31 
165 

47.6 
52.4 

22.0 
78.0 

60.4 
32.7 
6.9 

19.0 
35.0 
31.0 
15.0 

65.7 
34.3 

13.4 
67.0 
19.6 

7.0 
54.3 
38.7 

44.5 
12.3 

6.8 
36.3 
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TABLE 1 - Continued 

Variable n 

Father's Occupational Status 
Not Employed 11 3.4 
Blue Collar 89 17.5 
White Collar: 

Management/Professional 171 53.0 
Other 52 16.1 

Socio-economic Status (SES) 
Low Parental Education & Occupation 62 13.6 
High Parental Education & Occupation 393 86.4 

lower for blacks than white students in the public schools. 

The proportion of black students in the public schools was 

6 0% while the black students represented 49% of the returned 

surveys from the public schools. 

The preschool care utilization patterns for children 

studied are reported in Table 2. The number of children wno 

ere exclusively cared for before age 6 by a parent or 

parents appears to have decreaseo significantly from earlier 

times. This survey found that only 37% of the children 

received exclusive parental preschool care which reflects 

the trend, as reported by the U. S. Census, toward more one-

parent households, more women with children under 6 entering 

the labor force and greater acceptance of nonparental care. 

Almost two-thirds (63%) of the children received a substan-

tial amount of nonparental care, that is at least 1,080 

hours. This is equivalent to receiving 15 hours a week of 

w 
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TABLE 2 

A DISTRIBUTION OF THE SAMPLE BY PRESCHOOL CHILD CARE TYPE 

Type n % 

Exclusive Parental Care 169 37 

Limited Nonparental Care 100 22 

Extensive Nonparental Day Care 
in a: 

Home by a Relative 43 io 

Family-Home 37 8 

Center 45 10 

Mixture of Types 62 14 

Total Sample N 456 

nonparental care for 9 months of the year for a period of 2 

years. Of those children with consistent (over 1,080 hours) 

nonparental care experience, 65% (N = 187) had received 

extensive nonparental day care with at least a minimum of 

3,240 hours. This is equivalent to 30 hours a week of 

nonparental preschool care for 9 months per year for a 

period of 3 years. The mean number of hours for all 

children in the survey whose parents reported some con-

sistent period of nonparental day care was 5,371 hours. 

This is equivalent to 3 years of nonparental care witn 40 

hours a week. 
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By care types the largest average number of hours 

received was for the mixed-type care category with a mean of 

nearly 8,500 hours. These children had on average nearly 

4-1/2 years of full-time nonparental preschool care with no 

one type predominating. The "limited" nonparental day-care 

type had the smallest average number of hours received with 

a mean of 1,800 hours. 

The information in Table 2 also indicates that the 

proportion of children who received either extensive non-

parental day care at home by a relative, in a family-home, 

or in a formal center are utilized at approximately the same 

frequency. This suggests that nonparental day care by a 

relative and family-home day care are significant alter-

natives to center type day care. 

Among the extensive nonparental care types a higher 

proportion of children received center care in this study 

than was found in the National Childcare Survey of 1975. 

Only 28% of children in the national survey received 30 or 

more hours a week of center care, whereas in this study 36% 

of the children received center care when compared with tne 

other two extensive nonparental care types. 

Social and Economic Influences on the Type 
of Preschool Care Received by the"Child 

Belsky and Steinberg (1978), Etaugh (1980), and Rutter 

(1981) concluded that the mediating conditions which account 

for the type of child care selected by parents is not known. 
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The following section deals with several social and economic 

variables which the data suggest are the most likely to 

influence the type of preschool care received by the child. 

Of the 12 social and economic control variables considered 

in Table 3, only 8 had chi-square values which were sta-

tistically significant at the .05 level of significance. Of 

the 8, only 4 had a moderate association with the day-care 

type variable ranging in strength from .31 for marital 

stability of the child's parents to .60 for the child's 

entrance age into nonparental preschool-age day care. 

Besides these two, the other variables with moderate asso-

ciations are the number of years the child's mother worked 

prior to the child's sixth birthday (.51) and the child's 

race (.35). 

The number of years the child's mother was employed and 

the age at which the child entered day care are closely 

related. Of the 456 cases 41% (N = 186) of the children's 

mothers were never employed prior to the child's sixth 

birthday and 94% (N = 174) of these children had no more 

than limited nonparental day care and 75% (N = 138) of the 

children whose mothers never worked received exclusive 

parental care. If a child's mother was not employed prior 

to his or her sixth birthday, the child was unlikely to 

receive extensive nonparental child care. 

Of the mothers employed (59%) during at least a portion 

of the child's preschool years, their children all received 
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TABLE 3 

CRAMER'S V MEASURE OF ASSOCIATION FOR SELECTED SOCIAL AND 
ECONOMIC VARIABLES WITH TYPES OF PRESCHOOL-AGE CARE 

AS THE DEPENDENT VARIABLE 

Variable N CRAMER 

Child's Entrance Age Into 
Nonparental Day Care 284* .60 

Years Mother Was Employed 
During Preschool Years 454* .51 

Race 456* .35 

Marital Status 449* .31 

Mother's Occupation 198 .18 

Number of Children In The Family 449* .16 

S ES 455* .16 

Father's Occupation 323 .15 

Father's Education 315 .15 

Mother's Education 454* .14 

Child's Birth Order 447* .14 

Sex 456 .08 

* Level of statistical significance for chi-square = p < .05 

some form of limited or extensive nonparental day care. Of 

the mothers employed 39% (N = 104) worked 1 to 2 years; 42% 

(N = 112) worked 3 to 5 years and 19% (N = 52) worked oat-

side the home all 6 years of the child's preschool years. 

This is not suprising, however, when one considers that 53% 

(N = 151) of the children who had 1 of the 5 types of 
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nonparental preschool-age day care entered care prior to age 

2 . 

What influence does the number of years a mother was 

employed prior to the child's sixth birthday and the child's 

age have on the type of preschool day care likely to be 

received? The information presented in Table 4 indicates 

that if a child's mother is employed all or most of tne 

child's preschool years, she is not likely to be the primary 

care provider during the hours of employment. This is 

understandable because very few employment situations allow 

the mother the option of caring for a child while she works 

outside the home. Children may enter nonparental aay care 

prior to the age of 2 because the mother is seeking or 

returning to a job. For this group of children the mixed-

type care predominates. Table 5 shows that parents whose 

children entered nonparental day care under 2 years of age 

more often choose between care by another relative or day 

care in a family-home. Although not directly suggested by 

the data, it is likely that use of nonparental day care by a 

relative is influenced by the availability of this type of 

c are. 

Ninety-five percent of the children who received exten-

sive family-home day care began receiving this type of care 

prior to the age of 2. Also, 88% of the children who 

experienced extensive nonparental care by a relative entered 

this type of care prior to the age of 2. This is in 
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TABLE 4 

A DISTRIBUTION OF CHILD-CARE TYPES FOR CHILDREN 
WHOSE MOTHERS WERE EMPLOYED ALL OF THE 

PRESCHOOL YEARS 

CHILD-CARE 
TYPES 

MOTHERS WHO 
THE CHILD 

N 

WERE EMPLOYED FOR ALL 
'S PRESCHOOL YEARS 

% 

Exclusive Parental Care 1 2 

Limited Nonparental 
Day Care 0 0 

Extensive Nonparental 
Day Care in a: 

Home by A Relative 14 27 

Family-Home 12 23 

Center 5 10 

Mixture of Types 20 39 

Total Sample N 52 

striking contrast to the percent of children who received 

extensive care in a day-care center. Only 33% of all sampled 

children who received extensive center care entered this 

care prior to the age of 2 and only 10% of children whose 

mothers were employed all 6 years prior to their sixth 

birthday received extensive center-type day care. Two fac-

tors help explain this. First, many preschool child-care 

centers will not accept children under the age of 2 and 

second, parents may consider care by a relative or care in a 

family-home more desirable than center care for their 
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TABLE 5 

A DISTRIBUTION OF CHILD-CARE TYPES FOR CHILDREN 
WHO ENTERED NONPARENTAL DAY CARE UNDER 

2 YEARS OF AGE 

CHILD-CARE CHILDREN WHO ENTERED NONPARENTAL 
TYPES DAY CARE UNDER 2 YEARS OF AGE 

N 

Exclusive Parental Care N/A N/A 

Limited Nonparental 
Day Care 21 14 

Extensive Nonparental 
Day Care in a: 

Home by A Relative 35 23 

Family-Home 35 23 

Center 15 10 

Mixture of Types 45 30 

Total Sample N 151 

infants and toddlers. Care by a relative or care in a 

family-home may be viewed as more warm and personable and, 

therefore, more closely simulating the environment found in 

their own home (Goodman & Andrews, 1981; Rutter, 1981; and 

Sale, 1973). 

Hence, knowing the child's entrance age into preschool 

day care and knowing the number of years the child's motner 

was employed prior to the child's sixth birthday improves 

one's ability to predict the type of day care tnat was 

r eceived. 
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The influence of race on the type of preschool child 

care received by the child was given much consideration. 

The relationship between the six types of preschool day care 

and race, as illustrated in Table 5, is statistically sig-

nificant for chi-square (p < .001) and had an overall asso-

ciation as measured by Cramer's V of .35 (Table 3). In this 

relationship several interesting patterns emerged. For 

example, white children are more than twice as likely to 

receive exclusive parental care (43%) than are black 

children (17%). This difference may be attributed to a 

higher proportion of one-parent households among blacks. 

In contrast, black children who received extensive non-

parental day care have a higher probability of getting more 

consistent or stable type day care than their white counter-

parts. This is derived from the proportional differences 

between black and white children who receive extensive 

mixed-type care in comparison to the other three extensive 

nonparental care types as presented in Table 6. One-fifth 

(20%) of the black children who received extensive nonparen-

tal care were classified as having mixed-type care; whereas, 

nearly twice as many (39%) of the white children who 

received extensive nonparental care were classified in this 

group. Black children were more likely to receive nonparen-

tal care from a relative. Almost half (45%) of the black 

children received care by a relative other than their 

parents as the primary type as compared to only one out of 
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TABLE 6 

DISTRIBUTION OF TYPES OP EXTENSIVE NONPARENTAL 
DAY CARE BY RACE OF CHILD 

DAY CARE 
TYPES 

BLACK 
N 

CHILDREN 
% 

WHITE 
N 

CHILDREN 
% 

Extensive 
Nonparental 
Day Care in a: 

Home by 
A Relative 25 45 18 14 

Family-Home 5 9 32 24 

Center 15 27 30 23 

Mixture of Types 11 20 51 39 

Total Sample N 56 131 

seven (14%) white children. This type of care is by far the 

dominant type selected by black parents. Nonparental day 

care in a family-home was used the least by black parents as 

an alternative whereas for white parents it was the second 

most dominant nonparental day-care type after mixed-type 

care. The high proportion of white children receiving pri-

marily nonparental mixed-type care may be due to higher 

incomes among whites which gives them greater flexibility in 

selecting types of day care. 

