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The purposes of this study were to determine the effect

of a short-term parent-education program and to investigate

the relationship between parents' knowledge of child develop-

ment and parents' attitudes toward parent-child relationships.

The basic problem under consideration was to assay whether

the level of parental knowledge of child development princi-

ples makes a difference in the attitudes of the parent in

the relationship.

The subjects of this study were twenty-eight parents

of young children, living within two suburban communities

of Dallas County, Texas. A parent information sheet identi-

fied the age span of the group to be between eighteen and

thirty-five years of age. Forty-two percent of the group

were college graduates; no parent in the group had less than

a high school education.

The subjects participating in the program comprised

three groups under the direction of three separate trainers,

as it was assumed that small-group interaction would be more

effective than large-group participation.
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To determine the effectiveness of the program, the

Parental Attitude Research Instrument and an objective test

of knowledge of child development were administered as a pre-

test and posttest to the group of parents established as the

experimental group. These instruments were also administered

to a group of sixteen parents from within the same communi-

ties who served as the control group for the study.

The program designed for the study consisted of eight

lessons devoted to the following topical areas of child

development: (1) an overview of child-development princi-

ples, (2) heredity and environment, (3) physical and motor

development, (4) cognitive development, (5) self-concept,

(6) emotional development, (7) social development, and

(8) personality development. The course, developed to

extend over an eight-week period of time, utilized each

topic as a separate week's study.

Three main hypotheses were investigated in an effort

to gain information relative to the effect of a short-term

parent-education program, and to the relationship between

the program and its effect upon the attitudes of parents

who participated in the program. The .05 level of signifi-

cance was established as the basis upon which the research

hypotheses would be accepted.

Hypothesis I predicted that subjects participating in

the training sessions would exhibit a significant gain in
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knowledge of child development. An analysis of covariance

determined the gain to be significant at the .01 level.

Hypothesis II stated that a significant relationship

would exist between the subjects' knowledge of the defined

principles of child development and the subjects' attitudes

toward parent-child interactions. A Pearson Product-Moment

Correlation of the scores of experimental group and control

group on the PARI and the cognitive test revealed a negative

correlation of -0.1363. Thus, the second hypothesis that a

significant relationship would exist had to be rejected.

Hypothesis III projected that a significant difference

would exist between the posttest attitudes of the participants

of the experimental group and those of the control group.

Analysis of covariance was used to determine the significance

of the scores on the PARI between the experimental group and

the control group. In combining the twenty-three subtests'

scores into one score for each group, it must be reported

that the test showed no significant differences between the

posttest attitudes of the two groups; hence the third re

search hypothesis must be rejected. However, analysis of

covariance between the experimental and control groups on

each of the twenty-three subscales revealed a significant

difference in attitudes between the two groups on eleven of

the twenty-three scales.
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CHAPTER I

INTRODUCTION

Studies repeatedly show that the home is the most

significant single influence on the intellectual and

emotional development of the child, particularly in the

preschool years. The educational function of the family,

while perhaps not as encompassing as in previous genera-

tions, is still an important element. Parents must be

responsible for the basic development of the child in

emotional, social, and personal matters; yet parents

seldom have adequate training and experience to manage

their roles efficiently. Many parents have become in-

creasingly aware of the need for assistance or added

information in child-rearing practices. Dreikurs (6)

states that we do not know what to do with our children,

because the traditional methods of child-rearing no longer

work and we have not learned new methods which can take

their place. He later declares, "The strongest evidence

of a universal parental failure is our concern with parent

education. If parents knew what to do with kids, they

would not need books, lectures, study groups and classes"

(8, p. 320).

A new tradition in child-rearing seems to be needed,

one that will not only fulfill the need for children to learn



2

how to manage their own affairs and participate in the demo-

cratic processes, but that will also help families deal more

effectively with the social evolution going on around them.

Basic to this tenet is a commitment to help parents under-

stand children, thus providing one means by which parents

can interact more effectively with children.

In contrast to the traditional belief that parenting

is a matter of instinct and not of learning, parents need

a set of problem-solving and growth-nurttring concepts and

skills that will decrease their general uneasiness and in-

effectiveness in dealing with their children (16).

Lehmann (14, p. 2) believes that young parents should

be reached through weekly discussion groups led by someone

knowledgeable about child-rearing and child development.

Although parenthood is the most common profession of

adulthood, it is the profession for which our society has

provided the least amount of training (15, 17). This

study purports to investigate the feasibility of a short-

term parent-education program as a method to aid parents in

improving parenting skills.

Statement of the Problem

Does the level of parental knowledge of the princi-

ples of child development make a difference in the atti-

tudes of the parent toward parent-child relationships?
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Purposes of the Study

The purposes of this study were twofold: (1) to

ascertain the effect of a short-term parent-education

program based on the developmental approach to human

learning and behavior upon parental knowledge of, and atti-

tudes toward child development, learning, and behavior, and

(2) to investigate the relationship between knowledge of

child development and attitudes toward parent-child rela-

tionships.

Hypotheses

The following research hypotheses were tested:

1. A significant difference will exist between the

adjusted posttest mean scores concerning knowledge of child

development, learning, and behavior of the experimental grovp

and those of the control group.

2. A significant relationship will exist between the

subjects' knowledge of the defined principles of child

development and the subjects' attitudes toward parent-

child interactions.

3. A significant difference will exist between the

adjusted posttest attitudinal scores of the participants of

the experimental group and those of the control group.

Background and Significance

From the beginning of life, what children learn is

grounded in what parents teach. The parent is the
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transmitter of culture: the instructor and model for a

vast range of attitudes, behavior, values and ideas (7,

p. 6). It is apparent that the rearing of children is a

major challenge. Being a parent has long lasting conse-

quences for the development of each child and his basic

attitudes about himself and others (5). Yet, parenthood,

the most common profession of adults, is also the profes-

sion for which society provides the least basic training

(15, 17).

Although Auerbach (2) reflects that parents have been

concerned in one way or another about the responsibilities

of rearing their children since the beginning of human

society, Brim (3, p. 9) -affirms that over the past sixty-

five years America has witnessed an ever increasing inter-

est in efforts designed to develop in parents a greater

competence in the task of rearing their children.

The development of the broad social movement to edu-

cate the American parent in child-rearing had two funda-

mental causes: first, a breakdown of cultural tradition

in child-rearing practices; and second, a growing belief

on the part of many persons that there existed better

ways of rearing children than those prescribed by tra-

dition (3).

Parents have become involved with an increasing num-

ber of complex problems; yet they have been forced to
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meet these problems with little preparation for the chal-

lenging task of being an effective parent (5).

The rationale for education for parenthood and child-

rearing is based on the belief that the more parents know

about child development, about the effect of interaction

between parent and child, about their own goals and de-

sires, their own emotional responses and the influence

of the environment or the family, the more adequately

they will be prepared to cope with their family situa-

tion (2, 11, 14).

Today's parents are deluged with advice from many

sources -on how to raise their children. Most of this is

in the form of prescriptions--what to do or not to do when

the child behaves in a certain way in a given circumstance--

but little information is given to parents on how to under-

stand children (7, p. 8).

It has been hypothesized that an understanding of

child development powerfully influences the parent's in-

terpretation of the child's behavior; that knowledge of

child development equips the parent with a new set of

concepts or labels to describe or classify the child's

behavior (2). McIntire (15) reports that, generally,

child-abusing parents are ignorant of proper child-

rearing practices, and urges an objective study of

child-rearing principles to insure that parents and
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potential parents would, at least, be familiar with these

principles.

Virtually all of the recent and currently funded

studies of parent education have utilized low-income

parents and children as subjects. Early childhood edu-

cators have become increasingly aware that help given to

the parents of these young children contributes to increas-

ing the learning potential of the disadvantaged child (1,

11, 13, 19).

Child development authorities are also aware that there

is a need to involve parents at all socio-economic levels in

programs concerning children (6). Based on the belief that

parents are key figures in development of the child, parent

education is offered as "primary prevention" in hopes of

avoiding emotional and social maladjustment in children

(2). By helping parents respond more effectively to the

various needs of their children, parents can increase their

ability to provide an environment which encourages growth

(11, 12).

Wittes and Radin's study (19) reveals that participa-

tion in a parent-education program can produce significant

changes in child-rearing attitudes and practices. Learning

about the experiences of other parents with their children

gives parents a wider knowledge and a new perspective from

which to view their own children and themselves. In
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assessing the value of discussion groups for parents, Klein

and Ross (10) report that parents credited the discussion

groups with helping them to understand and accept their own

feelings and concerns, and in providing a sense of fellow-

ship with others going through the same experiences. Atkins'

evaluation report (1) affirms that mothers who are active in

parent programs showed improved attitudes towards childrens'

education.

Unfortunately, many of the studies undertaken in parent

education are not satisfactory from the standpoint of design

and analysis. Pickarts (16) acknowledges the very real dif-

ficulties that all parent educators face in determining the

effects of their program, and she agrees with Brim's assess-

ment (3) that evaluation remains the most difficult problem

in the field.

Although some type of assessment of parents' attitudes

and behavior is often included, such assessment is frequently

subjective or non-systemic and often does not include com-

parisons with a control group (13, 20).

Brim (3) lists several fundamental requirements which

determine whether an evaluation study is adequate and its

results admissible as evidence of effectiveness:

1. .Use of control group design.

2. Commonality of subjects within experimental and

control groups.
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3. Sufficient number of subjects studied to conclude

that results found are valid.

4. Objective, standardized measure of information

gain or change of attitude.

This study purports to provide an objective assessment

of the impact of a particular parent-education-program ap-

proach upon the attitudes of parents.

Definitions

Early childhood.--Infancy through seven years of age.

