
THE EFFECTIVENESS OF PARENTAL INVOLVEMENT IN PRESCHOOL 

EDUCATION PROGRAMS ON PARENT PERCEPTIONS OF THEIR CHILD’S 

SCHOOL READINESS 

 

 

 

 

A Dissertation 

Submitted to the Graduate Faculty 

of the 

North Dakota State University 

of Agriculture and Applied Science 

 

 

 

 

By 

 

Judith Ann Konerza 

 

 

 

 

In Partial Fulfillment of the Requirements 

for the Degree of 

DOCTOR OF PHILOSOPHY 

 

 

 

 

Major Program: 

Education 

 

 

 

 

April 2012 

 

 

 

Fargo, North Dakota 



 

 North Dakota State University 
 Graduate School  
 
 Title 

The Effectiveness of Parental Involvement in Preschool Education Programs on  
 

Parent Perceptions of Their Child’s School Readiness  
 
 By  

Judith Konerza  
 

The Supervisory Committee certifies that this disquisition complies with North Dakota 
State University’s regulations and meets the accepted standards for the degree of 

                                                 
DOCTOR OF PHILOSOPHY 

 
 
SUPERVISORY COMMITTEE:  

  
Dr. Myron A. Eighmy, Chair 

  
Dr. Shelby Barrentine 

  
Dr. Sean Brotherson 

  
Dr. James Deal 

 
 

Dr. Joel Hektner 
 

Approved: 
 
       April 26, 2012 

 
 

 
Bill Martin 

 
Date 

 
 

 
Department Chair 

 



 

iii 

ABSTRACT 

The purpose of this study was to determine if the Gearing Up for Kindergarten program 

created a significant impact on parent understanding of children’s development and aspects 

of school readiness. Parent perceptions of their child’s readiness to make the transition to 

school were also assessed. 

The study also measured the Gearing Up for Kindergarten impact on children’s scores on 

selected academic measures.  

A selected sample of 75 parents were surveyed with pre, post, and post post 

program assessments using the Practical Parent Assessment of School Readiness survey. 

The survey used Likert scale measures to assess parent perceptions of readiness in the 5 

domains of child development: Approaches to learning, Social and emotional development, 

Physical well-being and motor development, Language development, and Cognition and 

general knowledge. The survey found significant differences between the treatment and 

control group on selected measures of the social and emotional scales. The survey also 

measured parent perceptions of their child’s readiness for the transition to school and found 

no significant difference between treatment and control groups. 

 The AIMS Web children’s assessment measured children’s academic knowledge 

with three one minute tests: letter identification, number identification, and oral counting. 

This assessment compared children’s scores using an ANOVA and found no significant 

differences in children’s scores between treatment and control groups.  
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CHAPTER 1. INTRODUCTION 

 

 The increased emphasis on the importance of parental involvement in student 

education and school readiness is at the forefront of research efforts due to increased 

expectations of student knowledge and proficiency upon entrance into kindergarten. Before 

the start of kindergarten, children are most often under the care of parents and not part of a 

formal education system. Parental involvement and child-rearing practices can vary greatly 

from one family to the next based on parental beliefs and knowledge of child development. 

The Harvard Family Research Project (2006a) publication reinforces the importance of 

parents’ involvement during children’s early years and the benefits children derive from 

entering school ready to succeed. 

Children who begin school with solid family relationships, age-appropriate social 

skills, an understanding of cooperation, and school-readiness skill sets are more likely to 

experience success and enjoyment in the learning experience (Klein, 2002). 

  There is no formal means to inform parents regarding school readiness in North 

Dakota; it is one of ten states with no state-funded preschool programming. Lack of a 

formal system to inform and educate parents does not provide significant opportunities for 

schools and agencies to share information, with parents, that could assist with early 

education for children. The early learning years provide important opportunities for 

parents; “Between birth and age five is the most leveraged opportunity for schools and 

parents to prevent children from falling behind in development and learning” (Fielding, 

Kerr, & Rosier, 2004, p. 205). This early window of development is a prime time to share 

best practices with young parents; “Parents can position their child for academic success 

long before the first day of kindergarten. A vibrant life of learning begins at birth” 
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(Fielding, 2009, p. 12) and the home is the child’s first classroom with parents as the first 

teachers. Parents have the most significant role in children’s lives and are considered to be 

their first teachers (North Dakota Department of Human Services, 2008a). 

Literature Summary 

 Research supports the idea that appropriate home learning experiences and a quality 

home literacy environment positively affect young children’s cognitive development, 

language, reading readiness, and later school success (Fielding, 2006; High/Scope 

Educational Research Foundation, 2006; Sprenger, 2008). Brain research reinforces that 

providing warm and loving emotional care to young children is critical to their social-

emotional and cognitive development. Positive maternal nurturing impacts children’s 

development, of pre-reading and pre-math readiness skills, and reinforces other aspects of 

early development which can in turn impact school readiness (Rhode Island KIDS 

COUNT, 2005; Sprenger, 2008). 

 Brain development occurs most rapidly during the first three years of life, and it is 

important for children to be held, cuddled, and talked to during this time (Dickinson & 

McCabe, 2001; Fielding et al., 2004; Sprenger, 2008). A child’s brain continues to develop 

rapidly until age eight or ten when it slows down, suggesting children’s first years are 

crucial for shaping their capacity to learn (Hinkle, 2000; Sprenger 2008).  

  Our nation’s early childhood education has strong roots in the Head Start program, 

but the program is limited in the population it serves. In 1989, then President H. W. Bush, 

together with the nation’s governors, worked to form a set of national educational goals for 

all children, “Goals 2000” (Kagan & Rigby, 2003, p. 2). These goals emphasized the 

importance of education and growth in early childhood. The first goal stated, “By the year 
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2000, all children in America will start school ready to learn” (U.S. Department of 

Education, 1995, p. 1). This report emphasized the link connecting early education to later 

school achievement. 

 In 1990, the U.S. Department of Education set a goal for increased parental 

participation in education: “By the year 2000, every school will promote partnerships that 

will increase parental involvement in promoting the social, emotional, and academic 

growth of children” (National Education Goals Panel [NEGP], 1995, p. 13).  

The panel proposed that state and local education agencies work together to develop 

partnership programs that would meet the varying needs of bilingual, disabled, or 

disadvantaged children and their parents. Programs would support the academic 

work of children at home, promote shared decision making at school, and hold 

schools and teachers accountable for high standards of achievement. In the years 

since the panel called for greater collaboration between schools and families, more 

attention has been placed on the importance of parent involvement . . . (Patrikakou, 

Weissberg, Redding, & Walberg, 2005b, p. 4) 

Patrikakou, Redding, & Walberg, (2005b) continued to explain how the No Child 

Left Behind [NCLB] Act of 2001 (NCLB, 2002) has played a central role in our nation’s 

education policy. “NCLB acknowledges that parents play an integral role in their children’s 

learning, and that they should be given the opportunity to act as full partners in their 

children’s education” (p. 4).  

 School-family partnerships have continued to be the focus of research, policy, and 

practice efforts in recent years, and Henderson and Mapp (2002) found children benefit 

when schools and families work cooperatively. Furthermore, effective parents participate in 
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their children’s education by partnering with teachers in working toward the core 

educational objectives of socialization, emotional growth, and academic learning 

(Henderson & Mapp, 2002; Patrikakou et al., 2005b). The benefits of such partnerships 

include higher grades and test scores, better attendance, improved behavior at home and 

school, better interpersonal skills, and more responsible decision making (Henderson & 

Mapp, 2002; Patrikakou et al., 2005b). 

Statement of the Problem 

 Schools today face great challenges as they grapple with instructing children at 

multiple levels of readiness and skills. Children who enter school behind in their 

development and academic knowledge tend to stay behind as they move into the next grade 

(Fielding, 2009). 

The National Center for Education Statistics [NCES] study of children who entered 

kindergarten in 1998 found that cognitive and social skills are strongly correlated 

with income at school entry. Although children in poverty are the furthest behind, 

children from middle-income families are as far behind children from higher 

income families as poor children are behind middle class. Most American children 

are not achieving their potential prior to school entry, and those who start behind 

tend to stay behind. (National Institute for Early Education Research [NIEER], 

2004, p. 2) 

 While research has demonstrated parental involvement is a vital component to 

kindergarten readiness, up to 42% of the nation’s children begin kindergarten behind 

(Espinosa, Thornburg, & Mathews, 1997).  
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In a 1995 survey of 3,500 kindergarten teachers from across the country, many 

teachers reported that large proportions of their students lacked important school 

readiness skills. For example 46% of the kindergarten teachers reported that at least 

half of the students in their classroom had difficulty following directions, 36% 

reported that at least half of their class lacked academic skills they needed, and 34% 

reported that at least half of their class had difficulty working independently. In 

Maryland, only 52% of children who entered kindergarten in 2002 were considered 

“fully ready.” In a 2001 statewide survey, Colorado kindergarten and first-grade 

teachers reported that four out of 10 children were not academically prepared for 

school and that about one-third were not socially and emotionally prepared. 

(NIEER, 2004 p. 2)  

Espinosa et al. (1997) conducted a Carnegie Foundation for the Advancement of 

Teaching research study of over 7,000 kindergarten teachers’ perceptions of student 

readiness revealed more than a third of students entering kindergarten were not ready. 

Kindergarten teachers from across the country shared their varied views of school 

readiness; and their perceptions of readiness spanned multiple domains of development and 

included physical and emotional maturity, language development, general cognition, and a 

sense of right and wrong. Percentages of readiness “ranged from Hawaii teachers reporting  

47% of students were not ready for school to North Carolina teachers reporting that 23% of 

their incoming students were not ready to participate successfully in kindergarten” 

(Espinosa, Thornburg, & Matthews, 1997, p. 121). Language proficiency was cited most 

frequently as teachers’ biggest area of concern. Other areas identified as moderately 

concerning included social awareness and confidence, moral awareness, and overall 
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knowledge. “Parent education was most frequently suggested as a way to improve 

children's readiness for school” (Espinosa et al., 1997, p. 121).  

 Espinosa et al. (1997) also asked teachers in this study to identify the school 

readiness of their most recent class. Forty-two percent of the respondents said that fewer 

students were ready at the time of the study than five years previously; 33% said students 

were comparably prepared; and only 25% said entering kindergarten students were more 

prepared than in previous years. 

 The importance of parents in children’s developmental and academic achievement 

is widely known and understood (Fielding, 2009; Fielding et al., 2004; High/Scope 

Educational Research Foundation, 2006; NIEER, 2004). A consistent and positive 

relationship between parent and child is the foundation for children’s future success:  

It is through consistent relationships that children develop “. . . self-awareness, 

social competence, conscience, emotional growth and emotion regulation, learning 

and cognitive growth” as well as other developmental accomplishments (NRC, 

2000, p. 265). Parents are more important to the development of a child’s readiness 

for school than childcare and schools (Child Trends, 2003). (High/Scope 

Educational Research Foundation, 2006, p. 78)  

Existing studies validated the importance of parents’ involvement, even calling parental 

involvement vital in children’s educational process and outcomes (Henderson & 

Mapp, 2002). Children’s success in both school and life depends upon multiple factors of 

support for development and growth (Browning et al., 2006; Fielding, 2009; Fielding et 

al., 2004; Hanson, 2008). Research supported the critical nature of parental support and 

nourishment, from birth through age five, for kindergarten readiness and later educational 
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achievement (Fielding, 2009; Fielding et al., 2004; Weiss, Caspe, & Lopez, 2006). 

Knowledgeable parents can positively impact the educational achievement of children, 

especially when parental involvement begins at birth (Fielding, 2009).  