The fourth variable considered is the parents' marital 

status. The relationship of the parents' marital status to 

the type of preschool-age day care received by the child has 
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a significant chi-square (p < .001) and a moderate asso-

ciation with a Cramer V of .31. The data in Table 7 

demonstrate that children whose biological parents were 

living together at the time of the survey are more likely to 

have received exclusive parental preschool care as compared 

to the children whose parents ceased living together prior 

to the child's sixth birthday. Children whose parents were 

living together at the time of the survey were 8 times as 

1ikely to receive parental preschool care as children 

whose parents ceased living together prior to the child's 

sixth birthday. Seventy-seven per cent of the children 

whose parents ceased living together prior to the child's 

sixth birthday received extensive nonparental preschool-age 

day care. The parents' marital status also appears to 

influence in specific ways the type of nonparental preschool 

day care received by the child. For the three pure types of 

extensive nonparental day care, family-home day care was by 

a small percentage the most frequent type of care used by 

parents who were living together at the time of tne survey. 

In contrast, children in the study whose biological parents 

ceased living together prior to the child's sixth birthday 

utilized family-home day care the least. Therefore, the 

parents' marital status appears to influence the type of 

preschool-age day care received by the child. 

The four social and economic variables in Table 3, 

which were statistically significant but only weakly 



94 

TABLE 7 

A COMPARISON BETWEEN CHILDREN WHOSE BIOLOGICAL PARENTS LIVED 
TOGETHER VERSUS CHILDREN WHOSE BIOLOGICAL PARENTS CEASED 

LIVING TOGETHER DURING THE CHILD'S PRESCHOOL YEARS 
BY TYPES OF PRESCHOOL-AGE DAY CARE 

C HILDCARE 
TYPES 

PRESCHOOL YEARS 

CHILDREN WHOSE 
BIOLOGICAL PARENTS 
LIVED TOGETHER 
N % 

CHILDREN WHOSE 
BIOLOGICAL PARENTS 
CEASED LIVING 

TOGETHER 
N % 

Exclusive 
Parental Care 142 

L imited 
Nonparental 
Day Care 61 

Extensive 
Nonparental 
Day Care in a: 

Home by 

A Relative 18 

Family-Home 24 

Center 19 

Mixture of Types 31 

Total Sample N 295 

48 

21 

6 

8 

6 

11 

14 

18 

4 

19 

20 

80 

18 

23 

5 

24 

25 
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associated with the types of preschool care, will be briefly 

considered. These four variables are the child's birth 

order, the number of children in the child's family, the 

mother's level of education and the family's social and eco-

nomic status (SES). The Cramer's V values range from a low 

of .14 for the child's Dirth position to .16 for the number 

of children in the child's family. 

Families with only one child were more likely to 

use at least limited nonparental day care (76%) than 

children from families with one or more siblings (60%). 

First born children were more likely to receive nonparental 

preschool-age day care (66%) than siblings born in between 

the first born and last born child (61%) or last born 

children (52%). Children from small families (1 or 2 

children) were more likely to receive extensive center type 

day care (14%) than children from either 3 or 4 child fami-

lies (5%) or families with 5 or more children (3%). 

Mother's level of education makes the biggest dif-

ference in the utilization of nonparental care by a relative 

and family-home type nonparental care. Of those children 

whose mothers had less than a high school diploma, 16% 

received nonparental care by a relative as compared to 10% 

for mothers with a high school diploma or some college and 

5% for mothers who had at least a college degree. The 

reverse of this occurs for family-home day care. Only 5% of 

the children whose mothers had less than a high school 
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diploma received family-home care, 7% of the children 

received family-home day care for mothers who had a high 

school diploma or some college, and 15% of the children with 

mothers who had at least a college degree received family-

home day care. 

A higher proportion of children from lower educational 

and occupational status families (SES) received at least 

1imited nonparental care as compared to children from higher 

educational and occupational status families (74% vs 61%). 

Lower SES children were 2 times more likely to receive non-

parental care by a relative as compared to higher SES 

children (16% vs 8%), whereas higher SES children were 

almost 2 times more likely to receive family-home type care 

as compared to lower SES children (9% vs 5%). Higher SES 

children are more likely than lower SES children to receive 

center care as well (10% vs 7%). 

Testing the Hypotheses for Academic Performance: 
Intell;'-gence Quotient and Spelling Scores 

The relationship between the types of preschool-age day 

care received by the child and IQ scores has a statistically 

significant F ratio (p = .006) based upon one-way analysis 

of variance. The strength of the association is weak (eta = 

.20) and the type of preschool-age day care explains no more 

2 

than 4% (R = .04) of the variation in students' IQ scores 

as derived from Multiple Classification Analysis (MCA). 

Spelling scores relationship to type of preschool-age day 
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care has a statistically significant F ratio (p = .032). 

Like IQ scores, however, type of preschool care is not 

highly associated with the students' spelling scores (eta = 

.17) and the degree of variation in grades explained by the 

2 

independent variable is low (R = .03). 

Table 8 presents the mean IQ and spelling scores for 

the six types of preschool care arrangements. Differences 

in academic performance do occur by type of prescnool care 

received, but the differences are not dramatic. For 

example, the lowest mean IQ score relative to other types of 

day care is nonparental care by a relative (IQ = 107) and 

the highest mean IQ score is for children who received 

extensive center care (IQ = 115). The range of IQ scores 

for the sample was 73 to 141. 

For spelling scores the variation in means from the 

highest to the lowest is only 3 points on a 50 point scale. 

Although the differences in mean score from the highest to 

the lowest preschool care type is not great, the com-

paratively low academic performance scores for those 

children who received extensive nonparental day care by a 

relative and those children who received only limited non-

parental day care before entering elementary school was not 

expected. This contradicts other studies (Moore, 1975; 

Pilling & Pringle, 1978; Rutter, 1981; and Winett et al., 

1979) which found that students who receive these two types 

of day care should achieve higher academic performance 
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TABLE 8 

ACADEMIC PERFORMANCE MEASURES BY 
PRESCHOOL-AGE DAY CARE TYPES 

CHILDCARE MEAN IQ MEAN SPELLING 
TYPES N SCORE N SCORE 

Exclusive 
Parental Care 163 112 167 44 

Limited Nonparental 
Day Care 92 107 96 41 

Extensive 
Nonparental 
Day Care in a: 

Home by 
A Relative 37 107 43 41 

F amily-Home 34 113 35 45 

Center 38 115 41 43 

Mixture of Types 54 112 59 41 

Total Sample N 418 111 441 43 

scores. The findings reported in Table 8 suggest the 

following interpretation about the hypotheses. 

Hypothesis I 

School children who experience limited nonparental day 

care will have higher IQ and spelling scores than will 

school children who receive either exclusive parental care 

or extensive nonparental day care. 

Without controlling for any other possible influences 

on variation in academic performance scores between types of 
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day care, Hypothesis I cannot be accepted as children who 

received limited nonparental day care had the lowest mean IQ 

and spelling scores relative to the other types of day care. 

Hypothesis II 

There will be no difference in IQ and spelling scores 

for those school children who experience either exclusive 

parental care or extensive center day care. 

The differences in the IQ scores for the children who 

received exclusive parental care (x = 112) and extensive 

center day care ("x = 115) is not great and the former is 

very close to the grand mean (x = 111). A similar situation 

occurs for spelling scores with children who received exclu-

sive parental care (x = 44) averaging only 1 point more when 

compared to those children who received extensive center day 

care ("x = 43) with the latter being identical to the grand 

mean. The small difference for both sets of scores, espe-

cially for spelling, necessitate acceptance of this hypotne-

s is. 

Hypothesis III 

School children who experience exclusive parental care 

will have higher IQ and spelling scores than children who 

receive one of the following types of extensive nonparental 

care: care by a relative, family-home care by a nonrelated 



100 

provider, or mixed-type care (consisting of multiple non-

parental day-care types). 

Hypothesis III can be accepted in part. The mean aca-

demic performance measures were higher for those children 

who received exclusive parental care (x = 112; 44) than 

those children who received extensive nonparental day care 

by a relative (x = 107; 41) but the means were the same for 

children who received exclusive parental care or day care 

from a mixture of day care types (x = 112; 41). However, 

those children who received extensive nonparental family-

home day care had slightly higher means (x = 113; 45). 

Hypothesis IV 

School children who experience extensive center day 

care will have higher IQ and spelling scores than will 

school children who receive extensive nonparental care by a 

relative, family—home care, or mixed—type day care. 

The means in Table 8 support Hypothesis IV, except for 

spelling scores in the case of those children who received 

extensive nonparental family—home day care from someone 

other than a parent. Children who experienced this type of 

day care received higher spelling scores (x = 45) compared 

to the other types of care (relative "x = 41; mixed x = 41). 

Hypothesis V 

School children who experience extensive nonparental 

care by a relative will receive higher IQ and spelling 
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scores than school children who receive extensive mixed-type 

day care. 

Hypothesis V cannot be accepted. Children who received 

nonparental care by a relative received the same spelling 

scores (x = 41) as the children who received multiple types 

of day care (x = 41). In addition, those children who 

received nonparental care by a relative had the lowest 

reported mean IQ score (x = 107) and children in the mixed-

type care group were 5 points higher (x = 112). 

Hypothesis VI 

School children who experience extensive nonparental 

family-home day care will receive higher IQ and spelling 

scores than school children who receive extensive mixed-type 

day care. 

Hypothesis VI can be accepted based on the differences 

between the means of the scores (family-home ~x = 113, 45; 

mixed "x = 111, 43) . 

Testing the Hypotheses for School Conduct 

The relationship between type of preschool child care 

and the students' school conduct scores received during the 

f irst 4 years of elementary school had a statistically 

significant F ratio (p = .001). Although the strengtn of 

the association between the two variables is less than 

moderate (eta = .22), school conduct scores appear to be 

more highly influenced by the type of preschool care 
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received by the child than is academic performance and 

2 
explains slightly more variance (R = .05). 