Attitudes.--An organized predisposition to think,

feel, perceive, and behave toward a referent or cognitive

object.

Trainers.--Experienced early childhood teachers,

trained in the North Texas State University Early Child-

hood Education program, who will act as group leaders for

experimental groups.

Limitation

This study was limited to include those parents of

young children within the North Texas area. The study

was further limited to include trainers who are early

childhood teachers within this particular location.

Basic Assumption

It was assumed that the subjects responded honestly

to the instruments used to measure knowledge and attitudes.
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There was no reason to presume that other parents or trainers

would differ in significant ways from those included in this

study.

Instrumentation

To evaluate. the subjects' knowledge of child growth

and development,a written objective test was devised from

the following sources:

Dinkmeyer, Don C., Child Development, the Emerging
Self, Englewood Cliffs, Prentice-Hall, Inc.,

Elkind, David and Irving B. Weiner, Child Develop-
ment: A Core Approach, New York, hnWiley
and Sons, 1972.

Mussen, Paul, John J. Conger, and Jerome Kagan,
Child.Development and Personality, New York,
Harper & Row, 1969.

Read, Katherine and Xenia F. Fine, Understanding
and Guiding Young Children, Englewood Cliffs,
Prentice-Hall, 1971.

Smart, Mollie and Russel Smart, Children: Develop-
ment and Relationships, New York, The MacMillan
Company, 1972 .

Content validity was established by a four-member panel

of established authorities in the field of child development

and early childhood education. Reliability was determined

by the test-retest method, employing a two-week interval as

the optimal time interval to minimize the effects of memory,

and the effects of other intervening variables.

The Parental Attitude Research Instrument, developed

by Earl S. Schaefer and Richard Q. Bell (18, 21), was used
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as a measurement of attitudes of subjects concerning parent-

child relationships.

Procedures for Implementation of the Study

Subjects

The population for this study was defined as suburban

residents of small cities located in Dallas County, Texas.

Announcements of the program were issued in three elementary

schools and the surrounding neighborhoods. Interested per-

sons responded by contacting the school or the trainer of

the program. The basic criteria for subjects was that of

being a parent of a child through the age of seven. No

attempt was made to define socio-economic or ethnic charac-

teristics; however, a parent-information sheet identified

education-level of parent, sex, age, number of children and

their ages and sex, descriptors of parent's childhood family.

Trainers

Trainers were three state-certified, experienced, kin-

dergarten teachers with Master of Education degrees in

Early Childhood Education from North Texas State University.

Each trainer attended a four-hour in-service training ses-

sion prior to working with a group of parents.

Experimental Design

The basic research design to be employed in this study

was a quasi-experimental Non-Equivalent Control Group Design
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(4, pp. 47-50), utilizing three experimental groups of eight

to twelve parents to whom only pretest and posttest of the

Parent Attitudinal Research Instrument and the Test of Child

Development Principles were administered. The statistical

procedure used to determine acceptance or rejection of the

first and the third stated research hypotheses was analysis

of covariance. The Pearson product-moment coefficient of

correlation to determine the extent of relationship between

knowledge and attitude was utilized for hypothesis two.

Program

The program used with the experimental groups was

developed under the immediate supervision of Dr. Velma

Schmidt, director of Early Childhood Education, North

Texas State University. This program, arranged into

eight two-hour sessions was developed using the follow-

ing topics: Principles of Child Development, Influences

of Heredity and Environment, Physical Growth and Motor

Development, Role of Self-Concept, Cognitive Development,

Emotional Development, Social Development, and Development

of Personality.

Each session followed a basic format, or procedure, and

yet allowed for a variety of experiences to facilitate learn-

ing. Identical lesson plans for each group included the fol-

lowing topics:
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1. Goals for that session.

2. Concepts to be explored, using illustrations and

examples of real life interactions, current research in-

formation, role-playing, and group interaction and dis-

cussions.

3. Problems related to concept, utilizing small-

group discussion, consideration of alternative causes

and solutions, and individual needs and concerns of group

members.

4. Suggestions for the trainer including questions

for discussion, ideas for presentation of concepts, mate-

rials, suggestions for development of group interaction,

and a bibliography or guide sheets to be shared with

parents.

Procedures for Collect Data

1. Prior to the first parent session, trainers com-

pleted four hours of in-service training.

2. During the first meeting of the experimental

groups, parents completed the attitudinal survey and

objective test of knowledge of child development.

3. On approximately the same date, parents of the

control group completed the same forms.

4. Trainers recorded observations of the sessions.

5. Trainers met with the experimenter for additional

discussion and in-service after each session.
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6. Within two weeks after completing session eight,

the parents of the experimental group completed the objec-

tive test of knowledge of child development, and the Parent

Attitude Research Instrument.

7. Instruments were administered to parents of the con-

trol group within the same time period.
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CHAPTER II

REVIEW OF RELATED LITERATURE

In a loose sense it is clear that activities which

might be termed parent education are as old as human cul-

ture. Many of the classics from Plato's Republic to

Rousseau's Emile give considerable attention to the duties

of parents. Justly so, for the child-rearing function

ascribed to the parent is fundamental to survival of so-

ciety, and therefore, like society's economic system,

religion, and politics, receives the attention of critical

commentators upon the social order in every historical

period (7).

Advice on child-rearing practice appeared in public

journals in the early 1800's in the United States. Most

of the advice given in these publications, however, dealt

with physical aspects of growth and health care (24).

One of the first recorded group meetings of parents

began in 1815, in Portland, Maine. Bridgman (6) reports

this and other similar meetings, which he refers to as

maternal associations, as occurring up to 1822.

According to Sundley (33), the American public showed

a markedly increasing interest in the importance of chil-

dren and in child-rearing problems between 1850 and 1860.

16
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He suggests these reasons for concern:

an increasing emphasis on the child as the
extension of parental ambitions and as the
representative of the parents' status in
society; a growing belief in man's power to
control the environment and direct the future,
including the molding of the child; a new need
for personal direction, as established patterns
of living and child rearing were being dis-
rupted in the rapid shift to industrialization
and urbanization (3, p. 151).

Beginning with the decade 1880, various organizations

with important parent-education programs were established.

The Child Study Association of America was founded in 1888,

when a small group of mothers in New York City joined to-

gether for the purpose of determining how they could become

better parents. This is the oldest organization in the

United States having a continuous parent-education program,

and is the only national agency exclusively devoted to

parent education (2).

During the period of 1890 to 1900, the National Congress

of Parents and Teachers was organized. Originally organized

as the Congress of Mothers, the statement of purpose included

the education of parents in child development (9).

A major development in parent education occurred in the

early 1900's with the emergence of federal support of parent

education. Four key federal programs are noteworthy of

citation:

1. The first White House Conference on Child Welfare

in 1909, resulting in the creation of the Children's



18

Bureau in 1912, and the publication of the first

edition of Infant Care in 1914.

2. The Smith-Lever Act of 1914, which provided for

County Home Demonstration Agents to develop

projects in home management and child care.

3. The Smith-Hughes Act of 1917, which led to the

development of classes, institutes, and demon-

strations for the teaching of nutrition and

child care. This program was administered

by the Office of Education.

4. The United States Public Health Service in 1918,

which began support of programs of parent educa-

tion with special emphasis on the health of the

child.

The substantial growth of parent education during the

1920's is best indicated by the survey reported in The

Twenty-Eighth Yearbook of the National Society for the

Study of Education: Preschool and Parental Education (27),

which includes seventy-five major organizations in the late

1920's conducting parent-education programs. An account of

the parent-education movement reports that "parents began

to realize that the traditional methods of rearing children

were not proving adequate for the complicated economic and

social conditions of today, that being a physical parent

did not necessarily endow one with the special ability or

fitness to understand and rear children" (27, p. 275).
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Growth and maintenance of parent-education activities

were greatly enhanced by the financial support offered by

the Laura Spelman Rockefeller Memorial, established in

1918. In 1928 the Memorial was terminated, and some of the

funds were used to create the Spelman Fund,which listed

child study and parent education as major objectives until

the termination of the fund in 1938.

Expansion of program activities during the decade

between 1931 and 1940 continued, as evidenced by the fact

that in 1935, the U.S. Office of Education's list of agen-

cies, public and private, with programs in the parent-

education field covered fifty-three pages (22). Although

much of the growth came from the activities of the Works

Progress Administration during the depression years, train-

ing programs for parent education also continued to develop.

Bossard (5) notes that by 1932 courses in parent education

were offered in one or more colleges and universities in at

least twenty-five states.

During this decade important developments in profes-

sional research were stimulated and supported primarily by

two organizations:

1. Child Welfare Research Station of the State

University of Iowa conducted a series of studies

under the leadership of Ralph Ojemann. This

series included research on the validity of

information given to parents, the effectiveness
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of parent-education programs, and the comparative

success of different methods such as lectures

versus group discussions.

2. The National Council of Parent Education published

a professional journal, Parent Education, for five

years from 1934 to 1938, which included articles

concerning research and theoretical issues written

in a format to encourage use of the information as

program material and as a basis for discussion

groups (7, 25, 26, 27, 34).

A working relationship between mental health groups and

parent-education groups had been established in the early

1930's (25), but the mid-1940s' post-war era brought this

into sharp focus. The National Mental Health Act of 1946

provided each state with federal funds to operate community

mental health programs, which often included parent educa-

tion .(23). An example of an approach to parent education by

mental health agencies is that of the Louisiana Society for

Mental Health, which prepared and distributed "Pierre the

Pelican," an educational pamphlet series on infant growth

and development, to all new parents in the state (30).