 If parents do not understand kindergarten readiness, they may believe education 

begins with formal schooling. This misconception can contribute to academic deficiencies 

in children (Espinosa et al., 1997; Fielding, 2009; Hanson, 2008; High/Scope Educational 

Research Foundation, 2006; Weiss et al., 2006). The expectations of kindergarten readiness 

have changed over time, but especially in recent years; hence, parents may lack a clear 

understanding of current educational expectations for their kindergartners (Espinosa et 

al., 1997; Fielding, 2009; Fielding et al., 2004; Hanson, 2008). Research indicates 

preschool and family education programs with a parent-child component can teach parents 

in a non-threatening atmosphere about daily learning opportunities and can give parents 

knowledge of child development that does not require advanced degrees (Rockwell, Andre, 

& Hawley, 1996). Knowledge of child-rearing practices can empower parents in their 

parenting practices (Epstein, 1995; Rockwell et al., 1996). 

Epstein (1995) and Rockwell et al. (1996) reported that many parents, especially 

those of minority cultures or those who are themselves uneducated, may feel overwhelmed 

by the challenges of taking an active role in their child’s education. Because some cultures 

assign the responsibility of formal education to teachers alone, parents from those cultures 

are not familiar with a parental role in early childhood education and parental involvement 

when their children are in school. Partnering with schools in their children’s education is a 

foreign concept to some parents (Rockwell et al., 1996). 
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 South Carolina’s First Steps school-readiness program recognized the importance 

of the relationship between parents’ and children’s school readiness and focused on 

improving parenting practices and increasing school readiness through these core 

objectives: 

 Increase family literacy and parent education levels. 

 Improve parental employability and employment. 

 Increase the effectiveness of parenting related to child nurturance, learning, and 

interaction, language, health and safety. 

 Increase successful parenting and family literacy programs targeting, service 

integration, and results documentation. 

 Increase parent involvement in preK–12 education settings. (High/Scope 

Educational Research Foundation, 2006, p. 78) 

 In a 2004 poll conducted by the National Institute for Early Education Research 

(NIEER), the following result was noted:  

[A] large majority [of] kindergarten teachers believe that their students would be 

better prepared for school if they participated in prekindergarten. In the poll (2004), 

66% of kindergarten teachers rated children who attended prekindergarten as 

‘substantially better prepared’ to start school ready to succeed compared to one 

percent of teachers who said prekindergarten kids were “less prepared.” The vast 

majority of the teachers, ranging from 78 to 93 percent, said children who had 

attended quality prekindergarten programs were more likely to get along with 

others and be sensitive to their feelings, count, have problem-solving skills, know 
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letters of the alphabet, and follow directions better, and were less likely to disrupt 

class. (NIEER, 2004, p. 2) 

 Children who attend high-quality pre-kindergarten programs scored significantly 

higher on mathematics, reading, and language arts upon entry into kindergarten (Ackerman 

& Barnett, 2005). Children who began kindergarten with fewer readiness skills than their 

peers fell further behind as they proceeded through their K-12 school years. Research by 

Kamerman and Gatenio-Gabel (2007) linked “high-quality preschool education” with 

school success and reduced crime rates. In addition, as adults those students showed greater 

levels of employment as well as reduced rates of smoking and risky behaviors. 

Economically speaking, children who attend a high-quality preschool can save society “up 

to $17” for every $1 spent on preschool (Kamerman & Gatenio-Gabel, 2007, p. 24). 

Consistent research findings showed young children are capable learners and their 

linguistic, mathematical, and other readiness skills are influenced and improved by their 

educational and developmental experiences during the early years (Fielding et al., 2004). A 

number of studies identified participation in quality early childhood programs has been 

consistently associated with increased levels of cognitive development, school 

achievement, and motivation as well as lower rates of grade retention and special education 

placement (Barnett & Hustedt, 2005; Peisner-Feinberg & Schaaf, 2007). 

Dr. Joyce Epstein’s (1987a) original work on parents’ roles and involvement in 

their children’s education established evidence that parental involvement in children’s 

development and education affects children’s academic growth and achievement, attitudes, 

and aspirations. Students gain in personal and academic development if their families 

emphasize education (Epstein, 1987a). 
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This study will examine parental perceptions of school readiness through 

participation in the Gearing Up for Kindergarten school-readiness program. North Dakota 

is 1 of 10 states with no formal early childhood funding for education, and many children 

are underserved due to a lack of program availability and funding (Barnett, Epstein, 

Friedman, Boyd, & Hustedt, 2008). This study will research parent perceptions and student 

growth through participation in the Gearing Up for Kindergarten program. Parents are 

assessed for perceptions of their child’s school readiness at three points in time: pre-

program, post-program, and a post post-program assessment when their child begins 

kindergarten. Children are assessed on selected academic measures at the same time 

parents complete their assessments. The Gearing Up for Kindergarten program provides a 

unique focus in children's school readiness by combining two facets of education, parent 

involvement and school readiness. Many preschool programs focus on preparing children 

for school. This program works with parents and children to prepare for their joint journey 

in education (Brotherson, Query, & Saxena, 2009). 

Purpose of the Study 

The first purpose of this study is to determine if the Gearing Up for Kindergarten 

school-readiness program played a significant role in teaching parents developmental skills 

and practices to help children begin school ready to learn, at kindergarten levels of 

readiness. The second purpose of this study is to determine if children’s readiness for 

school, on selected academic measures, is significantly impacted through participation in 

the Gearing Up for Kindergarten program.   
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Research Questions 

 This quasi-experimental study will examine the following research questions: 

1. Is the change over time in the Practical Parent Assessment of School Readiness 

(PPASR) scores for the treatment group parents different from the change over time 

for the control group parents for the 5 domains of child development? 

2. Is the change over time in PPASR scores for the treatment group parents different 

from the change over time for the control group parents for the transition-to-school 

knowledge and familiarity construct? 

3. Are there differences in change over time between treatment and control group in 

children’s knowledge of letter identification, number identification, and oral 

counting as measured by AIMS Web scores? 

4. Is there a difference between treatment and control group in the strength of the 

relationship between the parent PPASR scores and child AIMS Web scores?  

Significance of the Study 

 The academic outcomes possible through parental involvement range from gains in 

early childhood to adolescence and beyond. Early childhood programs with family 

participation as an integral part of programming show that children from those programs 

have fewer delinquency problems and experience greater success with employment and 

relationships in adult life (Patrikakou et al., 2005b). 

Research evidence on home-school relations and academic achievement has 

indicated that children whose parents are involved with early childhood programs 

such as Head Start score higher on cognitive development scales, use a richer 

vocabulary, and speak in more complex sentences than do children whose families 
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are not part of such programs (Mathematica Policy Research and the Center for 

Children and Families at Teachers College, Columbia University, 2001). Also, 

participants in early childhood programs that had a family collaboration and support 

component are more likely to score at or above national norms on scholastic 

readiness tests at school entry. Most importantly, these gains continue to be 

prominent in later educational performance, with fewer grade retentions and 

increased high school completion rates (Henderson & Mapp, 2002). (Patrikakou et 

al., 2005b, p. 7)  

The significance of this study is its contribution to a growing body of knowledge through 

examination of children’s learning, in a unique classroom setting that involves parent 

participation alongside child learning. The learning outcomes are measured to determine if 

program involvement significantly impacts children’s academic scores and parent 

perceptions of child development and school readiness.  

 Research Study Design  

 This quasi-experimental research study has two main components, a student 

assessment, on selected academic measures, and a parent perception assessment for 

understanding of child development and school readiness. The study is designed to assess 

the effectiveness of the treatment by comparing the scores of students and parents in the 

treatment and control groups. 

 This study compares two groups of children on selected academic readiness skills in 

math and language. One group, the treatment group, participated in the Gearing Up for 

Kindergarten, a 16-week, interactive, parent/child school-readiness program. The second 

group, the control group, did not participate in the Gearing Up for Kindergarten program 
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but participated in the same assessments given to the treatment group. Each student group 

was assessed at equal intervals, pre-program, post-program and post post-program, with the 

quantitative academic measuring tool, AIMS Web, to determine the students’ knowledge of 

letter identification, number identification, and oral counting.  

 The assessment was given to both groups prior to the beginning of the Gearing Up 

for Kindergarten program in the fall of 2010, and at the conclusion of the Gearing Up for 

Kindergarten program in the spring of 2011. Students were tested a third time, at the 

beginning of their kindergarten year.  

 This study is also designed to compare the effectiveness of the Gearing Up for 

Kindergarten program on parental perceptions of child development and perceptions of 

their child’s feelings on the transition to school. The assessment instrument for parents is 

the Practical Parent Assessment for School Readiness (PPASR). This assessment was given 

to parents of children in both the treatment and control groups. The assessments were 

administered, pre-program, post-program, and post post-program.  

Results will be shared with administrative personnel in the school district; with 

North Dakota State University (NDSU) Extension administration; and with NDSU 

researchers who are writing, editing, and researching the Gearing Up for Kindergarten 

curriculum in partnership with the Parent Education Network in North Dakota. 

This study underscores the importance of a program promoting a shared 

responsibility between families and educators. The Gearing Up for Kindergarten program 

is designed to facilitate parent understanding regarding the importance of their dual role as 

parents and educators. A culture of success for children can be created when schools and 
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parents share goals, contribute cooperatively in student learning, and accept joint 

accountability for students’ success in school (Fantuzzo, Tighe, & Childs, 2000). 

Kindergarten readiness is a complex and multidimensional construct influenced by 

many early childhood experiences. For this study, school readiness is defined using the 

guidelines developed by the National Education Goals Panel (Kagan, Moore, & 

Bredekamp, 1995). These goals are the current standards generally accepted by the early 

childhood community. The NEGP identified five dimensions of children’s development 

and learning that are important for school success: 

 Physical well-being and motor development  

 Social and emotional development  

 Approaches toward learning 

 Language development  

 Cognition and general knowledge  

 These five dimensions are interrelated and dependent upon each other; development 

in one area will affect development in others. In this perspective, there is no single or 

uniform standard of readiness. Children’s development is variable at age five; thus, no 

child will demonstrate all necessary skills in every area. No one dimension is more 

important than another, and the goal is for children to develop competencies across all five 

domains.  

Definition of Terms 

 The following terms and definitions will be used in this study. 

 AIMS Web Children’s Assessment: AIMS Web is a benchmark and progress 

monitoring system based on direct, frequent, and continuous student assessment. The 
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results are reported to students, parents, teachers, and administrators via a web-based data-

management and reporting system to determine response to intervention (AIMS Web, 

2011). The children’s assessments in this study include: letter identification, number 

identification, and oral counting.  

 Early Childhood Education Programs: Educational programs are available for 

children prior to the age of formal school entry, including preschool and kindergarten 

programs (Hanson, 2008). 

 Early Learning Guidelines: State standards are specific about the education of 

preschool children. These guidelines cover all the readiness areas identified by the National 

Education Goals Panel, including physical well-being, motor development, social-

emotional development, approaches toward learning, language development, cognition, and 

general knowledge (NEGP, 1995). 

 Gearing Up for Kindergarten: Since the fall of 2006, the North Dakota State 

University Extension Service has worked to develop a school failure prevention-focused 

parent and family education program designed to facilitate child development and school 

readiness for families in North Dakota. With funding from the United Way of Cass-Clay 

and the Parent Information Resource Center, the Gearing Up for Kindergarten educational 

program is offered to parents and children at local schools or child care centers. In the 

2007-08 school year, the program operated at 15 sites across North Dakota with 234 

families participating. The 16-week program is offered in two 8-week sessions in the fall 

and the spring of the year before a child enters kindergarten. The program combines 

parent-child learning activities, parent education, and school-readiness skills for children 

(Brotherson, Query, & Saxena, 2008). 
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 Parent Involvement: Christenson and Sheridan (2001) referred to parent 

involvement as a parent’s role in educating their children at home and in school. Jordan, 

Orozco, and Averett (2001) identified factors that influence levels and aspects of parental 

involvement. Family (e.g., education level, family structure, family size, parent gender, and 

work outside the home) and child (e.g., age, gender, grade level, and academic 

performance) characteristics are of particular relevance in determining parental 

involvement. Research has shown that undereducated and single parents are less involved 

in certain activities (Jordan et al., 2001).  