Hypothesis VII 

School children who experience limited nonparental day 

care will have higher report card conduct scores than will 

school children who receive either exclusive parental care 

or extensive nonparental day care. 

The scores presented in Table 9, with one exception, do 

not support Hypothesis VII. Of the six types of day care 

considered in the study, the mean conduct score of those 

children who received only limited nonparental care (x = 36) 

is only higher than that of those children who received 

center day care (~x = 34) . 

Hypothesis VIII 

School children who experience exclusive parental care 

during the preschool years will have higher report card con-

duct scores than will school children who receive one of the 

following types of nonparental care: care by a relative, or 

family-home care, or center care, or mixed-type care. 

Those children who received extensive parental care had 

the highest mean conduct score (x = 39) of the six types of 

day care as reported in Table 8; therefore, Hypothesis VIII 

is accepted. 
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TABLE 9 

SCHOOL CONDUCT SCORES BY PRESCHOOL-AGE DAY CARE TYPES 

CHILDCARE TYPES N MEAN CONDUCT SCORE 

Exclusive 
Parental Care 163 39 

Limited Nonparental 
Day Care 94 36 

Extensive 
Nonparental 
Day Care in a: 

Home by 
A Relative 41 37 

F amily-Home 34 37 

Center 41 34 

Mixture of Types 58 36 

Total Sample N 431 37 

Hypothesis IX 

School children who experience extensive nonparental 

care by a relative will have higher report card conduct 

scores than will children who receive either extensive 

nonparental family-home day care, or center care, or mixed-

type day care. 

Hypothesis IX cannot be accepted because no difference 

exists between the mean for children who received nonparen-

tal care by a relative and that of those children who 

received family-home care ("x = 37). 
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Hypothesis X 

School children who experience extensive nonparental 

f amily-home day care will have higher report card conduct 

scores than either extensive nonparental center care or 

mixed-type day care. 

The means presented in Table 9 support Hypothesis x 

although the differences are not great. 

Hypothesis XI 

School children who experience extensive center care 

will have higher report card conduct scores than mixed-type 

day care. 

Hypothesis XI cannot be accepted, since children who 

received extensive nonparental center care have the lowest 

mean conduct scores (x = 34) relative to all tne other types 

of preschool-age day care. 

Without adjusting for other social or demographic 

variables which may explain the variation in academic per-

formance and conduct scores, types of preschool-age child 

care appears to be statistically significant but weakly 

related to both academic performance and conduct. The 

strength of the association is greater for school conduct 

than for academic performance. In either case, the amount 

of variability accounted for by types of preschool-age day 

care is 5% or less. 
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At face value, the data suggest that extensive non-

parental care in a family-home setting, or at a center and 

exclusive parental child care may have a higher probability 

of producing children who obtain slightly higher academic 

performance scores than does extensive nonparental day care 

by a relative, mixed-type day care or limited nonparental 

day care. The two most surprising results are that non-

parental day care oy a relative or limited nonparental day 

care appears to produce lower scores than the other types of 

c are. 

For conduct scores the evidence, without further 

analysis, suggests that those day-care environments which 

come closest to simulating the natural home environment of 

the child may produce students who adapt more quickly to the 

norms of school behavior than do students who received 

either extensive nonparental center day care or a mixture of 

nonparental day-care types. 

The Effect of Other Selected Social and Demographic 
Variables Upon Academic Performance 

and School Conduct 

The literature review indicates that certain variables 

influence academic performance and school behavior in sig-

nificant ways. Fourteen social and demograpnic variables 

were statistically analyzed for their relationship to aca-

demic performance and school conduct. Three of the 14 

variables were dropped from further consideration because 
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their relationships with the dependent variables, academic 

performance and school conduct, were not significant at the 

.05 level. Also the strength of their association with the 

dependent variables is weak with an eta of .16 or less. The 

dropped variables are the child's sex and birth order, and 

the number of years the mother was employed prior to the 

child's elementary school years. The relationship between 

these three variables and type of care was weak for the 

first two and moderate for the last one (see Table 3). 

Therefore, the number of years mother was employed during 

the preschool years may have an indirect effect on the 

dependent variables. 

The remaining 11 variables were more highly correlated 

with either academic performance and/or school conduct than 

was the type of preschool-age day care received by the 

child. Eight of these 11 variables shown in Table 10 have 

eta values equal to or greater than .30 for the relationship 

to IQ and/or spelling scores. Six of the 11 variables have 

eta values greater than .30 for school conduct scores. Only 

one variable (family size: number of children) has an eta 

value of less than .30 for all three dependent variable 

measures. 

Pearson's R values were also calculated for the 11 

variables in order to determine the direction of their rela-

tionship with the child's academic performance and school 

conduct. Four of the 11 variables have inverse correlations 
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TABLE 10 

CORRELATIONS BETWEEN SELECTED INDEPENDENT VARIABLES 
OTHER THAN TYPE OF CHILD CARE AND THE DEPENDENT 

VARIABLES AT .0 5 LEVEL OR LESS 

ETA VALUES 

VARIABLES IQ SPELLING 
SCHOOL 
CONDUCT 

Race .41 .40 .38 

Socio-economic Status .35 .39 .31 

Mother's Education .35 .35 .29 

School System .27 .38 .39 

Mother's Occupation .35 .27 .21 

Child's Present Age .32 .22 .22 

Marital Status 
(number of years parents 
have been separated) .19 .30 .31 

Father's Education*3 .27 .22 .33 

Father's Occupation .23 .25 .31 

Family Size 
(number of children 
in the family) .22 .24 .26 

Entrance Age into , 
Preschool-age Day Care° .23 .31 .19* 

t N = 400 to 450 
N = 270 to 300 

* Not statistically significant at .05 level or less 

with academic performance scores: (1) Child's entrance age 

into nonparental day care, (2) child's present age, (3) 

family size, and (4) parents' marital status (number of 
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years the parents have been separated). For example, the 

data revealed that as family size increased academic perfor-

mance scores and school conduct scores decreased. Of the 

four, only the child's entrance age into nonparental day 

care had a positive correlation with school conduct. The 

strength of the associations as indicated by the Pearson R 

values does not differ very much from those reported eta 

values (Table 10). 

The Association Between Types of Preschool-age Day Care 
and the Dependent Variables After Adjusting 

for IndividualTovariates Separately 

To determine the influence of the 11 control variables 

on the relationship between the dependent variables and the 

type of day care received by the child, each variable was 

introduced as an individual covariate into an analysis of 

variance procedure. The variation between the resulting eta 

and the adjusted beta values (taking into account each 

covariate separately) for the majority of the 11 variables 

was small. Five of the control variables decreased the ini-

tial correlation between academic performance scores and 

type of preschool-age day care by at least .04 points with 

.07 points being the maximum difference between the eta and 

adjusted beta values. For example, the eta value for IQ and 

type of preschool-age day care is .21 but with the introduc-

tion of the covariate, socio-economic status (SES), the 

association decreased as indicated by the adjusted beta to 
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.15. This change represents a 30% decrease in the original 

association between IQ and types of preschool-age day care 

after taking the control variable into account. The five 

control variables are the child's age, school system and 

race, family SES, and marital status (number of years the 

parents had been separated). 

For school conduct, only 2 variables of the 11 

variables considered, the child's school system and the 

parents' marital status, altered the original correlation 

for the relationship by more than .04 points. The dif-

ference between the eta and beta values after controlling 

for parents' marital status is .10 points and the difference 

for type of school system is .07 points. Comparatively 

speaking this represents a substantial reduction in the ori-

ginal relationship between the independent variable and the 

dependent variable, school conduct scores. 

The Relationship Between Types of Preschool-age Day Care 
a n d the Dependent Variables After Adjusting 

£°r Covariates Jointly 

In addition to testing the 11 statistically significant 

variables separately as independents and then as individual 

covariates for their ability to affect the relationship 

between types of preschool-age day care and the dependent 

variables, academic performance and school conduct, an ana-

lysis of the joint effect of these control variaoles was 

carried out. These 11 variables, which had statistically 
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significant F_ ratios (p < .05) and which were also more 

highly correlated with the dependent variables than was type 

of childcare, could not be treated as a single set of 

variables in only one run of the analysis of covariance pro-

cedure. In fact, numerous runs consisting of various com-

binations of the 11 variables had to be conducted. There 

were two primary reasons for the multiple runs. First, an 

accommodation to certain statistical limitations of the ana-

lysis of covariance in the software program (SPSS) had to be 

made. The analysis of covariance can adjust for no more 

than the combined effect of 10 variables (5 factors ana 5 

covariates) on one dependent variable at any one time. The 

original independent variable (type of preschool-age day 

care) was included as 1 of the 5 factors. The other accom-

modation which had to be adjusted for was the 3 control 

variables out of the 11 with low N values with less than 

3 00. The 3 variables had to be treated in a separate set of 

runs from the remaining 8 control variables which had N 

values greater than 400 because of the manner in which 

missing values are processed in the SPSS analysis of 

covariance. When a missing value of a variable is encoun-

tered, the entire case is eliminated from the sample for all 

variables in that particular set. The 3 variables with N 

values of less than 300 were father's education, father's 

occupation and child's entrance age into preschool-age day 

care. These 3 were combined with the variable type of 
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child care and with 4 control variables which had the 

highest overall association (eta values) out of the 11 

variables with the dependent variables (Table 10). The 4 

control variables were the child's race, school system 

attended, mother's education, and family's SES. These 4 

variables had eta values of at least .30 for at least 2 of 

the 3 dependent variable measures. This combination of 

variables had the highest association and explained the 

greatest amount of variation in the dependent variables than 

any other combination of variables which were combined with 

the 3 variables with N values of less than 300. 

These 7 variables (3 with low N's and 4 highly asso-

ciated controls) combined with the independent variable had 

an F ratio highly significant (p < .001) with all the depen-

dent variables and were moderately associated with all 3 

dependent measures (IQ scores: R = .50, spelling scores: R 

= .48, and school conduct scores: R = .54). However, when 

the relationship between types of child care and the 3 low N_ 

value variables were adjusted for each other plus the effect 

of the 4 control variables (the child's race, school system, 

mother's education, and family's SES), the 3 variables witn 

the low N's were individually no longer statistically signi-

ficant (p > .05) with the academic performance dependent 

variables. On the other hand, the relationship between 

types of day care and school conduct in this set of 
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variables remained statistically significant (P ratio p < 

.05) and had an adjusted beta of .22. 