The growth of parent education since 1950 has, without

doubt, been aided by substantial sums of money available for

work in the area of mental health. The shift of emphasis in

mental health, as in other areas of human concern, has been

from treatment to prevention. Parent education, primarily a
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preventive technique, has grown in recognition with this

shift of emphasis.

Since prevention carries with it a connota-
tion of action, parent education is actually
intervention to help parents function more ef-
fectively in their new role. It introduces new
educational experiences that will give parents
added knowledge and understanding, cause them
to question their habitual ways of thinking,
feeling, and acting, and help them develop new
methods (where new methods.are indicated) of
dealing with their children, with themselves,
and with their social environment. Thus, edu-
cational intervention can often be a step
toward a more effective way of life (2, p. 3).

The 1960's began as an era aware of its social sins

of neglect. "The conscience of America as a nation was

in the process of painful exposure through a bombardment

of facts concerning the shocking existence of the millions

of its citizens who were locked into lives of hopelessness

and despair" (1, p. 2). In this. social and political cli-

mate, President Johnson, on August 21, 1965, proclaimed the

nation's commitment to the goal that "no American child

shall be condemned to failure by accident of his birth"

(20).

Concurrent with the nation's commitment to alleviate

poverty were the publication of major works of J. McVicker

Hunt (19), Jerome Bruner (8), and Benjamin Bloom (4), all

pointing in the direction of the importance of environment

and early years for learning.
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In the last half of the 1960's, there emerged an un-

paralleled institutional upheaval in regard to early child-

hood education. In the ensuing confusion,two basic criteria

for assessing appropriateness of the programs surfaced:

(1) concern for the whole child, and (2) parent education

and involvement (14). In brief, attention was focused on

the critical social issue of the relative responsibilities

of the parent and of society and its institutions for the

education of the child.

The most dramatic attempt toward defining this issue was

the Congressional creation of the Head Start Program in 1964

(29). Two requirements were legislated as mandatory for all

Head Start programs: (1) a comprehensive program of health,

nutrition, education, social, and community services, and

(2) mandatory parent involvement at all levels of program

development and participation (29).

Increasing awareness of the role of the parent in the

child's education emerged from child-development research.

Hess (18) summarized some of the significant findings from

a study of the cognitive environment of urban preschool

children, and determined that the mother's teaching behav-

ior, her language and degree of affection, the experiences

she provides, and the model she sets for the child are all

important influences in predicting later school achievement.

A study sponsored by Educational Testing Services to

determine the effects of "Sesame Street" on three- to
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five-year-old disadvantaged children found that the children

who watched the show and learned the most were those whose

mothers watched with them and discussed the program with

them. This finding cut across all socio-economic levels

(10).

With the realization that a child's first and most

effective teachers are his parents, numerous home teaching

programs and parent-education models have been developed;

however, virtually all of the recent and currently funded

studies of parent education have centered around the low-

income family, as it becomes increasingly evident that

help given to parents of preschool children contributes

greatly to increasing the learning potential of the dis-

advantaged child (11, 16, 21, 31).

Representative of the home-learning programs developed

are the following:

1. The Demonstration and Research Center for Early

Education, George Peabody College for Teachers

in Nashville, Tennessee, under the direction of

Susan Gray and Rupert Klaus (13).

2. Florida Education Project, University of Florida,

Gainesville, Florida, developed by Ira Gordon (11).

3. Perry Preschool Project, Ypsilanti, Michigan,

guided by David Weikart (35).

Gray's enumeration of the goals of the Peabody program

(13) in effect summarized the efforts of all of the three
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programs mentioned: (1) to enable parents to become a more

effective educational change agent with the child, (2) to

focus on the parent rather than the child, (3) to use sug-

gestions that are highly concrete, not just verbal , and

(4) to help provide more options for parents in their ways

of interacting with their children.

The Florida model (11) works with mothers in the home

environment. The program recruits parent educators from

environments similar to those of mothers whom they will

aid in learning to provide stimulation necessary for growth

and development of their children. Gordon (11) reports that

testing at the end of the first and the second year reveals

that children whose mothers had been involved in the program

were superior to control children on The Griffiths Mental

Development Scales, and on the teaching materials designed

for the project.

Wittes and Radin's report (35) of group work with

parents in the Perry Preschool Project revealed that par-

ticipation in a parent-education program did produce sig-

nificant changes in child-rearing attitudes and practices.

The experimental mothers showed a significant increase in

behavior identified as nurturant of cognitive growth in

children.

These programs, and other similar home-intervention

parent programs, " . . . have been based upon these global
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assumptions: (1) that, at least in early childhood, what

parents did influenced the development of children, (2) low-

income parents lacked knowledge or skill in teaching, and

(3) one could intervene in the home to change parents' be-

havior and therefore improve the development and achievement

of children" (12).

Schaefer (31) maintains that the greater long-term ef-

fectiveness of parent-centered programs as contrasted to

child-centered programs has major implications for the fu-

ture of the education profession, and for all who relate to

parents and children. According to Schaefer, the education

profession can best serve the child and his family by train-

ing and encouraging parents to be better able to care for

and educate their children. In an effort to fulfill this

obligation, Schaefer has developed his UR-education model

from accumulated data on parent behavior and child develop-

ment (3, 31). The four stages of the model follow:

I. The first stage is the development by the parent

of a positive relationship to the child.

parent + child

2. In the second stage the child responds with the

development of a positive relationship to the parent.

parent + child

3. During the third stage the parent and child share

an activity or work with an object in the course of which
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the relationship is strengthened, and the child learns lan-

guage skills and interests.

4. The fourth stage indicates that from these exper-

iences the child develops the potential to function inde-

pendently and in a group situation.

The UR-education model might describe either parent
and child, or educator and student. However, the
major influence of the family as contrasted to the
school upon the child's intellectual and academic
development led to an analysis of characteristics
of family care and education that might be compared
to professional care and education of the child
(31, p. 5).

A vast amount of time, money, and effort is annually

expended in an effort to teach men and women to become

better parents, but few have attempted to evaluate the

effectiveness of the instructional methods employed. Do

parents actually change their attitudes and behaviors

toward their children after listening to lectures, view-

ing educational films, or participating in group discus-

sions? Hereford's study (15) was designed to test the

hypothesis that parents will change their attitudes and

behavior if they meet informally with groups of other

parents to discuss their problems, and that the children

of these parents will also show change. The project,

carried out in Austin, Texas, over a four-year period,

was planned to evaluate effectiveness, economic feasi-

bility, practicality, and community acceptance. A summary

of findings reveals the following data:
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1. Parents who attended the discussion group series

did show significantly greater positive changes in their

attitudes than those of parents in control groups.

2. Children of parents who attended the discussion

meetings improved significantly in their classmate rela-

tionships, but not in their ratings by teachers.

3. The individual group leader did not prove to be

a factor, thereby suggesting that the discussion method

per se, not the leader, is the crucial element involved.

Hereford avers that for a parent-educational program

to be effective it must meet several criteria:

1. The method must provide for participation by the

parent.

2. The method must be realistic and practical within

the reasonable limitations of our typical society.

3. The method must be economical and must get results

in a relatively brief period, for the longer the time, the

greater the cost.

4. The method must be acceptable and interesting to

parents.

5. The method must be testable by evaluative research

so that its effectiveness can be determined.

According to Hereford, the method which seems to meet

these standards best is that of the discussion group. It

affords a maximum of participation and personal involvement
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as stipulated in the first criterion, and also can be modified

and organized in such a way as to satisfy the other criteria.

Pickarts (28) affirms that if a primary long-range goal

of parent education is to be to make the parent role-

conscious and autonomous, the method that provides the

greatest potential for achieving this goal is the dis-

cussion group, for it allows for the kind of guided inter-

action that nurtures learning.

Pickarts, in discussing the methodology of the Parent

Education Program of the Adult Education Division of the

Los Angeles City School District (28), also stresses the

need for parents to know from the start that the program

will not provide prescriptions for action, pat answers to

all problems, or decisions made for the parent. Thus, when

the enhancement of problem-solving skills, rather than ad-

vice or rules to follow, is valued as a program goal, the

process most likely to be effective is the group discussion.

As the program develops into discussion of the current

concerns and immediate interests of parents, they become

engaged in parental role assessment, and grow in their own

awareness of the many possibilities for experiences specific

to their parental tasks (28).

Auerbach (2) lists the common basic purposes of parent-

group education:

to help parents become more familiar with basic
concepts of child growth and development and

1 __
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parent-child family interaction from a dynamic
point of view; to recognize some of the crisis
points in different stages of the normal family
cycle; to clarify the parents' own role and
those of their children, within the family and
the community; and to enlarge their understanding
of the .complexities of their everyday situations
so that they will have a wider background against
which to make choices (2, p. 4).

Auerbach asserts that, "in the experience of the Child

Study Association, the type of group education that comes

closest to achieving these goals is the small continuous

discussion group made up of approximately fifteen members

who meet together for a series of eight to twelve weekly

sessions under skilled leadership" (2, p. 5).

In 1963, the Child Study Association of America and

the Family Service Association received support from the

National Institute of Mental Health to carry on an explora-

tory project in parent group education. The Child Study

Association developed a program of training in leadership

of parent discussion groups for case workers of agencies

of the Family Service Association of America within a

1000-mile radius of New York City. In connection with the

training program, the caseworkers conducted parent-education

groups offered to people in the community not previously

served by the agency in this role. The long-term goal of

this project was "to extend the quantity and improve the

quality of group educational programs for parents offered

by Family Service agencies, in the interest of sustaining

and strengthening the mental and emotional health of
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parents and children" (2). The 1963 training program was

repeated in 1964-65, and was followed by a year devoted to

a study of the findings. Thirty-seven case workers, repre-

senting agencies from twenty-one states, received training.