 Because no universally accepted definition or framework exists to describe a 

comprehensive parental involvement program, it is difficult to develop such a program 

(Patrikakou et al., 2005b). “The lack of a common framework or definition lies primarily in 

the multidimensional [emphasis in original] nature of parent and teacher influences on 

children, as well as the complexity of home-school connections” (Patrikakou et al., 2005b, 

p. 2). Studies indicate that a number of factors influence parenting today. These factors 

include multiple cultural perspectives, differing “beliefs and expectations [emphasis in 

original] held by all,” varying levels of knowledge regarding child development, and 

distinct differences in role expectations throughout the country (Patrikakou et al., 2005b, 

p. 2). 

 Dr. Joyce Epstein (1987a), a leading researcher in parental education and 

involvement, established a common framework for parents’ involvement with children’s 

education. Early work established clear evidence that  

Parental encouragement, activities, and interest at home and participation in schools 

and classrooms affect children’s achievement, attitudes, and aspirations . . . students 
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gain in personal and academic development if their families emphasize schooling, 

let the children know they do, and do so continually over the school years. (Epstein, 

1987a, p. 120) 

 Parent Response Form: This family information form gathers demographic 

information from parents who participate in the Gearing Up for Kindergarten education 

program assessments. Parents answer questions regarding income, education, marital 

status, employment, ethnicity, and child information. This form is only completed at the 

first assessment. 

Practical Parent Assessment for School Readiness (PPASR): The PPASR is an 

assessment tool parents use to rate their perception of their child’s development and 

readiness (in selected areas) for entering school. The PPASR is intended as both a learning 

tool and an assessment tool to increase parents’ awareness of their child’s practical and 

developmental skills and abilities (Brotherson, 2007). Parents completed this assessment 

three times throughout the study. The use of this instrument can help parents see their 

child’s development over a period of time. 

Limitations 

The study is limited to children in one school district and the use of one student 

assessment tool, the AIMS Web assessment. Thus, this study will not be generalizable to 

other populations and other children’s assessment tools. 

The population of Gearing Up students was taken from a mailing to all elementary 

families in an urban Midwest school district in the fall of 2010. This mailing asked families 

to identify incoming kindergarten students for the school district in the fall of 2011 and 

explained that children were eligible to participate in the Gearing Up for Kindergarten 



 

18 

study. Elementary families receiving the letter could also pass the letter on to other families 

with 4-year olds who would be attending kindergarten in the same school district during the 

fall of 2011. Participation in the Gearing Up program and the control group study was 

voluntary, and the population sample may not represent the true pre-kindergarten 

population. 

Parent education and income levels may vary significantly and, thereby, influence 

parenting practices with their children. Because not all recipients of the recruitment letter 

responded, participants in this study may not represent an equal proportion of income 

levels for the studied city. Due to the length of the study, a significant number of 

participants available at the start of the Gearing Up program may have been unavailable or 

unwilling to participate in the final stage of assessment.  

Delimitations 

There was an unusually short time between receiving the names of elementary 

families in the school district and the beginning of the Gearing Up for Kindergarten 

program. Therefore, participants were chosen by convenience sample and not random 

assignment. 

This study was conducted in only one school district. Therefore, the results may not 

be generalizable for all incoming kindergarten populations. 

Organization of the Study 

Chapter 1 provides an overview of child development and the importance of parental 

involvement in children’s school readiness, the Statement of the Problem, Purpose of the 

Study, and the Significance of the Study. The Definition of Terms, in relation to early 

childhood education, parent role, and assessment tools used in the study, is addressed along 
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with the Limitations of the study. An outline is provided for the organization of the study. 

Chapter 2 examines the literature related to this study in the area school readiness and the 

parent’s role in contributing to a child’s readiness skill set. The core areas of literature 

include 

 Theories of development, transition, and environmental influence  

 Early childhood education and development 

 Expected school readiness skill sets 

 Parental involvement in children’s education and development 

 School connection with parents who foster relationship and involvement in 

education 

 Increased school readiness expectations for students 

 A parent child program model 

Chapter 3 presents the research methods used in the study and describes the pilot study, 

researcher’s role, participants, assessment instruments, limitations, validity and reliability, 

study design, ethical consideration, and data collection. Chapter 4 presents the quantitative 

findings of the study. Chapter 5 presents a summary of the findings and recommendations 

for future research and implementation of the Gearing Up for Kindergarten program.  
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CHAPTER 2. LITERATURE REVIEW 

 

Introduction 

Kindergarten readiness is a complex issue comprised of many factors. The strength 

of each factor helps to determine the degree of a child’s readiness for kindergarten. The 

literature reviewed in this chapter examines five connected components and factors related 

to school readiness. Presented first are theoretical foundations for child development; a 

new theory, transition-to-school; and parent involvement. The research provides a 

framework for understanding the multiple facets of early childhood development, 

education, school readiness, transition-to-school, and parent involvement. This research 

includes a varied number of educational and multi-modal activities that can be integrated 

into daily life. 

The literature presents an expected readiness skill set upon entry into kindergarten 

in the state of North Dakota. Skills are reviewed along with the impact that readiness has 

on later school achievement. This research investigates the need for high-quality, parent-

child education in the years prior to kindergarten. The research examines the types of 

parent involvement and how schools can support meaningful parent involvement in their 

children’s education. This section reinforces the importance of the school connection with 

parents and suggests avenues to increase parental involvement. The impact for the 

increased expectations of developmental readiness, upon entry into kindergarten, is noted 

and addressed to better understand the gap in educator expectations and parental 

understanding of school readiness. Finally, a parent/child program is examined for its 

connectedness to the parent involvement and support research. 
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Social Constructivist Theory of Child Development 

The understanding of children’s development in school readiness is a key focus of 

the Gearing Up for Kindergarten program. Vygotsky’s (1978) theory on social 

constructivism established a framework for appropriate developmental instruction and an 

understanding of children’s development. His research emphasized a developmental 

approach that focuses on children as active participants in their learning and development. 

At each stage of development, children are acquiring tools as they make sense of, gain 

understanding of, and interact with their environment. Through interaction with people and 

objects, they create meaning and make sense of their world. He posits:  

The course of child development is characterized by a radical alteration in the very 

structure of behavior; at each new stage the child changes not only her response but 

carries out that response in new ways, drawing on new “instruments” of behavior 

and replacing one psychological function by another. Psychological operations that 

were achieved through direct forms of adaptation at early stages are later 

accomplished through indirect means. The growing complexity of children’s 

behavior is reflected in the changed means they use to fulfill new tasks and the 

corresponding reconstruction of their psychological processes. (Vygotsky, 1978, 

pp. 72-73)   

Child development is a process that deems education cannot be delivered in a one 

size fits all manner. Children develop at varying rates and abilities. Vygotsky described 

children’s visible operating level versus the potential level with support and guidance from 

an adult as the zone of proximal development. The actual development level is the mental 

level at which a child functions. “The zone of proximal development described those 
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functions that have not yet matured but are in the process of maturation, functions that will 

mature tomorrow, but are currently in an embryonic state” (Vygotsky, 1978, p. 86). A 

child’s actions provide more than meets the eye; his/her activity does not represent the 

whole of what is happening developmentally in the brain. Kagan et al. (1995) supported 

stages of development as a multi-dimensional, highly variable, and culturally and 

contextually influenced over time; school readiness is, likewise, developed over time and 

influenced by the child’s own characteristics and interactions with the environment. 

In addition, Vygotsky cited play as an essential component of children’s 

development. Through play, children begin with imaginary situations that closely mimic 

their real lives. “As play develops we see a movement toward the conscious realization of 

its purpose. It is incorrect to conceive of play as activity without purpose” (Vygotsky, 

1978, p. 103). Play is the work of children as they master the complex work of growth and 

maturation in making sense of their world.  

Speech development is a process that begins when a word is applied to something 

that has meaning. The word is used to express the meaning through sound. Before the word 

comes the thought. “Thought is not merely expressed in words; it comes into existence 

through them. Every thought tends to connect something with something else, to establish a 

relation between things” (Vygotsky, 1978, p. 218).  

“Thought undergoes many changes as it turns into speech. It does not merely find 

its expression in speech; it finds its reality and form” (Vygotsky, 1978, p. 219). The two 

planes of speech, the internal speech, the meaningful semantic aspect of speech, and the 

external speech, the phonetic aspect, work together to make the unit of thought and 

expression. Vygotsky characterized development as “a complex dialectical process, 
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characterized by periodicity, unevenness in development of different functions, 

metamorphosis or qualitative transformation of one form into another, intertwining of 

external and internal factors, and adaptive processes which overcome impediments that the 

child encounters” (Vygotsky, 1978, p. 73). 

The social constructivist theory of development pointed to the importance of 

children as active participants in the learning process. The interactive process of 

development occurs as children relate to others and initiate the learning process through 

“play, speech, and relationship” (Theories of child development and learning, n.d.).  

Transition-to-School Theory 

 An important dimension of development includes the ability to adapt to the 

transitions that occur in life. One adaptation is that of school readiness. School readiness is 

well defined in the literature, but the transition process which includes the dimension of 

“school knowledge and familiarity” is largely undefined or little-described to this point in 

the literature (S. E. Brotherson, personal communication, November 28, 2011). This 

dimension consists of the knowledge and familiarity acquired primarily through 

“environmental exposure” and “experiential learning,” the functional knowledge and 

familiarity that allow a child to understand and negotiate the processes of learning in a 

formal education setting. This readiness includes knowledge and familiarity with the 

environment, expectations, routines, peers and adults, equipment, and other elements of the 

learning atmosphere in kindergarten (S.E. Brotherson, personal communication, November 

28, 2011). 

 Bronfenbrenner (1979), in his study of human development, called transitions an 

integral part of  
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mutual accommodation between an active, growing human being and the changing 

properties of the immediate settings in which the developing person lives, as this 

process is affected by relations between these settings, and by the larger contexts in 

which the settings are embedded. (p. 21)  

This ecological transition takes place in settings that begin small, the microsystem. As 

children grow, their world expands from the microsystem to also include a larger area 

outside of the home, the mesosystem. The mesosystem can include neighbors, churches, 

daycare, and other small entities with which children may interact. The mesosystem is 

followed by an even larger setting, the macrosytem, which encompasses the community at 

large and the world. An ecological transition occurs whenever a person’s position in the 

ecological environment is altered as the result of a change in role, setting, or both 

(Bronfenbrenner, 1979). 

 Two of Bronfenbrenner’s hypotheses are significant for the transition to school: 

Hypothesis 27 stated, the “developmental potential of a setting in a mesosystem is 

enhanced if the person’s initial transition into that setting is not made alone” (1979, p. 211), 

and Hypothesis 42 stated that, “upon entering a new setting, the person’s development is 

enhanced to the extent that valid information, advice, and experience relevant to one setting 

are made available on a continuing basis, to the other” (1979, p. 217). 

 Fabian and Dunlop (2007) noted that transition to school often does not take place 

until children are already in school. This theoretical framework supported a journey of 

preparation leading to the start of school. The transition process occurs naturally through 

experiences with routine, sharing, learning to follow directions and rules, and visits to 

kindergarten classrooms. Transition programming is often suggested as a component of 
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school readiness but lies in a grey zone of how, what, and who should be responsible for 

implementation. Both children and parents who are prepared and know what to expect in 

the school environment tend to experience less anxiety and greater enjoyment at school 

entrance. “If going through a transition is a learning skill in its own right, it is important 

that children build resilience to change but are also given support to help to both mark and 

negotiate change” (Fabian & Dunlop, 2007, p. 3).  