The remaining 8 variables with N values greater than 

4 00 out of the 11 variables were combined with the indepen-

dent variable in an analysis of covariance to test their 

joint effect on the dependent variable measures. The 8 

variables along with the independent variable (type of 

childcare) are listed in Table 11. The F ratio for this 

analysis of covariance was statistically significant (p < 

.001) with a moderately high correlation (R = .59) between 

types of preschool-age day care, the 8 control variables 

with N values greater than 400, and IQ scores. The rela-

tionship between types of preschool-age day care, the 

control variables and spelling scores had the same statisti-

cal significance level as with 1^ scores, but the asso-

ciation was not as strong (R = .49). The total amount of 

variability in the dependent variable scores (IQ and 

spelling) explained by the dependent variaole and tne 8 

control variables was 35% and 24% respectively. In addi-

tion, the relationship between types of preschool—age day 

care, the 8 control variables, and school conduct was sta-

tistically significant (F̂  ratio p < .001), moderately corre-

lated (R = .50) and explained sizable amounts of variation 

in the conduct scores (R2 = .25). 
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Status of the Hypotheses I Through VI Which Relate to 
Academic Performance After Adjusting for 

Selected Control Variables' 

Table 11 suggests that when tne independent variable 

and covariates were adjusted for simultaneously, the level 

of significance and strength of the association with the 

dependent variable, academic performance, was reduced. In 

this analysis of covariance the F ratio between types of 

preschool-age day care and IQ and spelling scores was so 

weak that the utility of further detailed analysis of the 

Hypotheses I through VI was negligible. Table 12 illu-

strates this point. After adjusting for the 8 control vari-

ables, the difference in mean IQ scores from the highest 

mean score to the lowest mean score by types of day care was 

only 4 points and the difference between the high and the 

low mean spelling scores was 2 points. When the adjusted 

mean scores for IQ and spelling were compared, children who 

received extensive center care had slightly higher academic 

performance scores than the lowest scoring group; i.e., 

children who experienced an extensive mixture of day-care 

t ypes. 

The bar graph in Figure 1 shows the relative ranjcing 

between types of care before and after adjusting for tne 8 

controls. Level 1 represents the lowest ranking relative to 

other day-care types and level 5 represents the nignest 

rank. Adjusting for the 8 control variables in the Multiple 

Classification Analysis (MCA) increased the mean scores for 
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TABLE 12 

MEAN ACADEMIC PERFORMANCE SCORES BY PRESCHOOL-AGE DAY-CARE 
TYPES ADJUSTING FOR RACE, MOTHER'S LEVEL OF EDUCATION, 

CHILD'S SCHOOL, SES, FAMILY SIZE, PARENTS' MARITAL 
STATUS, MOTHER'S OCCUPATION, AND CHILD'S AGE 

INDEPENDENT 
VARIABLE N 

Exclusive 
Parental Care 155 

L imited 
Nonparental 
Day Care 81 

Extensive 
Nonparental 
Day Care in a: 

Home by 

A Relative 35 

Family-Home 31 

Center 37 

Mixture of Types 49 

Total Sample N 388 

IQ SCORE 
ADJUSTED FOR 
INDEPENDENTS 

AND COVARIATES 

SPELLING SCORE 
ADJUSTED FOR 
INDEPENDENTS 

AND COVARIATES 

112 

110 

43 

43 

111 

109 

113 

110 

45 

44 

45 

42 

those children who had extensive day care by a relative more 

than it did for the other types of care. A comparison of 

Table 8 with Table 11 reveals a change in mean IQ scores for 

this group from 107 mean IQ to 111 mean IQ and spelling 

scores from a mean of 41 to a mean of 45. 
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Relative to other types of day care, a significant 

change in the mean academic performance scores also occurs 

for those children who had only limited nonparental care 

after adjusting for the 8 controls. However, the effect on 

academic performance of variations in the type of care 

received by the child, at least as measured in this study, 

was negligible. Therefore, the hypotheses related to aca-

demic performance (Hypotheses I through VI) could not be 

confirmed. 

After adjusting for the simultaneous effect of the 

independent variable and 8 control variables upon each 

other, Table 11 suggests, as does Table 10, that certain 

control variables have greater influence upon academic per-

formance than are types of preschool-age day care. Both the 

child's race and present age remained statistically signifi-

cant (F ratio p < .000) with larger adjusted betas for both 

IQ and spelling scores than was the case for types of 

preschool-age day care. This is also true for either IQ 

scores or spelling scores for mother's education, occupation 

and school system attended by the child. 

Status of the Hypotheses VII Through XI Which Relate 
to School Conduct After Adjusting for" 
~~ the Eight Control Variables 

As previously mentioned, the relationsnip between types 

of preschool-age day care, the 8 control variables, and 

school conduct was statistically significant (F ratio p < 
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.000), moderately correlated (R = .501) and explained 

2 

sizable amounts of variation in the conduct scores (R = 

.25). In contrast to the academic performance measures 

Table 11 shows that after adjusting for the 8 control 

variables listed in the Table, tne relationship between 

types of preschool-age day care and school conduct remained 

statistically significant (F ratio p < .05) and had an 

adjusted beta greater than .15. Only the child's race had a 

higher adjusted beta (.21) which suggests that though the 

association was weak, the type of preschool-age child care 

received by the child may affect school conduct scores more 

than most other control variables including father's educa-

tion, occupation, child's entrance age into preschool-age 

day care plus those variables listed in Table 11. On the 

other hand, Table 13 suggests that variation in mean conduct 

scores from one day-care type to the next was not great. 

The difference in mean scores between the highest and the 

lowest day-care type was 4 points (possible range is from 10 

to 40 points). After adjusting for the 8 variables, those 

children who had extensive care by a relative other than 

parents had the highest mean conduct scores and those 

children who received either extensive nonparental family-

home, center, or a mixture of day-care types tied for the 

lowest mean scores. Figure 2 illustrates the adjustment in 

mean conduct scores between types of preschool-age day care 

before and after controlling for the 8 covariates. Level 1 
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TABLE 13 

MEAN SCHOOL CONDUCT SCORES BY PRESCHOOL-AGE DAY CARE TYPES 
ADJUSTING FOR RACE, MOTHER'S LEVEL OF EDUCATION, 

CHILD'S SCHOOL, SES, FAMILY SIZE, PARENTS' 
MARITAL STATUS, MOTHER'S OCCUPATION, AND 

CHILD'S AGE 

INDEPENDENT 
VARIABLE N 

X CONDUCT SCORE ADJUSTED FOR 
INDEPENDENTS AND COVARIATES 

Exclusive 
Parental Care 155 

L imited 
Nonparental 
Day Care 81 

Extensive 
Nonparental 
Day Care in a: 

Home by 

A Relative 35 

Family-Home 31 

Center 37 

Mixture of Types 49 

Total Sample N 388 

38 

37 

40 

36 

36 

36 

indicates the lowest ranking relative to other types of day 

care and level 5 indicates the highest ranking. 

After adjusting for the 8 control variables, the dif-

ferences between the types of care in conduct scores changed 

very little. As a result of this, the conclusions from the 

tests of the hypotheses which related to school conduct 

scores (Hypothesis VII through Hypothesis XI) were changed 
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very little. It was hypothesized that children who received 

limited nonparental day care during the preschool years 

would have higher mean conduct scores than any of the other 

day-care types considered in this study. However, the 

children who received only limited nonparental day care 

after the analysis of covariance had a mean conduct score 

only slightly higher than those children who received exten-

sive nonparental family-home day care, center day care, and 

mixed-type day care. But, children who received limited 

nonparental day care had slightly lower mean conduct scores 

than those children who received exclusive parental care or 

extensive care by some other relative during the preschool 

years. For this reason, Hypothesis VII was supported in 

part. 

It was stated in Hypothesis VIII that children who had 

received extensive parental care during the preschool years 

would have higher mean conduct scores than other types of 

preschool-age day care except for those children who 

received limited nonparental day care during the preschool 

years. After the analysis of covariance Hypothesis VIII was 

confirmed in part because only those children who received 

extensive care by a relative other than parents had higher 

conduct scores. 

Hypothesis IX was fully confirmed because after the 

analysis of covariance children who received nonparental 

preschool-age care by a relative had the highest mean 
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conduct scores compared to all the other types considered. 

As previously mentioned, however, the differences in the 

mean conduct scores between all the types of child care con-

sidered in this study, although statistically significant, 

were not large. 

It was predicted in Hypothesis X that school children 

who experienced extensive nonparental family-home day care 

would have higher report card conduct scores than either 

extensive nonparental center care or mixed-type day care. 

Hypothesis X could not be confirmed since those children who 

received extensive nonparental family-home day care, center 

day care, and mixed-type day care had mean conduct scores of 

equal value. As Hypothesis X, Hypothesis XI could not oe 

confirmed. It was stated in Hypothesis XI that school 

children who experienced extensive nonparental center day 

care would have higher report card conduct scores than non-

parental mixed-type day care. Because there was no dif-

ference between mean conduct scores for these two groups, 

Hypothesis XI could not be supported. 

Conclusion 

Once the 11 control variables listed in Table 10 were 

adjusted for jointly in two separate analysis of covariance 

(one for 8 variables with N > 400 plus the independent 

variable and one for 3 variables with N < 300 plus the inde-

pendent variable and the 4 variables with strongest 
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association with the dependent variable measures), only 5 

variables plus the original independent variable, types of 

preschool-age day care, remained statistically significant 

(F ratio p < .05) for their effects on the dependent 

variables, academic performance and/or school conduct. 

These 5 variables are the child's race, present age, school 

system, and mother's education and occupation. In Table 11 

parents' marital stability (numDer of years parents had been 

separated) was a sixth variable which approached a statisti-

cally significant level for school conduct (F ratio p = 

.06). The analysis of covariance resulted in 5 variables 

being more highly correlated with IQ scores and/or spelling 

scores than the original independent variable, type of 

preschool-age day care. They are the child's race, present 

age, school system, and mother's education and occupation. 

Concerning school conduct, after adjusting for the combined 

effect of other variables in the analysis of covariance, 

only 1 variable (race) was more highly correlated with 

school conduct than was the type of preschool-age day care 

received by the child. This indicates that although the 

association between type of day care and school conduct was 

weak, type of preschool-age child care affected school con-

duct more than academic performance. 