The year-long evaluative study had three purposes:

1. To explore the effect of the training program on

the trainees.

2. To study changes in the parents who attended

groups led by the trainers.

3. To investigate the impact of the program on the

family agencies themselves.

The findings concerning the effect of the program on

the trainees indicated that the demonstration program was

successful in terms of its stated goals. It was found that

the trainees who had the highest final rating, both by

agency supervisors and in their own self-ratings, tended

to have changed the least during the training process.

In assessing the effect of the group discussion exper-

ience on parent members, it is pertinent to look at the

population of the study: more than 1600 parents took part

in the groups studied, 83 per cent of whom had never had

any experience in a parent-education group. Approximately

1100 had never availed themselves of any services offered

by either a family agency or a mental health agency. Be-

tween 400 and 500 parents fell into the category of "low-

income."
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Data gathered from these parents suggest the following

conclusions:

1. Parents felt the experience was more than moderately

helpful in increasing their knowledge about, attitude toward,

and behavior related to parent-child relations, and also to

their own understanding of self.

2. The parents were more positive in their reaction to

the experience than the trainers had thought they were.

3. Most improvement was experienced in relation to new

knowledge, and least in relation to new behavior.

4. All the low-income groups evidenced greater change

on all variables than the total sample of the study.

Information on the impact of the program on the agen-

cies confirmed that the program had enabled the agencies

to reach new groups of clients and had helped to provide

needed preventive services on a wider basis.

In summary, although parents have been concerned in

one way or another about the responsibilities of rearing

their children since the beginning of human society, planned,

organized efforts to assist parents in their tasks had its

origins in the United States in the nineteenth century.

Recognition that experiences prior to formal schooling are

of great importance in forming lifelong favorable attitudes

toward learning, and in establishing feelings of competence,

hat resulted in an all-out effort to develop parental pro-

grams for low-income and culturally different families.
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Cognitive development of children has attracted much research

attention, and the role of the parent in contributing to the

growth of the child's intellectual skills has been emphasized.

Parent group education is only one form of parent education;

however, it is the consensus of the literature reviewed in

this study that it is a feasible methodology of working

effectively with parents.
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CHAPTER III

ORGANIZATION AND DESIGN OF THE STUDY

The purpose of this study was to investigate the effect

of knowledge of child development upon the attitude of par-

ents. Comparison of subjects within the study was not of

prime intent; however, it was determined that utilizing

three small groups of parents rather than one large group

would be effective in stimulating group interaction (1) and

in providing additional data concerning possible Variables

due to trainer effects and to group interactions.

Basic Design of the Experiment

The basic experimental design employed was a quasi-

experimental Non-Equivalent Control Group Design (2, p. 47).

Three groups of parents participated in the eight-week pro-

gram, and two groups of parents acted as control groups, to

whom only the pretests and posttests were administered.

Subjects

The subjects for this study were twenty-eight parents

of young children living within two suburban cities of Dallas

County. Permission was granted from the two local school

administrations to make announcements in three elementary

schools located within the two districts concerning the

formation of the parent study groups. The basic criterion
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for participation was that of being a parent of a child

seven years of age or younger. Interested parents responded

by contacting the school or one of the three trainers. Par-

ents were informed that the program would include eight two-

hour sessions, and that babysitting would be provided if

needed. Parents who volunteered for the control group were

asked to complete the tests and parent information sheet as

a part of a study being conducted by an area university.

They were informed that at a later date they would be asked

to complete a second form. Nine of the control group were

from the same suburban population as Experimental Groups I

and II. Seven were from the same district as Experimental

Group III.

Each of the three elementary school districts would

be described as middle class and upper middle class. Al-

though no effort was made to determine the socio-economic

level of the parents, a parent information sheet did re-

quire the subject to define his educational level. Table I

displays the educational levels characterized by age groups

of the parents.
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TABLE I

EDUCATIONAL LEVELS OF PARENTS AS IDENTIFIED
BY AGE GROUPS

Age Group Junior High Attended College Graduate
High School School College Graduate School

C* E** C E C E C E C E

18-24 1 1 2

25-30 1 4 4 5 2 3

30-35 1 2 6 2 4 1 3

36-45 _1 _1

Over 45

*C = Control Group.

**E = Experimental Group

The educational level of parents was also charted within

the three experimental groups and the control group. Table II

reveals the information as tabulated.

TABLE II

PARENTAL EDUCATIONAL LEVELS AS
IDENTIFIED BY GROUPS

Educational Experimental Experimental Experimental Control
Level Group I Group II Group III Group

Junior High
School
High School 2 2 2
Attended 4 3 7
College
Co11ege 4235
Graduate 2 3 5
Graduate 1 1 1 2
Degree 2I___ _
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The Parent Information Sheet also asked for the age

levels of subjects. Table III exhibits these levels

within the three experimental groups and the control

group.

TABLE III

PARENTAL AGE LEVELS WITHIN GROUPS

Age Level Experimental Experimental Experimental- Control
Age___vel Group I Group II Group III Group

18-24 1 2 _1

25-30 4 3 5 7

31-35 5 4 4 6

36-45 2
Over 45

Dreikurs (3) advi ses thaitl parents generally attempt

to rear their children as they were reared. As an insight

to the background of the subjects, the Parent Information

Sheet included the statement, "Choose two of the follow-

ing words that best describe the family in which you were

reared." Table IV represents the responses to this ques-

tion.
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TABLE IV

DESCRIPTORS OF FAMILY ENVIRONMENT OF PARENTS

Descri ptors Experimental Experimental Experimental Control
Group I Group II Group III Group

Strict 4 4 4 7
Loving 7 3 7 7
Permissive 4 3 0 5
Fearful 1 3 0 2
Insecure 3 1 0 4
Uncaring 0 0 0 0
Secure 1 4 7 6
Uninterested 0 0 0 1

Parents were also asked to list their children by age

and sex. Table V identifies this information within each

of the groups.

TABLE V

IDENTIFICATION OF SEX AND NUMBER OF CHILDREN
BY PARENTAL GROUPS

Age Experimental Experimental Experimental Control
Group Group I Group II Group III Group

Male Female Male Female Male Female Mal e Female

0-2 2 0 0 3 3 1 2 1

2-5 0 4 2 4 2 7 3 5

5-7 3 7 7 2 2 6 11 6

7-Older 5 3 31 1 0 2 3 4

Trainers

To minimize the possible effects of the trainer, selec-

tion was contingent upon the following criteria:
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1. Each should be a master's-level graduate of the
North Texas State University program in Early
Childhood Education.

2. Each should have a minimum of four years teach-
ing experience in the primary grades or the
kindergarten.

3. Each should be within the ages of 30-39.

4. Each should be a parent.

Table VI indicates the characteristics of the three

selected trainers.

TABLE VI

CHARACTERISTICS OF TRAINERS

Characteristics Trainer I Trainer II Trainer III

Masters' grad-
uate of NTSU 1973 1973 1972
in Early
Childhood
Education

Number of years
teaching ex- 5 6 4
perience

Age of trainer 34 31 34

Number of
children 2 1 3

Prior to the organization of parent groups, trainers

met for a four-hour work session to discuss the format of

the program, plans and purposes of the sessions, record

keeping, and effective techniques of small group discussions.

Throughout the eight-week program trainers met weekly with

the experimenter to discuss the reactions and the results
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of the previous session, and to finalize plans for the com-

ing session.

Program

The program used in this study was developed in eight

units, including a broad overview of child development and

seven specific areas of development: heredity and environ-

ment, physical and motor, cognitive, self-concept, emotional,

social, and personality development. Each of the source

books listed in Chapter I was outlined, and a matrix was

designed to condense the material of each author within

the appropriate units. Lesson plans were developed in a

continuous sequence, and written in a detailed outline form,

as it was ascertained feasible to include a wide range of

material from which each trainer could more adequately meet

the needs and interests of the group. (See Appendix D.)

The first lesson included purposes for studying how

children grow and develop. General principles of develop-

mental stages and of individual differences were introduced.

The second session topic concerned the influences of

heredity and environment. Factors of physical characteris-

tics, intelligence, nutrition, family size, cultural influ-

ences, and sex differences were discussed in relationship

to inherited and environmental influences.

Session Three was dedicated to the physical development

of children. Patterns of sequential growth and of individual
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differences were examined in stages of pre-natal, infancy,

and early childhood.

Assuming the position that selfIconcept is basic to a

child's development, the fourth lesson was designed to study

self-concept in relation to behavior, family and peer inter-

action, and educational and social implications. Discussions

were planned to explore the development and characteristics

of the positive self-coneept.

The fifth- session,devoted to cognitive development, in-

cluded an overview of Piaget's stages of intellectual develop-

ment, and a discussion of the mental processes of perception,

problem solving, reasoning, and language formation. Factors

related to learning and motivation also reinforced the pre-

vious studies of heredity, environment, and self-concept.

Session six dealt with emotional development. Discus-

sions centered around basic fundamental emotional needs and

suggestions for meeting those needs.

The seventh session, involving the socialization of the

child, emanated from the premise that socialization is the

process by which children are helped to become responsible

adult members of their society. Socialization was viewed

from the influence of family, culture, and peer group iden-

tification.

Personality development was the text of the final

study session. Personality was determined to include the

whole child: his physique, his temperament, the skills he
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has mastered, his interests, his hopes and dreams for the

future, his appearance, his habits, his intelligence, and

his achievements.

Instrumentation

To determine the effect of the program, it was neces-

sary to select an instrument to assess parental attitudes,

and an instrument to evaluate the parents' knowledge of child

development principles. The Parental Attitude Research In-

strument (PARI), developed by Schaefer and Bell (6), was

used to appraise attitudes. (See Appendix C.)