Overlapping Spheres of Influence Theory 

The importance of parental involvement, as a significant contribution, in a child’s 

life and education is supported through Dr. Joyce Epstein’s Overlapping Spheres of 

Influence theory of education. This theory supports the combined efforts of home, school, 

and community for maximum growth and development in children (Epstein, 2001). 

Epstein’s (1987b) Overlapping Spheres of Influence model is fluid and recognizes 

an external and internal structure of overlapping and non-overlapping spheres that 

represent family, community, and school. Forces, time, experience in family, and school 

experience influence the degree of overlap and connection.  

Force A (Epstein 1987b) represents a developmental time and history for students, 

families, and schools. Home is a child’s first environment and is often a separate sphere 

where parents are the primary influence. The parent-child instruction, although not formal, 

occurs in that early setting. Parents apply their knowledge of child rearing, their 

understanding of school readiness, their own school experiences, and other information 

from outside sources to educate their children. The spheres of school and community begin 

to formally overlap as children enter school (Epstein, 1987b).  



 

26 

Force B and Force C (Epstein, 1987b) are the experiences and pressures 

encountered as the learning environment evolves and changes. Parents’ involvement or 

lack of involvement in their children’s school education directly influences the overlap of 

the spheres.  

Epstein (1987a) also promoted a shared responsibility with each segment of the 

sphere; the child is at the center as the object of focus. Each entity works together at times, 

and separately at times, in a role that supports the child. Parents are a child’s primary 

connection, and the first type of parent involvement, as supported in the six types of 

parental involvement, relates directly to care of the child.  

As the child enters school and the community, a shared partnership develops. The 

shared partnership enlarges the scope of support available for the child’s education and 

growth. The Overlapping Spheres of Influence model works to support cooperation and 

collaboration between school and home (Epstein, 1987b). Piotrkowski, Botsko, and 

Matthews (2001) cited the importance of schools and communities working together to 

prevent failure in school and said that parents share the responsibility for educating their 

child along with the education community 

Maximum benefit is gained when schools and families work closely together, in a 

cooperative manner, to assist the child with the education journey. “Children are connected 

to the same families but different teachers over their school years” (Epstein, 1987b, p. 128).  

At the neighborhood level, school readiness resources include affordable, high 

quality child care and preschool for all; well-stocked libraries welcoming to 

children and parents; safe playgrounds and streets, and so forth (Shore, 1998). 

Local school readiness resources include strong, accountable leadership; transition 
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programming and parent involvement activities, on-going professional development 

and support for teachers; high quality individual instruction and so forth. Family 

readiness resources include a rich literacy environment, nurturing parenting, 

financial resources, and social support for child rearing. Ideally, these resources are 

integrated to facilitate the optimal development of each child. (Piotrkowski et al., 

2001, p. 540) 

Early Childhood Learning and Development 

The first five years of a child’s life are generally regarded by families, researchers, 

and practitioners as critical years for the development of foundational skills and 

competencies that support continuous, lifelong learning that allows children to reach their 

full potential in development and life (National Governors’ Association [NGA], 2005). The 

NGA task force in its report on school readiness, Building the Foundation for Bright 

Futures, wrote: 

Getting children ready to succeed in school begins at birth. . . . Children are born 

learning. The first years of life are a period of extraordinary growth and 

development. During this time the brain undergoes the most rapid development as 

neurological connections (synapses) are made at incredible rates that are reinforced 

and solidified or lost through attrition over time. Development in young children is 

continuous. (National Governors Association, 2005, p. 11)   

The early and rapid development of the brain and related neurological functions 

during this period is well documented and researched (Shonkoff, 2007). “Early experiences 

actually influence brain development, establishing the neural connections that provide the 

foundation for language, reasoning, problem solving, social skills, behavior and emotional 
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health” (Rhode Island KIDS COUNT, 2005, “Executive Summary”). “The first five years 

of a child’s life are marked by a significantly accelerated period of growth and 

development” (North Dakota Department of Human Services, 2008a, p. 4). This time of 

significant growth and development is critical to later success as they begin school and 

experience life outside the home. Research demonstrates there are “windows of 

opportunity” for the developing brain (North Dakota Department of Human Services, 

2008b, p. 4; Sprenger, 2008, p. 15).  

 The North Dakota Department of Human Services’ (2008a) early education 

guidelines also supported the important roles that family and community play in healthy 

child development. These guidelines work to aid parents and caregivers as they prepare 

children for school. Families that are economically stable, understand child development 

and care, and have positive relationships are more likely to experience success as children 

enter kindergarten. Children develop best in an atmosphere of care, love, and support that 

also provides opportunities to explore and learn (Fielding et al., 2004; National Association 

for the Education of Young Children [NAEYC], 2009; NGA, 2005; North Dakota 

Department of Human Services, 2008b; Rhode Island KIDS COUNT, 2005; Sprenger, 

2008; Wesley & Buysse, 2003). Parents are their child’s first and most important nurturer 

and teacher, and parents should be supported by family, community, friends, childcare, 

health care, and educators (National Scientific Council on the Developing Child, Center on 

the Developing Child, 2007; North Dakota Department of Human Services, 2008b).   

The brain, as noted by Sprenger, (2008) is the only organ in the body shaped 

through its interaction with the environment. Because the brain is the organ dedicated to 

learning and memory, educators and parents must understand the importance of the 
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developmental stages and conditions that coexist for maximum development in a child’s 

learning journey. 

Dr. Marilee Sprenger (2008), noted researcher and educator in the area of brain-

based learning, supported general principles that guide a child’s developmental learning: 

(a) every brain is totally unique; (b) emotions guide our learning; (c) stress affects learning; 

(d) there is a brain-body connection; (e) the brain has multiple memory systems and 

multiple modalities; (f) the brain seeks meaning and relevance; (g) the brain learns through 

experience; (h) the brain is social; (i) the brain learns in patterns; and (j) the brain grows 

through enrichment (Sprenger, 2008, pp. 2-5). 

Dr. Sprenger’s work emphasized the importance of interacting and teaching 

children from birth to help them learn to make sense of their environment and to maximize 

the potential in every child. “According to the National Association for the Education of 

Young Children, early childhood begins at birth. The achievement gap can also begin then” 

(Sprenger, 2008, p. 5). 

Supporting Dr. Sprenger’s research, The National Association for the Education of 

Young Children (NAEYC, 2009) listed very similar principles which also include 

additional realms of development, beyond the brain, for best practices in raising children: 

(a) development in one area is closely related to development in other areas; (b) skill 

development begins with basics and progresses to the complex; (c) development does not 

occur at even steps or intervals and can vary among children; (d) personal experience has 

an effect on development; (e) development is enhanced when meaning is attached to the 

learning; (f) play is important for children’s growth and development; (g) children need 

many opportunities to acquire skill and greater proficiency; (h) children express their 
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knowledge through multiple modalities; and (i) children thrive and develop in a safe 

environment where they are loved and valued (NAEYC, 2009, pp. 11-16). 

National Education Goals Panel Early Childhood Development 

Dimensions and the National Governors’ Association 

In congruency with Sprenger (2008) and the NAEYC (2009), the National 

Education Goals Panel (NEGP, 1995) identified five dimensions of developmental early 

learning to support school readiness. The NEGP recognized the well-being of America’s 

young children is a shared responsibility of family, society, and educators and only by 

working collaboratively across sectors and institutions, will America be able to realize its 

“readiness” vision identified in Goals 2000. The NEGP supported five dimensions of early 

childhood development and learning important for school readiness and success. These five 

dimensions work to affirm the connection between early development and learning, and 

children’s later success in school and in life (NEGP, 1995). 

The National Governors’ Association, in its updated 2005 report taken from The 

National Education Goals Report, Building a Nation of Learners, reinforced support for 

early childhood education and learning. The report lists multiple areas but focuses on five 

key domains to help children and parents with school readiness: physical well-being and 

motor development, social and emotional development, approaches toward learning, 

language development, and cognition and general knowledge. 

Physical Well-Being and Motor Development  

Kagan, Moore, and Bredekamp (1995) reported a link to children’s health and their 

performance in school. Low birth weight, as well as improper nutrition, can greatly 

influence children’s learning and development. It is important for children to have 
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opportunities to develop gross motor skills through outdoor physical activity and to have 

the opportunity for fine motor skills through simple tasks: buttoning a shirt, holding a 

crayon, or mastering a puzzle. 

Social and Emotional Development  

The second domain presented by Kagan et al. (1995) reported children’s earliest 

family social experiences are the basis for building relationships with friends and teachers. 

Stable home relationships aid children in developing a sense of self and well-being that will 

guide them as they enter school and become an integral part of the school community. 

Approaches Toward Learning 

Kagan et al. (1995) cited children as unique, and their approach to life varies 

greatly. It is important to allow children to explore and learn in a safe and accepting 

environment that encourages exploration and discovery. Experiences should help children 

discover aptitude for certain activities along with likes and dislikes. Children, when given 

the opportunity to explore, examine things of curiosity, discover independence, and begin 

to develop a sense of self and self-confidence. Through the growing and learning process, 

children begin to develop an understanding of who they are and a sense of belonging.  

Language Development  

Kagan et al. (1995) emphasized the importance of language development in helping 

children make stronger connections with their world. As language develops, it helps 

children connect with others and provides tools for relating and expressing thoughts, 

feelings, wants, and needs. Language development is also an important link to early 

literacy and is foundational to the reading experience.  
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Cognition and General Knowledge  

The fifth domain cited by Kagan et al. (1995) represents a full palette of incoming 

information and how children process new information to make meaning and to apply the 

information to their lives. Children are continuously learning and adding new information; 

as that process moves forward they begin make connections, understand relationships, and 

develop problem-solving skills. General knowledge acquisition presents itself in the 

practical realm of self-care and ability to dress and toilet, adapt to routine and to change, 

and to begin contributing through basic chores and family interactions. 

These five domains are intrinsically interrelated and dependent upon each other. 

Development in one area will affect development in others. Inherent in this perspective is 

the belief that there is no single or uniform “standard” of readiness. Development varies 

from child to child, thus no child will demonstrate all necessary skills in every area. The 

goal is for children to develop competencies across all five domains with the understanding 

that no one dimension is more important than another (High/Scope Educational Research 

Foundation, 2006). 

North Dakota’s Early Learning Guidelines and development indicators 

complemented the research of Sprenger; the NAEYC’s early learning guidelines, and the 

NGA research to reinforce the NEGP dimensions of early learning and goals for school 

readiness. North Dakota’s development indicators progressed from birth to age five, 

provided a framework for further development and understanding of school readiness, and 

prescribed a common set of developmentally appropriate expectations for the early years of 

growth and development (North Dakota Department of Human Services, 2008a; 2008b). 
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The state of North Dakota segmented early learning guidelines into two groups, 

birth to age 3 and ages 3 through 5 (North Dakota Department of Human Services, 2008a; 

2008b). Birth to age 3 was divided into four domains: (a) Social and Emotional 

Development, (b) Language Development and Communication, (c) Cognitive 

Development, and (d) Physical and Motor Development. Each domain of development is 

related to and influences the others. Four of these domains are closely matched with the 

National Education Goals Panel’s dimensions of development and school readiness: Social 

and emotional development, Language development, Cognition and general knowledge, 

and Physical well-being and Motor development. 

“The social and emotional domain included the development of trust, emotional 

security, self-awareness, self-regulation, and the beginning of relationships with other 

children” (North Dakota Department of Human Services, 2008b, p. 15). Social and 

emotional development is a foundational aspect of children’s growth and development; 

children who trust and feel secure have greater opportunities for meaningful relationships 

and experience a greater ability to self-regulate. Shonkoff (2007) called emotional well-

being and social competence the “bricks and mortar” of children’s growth and 

development. 