Of the original 14 control variables considered in this 

study, race is statistically the most important. It was 

statistically significant (p < .05) for both academic 
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performance and school conduct, was more highly correlated 

with the dependent variables, and explained more of the 

variation in scores than any other variable analyzed in the 

study regardless of whether it was treated separately as an 

independent variable, as an individual covariate, or in com-

bination with other covariates. However, race's association 

with the dependent variable is only slightly higher than SES 

(Table 10). In addition, as a result of the analysis of 

covariance (Table 11) the relationship between race and the 

dependent variable is weak. The control variables used in 

the analysis of covariance such as SES appear to explain 

much of the variation in scores by race. Peter Farb (1975) 

and others have shown that much of the reported variations 

between blacks and whites can be explained by a difference 

in social and economic conditions. Also, the control 

variables as defined and applied in this study might lack 

the ability to explain significant amounts of variation in 

scores between race and the dependent variables such that 

the relationship is no longer statistically significant. 

Another possible explanation is that the dependent variables 

may not be the most valid measures for detecting differences 

between black and white students. As previously mentioned, 

other criteria for measuring differences are often deter-

mined by the dominant population and, therefore, fail to 

measure those factors or adaptive mechanisms which have been 

determined by the minority population to be socially and 
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culturally important. For example, appropriate classroom 

conduct may be defined differently between white and black 

teachers or between high SES blacK teachers and black stu-

dents who come from lower SES families. 

Race by itself without adjusting for other variables 

accounted for 17% of the variation in student IQ scores ana 

16% of the variation in spelling scores based upon the 

2 

R values. While there is an 3 point IQ difference between 

the lowest mean IQ score and the highest mean IQ score by 

type of preschool-age day care, there is a 13 point dif-

ference in IQ scores between black and white students which 

accounts for the strength of the relationship between race 

and academic performance. Adjusting for race as a covariate 

had the greatest positive influence on the mean academic 

performance scores for those children who received extensive 

nonparental day care by a relative of the six types of day 

care considered in the study. This may be explained by tne 

fact that care by a relative was used more by blacks than by 

their white counterparts. The mean IQ score for nonparental 

day care by a relative increased from a mean IQ score of 105 

to a mean IQ score of 112 after adjusting for the influence 

of race alone. 

Race alone explained 15% of the variation in school 

conduct scores, which suggests that it was slightly less 

important as a possible predictor of school conduct than as 

a predictor of academic performance since the level of 
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association was weaker for school conduct scores than for 

the students' academic performance scores. 

Besides race, the child's present age also remained 

statistically significant (F ratio p < .05) for both aca-

demic performance measures and school conduct after 

adjusting for the other control variables (see Table 11). 

However, the strength of the association with the dependent 

variables (with spelling its adjusted beta was .11, ana for 

conduct its beta was .15) was as weak or weaker than the 

association between types of preschool-age child care and 

spelling scores (beta - .11) and conduct scores (beta = 

.16). Only for IQ scores was the adjusted beta higher (.23) 

for the child's present age as compared to the adjusted beta 

(.10) for types of day care and IQ. Pearson's R values for 

both academic performance and school conduct provided indi-

ces that the child's present age was inversely correlated 

with the dependent variable. A possible explanation for 

this variation in the dependent variables by the child's age 

may be that older children were those who had been either 

held back from entering the first grade by the child's 

parents for personal reasons or retained in a grade due to 

poor academic performance. 

Without controlling for other variables, public versus 

private school appeared to be significantly related to aca-

demic performance and school conduct as shown in Taole 10. 

However, the difference in academic performance and school 
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conduct by the type of school attended can largely be 

explained by other variables (see Table 11). For example, 

large differences existed between the public and private 

schools in terms of racial and socio-economic composition of 

the students and the marital status of the students' 

parents. After controlling for other variables, type of 

school attended no longer had a statistically significant F 

ratio (p > .05) with IQ scores. Although the relationsnip 

between school conduct and the school attended oy the child 

was statistically significant, the association was very low 

with an adjusted beta of .04. 

Mother's level of education by itself is positively and 

significantly related to the child's academic performance as 

well as the child's school conduct, although less so for the 

latter. Mother's level of education by itself explains 12% 

of the variation in students' academic performance scores 

and 9% of the variation in students' conduct scores. The 

variation in mean IQ scores, for example, ranges from a 101 

mean IQ score for children whose mothers have no hign school 

diploma to a mean IQ score of 118 for children whose mothers 

have a college degree; however, the mean scores for the 

dependent variables after adjusting for mother's level of 

education (using it as a covariate) changed very little 

(less than 2 points). 

After adjusting for the independent variable, types of 

preschool-age day care, and the other variables listed in 
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Table 11, mother's level of education was statistically 

significant only for IQ scores; therefore, the possible 

effect of mother's level of education on spelling scores and 

school conduct scores appeared to be explained away by the 

combination of other variables in Table 11. This same 

conclusion appeared to hold true for mother's occupation as 

well. After controlling for other variables listed in Table 

11, the relationship with spelling scores and school conduct 

scores was no longer statistically significant (F ratio p > 

.05). However, mother's occupation by itself appeared to 

significantly influence the child's IQ compared to other 

variables as indicated by the eta value of .35 in Table 10 

2 

and a R value of .12 which means that 12% of the variation 

in IQ scores was explained by this variable. 

Parents' marriage stability (number of years parents 

had been separated) was inversely related to the dependent 

variables but more so for spelling scores and school conduct 

scores than for IQ scores. Parents' marriage stability by 

itself explained 9% of the variation in spelling scores and 

10% of the variation in the child's conduct scores. When 

parents' marital stability was analyzed as a covariate in 

the relationship between types of preschool-age day care and 

spelling scores and school conduct scores, the Deta value 

was much less than the eta value than was the case for most 

other variables (with spelling its eta was .20 and its 

adjusted beta was .14; with school conduct its eta was .19 
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and its adjusted beta was .12). After adjusting for the 

effects of the other variables in Table 11, parents' marital 

stability relationship to academic performance was no longer 

statistically significant but for school conduct scores 

approached a statistically significant level (F ratio p = 

.06) although the association was weak (with an adjusted 

beta of .13). Even with weak association, these data 

suggest that the stability of tne parents' marriage (both 

natural parents living together) affected school conduct 

more than it affected academic performance. However, the 

level of statistical significance and the strength of the 

association with school conduct was not as strong as the 

effect of the child's race, present age, or the type of 

preschool-age day care received by the child. 
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CHAPTER IV 

CONCLUSIONS AND NEED FOR FURTHER RESEARCH 

Day-Care Patterns and Their Characteristics 

The 1980 U. S. Census reports a revolutionary increase 

in the growth of child care outside the home during the past 

3 0 years. The study's data suggest that exclusive parental 

care of the preschool-age child is the exception rather than 

the rule. Only 1 out of 3 children received exclusive 

parental day care during the preschool years, which reflects 

the trend toward more one-parent households, more women with 

children under 6 entering the labor force, and the greater 

acceptance of nonparental care. Furthermore, extensive non-

parental day care appears to be an important and significant 

alternative to either exclusive parental care or limited 

nonparental care during the preschool years. Two out of 3 

sampled children who received nonparental day care received 

extensive amounts of nonparental day care during the 

preschool years. 

Certain social and economic characteristics were asso-

ciated with different types of day-care patterns. Tne sur-

vey data reveal that tne child wno receives extensive non-

parental child care is more likely to be black than wnite, 

from a small rather than a large family (more than 3 
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siblings), from a one-parent rather than a two-parent 

family, or from a family where both parents are employed 

rather than just one. Those variables in the study which 

appear to influence the selection of the child-care type the 

most are the child's race, parents' marital status, and 

number of years mother worked outside the home during the 

preschool years. These factors greatly affected the social 

and economic composition of the various types of care con-

sidered in this study. As a result, in certain types of 

child care the users were more homogeneous in comparison to 

other types of care. For example, the data show that the 

child who receives exclusive parental care during the 

preschool years may be described as typically being wnite 

with at least 2 siblings, typically having both biological 

parents living with them, and typically having only one of 

their parents working outside the home — usually tne 

father. Although the social characteristics of those 

children who received limited nonparental day care are less 

homogeneous than are the social characteristics for the 

exclusive parentally cared for group of children, two impor-

tant characteristics emerged from the survey. The children 

who received only limited nonparental care were more likely 

to be from smaller and lower SES families than children who 

received exclusive parental care. 

Those children receiving extensive nonparental care in 

a nome by a relative or a family-home by a nonrelated 
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individual comprised the most homogeneous population of the 

six types of care considered in the study. The child who 

received extensive nonparental care by a relative during the 

preschool years was typically black; his or her mother had 

no more than a high school education; and he or she was from 

a low socio-economic status family. This type of care 

appears to be influenced by the availability and willingness 

of a relative other than parents to care for tne child 

during the day. Also, the low cost usually associated with 

this type of nonparental care, may be an influencing 

variable. In striking contrast, the child who received 

extensive nonparental family-home care by a nonrelative may 

be described as white, from a two-parent family with a 

mother who had at least a college degree. The ratio of 

white to black children for this type of care was 3 to 1. 

There was one similarity between family-home care and care 

by a relative other than parents. For those children who 

needed nonparental care under the age of 2, the data suggest 

that family-home care and care by a relative other than 

parents were used more than nonparental center based care. 

Although extensive nonparental care in a day-care 

center appears to be on the increase, extensive nonparental 

home care by a relative or a nonrelative remains the primary 

provider of nonparental day care. The children in this sur-

vey who received nonparental center type care appeared to be 
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a much more heterogeneous group and were, therefore, not 

easily characterized. The only distinguishing feature which 

clearly emerged from the analysis for this type care was 

that nonparental center care was the most heavily used type 

of care for those children whose mothers and fathers were no 

longer living together. Also children who received exten-

s ive nonparental day care usually did not receive a predomi-

nant type of nonparental care, but rather a mixture of 

several types during the preschool years. This appears to 

be the case more for white children than black children, 

since mixed-type care as defined in this study was the pre-

dominant form used by white children of all the extensive 

nonparental care types described. In contrast, this type of 

care had the lowest percentage of black children compared to 

other types of care, except for the extensive nonparental 

family-home care type which had the lowest percentage. 

The Effect of Preschool-age Day Care on Academic Performance 

C°mPare<3 to Other Factors 

In a review of the literature, Belsky and Steinberg 

(1978), Etaugh (1980), and Pilling and Pringle (1978) 

conclude that experience in high-quality, center-based day 

care has neither salutory nor deleterious effects upon the 

intellectual development of the child. Data from this study 

supports the premise that this conclusion can be expanded to 

include other types of nonparental day care as well. The 

data suggest that after adjusting for other variables 
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simultaneously, the type of preschool-age day care received 

by the child made little or no difference in academic per-

formance, at least as measured by IQ and spelling scores 

(IQ, p = .42, adjusted beta = .10; spelling, p = .45, 

adjusted beta = .11). in the analysis of covariance the 

relationshp between type of care and academic performance 

was not statistically significant, even though there were 

some minor differences in mean scores between types of care; 

e.g., children who received center care had the highest 

overall mean academic performance scores. 