The PARI, developed under the sponsorship of the

National Institute of Mental Health, was formulated from

hypotheses that theories of parental influence upon develop-

ment of children, and reviews of research on the relation-

ship of parental attitudes to the personality adjustment of

children, suggested the need for the development of a set

of homogeneous measures of parental attitudes (6). The

authors, influenced by the study of Shoeben (7), utilized

a conceptual analysis of the domain of parental attitudes

as a basis for developing measures of attitudes. The

selection of concepts for development was based on a

search of the literature for hypotheses as to which areas

would give information relevant to parent-child relation-

ships.
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After developing a concept, or formulating a concept

from the writings of others, the authors attempted an oper-

ational definition by writing items designed to measure

that concept. Scales which were developed were then tried

out on samples of twenty-five mothers. Items were elimin-

ated if they did not reveal variation in attitudes or did

not vary with other items which were used to define the

scale. Two or three successive trial forms, each of which

utilized the insights derived from previous trial forms,

were used in developing an item pool which was then stan-

dardized on samples of 100.

Reliabilities were estimated with Kuder-Richardson

Formula 20 for the scales included in Trial I and Trial II.

Scales from I and II were included in Trial Form III, which

was administered to a group of 100 student nurses, highly

homogeneous in age, education, and socioeconomic background.

Internal consistency reliability coefficients were satisfac-

tory, despite the homogeneity of the sample.

An analysis which estimated the loading of an item on

the centroid of the scale in which it is included was per-

formed. The data permitted selection of twenty-three sub-

scales of five items each for the Final Form IV of the

Parental Attitude Research Instrument (6).

In Final Form IV, the items are arranged in cyclical

order, one item from each of the twenty-three scales in

sequence. For example, the scale "Encouraging
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Verbalization" is represented by items numbered 1, 24, 47,

70, 93, and the second scale, "Fostering Dependency" is

represented by items numbered 2, 25, 48, 71, 94 (6).

Freedhein's investigation (4) of the PARI scales ori-

ginated as an endeavor to find an instrument that could meas-

ure attitudinal change in students who were enrolled in a

psychology. course which incorporated lectures and discussions

with the field experience of working in a nursery school set-

ting. Evaluation of the students' work was made on three

levels: (1) student evaluation, (2) evaluation by the*

trained nursery school teachers in charge, and (3) objec-

tive research instruments.

The study attempted to test the validity and useful-

ness of the PARI scales by administering them to several

groups who, though not parents, carried parental responsi-

bility for handling children, and whose approach, behavior,

and attitude in regard to children were being critically

observed. In reviewing the findings, it is apparent that

teachers' quantitative evaluation of the students' progress

whowed a strong trend of linear correlation with PARI scale

results. Though the results were indicative rather than

conclusive because of the small sample, it was found that

the PARI was sensitive to the attitudes of persons with

parental, or quasi-parental responsibilities of young

children.
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The paucity of childrearing questionnaires which are

valid and reliable led Radin and Glasser (5) to formulate

a revised version of the PARI scales to be administered to

low-income mothers participating in three parent-education

programs in Michigan: (1) the Perry Preschool Project,

(2) the Oakland County AFDC Project, and (3) the Early

Education Program, sponsored by the Ypsilanti Public

Schools.

Correlational analyses were used to determine
the relationship between the replies and other
variables; t-tests were employed to determine the
significant differences between prescores and post-
scores. A factor analysis was also performed. The
major findings were that responses to the instru-
ment correlated significantly with observed ma-
ternal behavior, and predicted the child's intel-
lectual growth in preschool. Race affected both
the prescores and the change scores. Finally,
factor scores proved to be effective in assess-
ing changes in respondent's attitudes (5, p. 448).

The purpose of the PARI in the present study was to

assay possible change in attitude of the subjects. No

attempt was made to correlate attitudinal change with

change in performance; and it was clearly acknowledged

that attitudes and behavior are not identical, and do not

necessarily change simultaneously. (See Appendix C.)

A search of the literature concerning tests and measure-

ments revealed no adequate instrument to evaluate knowledge

of child development. Therefore, an objective test was de-

vised by generating forty-nine items based on the five
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sources of the proposed parent-education program: Dink-

meyer; Elind; Mussen, longer, and Kagan; Smart and Smart;

and Read.

This list of questions was distributed to ten graduate

students, all parents of young children, for critique. From

these reviews, a revised, objective test of forty-two ques-

tions was submitted to a jury of four established, exper-

ienced child development professionals to determine valid-

ity as an instrument to assess knowledge of child develop-

ment principles. The jury consisted of the following

representation: a professor of early childhood education

and author of several books on the topic of early childhood;

a professor of child development, who also serves as the

director of a university nursery school; the state con-

sultant for early childhood education; and a director of

a college training program for the child development

associate projects.

An individual conference was scheduled with each jury

member in which the objectives of the program, the content

of the program, and the proposed instrument were investi-

gated. Upon approval and recommendation of each member of

the jury, the instrument was revised to include forty ob-

jective items. It was administered in small group sessions

to twenty-eight parents living within suburban school dis-

tricts similar to those of the population of the study.
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Twenty-four parents completed the retest sessions fourteen

to eighteen days later.

It had previously been determined that the level of

acceptance for the reliability of the instrument would be

.750. Agreement between the pretest and the posttest

scores of the twenty-four parents was .761.
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CHAPTER IV

ANALYSIS OF DATA

This study dealt with the assessment of the effects

of a short-term parent-education program upon parental

knowledge and attitudes toward child development. It was

hypothesized that parents who participated in a parent-

education program would exhibit a significant difference

in posttest scores of knowledge of child development than

those scores of the control group. It was further hypoth-

esized that a correlation between the knowledge of child

development principles and the subjects' attitudes con-

cerning parent-child relationship would reach significance

at the .05 level. It was also expected that a significant

difference would exist between the attitudes of the parents

who participated in the program and the attitudes of those

parents in the control group. To ascertain the validity

of these predictions, a pretest and a posttest of knowledge

of child development principles, and a pretest and posttest

using tre Pareit Attitude Research Instrument (PARI) were

employed.

The instrument devised to evaluate the subjects'

knowledge of child development had proved reliable be-

tween pretest and posttest scores of a sample of parents

prior to use in this study. Table VII, a Pearson

52
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Product-Moment Correlation between pretest and posttest

knowledge of child development principles of the experi-

mental and control groups, further substantiates this

reliability.

TABLE VII

PEARSON PRODUCT-MOMENT CORRELATION BETWEEN PRETEST
AND POSTTEST SCORES ON TEST OF KNOWLEDGE OF

CHILD DEVELOPMENT PRINCIPLES

Group Mean SD Correlation

Pretest Posttest Pretest Posttest Coefficient

Control 22.87 22.75 2.53 3.73 0.84

Experi- 22.86 27.11 4.39 4.87 0.19
mental IIII

The high correlation between the pretest and the post-

test scores of the control group did reinforce the relia-

bility of the instrument to assay knowledge of child

development principles over a time span of eight weeks.

The dramatic increase of mean scores of the experimental

group versus little change within the control group may

also be attributed to the treatment. It may then be

assumed that the program was beneficial in increasing

knowledge, as the 4.25 gain of the posttest mean was in

a positive direction.

An analysis of covariance between the two groups was

performed to determine the acceptance or rejection of the

first stated hypothesis that a gain of knowledge, signifieant
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at the .05 level, would occur within the experimental group.

Table VIII reports these findings.

TABLE VIII

MEANS, STANDARD DEVIATIONS, AND ADJUSTED POSTTEST MEANS
WITH A COVARIANCE F AND PROBABILITY LEVEL

Mean SD Adjusted
Group Posttest F P

Put##it Posttest Pretest Posttest Mean

Control 22.87 22.75 2.53 3.73 22.75

Experi- 22.86 27.11 4.39 4.87 27.11 10.36 0.01
mental

The pretest mean scores for the control and the experi-

mental groups revealed that the two groups were well matched

on the variables that were measured. Table VIII indicated

no gain in the posttest mean scores of the control group,

which led to the inference that the 4.25 mean gain of the

experimental group was due to the treatment. The adjusted

posttest means, taking into consideration the pretest as the

covariate, yielded a p of .0025. Thus, the first hypothesis,

predicting that participants in the study groups would ex-

hibit a significant gain in knowledge of child development

principles, was accepted.

Although the correlation between the total experimental

scores was very low, Table IX indicates discrepancies within

the three study groups.
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TABLE IX

MEANS, STANDARD DEVIATIONS, AND CORRELATIONS
BETWEEN PRETEST AND POSTTEST SCORES

Mean SD Corre-
Group N Pretest Posttest Ptetest Posttest nation

Experimental 10 22.00 24.90 3.30 5.47 0.16
Group I

Experimental 9 23.56 28.67 5.81 3.35 0.36
Group II

ExperimIIal 23.11 28.00 4.19 5.04 0.63

Control 16 22.87 22,74 2.39 3.45 0.84
Group

Experimental Group I followed the overall experimental

pattern of increased mean, increased standard deviation, and

very low correlation coefficient between pretest and post-

test. Group II had an increased mean; however, the pretest

standard deviation score indicated a large group variance,

which by posttest score had grouped closer around the mean.

Speculation is, therefore, that some uncontrolled variable

within the time-duration of the study effected a change

from a highly diverse grouping to a more homogeneous group-

ing. This is in contrast to the other two experimental

groups and to the control group, all of which digressed from

a homogeneous to a more diverse sample. No data collected

on the Parent Information Sheet justified this deviation

from the overall trend. It may be speculated that



56

participant interaction, leadership effects, or personality

variance of the group did effect change.