The language development and communication domain is important in the 

development of children’s expressive and verbal skills. Language development 

encompasses multiple senses: listening, speaking, the process of understanding, and the 

beginning of early literacy (North Dakota Department of Human Services, 2008b).  

The North Dakota Department of Human Services (2008b) noted the cognitive 

development domain represents children’s thinking and how they make sense of the world 
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around them. As children grow and develop physically, their sense of imagination, the 

complexity of their play, and their ability to make connections with cause and effect also 

grow towards higher and more complex thinking  

Physical and motor development, as described by the North Dakota Department of 

Human Services (2008b), was characterized by tremendous early growth. By the end of the 

first year, most children have learned to roll over, crawl, begin to climb, and may be in the 

early stages of walking. As children move about, they experience increased coordination 

and have greater control over muscles. Strong physical growth is essential to the 

exploration and discovery that allows children to explore their environment.  

North Dakota Early Learning Guidelines: Ages 3 Through 5 (North Dakota 

Department of Human Services, 2008a) provided a general framework of developmental 

mastery for children as they enter kindergarten. All domains are important, but it is equally 

important to note children develop at their own pace and that “no domain is more important 

than another” (North Dakota Department of Human Services, 2008a, p. 6). 

There are eight domains for ages 3 through 5: (a) Health and Physical 

Development, (b) Social and Emotional Development, (c) Approaches to Learning, (d) 

Expressive Arts and Creative Thinking, (e) Language and Literacy, (f) Mathematics and 

Logical Thinking, (g) Science and Problem Solving, and (h) Social Studies (North Dakota 

Department of Human Services, 2008a). 

The health and physical development domain listed by the North Dakota 

Department of Human Services (2008a), for ages 3 to 5, described greater expectations for 

children’s stamina: their ability to complete a task and interact with balls, puzzles, or other 
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objects connected with movement. Children should experience a greater skill level with 

writing, kicking a ball, and other skills as muscles develop and grow stronger.  

The North Dakota Department of Human Services (2008a) expected children at this 

stage to begin to learn how to dress themselves, tie shoes, master zippers, and do other 

tasks once foreign to them. This domain also included an understanding of hunger and 

fullness and knowledge of the body parts and their roles  

Preschool children are naturally active; they have a built-in drive for motor activity. 

They tend to explore their environment by checking out all the corners of the room or 

playground, working to achieve physical closeness, and seeking out communication with 

others. These activities and actions are all essential for proper cognitive, emotional, and 

physical development. “When we allow children to run, play, and explore in a safe 

environment, they will naturally get the motor activity they need” (Poole, 2000, p. 41).   

The social and emotional development domain cited by the North Dakota 

Department of Human Services (2008a) supported the development of children’s self-

concept through healthy relationships and interactions with parents and caregivers. 

Children become connected through important daily activities: playing, sharing, and 

through learning to express themselves appropriately. 

The North Dakota Department of Human Services (2008a) referred to approaches 

to learning as a child’s temperament and tendencies in learning styles. This domain 

accounts for variety of personality types, variances in learning styles, and patterns and 

norms in cultures. This domain places an emphasis on the implementation of multiple 

avenues of learning and instruction.  
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The North Dakota Department of Human Services (2008a) defined the expressive 

arts and creative thinking area of development to encompass an important added 

dimension of life that enhances the quality of children’s learning and their environment. 

This area of growth can include dancing, music, and exposure to drama and the visual arts.  

The language and literacy area of development is continued from the birth to 3 

framework by the North Dakota Department of Human Services (2008a). Healthy children 

continue to learn more and better ways of expressing themselves; demonstrate a greater 

understanding and use of language, both expressive and receptive; and acquire pre-reading 

literacy skills. 

The North Dakota Department of Human Services (2008a) noted that, as children 

develop and grow, they will demonstrate progress and growth in language and literacy 

skills as demonstrated through communicating with words and writing, creating ideas, 

learning to listen to stories, retelling a story, asking questions for clarification, and listening 

to and identifying sounds. Familiarity with books and their purpose is also a major 

characteristic of language and literacy development.  

Strategies that have been shown to be effective at promoting children’s early 

literacy development include reading aloud to children, fostering children’s understanding 

of print concepts; arranging the environment for children have an opportunity to interact 

with books and other print materials; providing opportunities for children to experiment 

with writing; familiarizing children with letters of the alphabet and their corresponding 

sounds; and involving children in activities that promote phonological skill and 

development (Green, S.D., Peterson, R., & Lewis, J.R., 2006, para. 8-9).  
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Green, Peterson, & Lewis (2006) substantiate reading teachers’ beliefs; reading to 

children is the most important aspect in helping them learn to read. Parents who read to 

children expose them to a multitude of learning with one simple activity. Stories help 

children to understand print has meaning, letters make sounds, and letters together make 

words. Through the reading experience, children enjoy closeness with the reader and 

absorb vital information that connects with learning to read. 

The mathematics and logical thinking domain of development focused on the area 

of children’s logic development and a continually growing sense of mathematical 

knowledge, which included number sense, the ability to see patterns, measurement, and 

accounting (North Dakota Department of Human Services, 2008a). A child’s sense of 

mathematical thinking begins as early as six months of age (Fielding, 2009). 

The North Dakota Department of Human Services (2008a) guidelines created for 

child development noted that, as children develop, they begin demonstrate greater 

understanding of math concepts. Children's development in math begins with counting and 

then recognizing that one of something has meaning. Continued development and growth 

of math concepts also includes time sense, recognition of coins as something that have 

value, understanding colors and shapes, and increasing problem-solving ability. 

Young children often have a spontaneous and explicit interest in mathematical 

ideas. Naturalistic observation has shown, for example, that in their ordinary 

environments, young children spontaneously count, even up to relatively large 

numbers, like 100, and may want to know what is the ‘largest number.’ Also, 

mathematical ideas permeate children’s play: in the block area, for example, young 

children spend a good deal of time determining which tower is higher than another, 
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creating and extending interesting patterns with blocks, exploring shapes, creating 

symmetries, and the like.  

“Play provides valuable opportunities to explore and undertake activities than [sic] can be 

surprisingly sophisticated from a mathematical point of view” (North Dakota Department 

of Human Services, 2008a, p. 38).  

 The science and problem solving domain of development (North Dakota 

Department of Human Services, 2008a) encompassed children’s understanding of the 

world around them. They begin to wonder the “why” questions and often ask the same 

question repeatedly. This important aspect of development is the early beginning of 

understanding force, gravity, and other scientific phenomenon they will learn later school.  

 The social studies domain of development (North Dakota Department of Human 

Services, 2008a) supported children’s growth in understanding the various environments to 

which they are exposed: daycare, home, church, other family, and neighborhood. Through 

interaction with different people and environments, children learn appropriate social skills 

and accepted behaviors. Established cultural norms become a part of who they are and 

provide children with a sense of place and belonging.  

Synthesizing Early Childhood Development 

 Early childhood research terms have many common identifiers that create a general 

framework of early development guidelines and competencies. Sprenger (2008) and the 

NAEYC (2009) noted common developmental dimensions and ideas, although stated in 

different language: Each brain is unique, and children display different strengths and 

varying rates of development. Emotions guide learning, and the learning environment 

greatly influences the early childhood window of learning, with children in poverty often 
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experiencing delayed development (NAEYC, 2009; NGA, 2005; Rhode Island KIDS 

COUNT, 2005; Sprenger, 2008). Children learn in stages of development and patterns with 

prior experiences giving the understanding and support to new learning (Sprenger, 2008). 

The recognition of a brain-body connection is noted in children’s physical action and in 

play (Sprenger, 2008). Challenge builds higher skill levels and allows children to use prior 

learning as the new skill set is developed. Learning happens best in a community and in a 

safe environment that fosters a sense of value and emotional security (NAEYC, 2009; 

North Dakota Department of Human Services, 2008a; 2008b; Sprenger, 2008).   

The common readiness indicators supported by this author’s research suggest a 

strong thread of emphasis that supports a focus on the five domains of school readiness: 

Physical well-being and motor development, Social and emotional development, 

Approaches toward learning, Language development, and Cognition and general 

knowledge (NEGP, 1991; NGA, 2005; North Dakota Department of Human Services, 

2008a; 2008b; Rhode Island KIDS COUNT, 2005).  

Wesley and Buysse (2003) cited the importance of children’s emotional health as a 

key factor in readiness. Children in poverty may have independence skills as a result of 

being left alone to care for themselves, whereas a child from a nurturing, two-parent home 

may never have had to concern himself/herself with basic survival skills. One would be 

independent, the other not necessarily so. Does that independence constitute emotional 

health or emotional neglect? The social aspect of Wesley and Buysse’s report 

recommended that children attend some type of high-quality, developmentally appropriate 

preschool to assist with school readiness to support social development and interaction. 
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The report also emphasized the importance for a shared collaboration of family, educators, 

and community members in socializing and educating children.  

High; the Committee on Early Childhood, Adoption, and Dependent Care and the 

Council on School Health, in Pediatrics (2008), cited the responsibility of schools to be 

ready for students at all levels of development. A child’s early learning environment can 

significantly affect school readiness and later school success. This report listed 

developmental factors for readiness, including social, emotional, cognitive, and physical 

development. This report cited early brain and child development as modifiable factors in a 

child’s early experiences that can greatly affect a child’s learning trajectory. Many children 

in the United States enter kindergarten with limitations in their social, emotional, cognitive, 

and physical development that might have been significantly diminished or eliminated 

through early identification of and attention to child and family needs. (High et al., 2008, p. 

1008)  

The report concluded with three conditions for children to enter school ready to 

learn: intellectual skills, motivation to learn, and strong social-emotional capacity and 

support (High et al., 2008). 

 Raver and Knitzer (2002), in their report Ready to Enter, linked the connection to 

early emotional development to academic learning. Children at risk often enter school with 

poor social, emotional, and behavioral development. At-risk children often demonstrate 

other inappropriate anti-social behaviors which often affect their academic performance 

negatively. This report recommended early interventions and education for teachers and 

child-care providers in helping them learn to deal with difficult behaviors.  
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Linking Early Childhood Development and School Readiness Expectations 

 The early years are an important period during which children acquire the basic 

skills that serve as the foundation for later learning (Fielding et al., 2004; NAEYC, 

2009; Sprenger, 2008). Moreover, these years are the time when parents’ beliefs about their 

children’s abilities are shaped and when children’s own academic self-concepts begin to 

form. When parents value learning and education, they set the stage for their children to 

value learning, too (Epstein, 1987a). Young children who are active learners in their early 

years will more likely enter kindergarten ready to continue the learning process and 

experience greater success in school (Fielding et al., 2004; NAEYC, 2009; NGA, 2005). 

 The NAEYC supported appropriate developmental and academic learning in 

preschool by incorporating play as the major vehicle for learning. “Research demonstrated 

the links between play and foundational capabilities such as memory, self-regulation, oral 

language abilities, social skills, and success in school” (NAEYC, 2009, p. 14). Today, 

academics play a stronger role in school readiness, and parents and educators are learning 

to finesse the fine balance of instruction with appropriate amounts of play. Play has a 

greater value beyond entertainment; it is an important means of learning for children, too. 

Researcher and parent educator Michael Popkin (1996) emphasized fun while teaching 

your child:  

A four year old should be able to sit for 20 minutes with a book and know that 

people read from left to right and that words and letters produce different sounds. 