^ ® fact that no significant differences were detected 

suggests that children are more adaptable to differences in 

environment from one type of care to another or that there 

are specific advantages indigenous to each type of care 

which negates any deleterious effect on the child's 

intellectual and cognitive development. For example, 

Cochran (1977), Goodman and Andrews (1981), and Prescott 

(1973) discuss the potential positive aspects of nonparental 

family—home care. The fact that there were no significant 

differences between types also suggests that the measures 

of IQ and spelling lack the ability to detect significant 

differences in academic performance. On the other hand, 

Belsky and Steinberg (1978) report that the lack of dif-

ferences in academic performance scores for children who did 

not experience the same type of preschool-age day care might 

also be explained by a "washout" effect occurring shortly 
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after the day-care program is terminated. However, Moore 

(1975) has suggested that there may be real differences, but 

these will not appear until later life. 

The study not only found that there were no major sta-

tistical differences between types of preschool-age child 

care and academic performance, it also found that there are 

other variables that are more highly correlated with aca-

demic performance than type of preschool-age day care. The 

child's race (IQ, adjusted beta = .28; spelling, adjusted 

beta = .16), school system (IQ, N.S.; spelling, adjusted 

beta = .13), mother's education (IQ, adjusted beta = .18; 

spelling, adjusted beta = .08), and mother's occupation (IQ, 

adjusted beta = .18; spelling, N.S.) all maintained a sta-

tistically significant I? ratio and positive correlation when 

all other factors were controlled. This documents that 

other variables affected the child's academic performance 

more than type of preschool-age day care and were, there-

fore, more important in explaining variation in academic 

performance between children than the independent variable, 

preschool child-care types. 

Four of the variables considered in this study had 

inverse correlations with academic performance scores as 

indicated oy the Pearson's R values. These variables were 

the child's entrance age into nonparental day care and the 

child's present age, family size and parents' marital status 

(number of years the child's parents have been separated). 
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Six hypotheses related to academic performance were 

tested. After adjusting for the simultaneous effect of the 

independent variable and the covariates on academic perfor-

mance, the difference in mean scores between types of care 

became so insignificant that further elaboration of each 

hypothesis was of little value, since the mean differences 

between types of care were explained by other factors than 

the type of care received by the child. However, several 

interesting facts emerged from the analysis. Several 

studies (Moore, 1975; Winett et al., 1979) suggest that 

limited nonparental preschool-age care might have the 

greatest positive effect on child development. winett et 

al. cautions the reader, however, that it was unclear from 

his analysis whether the higher scores on the intellectual-

cognitive measures for this type of care could be attributed 

to the quality of the care or to outside factors. Evidence 

from this research supports, in part, Winett1s conclusion 

that the superiority of limited nonparental care may be 

attributed to factors other than the care itself. In 

contrast to Winett and Moore's conclusions, this research 

data could not support the intellectual and cognitive 

superiority of limited nonparental care. 

Without controlling for the influence of other 

variables, extensive nonparental care Dy a relative in tne 

child's home or some other home appears to have a negative 

influence on academic performance. However, the low mean 
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scores of this type of care compared to the other types 

appears to be explained by social and economic charac-

teristics of children using this type of care rather than 

any negative influence due to the quality of the care. 

In examining nonparental center type care, evidence 

from this study supports other findings wnich have stated 

that high-quality center day care appears to be at least 

equal to exclusive parental care in providing a positive 

stimulus to academic performance. Data from this research 

not only suggests that extensive nonparental center care may 

be equal to exclusive parental care, but that it may even be 

slightly superior to other forms of nonparental child care. 

Effect of Preschool-age Day Care on School Conduct 
Compared to Other Factors 

Although there is no significant difference in mean 

academic performance scores between child-care types after 

adjusting for the simultaneous effects of other variaoles, 

this does not appear to be true for school conduct scores. 

Except for race, type of preschool—age care appears to 

affect conduct scores more than other variables considered. 

Care at home by a parent or other relative had the greatest 

positive influence on later school conduct compared to other 

types of care although the strength of the association was 

weak. This conclusion is consistent with that of such 

studies as Belsky and Steinberg's (1978) and Rutter's 

(1981), which suggest that children who experience 
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"pillar-to-post" nonparental day-care arrangements which 

lack stability and continuity may suffer an increased risk 

of emotional and social difficulties. Likewise, Belsky and 

Steinberg state that various research does indicate tnat 

children enrolled in day care who are cared for by someone 

other than a parent or other related individual for extended 

periods of time show increased aggression toward peers and 

adults. The children also show decreased cooperation with 

adults and involvement in educational activities once they 

enter school (p. 944). Because the data suggest tnat the 

type of preschool-age day care may influence later conduct 

scores received by the child in school, they support the 

theoretical positions of Mead and Duvall that stress the 

importance of the early preschool years in the child's 

social development. 

Only one variable, race, was more highly correlated 

with school conduct than the type of preschool-age day care 

received by the child. Even though the association between 

preschool-age day care and school conduct scores was less 

than moderate, this implies that type of preschool-age 

child care affects school conduct scores more than it does 

academic performance scores. 

While the child's entrance age into nonparental care 

was statistically significant and inversely correlated with 

academic performance scores, child's entrance age was not 

significantly related to later school conduct scores. This 
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appears to be contrary to numerous studies reported in 

Etaugh (1980) and Pilling and Pringle (1978). However, this 

difference may be due simply to the fact that the dependent 

variable in this research was not measured the same way tnat 

it was in the other research. 

With respect to specific types of child care and school 

behavior, the data suggest that exclusive or extensive 

amounts of care by a parent or relative may have greater 

positive effects on school conduct than extensive amounts of 

care by a nonrelated individual in a day—care center or 

family-home once other variables are controlled. 

Moore (1975) and Rutter (1981) suggest that a mixture 

of day-care types in extensive amounts may be the most 

detrimental type of care on a child's behavior. In the 

present study no evidence was found which would contradict 

this conclusion. 

Summary 

The problem addressed in this research was the effects 

of various preschool-age day-care types on academic perfor-

mance and school conduct for a large socially diverse sample 

of children. A secondary objective of this research was the 

description of selected sociological attributes which best 

fit the typical child comprising each care type. Seven dif-

ferent types of preschool—age care were compared and s ta— 

t istically analyzed through analysis of variance and 
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covariance as well as by other statistical procedures for 

possible effects of both extensive and short-term care par-

ticipation on later academic performance and school conduct. 

Both survey research and available data were gathered and 

used in the quasi-longitudinal design which consisted of 456 

students from both public and private schools in a large 

southeastern metropolitan area. 

Academic performance, for the purpose of this study, 

was measured by intelligence test scores and report card 

spelling grades from the sample children's third grade per-

manent record file. Six hypotheses were tested. School 

behavior was measured by the child's year-end average con-

d uct score over several years and five hypotheses were 

tested. Fourteen mediating and background conditions such 

as the child's entrance age into nonparental preschool care, 

race, socio-economic status, and parents' marital status 

were treated as controls. 

Data from this study suggest that type of preschool-age 

care varies along certain social and economic lines. 

Knowing these characteristics was important in determining 

whether the effects of day care on academic performance and 

school conduct were due to variations in the inherent 

quality imposed by type of care, or if differences in mean 

scores for academic performance and school conduct were due 

to other social and economic factors. After adjusting for 

other covariates separately and simultaneously, the data 
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show that type of preschool-age day care had no significant 

effect on academic performance. This finding supports otner 

studies which show that high-quality center day care is 

equal to exclusive parental care. The data further suggest 

that this conclusion can be expanded to include other types 

of nonparental day care which were almost equal to exclusive 

parental care. Other variables appear to affect the child's 

academic performance more than the type of preschool-age 

care received by the child. Such variables as the child's 

race, present age, school system, mother's education and 

occupation, were not only statistically significant, out 

explained greater amounts of variability in academic perfor-

mance scores than the independent variable. In fact, the 

study data reveal that these variables affected academic 

performance scores more than other variables considered in 

the analysis. 

Data from this study show that types of preschool-age 

day care received by the child affected school conduct 

scores in significant ways. The data indicate that exclu-

sive care by parents during the preschool years has greater 

positive influence on the child's behavior than does exten-

sive center type care. In addition, nonparental care by a 

relative has a strong positive influence on the child's 

school conduct grades. In fact, this type of care has the 

greatest positive influence on school conduct relative to 

all other types of cars considered here. 
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Types of preschool-age child care in addition to 8 of 

the control variaoles were statistically significant and 

explained 35% of variation in the students' intellectual 

test scores, 24% of their variation in spelling grades, and 

2 5% of their variation in conduct scores. Of all the 

variables considered, only race affected school conduct 

scores more than did the type of preschool-age care. This 

held true even though the association for both variables, 

after controlling for other factors, was statistically 

significant at the .05 level, but was less than moderate. 

Race emerged as the most important variable considered. its 

relationship to both academic performance and school conduct 

was statistically significant, was more highly correlated 

with tne dependent variables, and explained the greatest 

amount of variability in scores between types of child care. 

However, as previously mentioned, race's association with 

the dependent variable is only slightly higher than SES 

(Table 10). In addition, as a result of the analysis of 

covariance (Table 11) the relationship between race and the 

dependent variable is weak. The control variables used in 

the analysis of covariance such as SES appear to explain 

much of the variation in scores by race. Peter Farb (1975) 

and others have shown that much of the reported variations 

between blacks and whites can be explained by a difference 

in social and economic conditions. Also, the control 

variables as defined and applied in this study might lack 
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the ability to explain significant amounts of variation in 

scores between race and the dependent variables such that 

the relationship is no longer statistically significant. 

Another possible explanation is that the dependent variables 

may not be the most valid measures for detecting differences 

between black and white students. As previously mentioned, 

other criteria for measuring differences are often deter-

mined by the dominant population and, therefore, fail to 

measure those factors or adaptive mechanisms which have Deen 

determined by the minority population to be socially and 

culturally important. For example, appropriate classroom 

conduct may be defined differently between white and black 

teachers or between high SES black teachers and black stu-

dents who come from lower SES families. 