Group III experienced a higher correlation coefficient

than either of the other two experimental groups. Parent

information data revealed that this group responded to de-

scriptors of family environment using only three of the

seven descriptors provided: strict, loving, and secure.

There seems to be a basis for an assumption that the family

environment of these subjects may have affected their re-

sponses on both the pretest and posttest.

Hypothesis II had predicted that a significant relation-

ship would exist between the subjects' knowledge of the de-

fined principles of child development and the subjects'

attitudes toward parent-child interactions. The study did

examine the possibility of a relationship existing as de-

termined by this program for the subjects included within

the context of this study. There was no presumption to

determine why the relationship between knowledge did, or

did not, exist.

On the basis of the low correlation coefficient of the

experimental group as revealed in Table X, it must be re-

ported that no significant relationship between levels of

parental knowledge of child development and parental atti-

tude toward parent-child interaction was evidenced as

measured by the instruments accepted for this study. It
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may be projected that although a significant increase in

knowledge may occur, there is no assurance of an inter-

nalization of knowledge which might elicit a change of

attitude.

TABLE X

MEANS, STANDARD DEVIATIONS, AND CORRELATIONS BETWEEN
GAIN SCORES FOR THE KNOWLEDGE AND ATTITUDE VARIABLES

Mean SD Correlation
Group Attitude Knowledge Attitude Knowledge Coefficient

Control 2.50 - .13 13.52 2.13 .06
Group

Experi-
mental -15.22 4.25 32.74 5.92 -.14
Group___ __I

Hypothesis II must be rejected. Based on the data re-

viewed in Table X, as determined by a Pearson Product-Moment

Correlation between knowledge and attitude, a correlation

coefficient of -.13 is not significant at the p < .05 level.

It was stated in Hypothesis III that a significant

difference would exist between the posttest attitudes of

the participants of the experimental group and the posttest

attitudes of the control group. The Parental Attitude Re-

search Instrument (PARI) was the instrument employed to

evaluate this hypothesis by means of an analysis of co-

variance between the two groups. Table XI represents the

findings of this statistical procedure.
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TABLE XI

MEANS, STANDARD DEVIATIONS) AND ADJUSTED POSTTEST MEANS OF
EXPERIMENTAL AND CONTROL GROUPS WITH COVARIANCE F AND
PROBABILITY LEVEL FOR ATTITUDE AS DETERMINED BY THE PARI

Mean SD Adjusted
Group Pretest Posttest Pretest Posttest Posttest F P

Mean

Control 252.06 250.19 35.90 31.09 251.75.

Experi- 256.54 240.25 31.79 33.34 239.35 2.10 0.15

In combining the twenty-three subtest scores into one

score for the experimental gorup, and one score for the

control group, it must be reported that the test showed no

significant differences between the posttest attitudes of

the two groups. Therefore, Hypothesis III must be rejected

as being significant at the p < .05 level.

However, analysis of covariance between the experi-

mental group and the control group on each of the twenty-

three scales revealed a significant difference of attitudes

of the two groups on eleven of the twenty-three scales in

favor of the experimental group. Thus, this unusual number

of significant differences would tend to indicate signifi-

cant attitudinal change for the experimental group. Table

XII depicts these differences.

Interpretation of the data revealed in Table XII is

contingent upon awareness that the construction of the PARI

is basically reliant upon statements of attitude contrary

to the approved opinion of child-development principles.
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TABLE XII--Continued

Control Group

SD Mean SD F P
Posttest Pretest Posttest Pretest Posttest

2.25 17.44 17.00 2.37 2.49 0.38 0.54

1.89 'z8.0 8.34 2.10 2.24 0.91 0.35
2.07 *8.06 8.63 2.86 2.53 5.39 Q.Q3*

2.37 8.00 8.00 2.53 2.19 1.36 0.25

2.11 8.75 8.75 2.96 2.93 4.04 0.05*

3.19 12.68 13.75 3.45 3.00 14.59 0.00*

3.79 14.62 14.25 3.00 2.81 0.40 0.53

3.04 11.87 12.25 3.74 3.49 6.76 0.01*

3.18 14.44 15.12 3.03 3.05 0.75 0.39

1.84 9.00 8.87 2.42 2.36 4.28 0.04*

3.04 11.12 10.56 3.42 31l0 0.98 0.33
2.37 9.81 10.19 1.97 1.51 4.19 0*05*

3.74 12.62 13.06 3.03 2.72 4.87 0.03*

2.67 16.25 15.94 2.11 2.04 0.15 0.70

2.53 12.06 11.81 3.07 3.06 10.00 0.00*

2.36 8.87 8.81 2.27 1.83 1.77 0.19
3.67 9.50 10.00 3.41 2.94 3.78 0.06

11.75 7.00 7.81 1.71 1 .83 3.82 0.06

2.40 8.75 9.19 2.98 2.56 5.89 0.02*

2.53 8.06 7.87 2.79 2.50 1.79 0.19

2.37 17.50 16.87 1.86 2.03 0.68 0.42

2.59 9.94 9.94 3.07 3.15 4.42 0.04*

3.08 12.25 12.44 2.41 2.48 7.04 0.01*
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For example, "Children need some of the natural meanness

taken out of them," and "A mother should make an effort to

get her child toilet trained at the earliest possible time."

However, to counteract total negative feedback, three scales,

"Encouraging Verbalization," "Equalitarianism," and "Com-

radeship and Sharing," were designed to allow for all per-

sons taking the test to be able to agree with some of the

statements. Thus, it may be stated that with the exceptions

of Scales 1, 14, and 21, lower posttest scores, rather than

higher posttest scores, would generally tend to indicate

effectiveness of treatment.

In examining Table XII it becomes apparent that there

is an expressed tendency of the posttest means within the

experimental group to be reduced. There is no established

trend within the control group mean scores. Although no

significant relationship can be inferred, a comparison of

the mean scores in Table VII and the mean scores of Table

XII would establish the fact that the experimental group

increased in knowledge, and would legitimatize the assump-

tion that treatment over an eight-week period did affect

some change in the attitude as well as the knowledge of

the experimental group.



CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary

The purposes of this study were to determine the effect

of a short-term parent-education program, and to investigate

the relationship between parents' knowledge of child develop-

ment and parents' attitudes toward parent-child relation-

ships. The basic problem under consideration was to assay

whether the level of parental knowledge of child development

principles makes a difference in the attitudes of the parent

in parent-child relationships.

The subjects of this study were twenty-eight parents

of young children, living within two suburban communities

of Dallas County, Texas. A parent information sheet identi-

fied the age span of the group to be between eighteen and

thirty-five years of age. Forty-two percent of the group

were college graduates; no parent in the group had less than

a high school education.

The subjects participating in the program comprised

three groups under the direction of three separate trainers.

No special treatment was given to any one group and compari-

son of groups was not intended. It was assumed that small

group interaction would be more effective, and more easily

achieved, than large group participation; therefore, three
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groups of no more than twelve people within each group were

established. Group I consisted of ten parents who completed

the program; Group II and Group III each had nine parents

who completed the program.

To determine the effectiveness of the program, the Paren-

tal Attitude Research Instrument and an objective test of

knowledge of child development were administered as a pretest

and posttest to the group of parents established as the ex-

perimental group. These instruments were also administered

to a group of sixteen parents from within the same communi-

ties who served as the control group for the study.

The program designed for the study consisted of eight

lessons devoted to the following topical areas of child

development: (1) an overview of child-development princi-

ples, (2) heredity and environment, (3) physical and motor

development, (4) cognitive development, (5) self-concept,

(6) emotional development, (7) social development, and

(8) personality development. The course, developed to

extend over an eight-week period of time, utilized each

topic as a separate week's study. Written lesson plans

were distributed to the trainers during the pre-session

conferences each week. The course was basically discussion-

oriented, and it was determined that a weekly pre-session

meeting was necessary to insure continuity of materials and

ideas presented within the three groups.
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In an effort to diminish trainer effects as a variable,

criteria were established to insure homogeneity among the three

trainers: each was a North Texas State University masters'

degree graduate with major field of early childhood education

and a minimum of three years of teaching experience; each was

within the thirty-to thirty-five-year-old age range; and each

was also a parent.

The statistical procedures used to accept or reject the

stated hypotheses were analysis of covariance and Pearson

Product-Moment Correlation. Three main hypotheses were in-

vestigated in an effort to gain information relative to the

effect of a short-term parent-education program, and to the

relationship between the program and its effect upon the at-

titudes of parents who participated in the program. The .05

level of significance was established as the basis upon which

the research hypotheses would be accepted.

In Hypothesis I it was predicted that subjects partici-

pating in the training sessions would exhibit a significant

gain in knowledge of child development. Analysis of covari-

ance between the experimental group and the control group

determined that the gain of knowledge of the experimental

group was significant at the .01 level; therefore, the

research hypothesis was accepted.

In Hypothesis II it was stated that a significant re-

lationship would exist between the subjects' knowledge of

the defined principles of child development and the subjects'
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attitudes toward parent-child interactions. A Pearson

Product-Moment Correlation of the scores of experimental

group and the control group on the PARI and the cognitive

test revealed a negative correlation of -0.1363. Thus,

the second hypothesis, that a significant relationship

would exist had to be rejected.

In HYpothesis III, it was projected that a significant

difference would exist between the posttest attitudes of

the participants of the experimental group and those of

the control group. Analysis of covariance was used to

determine the significance of the scores on the PARI be-

tween the experimental group and the control .group. In

combining the twenty-three subtests' scores into one score

for each group, it must be reported that the test showed

no significant differences between the posttest attitudes

of the two groups; hence, the third research hypothesis

must be rejected. However, analysis of covariance between

the experimental and control groups on each of the twenty-

three subscales revealed a significant difference in atti-

tudes between the two groups on eleven of the twenty-

three scales.