He should be able to tell rhymes and sing songs. (p. 6)  

Play is the umbrella under which the best early learning takes place and is a vital part of 

early childhood education and development. When children explore, experiment, and 
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interact through play, they learn how the world works and begin to develop a sense of their 

place in the world (NAEYC, 2009). Part of that development is caring and knowledgeable 

adults who are guiding and ensuring appropriate learning experiences through play and 

other modalities of discovery (NGA, 2005). Sprenger (2008) and Weiss et al. (2006) 

reinforced the importance of parent participation in child-centered activities, specifically 

play. Play is also important for children’s social and emotional development. Children who 

play at home and whose parents understand the importance of play in development are 

more likely to demonstrate prosocial and independent behavior in the classroom. In 

addition, parent participation with their children in activities such as arts and crafts is 

associated with children’s literacy development. 

 The NAEYC (2009) and the North Dakota Department of Human Services (2008a) 

also supported developmentally appropriate practice as a significant aspect of early 

childhood education. Research in human development and learning emphasized play 

among other strategies. Using developmentally appropriate practice, teachers intentionally 

meet individual children at their particular stage of development and provide challenging, 

achievable goals to promote the development and learning that support school readiness.

 The North Dakota Department of Human Services (2008a) supports play as a most 

important early learning tool. School readiness, like play, is understood to be important, but 

has recently been reformed to a different understanding and meaning. How did the concept 

of school readiness change so significantly in a relatively short period of time? 

Changes in School Readiness Expectations 

 Kindergarten has long been known for its socialization practice and introduction to 

letters and writing. The current educational standards are far beyond what most people 
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remember from their kindergarten days. The basic socializing and introduction of letters 

that once began in kindergarten now begins in preschool (Fielding et al., 2004). 

 In the past, educators primarily used a maturational viewpoint of school readiness 

with a set age for kindergarten entry (Zigler, Gilliam, & Jones, 2006). The general school-

readiness guidelines today are the result of a journey of progress in understanding child 

development and achievement rather than simply stating a set age of readiness. The 

guidelines are also a result of the NEGP establishment of school-readiness goals in 1995: 

“All children will start school ready to learn” (Wesley & Buysse, 2003, p. 352). Just what 

did “ready to learn” look like in the past, and what does “ready to learn” look like today? 

Teacher Perspectives on Education Expectations 

 In 1993, a school-readiness survey of 1,339 kindergarten teachers showed that 75% 

felt the top three readiness attributes were for a child to be (a) physically healthy, rested, 

and well nourished; (b) able to communicate his or her thoughts and needs in words; and 

(c) curious and enthusiastic in his or her approach to new activities. More than half of the 

teachers in this study also indicated that readiness included not being disruptive, being 

sensitive to other children’s feelings, and being able to take turns and share. Less than 10% 

thought that being able to count to 20 or more or knowing the letters of the alphabet were 

important in terms of kindergarten readiness (Ackerman & Barnett, 2005). Similar findings 

in a study by Fabian (2002) reported teachers’ perceptions of readiness: “the ability to be 

part of a large group competing for the attention of one adult; the capacity to concentrate; 

to be self-sufficient; use their initiative and sit for long periods of time” (Fabian & Dunlop, 

2007, p. 10). 
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 Ackerman and Barnett (2005) reported from the Early Childhood Longitudinal 

Study–Kindergarten Class of 1998-1999 (ECLS-K) study about the importance of 

nonacademic readiness skills for kindergarten teachers. Specific academic tasks–such as 

using a pencil, knowing the names of the colors and shapes, recognizing letters, or counting 

to 20 or more–were likely to be rated as essential or very important by less than one-third 

of the teachers. Seventy-five percent of the 3,305 kindergarten teachers sampled in this 

study regarded being able to follow directions and to communicate needs and thoughts, as 

well as not being disruptive, as essential or very important readiness skills.  

 Ackerman and Barnett (2005) described a 1993 study where parent perceptions of 

readiness were focused on a positive attitude towards school and good social skills. 

Parents’ thoughts regarding academic readiness differed from the teacher’s perceptions of 

readiness; 58% of the parents thought their children should be able to count to 20 and know 

their letters. 

 A more recent survey of kindergarten teachers and parents (PNC Financial Services 

Group, Inc., 2007) also confirmed the differing perceptions that parents and teachers held 

about readiness skill development upon entry to kindergarten. Approximately 80% of the 

parents felt their own children were well prepared in social-skill development while only 

15% of the teachers agreed. These perceptions held for academic skills as well with 

approximately 70% of parents indicating their child was very well prepared academically 

and just 15% of the teachers agreeing. Overall, that report indicated that only 25% of the 

parents and 7% of the teachers described children in the United States as being very well 

prepared for learning upon entry into kindergarten (PNC Financial Services Group, 

Inc., 2007).  



 

45 

 Fielding (2006) reported that, in a short period of time, there has been a significant 

shift in school-readiness expectations. The April 2006 edition of the American School 

Board Journal identified typical characteristics for incoming kindergartners in the United 

States. Targets expectations for literacy were as follows: Children enjoy being read to and 

can retell a story, know 12-15 upper- and lowercase letters and their sounds, memorize 5-6 

nursery rhymes, hear ending sounds (rhyme) and beginning sounds (alliteration) in words, 

speak in complete sentences, and have a vocabulary of 4,000 to 5,000 words. Target 

expectations for math and social development included counting from 1 to 20, one-to-one 

correspondence with numbers, and settling into new groups or situations.  

 Because school readiness is a complex and ever-evolving issue, a basic definition of 

school readiness is important. “School readiness,” according to Piotrkowski (2000),  

is the set of skills and attributes that a child needs at school entry in order to profit 

from the kindergarten experience and meet societal expectations of competence in 

the classroom. Rather than learning readiness, educational readiness, or academic 

readiness, which are more abstract in focus, school readiness implies being ready 

for adequate functioning in a tangible location – school. (Zigler et al., 2006, p. 29)  

 In the Rhode Island KIDS COUNT (2005) report, school readiness was 

summarized: 

School readiness encompasses children’s curiosity and enthusiasm for learning, 

their physical and mental health status, their ability to communicate effectively, 

their capacity to regulate emotions, and their ability to adjust to the kindergarten 

classroom environment and cooperate with their teachers and peers. Ready children 

are those who, for example, play well with others, pay attention and respond 
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positively to teachers’ instructions, communicate well verbally, and are eager to 

participate in classroom activities. They can recognize some of the letters of the 

alphabet and are familiar with print concepts (e.g., that English print is read from 

left to right and top to bottom on a page and front to back in a book). Ready 

children can also identify simple shapes (e.g., squares, circles, and triangles), 

recognize simple-digit numerals, and of course, count to ten. (pp. 11-12) 

 School readiness has also been redefined by changes in education law throughout 

the course of time, especially in the last 20 years. Recent changes in education law (No 

Child Left Behind Act of 2001) resulted in a demand for greater accountability in student 

achievement and more stringent learning expectations at younger ages. This process has 

resulted in states responding with greater demands on educators and a clearer set of 

expectations and standards for early learning. 

 In 1994, President William Clinton signed the Goals 2000: Educate America Act. 

This federal mandate was designed to ensure all children would begin school ready to 

learn. Following the passage of Goals 2000, President Clinton created the National 

Education Goals Panel (NEGP) to monitor the progress of the education goals (Kagan & 

Rigby, 2003). The NEGP (1995) assigned the readiness goal to a subgroup that created a 

definition of school readiness encompassing the whole child. Domains of readiness were 

divided into five categories: (a) physical well-being and motor development, (b) social and 

emotional development, (c) approaches to learning, (d) language development, and 

(e) cognition and general knowledge (NEGP, 1995). 

Fielding et al. (2004) cited the education law, No Child Left Behind (2002), which 

further increased the requirements for student growth and achievement. No Child Left 
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Behind (NCLB), in effect, created a 95% reading and math goal for all students and 

schools, stating that, by the year 2014, 100% of students must achieve minimum standards 

in reading and math. All 50 of the United States responded with legislation to increase 

school accountability for that achievement, and many states have responded by increasing 

their academic standards. 

 The National Governors’ Association (NGA; 2005) cited the 2002 NGA project 

which used NEGP’s work and established a gubernatorial task force on school readiness to 

determine what states could do to advance school readiness. The NGA (2005) task force 

incorporated the following principles into its school-readiness recommendations: (a) family 

is integral to a child’s life; (b) school readiness is an adult responsibility; (c) the first five 

years of life are critical; (d) the five dimensions of school readiness are equally significant; 

and (e) no single school-readiness plan can meet every state’s needs. These five principles 

formed the NGA’s school-readiness framework of Ready States, Ready Schools, Ready 

Communities, and Ready Children. The work of both groups broadened the definition of 

school readiness to include both child readiness and environment readiness.  

 Wesley and Buysse (2003) agreed with educators and believed parents and 

communities are responsible to produce a child ready for school. In addition, they wanted a 

greater responsibility for parents and communities in preparing children for school. Most of 

the educators felt that the responsibilities of the school did not begin until the day a child 

began school. Their viewpoint reinforced the school’s lack of involvement with the 

community in supporting preschool children and their families toward school readiness. 

The eighth national education goal, however, mandated school collaboration with parents 

to encourage early learning and development. Without a source of consistent 
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communication and information, parents reported little understanding of the schools’ 

expectations regarding school readiness (Wesley & Buysse, 2003). 

 Wesley and Buysse (2003) further reported how the NEGP’s understanding of 

readiness to learn hinged on a range of factors, including a child’s health and physical 

development, social and emotional development, approaches to learning, language and 

communicative skills, and cognition and general knowledge. Efforts to improve school 

readiness, therefore, should begin long before children enroll in kindergarten. No one entity 

should bear all the responsibility to prepare a child for school; communities should 

collaborate to support families, educate parents, and raise the quality of early care and 

education. Helping all children to begin school “ready to learn” is the shared responsibility 

of all institutions in a community. 

North Dakota Readiness Expectations 

The North Dakota Department of Public Instruction’s readiness skills for an 

incoming kindergartner are for him/her to have a vast general knowledge: how to write 

his/her first name, recognize most of the letters of the alphabet and their sounds in 

isolation, understand rhyming words, count to 20, count backwards from ten to one, and 

demonstrate a one-to-one correspondence with numbers to ten. Children should also be 

familiar with books; they should know top-to-bottom print, understand left-to-right paging, 

and be able to know books tell a story (Department of Public Instruction, 2005a). The 

Department of Public Instruction standards combined with the North Dakota Department of 

Human Services’ Early Learning Guidelines make it clear that children entering 

kindergarten in North Dakota should have a readiness skill set of growth and learning in all 

realms of development.  
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Transition to School 

Families have their children for a lifetime; educators have the children for one 

academic year. Educators can be a link for parents to assist with transitions in educational 

settings. When educators come alongside parents with information, connection, and 

support, it can ease tension and stress for both parents and children (Weiss et al., 2006). 

Weiss et al. (2006) cited a growing consensus in research that supports a 

responsibility between early childhood settings and elementary schools to sustain the 

family involvement link through the transition from preschool to the public school setting. 

It is at this critical time schools should maintain rigorous efforts to connect and reach out to 

parents in this transitional period. Schools that provide multiple opportunities through the 

transition period enjoy increased levels of family participation. 

It is important that local communities establish processes for consensus-building 

around common readiness goals for young children, develop continuity between 

preschool and kindergarten–including but not limited to integrated curricula–and 

assume joint responsibility for ensuring that all children be ready for success when 

they enter kindergarten. (Piotrkowski et al., 2001, p. 555)  

Transition practices cited in Piotrkowski et al. (2001) included preschool and kindergarten 

teachers visiting each other’s classrooms as well as meetings with early childhood 

administrators and elementary school administration. These interactions would promote the 

understanding of barriers, help clarify expectations, and provide the basis for transition 

planning that best meets the needs of individual families. This study suggested that the 

responsibility of transition practice resided with the schools, not the parents.   
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 Piotrkowski et al. (2001) expected schools to improve the readiness of young 

children by making connections with local child-care providers along with preschools and 

by creating policies that ensure smooth transitions to kindergarten. Children entering 

kindergarten vary in their opportunities for experiences, skill development, acquisition of 

knowledge and language. In addition culture, and family background can vary greatly, and 

schools must be ready to address the diverse needs of the children and families in their 

community and must be committed to the success of every child.  