Contrary to other studies, the relationship between 

early entrance age into nonparental care and later school 

conduct in this study was not statistically significant. 

In conclusion, the data suggest that type of preschool-

age care varies along certain social and economic lines. 

After adjusting for the covariates separately and simulta-

neously, the data show that type of care had no significant 

effect on academic performance. Other variables appear to 

3ffeet the cnild1s academic performance more than does the 

type of care received by the child. On the other hand, the 

data from this research do reveal that types of preschool-

age day care received by the child affected school conduct 
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scores based on a statistical significance but moderate 

correlation. Of all the variables considered only race 

affected school conduct scores more than did type of care. 

Race emerges as clearly the most important variable con-

sidered. In addition, the relationship between early 

entrance age into nonparental child care and later school 

conduct was not statistically significant. Therefore, types 

of day care used is largely incidental to the intelligence, 

spelling grades, and conduct scores. 

Meed for Further Research 

Although high-quality center based day care is on the 

increase, it still is the minority provider of care when 

compared to other types. A summary of the literature indi-

cates that most studies have only assessed the effects of 

this form of care. Consequently, there is a need for 

further research on the effects of nonparental preschool-age 

child care which include more than just this one type. 

There is the need to design studies with larger 

samples, randomly drawn from socially diverse populations, 

since most studies as reported in Etaugh (1980) nave used a 

small sample consisting primarily of middle-class children 

or disadvantaged minority children who have not been ran-

domly selected. Belsky and Steinberg (1978) have stressea 

that most studies have measured the short-terra or immediate 

effects, as opposed to the effects of various types of 
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preschool care beyond the preschool years. Although this 

research has made an attempt to overcome some of these limi-

tations by assessing students' third grade scores for aca-

demic performance and school conduct, there is a need to 

evaluate the validity of possible "sleeper effects" as pro-

posed by Moore (1975). This could be achieved, at least in 

part, by following the sample of children reported in this 

dissertation at least through the high school years. 

A need exists for further elaboration on the socio-

economic differences in users of the various types of child 

care since data from this research suggest certain striking 

differences. Sibbison (1973), Hoch (1976), and Kohn (1963), 

enumerate the methodological liabilities when these dif-

ferences are not clearly understood. 

Bronfenbrenner (1977), Riegel (1975), Sroufe (1970), 

and Tulkin (1972) recommend that more research should take 

place in naturalistic rather than contrived or artificial 

settings; e.g. , real—life settings of home, neighborhood and 

school. Finally, this researcher suggests the need to 

supplement quantitative analysis which has been done on a 

large scale in this study with the case study method using 

observation and interview techniques as the primary method. 

Valuable information could be gleaned by selecting represen-

tative students from each type of child care and compiling 

an indepth case study on each selected child involving 

significant others such as family, friends and teachers. 
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Such an approach would add credibility to the present study 

and might lead to further areas of research to examine the 

long-term effects of preschool-age child care. 
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JOHN W. MCCAI.L, III 

OFFICE OF RESEARCH PROGRAMS 

UNIVERSITY OF TENNESSEE 

62 SOUTH DUNTAP STREET 

MEMPHIS, TENNESSEE 3816 3 

PLEASE RETURN TO EVANGELICAL CHRISTIAN 
BY 

Dear Parent or Guardian, 

I am completing my Ph.D. from North Texas State University and am preset]v 
serving as the Assistant Director in the Office of Research Programs at tho 
University of Tennessee Center for the Health Sciences. To complete my dear., J 
am conducing a research project to determine the effects of preschool care on ' 
children s performance in school. with more single parents and/or both parent 

r c a " r „ e e i T i e " t V d " d " V l n 9 ^ ° f ^ ^ ° C t h * S e 

I want to identify for a group of fourth grade children the child care 

and's50"other f" T ^ t h e f " S t *«<*•• Your fourth gra^r 
and 850 other fourth graders in Memphis have been selected for participation in' 

this study Please complete the attached questionnaire and sign the parental 
permission form. Your willingness to comply is voluntary. 

Ail information will be kept confidential. No individual will be named and 
all data acquired will be used only for statistical analysis. A 25f- donation 
wi 1 be made to the school library by me for each child that returns the 
completed and signed form to his teacher. A copy of the study's results will ho 
placed in your school library for your review. 

IF YOU DO NOT HAVE TIME TO COMPLETE THE FORM AND PREFER ME TO GET THE 
INFORMATION BY PHONE, PLEASE PROVIDE A TELEPHONE NUMBER n.,n 
THE BEST TIME(S ) T 0 CONTACT YOU. ~ ~ 

Whether you complete the forms or not, please return them to your child's 

teacher. If you have any questions in completing the form, please feel free'to 
n y o £ f i c a - 5 2 s - 5 5 " ' « ^ i z : 

Sincerely, 

a ThiCLtft. 
John w McCall, III „ a r i l y n w * 

Researcher Director of Elementary Education 

JWMcC/jl 

Attachment This 
s study has been approved and is highly supported by Evangelical 

Christian School. Thank you for your support. 9 

I•D. CODE 
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RETURN TO THE CHILD'S TEACHER 

I»D« CODE 

THE PERSON MOST RESPONSIBLE FOR THE CHILD'S CARE SHOULD GIVE THE FOLLOWING INFORMATION: 

I. GENERAL INFORMATION 

A. Put the present age for the oldest child in your family in column "I" below and 
provide the same information in a separate column for each additional child. 

2nd 

Oldest Oldest 

Child Child 3rd 4th 5th 6th 7th 8th 9th 10th 

Age 

B. If you are the child's parent, are you separated or divorced from the child's 
other parent? (Check one.) NO YES [J If "YES", how long? years 

C. Check the amount of education the parent(s) or guardian living in the child's home 
has completed: 

Less Than 
12 Years 
of School 

Finished 
High 

School 
Some 

College 

Completed 
College 
Degree 

Graduate 
School 
Degree 

Mother. . • • . • • • • • 
. • • • • • 

Guardian. . . 
• • • • • • 

(other than 
parents) 

D. Check each age of the child during which the mother held a job outside the home 
before the child entered the first grade: 

| | 0 - 1 year of age 

| [ 1 year of age 

• 2 years of age 

I [ 3 years of age 

• 4 years of age 

• 5 years of age 

E. Please list the present job(s) held by all adult members living in the child's 
home: 

Mother 

Father 

Other (Identify) 

Mother 

Father 

Other (Identify) 

Mother 

Father 

Other (Identify) 

Other (Identify) 
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Page 2 

II. PLEASE CHECK EACH TYPE OF CHILD CARE WHICH YOUR FOURTH GRADE CHILD RECEIVED BETWEEN 8 

A.M. AND 6 P.M. FOR AT LEAST THREE MONTHS DURING THE" YEAR BETWEEN BIRTH AND AGE FIVF 
YEARS. Any 

TYPES OF CARE: 

Q A. Care by a PARENT or GUARDIAN in the child's home. 

Q B. Care by a RELATIVE other than the child's parents or guardian in the child's 
home or relative's home. 

• C. Care by a BABYSITTER or HOUSEKEEPER in the child's home. 

Q D. Care in a FAMILY HOME that provides care for usually not more than 8 children 
which is not tive child's parents or guardian's home, or another relative's 
home. 

• E. Care in a CHILD CARE CENTER - such as a church, nursery school, kindergarten, 
college or university center, Headstart program, or other facility. 

F. OTHER type of day care not listed above (Identify) 

IF YOU CHECKED THE CARE FOR TYPE "B", "C", "D", AND/OR "E", PLEASE COMPLETE PAGE (1). 

IF YOUR CHILD RECEIVED ONLY FULL-TIME PARENTAL OR GUARDIAN CARE (TYPE A) OR SOME OTHER 
CARE (TYPE F), YOU DO NOT NEED TO COMPLETE PAGE (3). 

USE PAGE (4) FOR ANY ADDITIONAL INFORMATION OR EXPLANATIONS. 

DON'T FORGET TO SIGN THE PERMISSION FORM. 
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III. FOR EACH TYPE OF DAY CARE YOU CHECKED ON PAGE (2), PLEASE TRY TO REMEMBER AS BEST YOU 
CAN THE EXACT AGE AND DAILY SCHEDULE THAT DESCRIBES THE CARE YOUR CHILD RECEIVED. 
THREE KINDS OF INFORMATION ARE REQUESTED FOR EACH YEAR OF THE CHILD'S LIFE ON HIE 
CHART BELOW: 

Number of DAYS PER WEEK the child had each type of care during each year of the 
child's life. 

Number of HOURS PER DAY your child had each type of care during each year of the 
chiId* s life. 

NUMBER OF MONTHS during each year of the child's life he or she had each type of 
care. 

EXAMPLE 

FXA-PLF TOR AGES 3 AND 4: 

Ch i Id1 <1 

Aqa 

In Yrs 

"B-

^ l u i v e 
"C" 

H o u s e k e e r e r 
-D-

Family H o n e 
-E-

Care Center 

Ch i Id1 <1 

Aqa 

In Yrs 

Oayg 

Per 

Hour-j 

Per 

Day 

Month.. 

Per 

Ye^r 

Day q 

Per 

UpCf 

Hout s 

Per 

Dav 

Monthy 

Per 

Ye j r 

D a y ^ 

Per 

Wee \ 

Hour; 

Per 

Day 

Montni 

Per 

Year 

Oayg 

Per 

WeeW 

1 floury 

Per 

Dav 

y.ontr.s 

Per 

Year 

3 5 8 4 5 8 5 0 0 0 0 0 0 

4 | 0 0 0 5 2 9 0 0 0 5 6 9 

Chi Id'i 
Age 

In Yrs 

' 
MB" 

Re lat ive 
"C" 

Housekeeper 
"D" 

Family Home 
"E" 

Care Center 

Chi Id'i 
Age 

In Yrs 

Day 5 
Per 
Week 

Hour i 
Pe r 
D a y 

i Months 
Per 
Year 

Dayh 
Per 
Week 

Hours 
Per 
Day 

Months 
Per 
Year 

Days 
Per 
Week 

Hour^ 
Per 
Day 

Months 
Per 

Year 

Day^ 
Per 
Week; 

Hour^ 
Per 
Day 

Months 
Per 
Y ear 

0-1 

J 

1 

2 

3 

4 

5 

If "E" was "(1EADSTAHT" care, plea.s^ check Q . 