Four of the scales (6, 8, 15, 23) revealed differences

significant at the .01 level. There seems to be no direct

relationship between the questions pertaining to scale six,

"Fear of Harming the Baby," and scale twenty-three, "De-

pendency of the Mother," and the program developed for this
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study. However, the two other scales significant at the .01

level , "Strictness" and "Approval of Activity," are in direct

relationship to concepts discussed throughout the program.

Likewise, three other subscales, "Excluding Outside Influ-

ences," "Suppression of Aggression," and "Acceleration of

Development," are directly related to the content of the

parent education program.

Although the four remaining scales which proved signifi-

cant at the .Of level did not directly correlate with the

context of the program, it would be feasible to presume that

the influence of the developmental program would affect the

responses of the participants.

Conclusions

The factor of a small population of the study is recog-

nized as a limitation to broad generalizations; however, based

on the analysis of data of this study, the following conclu-

sions seem tenable:

1. The small group discussion is a successful method

of interaction with parents in increasing their knowledge

of how children grow and develop.

2. Attitudinal changes may not be equated with cog-

nttive changes. An increase in knowledge does not assure

a change in attitude.

3. The educational level of parents may not be the

determining factor in the knowledge of the principles of

child development.
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4. Attitudinal change in this group of parents seemed

to be less significant than attitudinal change as recorded

in similar studies with less educated,, lower socio-economic

groups of parents.

Recommendations

The following recommendations are based upon a synthesis

of readings and research within this study.

1. Study groups similar to the ones utilized in this

study could be organized as a parent component to public

school kindergarten and early childhood classes. It would

seem feasible to organize the classes early in the school

year, and evaluate periodically during the year to determine

whether gradual attitudinal changes occur.

2. Simple and effective parent attitude scales should

be designed to evaluate parent attitude toward child-rearing

practices and parent-child relationships.

3. Attitudinal changes are difficult to measure within

a time span of a few weeks; therefore, it is recommended that

a longitudinal assessment of participants be incorporated as

a measurement of lasting effects of any short-term program

involving attitudes.
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PARENT INFORMATION SHEET

1. List ages and sex of your children.

2. Check your educational level.

Junior high school

High School graduate

Attended college

College graduate

,Graduate degree

3. Choose two of the following words that best describe

the family in which you were reared.

strict uncaring
loving secure
permissive uninterested
fearful insecure

4. Check your age group.

18-24
25-30
31-35
36-45
Over 45
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TEST OF CHILD DEVELOPMENT PRINCIPLES

1. The process of
a.-o
b.
C.
d.

language development probably begins at
birth.
two months of age.
six months of age.
twelve months of age.

2. The most critical factor in determining an individuals
language development is

a. his natural intelligence.
b. interaction with adults around him.
c. his socioeconomic status.

3 * The physical proportions of the young child
a. are unlike those of the adult.
b. are exactly like those of the adult, only

much smaller.
c* are almost like those of the adult but

in terms of developmental stages much less
mature.

. The emergence of creativity in the 'young child appears
to be largely dependent upon

a. the age of the child.
b. an abundant number of unsupervised

experiences.
c. an environment and experiences which pre-

vent errors and assures success.
d. a wide range of experience in a relatively

nonjudgmental environment.

5. Studies seem to indicate that the effect of children
watching violence on television

a. tended to relieve pent-up emotions.
b. seemed to have a calming effect and made

children less aggressive.
c. seemed to arouse fear and make both

aggression and violence seem normal ways
of dealing with conflict.

d. both a and b are correct answers.

6. Grade levels based on chronological age tend to
a. isolate children.
b. cause parents and teachers to forget that

children of the same age may vary widely
in growth and development patterns.

c. help children to better adjust to their
peers and provide the best means of group-
ing children.
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7. The primary role of imaginative play for a child is that
it

a. significantly improves social skills.
b. is the "enabler" in the child's develop-

ment of creativity.
c. helps a child to increase his understand-

ing of the world and reality.

8. The motor development of children follows the sequence
of

a. trunk, head region, arms and hands, legs.
b. head region, trunk, arms and hands, legs.
c. arms and hands, head region., trunk, legs.

9. Which statement best sumarises a child's need for sleep?
1. Individual children differ in the amount

of sleep they require.
2. The total amount of sleep required by

children diminishes as the child gets older.
3. Unhealthy children recuire more sleep than

healthy children.

10. The most effective way in which parents can help a child
overcome a fear of dogs is to

a. protect the child from any contact with
dogs

b. show the child other children who are not
afraid of dogs.

c. require the child to approach and pet
several dogs.

d. give the child a young puppy.

11. Check the statement that is true.
1. Personality is basically inherited.
2. Personality is mainly influenced by what

a child thinks of himself as a person.
3. Personality changes usually occur at about

12-15 years of age when children 'outgrow
many of their earlier traits of timidity,
selfishness, and so forth.

Mark the following statements *true" or "false*.
12. A child's irnherent'r'te of growthhi-n height,

weight,: and motor skills is not altered byl
his environment sunless it, is very extreme.

13. Games with rules to follow is a good way
for the 4-5 year olds to learn to follow
directions.

14. By the time they reach school age,
children have mastered most of the basic
rules of grauvar.
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15. When a child had done something that he

knows is wrong, he should be made to feel

guilty.
16. Most children do not learn to tell time

with any real understanding until about

the second grade.
17. Intelligence test scores at the age of

six or seven serve as a highly accurate

prediction of the mental growth 
pattern

of an individual.

18. As a child develops during his preschool 
years, his own

speech Pr4rve than before in
1.0 becomes less e

controlling his actions.
2. become less associated with his actions.

3. becomes increasingly more powerful 
in

controlling his .actions.
-4. is neither more or less effective.

19. Aggressive behavior in a child is 
a frequent consequence

of
1.
2.
3.

~-T 4.

failure.I
poor discipline.
frustration.
low I. Qe

20. Which of the following is true? would
I. Most children-, if -&,,aught properly, ol

probably learn to read between 4 and 5
years of age.

2. The ages of 6 61 years is the best age
for beginning reading instruction.

3 There is no appropriate age for learning
to rend since children develop individually
at their own rate.

21. A young child thatcontinues to dester his motherafter

being told that she has a headache and wants to ,be left

alone probably
1. is a spoiled child used to always having

- his way.
2. is lacking in moral development of caring

for others.
3. has not yet developed the ability to 

under-

stand situations from another person's
point of view.

22. Mark the correct statement.
I. Toilet training should be accomplished by

the age of two.
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2. Toilet training should begin around 
the

age-of 10 - 12 months.
3. If left alone, children will 

toilet train

themselves.
4 Toilet training should be delayed 

until

sometime during the second year.

23. Which of the following statements is true?s

- I1 Preschool girls progress faster toward
maturity than do boys.

2. Preschool boys are slightly taller 
and

heavier than are girls.
3. Both (1) and (2) are true.

4. Neither (1) nor (2) is true.

21. Research on the effects of maternal 
employment outside

the home suggests that
1 0 Children whose mothers are absent during

the day are more anxious and immature.

2. Children whose mothers are absent during

the day are less anxious and more 
mature.

3. Children are more dependent on their

fathers when the mother works.

4. Other conditions are more important 
in

influencing children' s behavior than

whether or not the mother is present during

the day.

25. The first stage at which most children 
can compare a"part4

with the'whole that contains the part'is

1. 3-5 years.
2. 5-7 years.
3. 7-9 years.

- ~4. 9-11 years.

26. Skill in handwriting is highly correlated 
with

. reading ability.
2. IQ.

3. motor control.
4. all of the above.

27. The most frequent type of illness among school-age
children is

i. communicable diseases.

- . 2. respiratory diseases.
3. gastrointestine upsets.

28. The average child is interested in the greatest 
variety

of play activity at age

__ 2. 5 4.12
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29. Choose the response for Mother. Billy takesa-big bite

of mashed potato, spilling some of it onto the table

and in his lap. Mother says,
- 6 1 "Don't take such a big bite and then you

won't spill, Billy.*
2. *Take little bites, Billy. See what little

bites Janet takes.'
3. 'Take little bites, Billy. Then it will

all go int o your mouth.

30. Active, aggressive three yearhold Tommy 
hits Susan for

no apparent reason as she reaches for a toy truck. Susan

yells,'Tommy hit me He's mean and awfult1 0MotherdaS

- I. Toum'y, you ausn't hit children. We don t

act that way.'.
2. 'That's too bad, Susie, I hope it doesn't

hurt much." 'Were you going to give the

doll a ride in the truck?'

3e *You can hit him back when he acts like

that.'

31.' Check the correct statement*
1. * Growth rates as well as growth limits are set

by heredity.
2. Energy rates and capacity to burn up calories

are basically inherited.
3. The ability to cope with change and. frustration

seems to be geneticbAly determined, at least in part.

4. Both two and three are true.
5. One, two, and three are true.

32. Which of the following would be the least 
acceptable method of discipline?

- 1. Isolate the child by sending him to his room.

2. Take away some privileges.
3 Spank the child.
4. Make him feel sorry for having hurt your feelings.

33. A three year old
I.
2.
3.
4.
5.

should be able to
eat with a fork or spoon
tie shoes
play simple, organized games
do one and three of the above tasks

do all of the above tasks
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34, One of the best ways for children to develop responsibility is
1. through strict discipline.
2. through identification with responsible adults.
3. through consistent verbal instruction on the

importance of assuming responsibility.
4. through assignment of home duties.

35. Mrs. Jones does not immediately respond to her baby's cries to be
fed or to have a diaper change, but lets the child cry until it is
convenient for her to care for him.