 Fabian and Dunlop (2007) cited steps schools can take to reach out to future and 

current families. Schools that provide families with logistical information regarding 

procedures, routines, and academic expectations help to reduce fears and transition 

difficulties. Schools and families who partner together experience greater satisfaction in 

relationship and smoother student transitions to school. 

Home-School Contact and School Readiness 

 Fielding et al. (2004) believed that parents need a clear understanding of childhood 

development and academic expectations in order to begin to recognize the importance of 

their role as educators during their children’s preschool years. The home is the child’s first 

classroom and continues to have a great impact on the child throughout life.  

The research of Hanson (2008), the North Dakota Department of Human Services 

(2008a), Patrikakou et al. (2005a); and Schulting (2008) reinforced the importance of early 

childhood programs in recognizing the needed the support of families and communities to 

best educate children. To acquire this support, there is a need to encourage the family-

involvement processes that research has shown to be effective in encouraging children’s 

learning and socio-emotional development. Parents’ beliefs and competencies greatly shape 
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the home and learning environment of their young children. In the early childhood years, 

the home-school relationship refers to the formal and informal connections between 

families and their young children’s educational settings. Both participation in preschool-

based activities and regular communication between families and teachers are related to 

young children’s outcomes. Parents who maintain direct and regular contact with the early 

educational setting experience fewer barriers to involvement and have children who 

demonstrate positive engagement with peers, adults, and learning. In addition, teachers’ 

perceptions of positive parental attitudes and beliefs about preschool are associated with 

fewer behavior problems as well as higher language and math skills among children. A 

positive home-school relationship can buffer some of the negative impacts of poverty on 

academic and behavioral outcomes of poor children (Schulting, 2008). Early childhood 

education often has the benefit of a home-visit component, thus strengthening the parent-

school relationship. Epstein (1987a) emphasized the importance of including parents in a 

wide variety of activities, which keep parents connected with their children’s learning and 

with teachers.  

Fielding (2009) and Sprenger (2008) shared strategies for educational parent-

involvement activities that can be as simple as inviting parents to school to share in 

classroom activities with their children. This kind of experience can directly influence 

parent practices at home with their children. When parents have a sense of what denotes 

competency, they are more likely to get involved. In early childhood, the learning emphasis 

is most likely to be on language along with literacy support and skills.  

Christenson and Sheridan (2001) and Gestwicki (2004) provided ideas outside the 

investments of time or money; simple activities like Play Dough letter building; counting 
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numbers talking about least to greatest; and other simple, but effective, early childhood 

activities are helpful. Everyday classroom materials and lessons can be a spark for parent 

applications of learning in the home. Teacher interactions with learning-based questions 

serve to provide a basis for parents to ask learning-related questions and for teachers to 

provide insights for parents about the capacity of their children for learning. 

Fantuzzo and his colleagues (2004) recently showed that practices associated with 

responsibility for learning (e.g., providing a place for educational activities, asking 

a child about school, reading to a child), above and beyond the aspects of the home-

school relationship, are related to children’s motivation to learn, attention, task 

persistence, and receptive vocabulary and to fewer conduct problems. (Harvard 

Family Research Project, 2006a, p. 4) 

The Harvard Family Research Project (2006a) findings demonstrated the 

effectiveness of educators who work with young children in promoting family-involvement 

opportunities. Workshops, trainings, and parent-child groups helped to promote warm and 

nurturing relationships outside the classroom. The research recommended teachers 

communicate often with parents, in a variety of modes, regarding their children’s learning. 

Teachers shared ideas to help student progress, lesson content, and ways to find patterns in 

learning. Teachers who provided opportunities for parents to visit the classroom, both to 

participate and observe, helped to contribute to a greater sense of belonging for both 

children and parents. Frequent and ongoing communication and connection were 

recommended as a regular part of teacher practice. The important aspect of family history 

was emphasized to teachers for effectiveness in communicating with families. Educators 

were encouraged to take initiative in connecting and relating to parents. Preschool 
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administration was also advised to initiate relationships with elementary schools and bring 

in personnel to ease the transition process for parents and children. 

Children will not enter school ready to learn unless families, schools and 

communities provide the environments and experiences that support the physical, 

social, emotional, language, literacy, and cognitive development of infants, toddlers 

and preschool children. Efforts to improve school readiness are most effective when 

they embrace the rich cultural and language backgrounds of families and children. 

Research has provided great insights into children’s development and numerous 

strategies to assist learning. The strongest effects of high quality early childhood 

programs are found with at-risk children—children from homes with the fewest 

resources and under social and economic stress. (Rhode Island KIDS COUNT, 

2005, “Executive Summary”)  

 Zigler et al. (2006) cited the Chicago Longitudinal Study that showed parental 

involvement in child activities, both in the home and at preschool, boosted school readiness 

and that parent participation had positive effects on children’s achievement and behavior, 

grade retention, dropout rates, and juvenile delinquency. Parental involvement in preschool 

was also associated with greater reading achievement and less grade retention through 

eighth grade. Parents who were involved in preschool education with their children were 

also more likely to be involved in their children’s elementary school  

Parent involvement, beginning in preschool, influences children’s academic success 

through four interrelated pathways: (a) Parent involvement in preschool is linked to 

involvement in supportive activities at home. (b) Parent involvement in preschool 

and at home has direct effects on children’s concurrent academic performance. (c) 
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Parent involvement in preschool and at home has effects on children’s social 

behavior and motivation, which in turn should affect their school performance. (d) 

Parents who are involved in preschool are more likely to continue to be involved in 

elementary school, and this continued participation is associated with better 

academic achievement and behavioral adjustment. (Zigler et al., 2006, p. 155) 

 The research of High et al. (2008), Piotrkowski et al. (2001), and Raver and Knitzer 

(2002) cited the importance of parent practices and how those practices impact a child’s 

development and growth. Children who experience positive, prosocial, and nurturing 

relationships in their homes also progress in the other areas of development. Parent 

education and support can create a positive impact in helping children prepare for school. 

Programs can provide families with a sense of relationship and connectedness, along with 

trainings, strategies, and interventions for problematic situations.  

Conditions for Creating Successful Parent Involvement: What Works 

 Henderson and Mapp (2002) found parents want to be involved in their children’s 

education but often lack the knowledge to do so. How do schools wrap their arms around 

the multiple factors, represented in families, to bring about effective parent involvement? 

Because parent involvement is a multi-faceted concept, Christenson and Sheridan (2001) 

identified four conditions that are helpful in creating effective parent partnerships: 

approach, attitudes, atmosphere, and actions.  

School Approach Matters 

Christenson and Sheridan (2001) cited the importance of the approach schools use 

in establishing a relationship. Their work supported the concept that a relationship begins 

with teachers and administrators communicating to parents they are integral to the 



 

55 

education process and their input is valuable and needed. Teachers should discuss the 

school and classroom mission statement, create an atmosphere for bi-directional 

communication, help parents understand assessment practices, and communicate in a 

variety of ways with families. The school should expect parents to be involved and invite 

them to do so. Teachers should help parents recognize learning takes place throughout the 

day and share learning opportunities outside the classroom. 

Teacher Attitudes Make a Difference 

Christenson and Sheridan’s research (2001) illustrated how positive school views 

about families send strong signals to parents that school is a good place for them and their 

children. The school communicates there are no problematic individuals, but opportunities 

for problem solving. Teachers and principals should listen to parent perspectives and work 

to understand family needs and situations. Listening and responding create positive 

conditions in establishing parent partnerships. An attitude of mutual respect fosters parent 

comfort and can aid in parent openness in dealing with difficult issues.  

School Atmosphere of Trust and Openness is Important 

An open school atmosphere, according to Christenson and Sheridan (2001), 

recognizes the value of parent input in the decision-making process regarding children and 

promotes positive outcomes for them. Trust is foundational to relationships. Creating an 

atmosphere of openness and trust opens the door for building and continuing 

communication and relationship. Opportunities for connection can be created through 

family participation in school learning, cross-cultural awareness events, and education 

training classes.  
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Including Parents on the Planning and Action 

Building a shared responsibility, according to Christenson and Sheridan (2001), 

begins with school personnel inviting parents to be a part of the ongoing school processes. 

Parents can participate in school-improvement discussions and policy-making decisions. 

Teachers and administration can create effective communication strategies to ensure all 

families know what is happening at the school and how the school functions. Parents can 

be invited to staff development to create a better understanding of educational objectives 

and to build relationships with teachers. Effective school-family relationships can greatly 

enhance the learning environment and aid in academic, social, and emotional growth for 

students. A good relationship can make the job easier for teachers as they send home 

communication and homework. The partnership also creates conditions that allow parents 

to feel connected with their child’s school.  

Six Types of Parental Involvement 

Dr. Joyce Epstein was the frontrunner for studying the effects of parental 

involvement in children’s education. Through her research, she established the Six Types 

of Parent Involvement and set an education industry standard for parental involvement 

through activities at home and participation in schools and classrooms. The research 

demonstrates “a positive effect on children’s achievements, attitudes, and aspirations. 

Students gain in personal and academic development if their families emphasize schooling, 

let the children know they do, and do so continually over the school years” (Epstein, 1987a, 

p. 120).  

Epstein looked at teacher practices to involve parents in their children’s education 

journey by conducting surveys with over 3,700 teachers at 600 schools in 16 school 
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districts in Maryland. Eighty-two teachers with a wide variety of parental involvement 

practices were interviewed along with 1,200 parents from those teachers’ classrooms. The 

study also collected data on the achievement and behaviors of 2,100 students in those 

classrooms. Results connected teacher partnership practices with parents and children in 

each classroom. The results of that study helped determine the need to identify other types 

of parent involvement taking place in and outside the classroom. Four types of parent 

involvement were identified as important to establishing the parent-school relationship 

(Epstein, 1987a). Later, two additional types of involvement were identified (Epstein, 

1995, 2006). The six types of involvement: parenting, communicating, volunteering, 

learning at home, decision making and collaborating with community, can guide schools as 

they develop effective parent relationships that influence and enhance children’s learning 

experiences. 

Basic Parenting Practices 

 Parents meet the basic obligations of family by providing food, safety, shelter, and 

health. They also establish positive home conditions to encourage school success through 

early childhood teaching and preparation for school from infancy through high school. 

“Parents lay the groundwork for students’ success in school by building their children’s 

self-confidence, self-concept, and self-reliance” (Epstein, 1987a, p. 121). 

Effective Communication with Parents 

 The communication between home and school facilitates the flow of information 

about school curriculum and the child’s progress. “The school has an obligation to inform 

parents about school programs and their children’s progress. And, parents are expected to 

act on the information received from the school” (Epstein, 1987a, p. 122). Two-way 
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communications between home and school reflect the reciprocity that a collaborative 

relationship must have in order to be most effective (Patrikakou et al., 2005a). Home and 

school communication remains a strong predictor of academic achievement even in high 

school (Catsambis, 2002; Patrikakou, 1997, 2004). Written communication is the most 

commonly referenced method of communication; it is also important to include person-to-

person interactions, such as open houses at the beginning of the school year, parent-teacher 

conferences, parent-teacher organization meetings, American Education Week activities, 

and other school events that include parents. Each interface allows an opportunity for 

relationship development. 

Parent Volunteers: Effective Means of Involvement 

 Parents’ involvement at school can include a variety of tasks: assisting teachers in 

the classroom, assisting in the office, preparing materials for students, recruiting parents to 

act as volunteers, supporting school initiatives and functions, helping in the lunchroom, 

supervising on the playground or at crosswalks, and assisting in other areas. It is important 

to extend involvement opportunities to parents on a continuous basis. Well-organized 

parental involvement sends the message that parents are wanted and welcome at the school 

and that their assistance is valuable. 