DON'T KORGET TO SIGN PERMISSION FORM. 
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IV. ADDITIONAL INFORMATION OR EXPLANATIONS (OPTIONAL) 

DON'T FORGET TO SIGN PERMISSION FORM 
AND RETURN TO YOUR CHILD'S TEACHER. 

THANK YOU. 
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I>D. CODE 

RETURN TO YOUR CHILD'S FOURTH GRADE TEACHER 

PERMISSION FORM 

I have read the cover letter and understand that participation in this 

research study on behalf of my fourth grade child is voluntary. I further 

understand that all reasonable precautions have been taken to keep the infor-

mation strictly confidential. No individual will be named and all data will be 

used only for statistical analysis. 

A copy of the results of the completed research will be placed in the 

school library for my review and I understand that the investigator will make a 

2 5£ donation to the school library upon the return of the completed question-

naire and signed consent form. 

I, therefore, give permission for the investigator to analyze selected 

data from my child s third grade permanent record# 

Parent or Legal Guardian* 

Please check how you are related to the child: 

• Mother 

I~1 Father 

• Grandparent 

• Step-parent 

• Other (Identify) 

•Confidentiality will be maintained by detaching the Permission Form once it is 
received by your child's teacher. 
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APPENDIX II 

Variables Analyzed and Discussed 

1. Preschool-age childcare types. 

A. Exclusive parental care — Children who experi-

enced less than 1,080 hours of stable nonparental 

childcare from birth to 6 years of age; e.g., 1,080 

hours is equivalent to 15 hours a week, 9 months a 

year, for 2 years. 

B. Limited nonparental care — Children who expe-

rienced at least 1,080 hours but less than 3,240 hours 

of stable nonparental childcare from birth to 6 years 

of age; e.g., 3,240 hours is equivalent to 30 hours per 

week, 9 months a year, for 3 years. 

C. Extensive nonparental day care in a home by a 

relative -- Children who experienced 3,240 hours or 

more of day care by a relative or guardian other than 

the child's parents from birth to the child's sixth 

birthday, and whose other nonparental childcare 

experiences when totaled did not exceed 3,240 hours. 

D. Extensive nonparental day care in a family-home 

— Children who experienced either 3,240 hours or more 

of day care by a babysitter or Housekeeper in the 

child's home or 3,240 hours or more of day care in a 

private home other tnan their own from birth to 6 years 
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of age where care was provided for not more than a 

total of 8 children and where the child's other non-

parental childcare experiences when totaled did not 

exceed 3,240 hours. 

E. Extensive nonparental day care in a center 

--Children who experienced at least 3,240 hours in a 

center such as a church, nursery, kindergarten, 

college, university, or Headstart Program from birth to 

6 years of age and whose other nonparental childcare 

experiences when totaled did not exceed 3,240 hours. 

F. Extensive nonparental day care in a mixture of 

types — Children who experienced two or more of the 

extensive nonparental preschool-age types of at least 

3,240 hours each from birth to 6 years of age or when 

the total number of hours of nonparental care were 

added together equaled or exceeded 3,240 hours. 

2. Race. Children who were either black or white. 

3. Sex. Children who were either male or female. 

4 * Child's age. This was the age of the children in 

years and tenths of years as of May, 19 80. The variable was 

divided into two categories for the Multiple Classification 

Analysis (MCA). 

5. Birth position. Children who were either the first 

born, last born, only born or in-between. 

6. Family size. The total number of children who were 

in the child's family. The number of children per family in 
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the sample ranged from 1 to 15 children. The number of 

children were recoded into 3 categories for statistical ana-

lysis by chi-square, Cramer's V analysis and when the 

variable was treated as an independent variable in the 

Multiple Classification Analysis (MCA). The recoded 

variable categories were: small families (1 or 2 cnildren), 

medium families (3 or 4 children), large families (5 to 15 

children). 

7. School system. Children who at the time of the 

survey were either attending a public or a private school. 

8. Entrance age into nonparental childcare. The 

child's age when he or she first began experiencing con-

sistent and stable nonparental childcare at less than 1 year 

of age, 1 year of age, 2 years of age, 3 years of age, 4 

years of age, 5 years of age, or as never having received 

consistent nonparental childcare before 6 years of age. 

These categories were recoded for statistical analysis by 

chi-square and Cramer's V. The recoded variable categories 

were: children under the age of 2 years and those 2 years 

of age and over. For all other statistical procedures, only 

those children who received nonparental preschool-age child-

care were counted in the analysis. 

9. Parents' marital status. Children whose natural 

(biological) parents had or had not been separated either by 

marital separation, divorce, or death as of May, 1981. The 

range in years for parents' separation was 0 to 14. The 
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years parents were separated were recoded for statistical 

analysis by chi-square, Cramer's V, and Multiple 

Classification Analysis (MCA) when the variable was treated 

as an independent variable. The recoded variable categories 

were: presently married to the child's biological parent, 

separated after the child entered the first grade, separated 

during the child's preschool years. 

10. Mother's level of education. For those children 

whose biological or step-mother was present, the mother's 

level of education was coded as less than a high school 

diploma, a high school diploma, some college, college 

degree, or graduate school degree. These categories were 

recoded for statistical analysis by chi-square and Cramer's 

V. The recoded variable categories were: less than a high 

school diploma, high school diploma and those with some 

college, college degree and those with graduate school 

degrees. 

11. Father's level of education. For those children 

whose biological or step-father was present at the time of 

the survey, the father's level of education was coded as 

less than a high school diploma, a high school diploma, some 

college, college degree, or graduate school degree. These 

categories were recoded for statistical analysis by chi-

square and Cramer's V. The recoded variable categories 

were: less than a high school diploma, high school diploma 

and those with some college, college degree and those with 
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graduate school degrees. 

12. Mother's occupational status. The biological or 

step-mothers who were living in the children's home at the 

time of the survey were categorized as either not employed, 

unskilled housekeeper, unskilled service, unskilled laborer, 

skilled laborer, white collar without a professional degree, 

wholesale or real estate sales, business (manager, execu-

tive, owner), professional degreed position. These cate-

gories were recoded for statistical analysis by chi-square 

and Cramer's V. The recoded variable categories for those 

mothers who were employed were: unskilled and skilled blue 

collar workers, white collar, white collar (business, mana-

gers, executives, owners, and professional degreed 

positions). The original 10 categories were recoded for 

Multiple Classification Analysis (MCA) when the variable was 

treated as an independent variable. The recoded variable 

categories were: unskilled blue collar workers, skilled 

blue collar workers, white collar, white collar (wholesale 

and real estate sales), white collar business (managers, 

executives, owners), white collar professional degreed posi-

t ions. 

13. Number of years mother was employed. The total 

number of years the child's mother worked during the child's 

preschool years from birth to age 6. The years ranged from 

0 to 6. These categories were recoded for statistical ana-

lysis by chi-square and Cramer's V. The recoded categories 
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were: never employed, employed 2 years or less, employed 3 

years or more. 

14. Father's occupational status. The biological or 

step-fathers who were living in the children's home at the 

time of the survey were categorized as either not employed, 

unskilled housekeeper, unskilled service, unskilled laborer, 

skilled laborer, white collar without a professional degree, 

wholesale or real estate sales, business (manager, execu-

tive, or owner), professional degreed position. These cate-

gories were recoded for statistical analysis by chi-square 

and Cramer's V. The recoded variable categories for those 

fathers were: not employed, unskilled and skilled blue 

collar workers, white collar, white collar (business mana-

gers, executives, owners, and professional degreed 

positions). The original 10 categories were recoded for 

Multiple Classification Analysis (MCA) when the variable was 

treated as an independent variable. The recoded variable 

categories were: not employed, unskilled blue collar 

workers, skilled blue collar workers, white collar, white 

collar (wholesale and real estate sales), white collar busi-

ness (managers, executives, owners), white collar pro-

fessional degreed positions. 

15. Socio-economic status. Children whose families 

were either lower class/disadvantaged housenolds or other. 

The family was classified as lower class/disadvantaged when 

neither parent had a high school diploma and who held 
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unskilled jobs or were unemployed. 

16. Intelligent test scores. The intelligent test 

scores (IQ) were measured by the third grade Otis-Lennon 

Mental Ability Test for the 3 co-educational private schools 

in the sample and the Kuhlmann-Finch Test for the third 

grade classes from the 4 public schools in the sample. 

These categories were recoded for the statistical analysis 

by chi-square and Cramer's V. The recoded variable cate-

gories were: those scores under the mean score of 110 IQ 

and those scores equal to or above the mean score of 110 IQ. 

17. Spelling report card grade. The child's report 

card spelling mean score based on the third grade six week's 

spelling grades as either 50 points for an "A" grade, 40 

points for a "B" grade, 30 points for a "C" grade, 20 points 

for a "D" grade, or 10 points for an "F" grade. These cate-

gories were recoded for the statistical analysis by chi-

square and Cramer's V. The recoded variable categories 

were: those scores equal to or below the mean spelling 

grade score of 40 and those above the mean score. 

18. Conduct score. The child's report card conduct 

score mean based on the six week's scores for the first 

through the fourth grade as either 40 points for a 

"satisfactory or excellent" score for all years, 30 points 

for a "needs improvement" or "unsatisfactory" score for one 

of the four years, 20 points for a "needs improvement" for 

two or more years, or 10 points for an "unsatisfactory" 
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score for two or more years. These categories were recoaea 

for the statistical analysis by chi-square and Cramer's V. 

The recoded variable categories were: those scores equal to 

or below the mean conduct score of 30 and those above the 

mean score. 

Variables Collected But Hot Discussed 

1. Reading achievement test score. The child's 

reading score based on grade level equivalency in months as 

of April, 1980 for either the California, Iowa Basic Skills, 

or Stanford Achievement Tests. 

2. Language achievement test score. The child's 

language score based on grade level equivalency in months as 

of April, 1980 for either the California, Iowa Basic Skills, 

or Stanford Achievement Tests. 

3* Math achievement test score. The child's math 

score based on grade level equivalency in months as of 

April, 1980 for either the California, Iowa Basic Skills, or 

Stanford Achievement Tests. 

4. Achievement test battery score. The child's com-

posite score (for all subjects in the battery) based on the 

grade level equivalency in months as of April, 1980 for 

either the California, Iowa Basic Skills, or Stanford 

Achievement Tests. 

5. Math report card grade. The child's report card 

math mean score based on the third grade 6 six weeks' math 
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grades as either 50 points for an "A" grade, 40 points for a 

"B" grade, 30 points for a "C" grade, 20 points for a "D" 

grade, or 10 points for an "F" grade. 
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