1. The baby will learn to distrust his mother since
she does not attend his needs when he seeks her care.

2. The baby will develop self-discipline and learn that
he cannot control his mother with his cries.

3. The baby will adapt to a schedule of feeding and
diaper changing.

36. From the list of five children's playthings, select the most
appropriate for a typical, healthy two-year old boy.

% ..a plastic educational toy that is advanced.
for a two-year old.

2. a pull-toy cow that moos as it is pulled along
on a string.

3. a metal dump truck that has sharp edges.
4. a teddy-bear with button eyes.
5. a coloring book containing large pictures of animals.

37. Because the heart is smaller in relationship to.the rest of the

body than at any other period of lift, highly competetive sports
are dangerous for children between the ages of four to ten.

1. %This statement is not true.
2. Although the heart may be smaller, sports are

not dangerous but are necessary for development.

3. This statement is true.
4. There is no physical danger involved, but there

may be social danger for those children who seem
never to win.

380 A three year old child has reached a stage of wanting to reaach

out on his own and do things for himself. It is important to
remember that this child

1. must be allowed complete freedom to pursue
whatever activities he chooses.

2. must be protected from damage to-his self-
esteem by protecting him from failure.

3. is still strongly emotionally dependent upon his

parents
4. is not actually ready to make decisions for himself.
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39* Which of the following best characterizes the first step in the
development of affection?

1. love for mother
2. love for members of the family
3. love Sor others, not necessarily family members
4. love for self
5. none of the above are correct

40. Social development is actually a matter of
1. conforming to the demands of society.
2. developing social skills.
3. integrating one's own needs or purposes with

those of the society.
4. achieving social security through acceptance

by the society.
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SCORE SHEET FOR SAMPLE 82

23 SCALE 5-ITEM QUESTIONNAIRE (FORM IV)

DATENUMBER

PARENTAL ATTITUDE RESEARCH INSTRUMENT

Scale Score

1 24 47 70 93

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

Instructions: Enter the number 4, 3, 2, or

Sub-Test Title

Encouraging Verbalization

Fostering Dependency

Seclusion of the Mother

Breaking the Will

Martyrdom

Fear of Harming the Baby

Marital Conflict

Strictness

Irritability

Excluding Outside Influences

Deification

Suppression of Aggression

Rejection of the Homemaking Role

Equalitarianism

Approval of Activity

Avoidance of Communication

Inconsiderateness of the Husband

Suppression of Sexuality

Ascendancy of the Mother

Intrusiveness

Comradeship and Sharing

Acceleration of Development

Dependency of the- Mother

1 in each square according to
whether the response was Strong Agreement, Mild Agreement, Mild Disagreement, or
Strong Disagreement respectively. Thus, if the subject responded with Mild

Disagreement to item #25, a 2 would be entered in the second cell of the second
row. Total score is merely the sum of entries across rows. Since items are

arranged in a cyclical- order by scales all items in a given row belong to the

same scale. Hence, summing acress gives the score for that scale.

NAME
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LESSON I BASIC PRINCIPLES OF CHILD DEVELOPMENT

I. Purposes of studying child development

A. Developmental knowledge helps one see the child
as a unique human being with his style of life.

B. It is important to learn how the child sees and
views his world and the process he has used to
interpret his environment and experiences.

C. Knowledge of the child's individual style and

pattern helps one make predictions about his
behavior and growth; his behavior may be 'viewed
in relation to the total situation.

D. Every human being is of value and has a right to

an opportunity to develop his potentialities.

E. If one knows the principles of how children grow
and develop, one can make judgments about what is

read and heard about raising children.

II. General principles

A. To understand the child and his development, one
must recognize that no one factor can ever be

discussed without considering it in relationship
to the whole.

B. Development must be viewed as a result of what

a child inherits, how his environment affects him,
and his reaction to this environment and people.

C. A child is different from adults.

III. Developmental principles

A. Each child's growth follows a pattern.

B. There is a sequence of development.

C. There is a great difference in the rate of growth
of different parts of the body.
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D. Growth follows a cycle of fast and slow.

E. Growth patterns show wide individual differences.

F. Each phase of development has certain characteristic
traits.

G. Development is the result of the mixing of what
the child inherits and the home or larger environ-
ment in which he is growing.

H. The child tends to maintain a balance (equilibrium).

I. There is a unity in growth patterns.

J. Maturation or readiness should come before certain
types of learning or practice.

K. Growth is continuous.
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LESSON II INFLUENCES OF HEREDITY AND ENVIRONMENT

I. Introduction

A. What we are has been shaped by what we inherit and
the influences that have acted upon us in our
environment.

B. There is a great deal of variation possible
(individual differences).

C. It is difficult to separate hw much heredity
influences our development and how much all the
things in our environment influence "what we become".

II. Heredity

A. Physical characteristics

B. Longevity

C. Susceptibility to illness

D. Temperament

B. Intelligence

F. Sex differences

G. Influence of heredity during the preschool years.

H. Individual differences

III. Environment

A. Nutrition

B. Family size and structure

C. The self

D. Social class and economic level

E. Culture
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LESSON III PHYSICAL DEVELOPMENT

I. Introduction

A. The principles that hold for the growth of the

body often hold the same for mental, personality,
and social development.

B. Human development takes place in a series of stages;
the sequence is the same.

C. The environment in which the child grows can
influence -later patterns of growth, both physically
and psychologically.

II. Development trends

A. General directions of growth.

B. Growth rates

C. Differentiation and integration

D. Sequence of development

E. Critical periods

III. Prenatal environmental influences

A. Age of mother

B. Diet

C. Drugs

D. Radiation

E. Maternal emotional states

IV. The newborn

A. Initial equipment

B. Visual development

C. Hearing

D. Ability to respond
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V. Infancy (birth to age two)

A. Basic needs during infancy

B. Individual differences among infants

C. Changes in infancy

VI. Preschool years (ages two to five)

A. Motor development

B. Growth in height and weight

C. Toilet training
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LESSON IV THE CHILD'S SELF-CONCEPT

I. Self-concept defined

II. Behavior

A. Causal factors of behavior

B. Effects of continual dissatisfaction with self

C. Importance of feelings of competency

D. Individual styles of behaving and functioning

E. Perception and interpretation by the child

III. Development of self-concept through interaction

A. Factors in the development of self

B. Self-concept can change

C. Family's role in the development of the child's
self-concept

D. Role of love of parents in self-development

E. Handling threats to the child's self-concept

F. Effect of mastery upon self-concept

G. Teacher's role in the child's self-concept

H. Role of other important people

IV. The self-concept in behavior

A. To understand the child's behavior, and to determine
his self-concept, one must identify reasons.

B. The child can succeed if he has a healthy self-
concept.

C. Parents aiid teachers need an attitude of patience
and faith in the child's ability to function.
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D. Children see the world differently from adults.

E. Role of defense mechanisms

F. Result of excessive attention to children

IX. Charateristics of persons with adequate self-concepts



91

LESSON V COGNITIVE DEVELOPMENT

I. Introduction

A. Definition of intelligence

B. Mental growth

C. Intelligence quotients

II. Stages of mental intellectual development (Piaget)

A. Infancy

B. Preschool (ages six to seven)

C. Elementary years

III. Mental processes

A. Perception

B. Problem solving

C. Reasoning

D. Language formation

IV. Principles of learning

V. Motivation
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LESSON VI SOCIALIZATION OF THE CHILD

I. Socialization is the process by which children are
helped to become responsible adult members of society.

A. The child learns to interact with expections of
different groups

B. Man is a social being.

C. Aggression and cultural influences

II. Social maturity in the American culture

A. The importance of material possessions

B. The value of independence

C. Characteristics of social classes

D. Aquisition of social judgment and internal standards

III. Self-identification

IV. Managing the behavior of the child (discipline)

A. Overprotection and permissiveness

B. Helping the child develop self-control and social
judgment while developing initiative and self-
confidence

C. Three parts to discipline: consistency, instruction,
and behavior-directed discipline

V. The family in socialization

A. The need for a feeling of belonging

B. Socialization in infancy

C. Relationships among family members

VI. Peer groups in socialization
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VII. Play as a factor in personality and social development

VIII. The nursery school as a supplement to the home

IX. Some causeS of poor social development
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LESSON VII EMOTIONAL DEVELOPMENT

I. What is an emotion?

A. Emotions affect human behavior.

B. Emotions affect relationships with others.

C. Using postive and negative emotions

II. Emotions can energize or disorganize.

A. Strength of response varies.

B. Self-concept influences the amount of pleasant
or unpleasant emotions.

C. Emotions give richness and vitality to actions.

D. Reactions of other people to a child's emotions

E. Physical changes during emotional behaviors

III. Fundamental emotional needs

A. Physical

B. Social

C. Personal

D. Recognition

E. Self-direction

F. Taking responsibility

IV. Development of emotions

A. Emotions develop from what a child learnslinhis
home and from maturing.

B. The role of love in developing emotions

C. Characteristics of emotional maturity

V. Helping the child's emotional growth
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VI. Signs of abnormal emotional development

VII. Managing emotional problems

IX. School's role in emotional development

X. Positive reinforcement
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LESSON VIII PERSONALITY DEVELOPMENT

I. What is personality?

II. Influences upon the child's developing personality

A. Hereditary

B. Environmental

C. The child himself

III. Characteristics of a healthy personality

A. A normal range of behavior is exhibited, with
the seldom-appearance of extremes.

B. Child sets realistic goals.

C. Child interacts with others.

D. Child shows empathy.

E. Child has the self-confidence to try new things,

accepting occasional failures.

F. Child makes responsible decisions.

G. Child is oriented toward the "real" world.

IV. Principles of character development

V. Role of the home in guiding character development

VI. Role of education and the school in personality
development
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