Applying Classroom Learning at Home 

 Parental involvement as promoted by Epstein (1987a) at home refers to teachers 

taking the lead to ask parents to support learning through help with homework, extended 

learning activities reinforcing classroom instruction, and other learning-enhancement 

activities. At home, parents can read with their children, play instructional games, tutor, 

and foster rich discussion using information and requests provided by the school. School 
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support for at-home learning can be reinforced through contracts, weekly reports from 

home, parent workshops to guide at-home instruction, and interactive homework activities 

with instructions and references for parents. Reading to and with children is a widely used 

home activity recommended by teachers. A study conducted by Epstein (1986) showed 

almost all parents are involved with helping their children at home on some level and 

reflected that more than 85% of parents work with their children for 15 minutes or more. 

Parents indicated that they would spend more time if given the knowledge about how to 

help. 

Parents as Partners in Decision Making 

 Epstein (2006) and Epstein et al. (2002) reported parents who are involved at this 

level have the opportunity to impact school climate and can be advocates for growth and 

change. This involvement can be through parent teacher organization (PTO) leadership or 

participation, school board membership or meeting attendance, or simply through 

conversations with administration and leadership. Parents can be invited to attend school-

improvement meetings, participate in school assessment for accreditation, advocate for 

underrepresented groups, and be a part of orientation programs for new families and staff. 

Schools can offer training to encourage parental involvement and to create a sense of 

efficacy when working in the school setting. Results of parental involvement at this level 

often bring a sense of ownership in the school, and at this level, parents can serve as 

conduits of information to other parents 

Group Collaboration: Parents, School, and Community 

This type of collaboration, as reported by Epstein (2006) and Epstein et al. (2002), 

shows parent involvement can be a network for both the school and other community 
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entities. There are opportunities to link medical services, public health information, and 

involvement in other education programs; to enhance current programming; and to gain 

knowledge about other programs or services. By working with the community, there can be 

a shared use of funding and building space, and increased quality as programming is 

shared. Through community collaboration, there is a greater awareness of services and 

resources in the community  

Culture of Success 

Fantuzzo et al. (2000) emphasized that the goal of family-school connections for 

children’s learning must be to create a culture of success, one that enhances learning 

experiences and competencies across home and school and that underscores that the 

partnership means shared goals, contributions, and accountability. Creating a culture of 

success should begin with teacher outreach to parents and a positive focus in early 

interactions. 

Research has established a significant correlation for student learning and parent 

involvement. Christenson, Godber, and Anderson (2005) reported parental involvement has 

additional benefits in student performance: improved grades, higher test scores, and better 

attitudes toward school. Parental involvement has also been found to reduce school dropout 

rates, reduce special education referrals, increase college enrollment, and promote higher 

attendance rates in school. 

Defining specifics in order to create a culture of success is difficult given the 

complexity of families today. “Christenson and Sheridan (2001) defined four features” that 

help to create a partnership “for families and schools: 1) a student-focused philosophy” that 

“encourages educators and families [to] collaborate to enhance learning opportunities, 
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progress, and success for students in [the] . . . academic, social, emotional, and behavioral 

[domains]; 2) a belief in shared responsibility for educating and socializing children . . .; 

3) an emphasis on the quality of the interface and ongoing connection,” keeping the child’s 

educational growth as the goal; “and 4) a preventative, solution-oriented focus” where both 

teachers and parents work collaboratively to address issues from the onset and work 

together to address needs on a continuous basis (Christenson et al., 2005, p. 23).  

Christenson et al. (2005) reported parents who understand their roles in parenting 

and education find themselves better able to fill the responsibilities accompanied with 

raising and educating children. They are more likely to become involved in school 

readiness activities and, later, participate in school programming if they view their 

participation as a requirement of parenting.  

“McWilliam, Tocci, and Harbin (1998) researched . . . a family-centered approach 

[to parental involvement] considers the needs, wishes, and skills of the family” along with 

“the needs of the child” (Christenson et al., 2005, p. 23). The focus is then on welcoming 

the family into the school community and responding to family needs and concerns. They 

also noted that there is often “a ‘disconnect’ between pre-K and the K-12 systems” 

(Christenson et al., 2005, p. 23).  

Pre-kindergarten programs that are designed with a purpose of preparing both 

students and parents for the school experience can involve daily interaction with teachers 

and parents, notes home inviting parent feedback, and many family activities. When 

families transition to the public school, the child-teacher relationship should be 

emphasized, keeping the parent as an integral part of the educational process. The K-12 

systems need to make a better effort at welcoming the incoming kindergarten families as 
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they enter the public school system and integrating them as an integral part of their child’s 

education journey. 

Increasing Parent Involvement 

The Appleseed Report (2006) and Ann Henderson’s testimony to the senate on 

NCLB (2007) reported parents need a place at the table to know their presence and 

involvement matters and, further, to know they are needed and wanted as a part of the 

school community. Parental participation will increase with three key factors. First, parents 

need to have a good sense of their role construction. The parent who is confident in his/her 

role and knows positive parenting practices will demonstrate a greater likelihood for 

involvement in all aspects of his/her children’s lives. Teachers who demonstrate the 

importance of parental involvement help parents’ mindset to become one of thinking they 

are supposed to be involved in helping their children. The teacher influence should not be 

underestimated in influencing parental thinking. Second, parents who have a sense of 

efficacy in the parenting role and who feel confident they can assist and guide their child’s 

education will become more involved in their child’s education and feel freer to ask 

questions. They are more likely to be involved if they think their help will make a 

difference in their child’s learning. Lastly, parents are more likely to increase their 

involvement if they are invited to participate in school-related activities and programs. The 

sense of invitation is strongly influenced by signals parents receive from their children and 

the school staff (Appleseed, 2006). The invitations send an important message of 

expectations and presence at school.  

 Christenson et al. (2005) reported on the data in education reflecting the importance 

of educators working in partnership with families. Educators can be the catalyst at 
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improving school climate, parent confidence, and student success. Teachers can create the 

inroads for parents to know the teachers on a deeper level and the work they do. Parents 

who understand educational practices and expectations tend to become better advocates for 

their children. The research demonstrated parents are often involved when very satisfied 

and when dissatisfied.  

Epstein (1986) and Epstein et al. (2002) emphasized educators must work to 

reinforce the message that children are connected to the same families but to different 

teachers over the course of their school years. This message can aid parents in better 

understanding their role in this ongoing journey. When schools and families operate as true 

partners, they can weather the difficulties that can occur in any relationship: 

misunderstandings, conflict, and differing opinions. It is the continuous efforts that focus 

on the goal that brings about maximum success for students.  

Rockwell et al. (1996) found teacher invitations to include parents in classroom 

learning do not have to take a great deal of additional time. Increasing the daily contact can 

be as simple as inviting parents to share in the day’s opening activities and then be on their 

way. Parents can be invited to attend a principal’s round table discussing school issues over 

a muffin and coffee. Teachers can collaborate and conduct grade-level information sessions 

where parents are free to ask questions. Back-to-school picnics are effective ways to help 

new families feel welcome at the school. Each of these activities can also have information 

for other involvement opportunities and upcoming events. Parent rooms can indicate to 

parents that their presence is important and welcome. Parent rooms can also be places for 

teachers to leave projects for volunteer completion, a place for meeting with teachers, and a 
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place for parents to interact during the school day. Some parent centers house information 

libraries.  

Adults as Partners in the School Environment 

Merriam, Caffarella, and Baumgartner (2007) established the importance of 

families and educators working together in partnership roles. The attitudes they hold about 

each other and an atmosphere that is conducive to collaboration set the stage for the action 

of moving forward in collaboration and support for the student. Malcolm Knowles, an adult 

learning theorist and researcher, affirmed the need to model and give respect when working 

with parents. Parents know their children best, and when they are a positive part of the 

education team, it becomes easier to work towards the goal of student achievement.  

Knowles in Merriam et al (2007) focused on characteristics of the adult learner to 

bring about maximum results for both families and schools. These characteristics can be 

applied to the school-home relationship formation:  

 Adults move from being dependent to self directing. They should be respected 

and treated with a spirit of mutuality in the learning journey. Both teachers and 

parents can be joint inquirers in the relationship. 

 Parents bring a rich reservoir of experience from their background and homes 

and should be asked for input regarding their knowledge and ideas. 

 Teachers should be observant of parents’ social and educational backgrounds 

and use them as springboards upon which to build a relationship.  

 Adults want information to be useful and applicable. Keep the focus on the 

children and the concrete things parents can do to support them.  
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 Parents want their children to succeed; motivation for that result is internal. 

Teachers can help, too, by providing their emotional support and 

encouragement for children’s growth and success. 

 Adults need to know why they need to learn something; help parents by 

explaining what children are learning and the value of parents’ participation in 

the children’s learning (Merriam et al., 2007).  

Linking Research to Readiness Programming 

Identifying research-based readiness programs that align with research expectations 

and systematically incorporate a parent involvement component is somewhat challenging. 

Most readiness programs provide curriculum for teachers’ use and may not be designed to 

align with the research. Because this program became the basis for the current study, the 

program is analyzed here for its relationship to research literature. 

Gearing Up for Kindergarten: A Parent-Involvement 

and School Readiness Program 

  The key building blocks and objectives of the Gearing Up for Kindergarten 

program, include: school readiness for children entering kindergarten, parent education, 

parent involvement with children’s learning and school, building home-school-community 

partnerships, and transition-to-school knowledge and practices involvement with children’s 

early learning, (Brotherson, 2007). These objectives support and reinforce the research 

literature (Appleseed, 2006; Christenson and Sheridan, 2001; Fielding, 2010; 2001; 

Epstein, 1987a; Fabian and Dunlop, 2007; Fielding, 2009; Fielding et al., 2004; Harvard 

Family Research Project, 2006a; NAEYC, 2009; Rhode Island KIDS COUNT, 2005; 
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Sprenger, 2008; Wesley and Buysse, 2003; and Zigler et al., 2006) on child development, 

school readiness and parent involvement in their child’s development and education. 

School Readiness and Gearing Up for Kindergarten 

The concept of school readiness, emphasized in the Gearing Up for Kindergarten 

program, relates well to Wesley and Buysse’s (2003) research, citing educator perspectives 

regarding the importance of school readiness for children entering kindergarten. Epstein’s 

(1987a) research established the importance of parent care for children’s basic needs along 

with a healthy environment that prepares children for the school experience. 

Parent Education  

 Fielding et al. (2004) reinforce the importance of parent knowledge and 

understanding of child development in supporting children’s preparation for life. The 

Gearing Up for Kindergarten program supports this concept along with the previously 

referenced Appleseed Report (2006) that cited parent efficacy and competence as key 

factors in parents’ decisions to become involved in their children’s education. The Gearing 

Up for Kindergarten program provides a parent education component that teaches basic 

child growth and learning information in the 5 domains of development. 

Parent Involvement in Children’s Learning  

 The Gearing Up for Kindergarten program reflects the parent involvement research 

of Epstein (1987a), Fielding (2010), NAEYC (2009) and Sprenger (2008) by incorporating 

early learning guidelines with parent practices to provide learning opportunities for parents. 

Recall Zigler et al. (2006) found parental involvement in preschool has a direct effect on 

children’s success in social and emotional behaviors and supports their academic success. 

The Gearing Up for Kindergarten program incorporates and teaches parent/child activities 
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each week in the parent session. Student learning at home is reinforced with lessons that 

include take home and practice activities where the parent is the teacher initiating and 

teaching new activities. In addition, parent/child activities are a primary part of the 

classroom experience.  

Building Parent Partnerships  

 Christenson and Sheridan, (2001), Epstein (1987a), and the Harvard Family 

Research Project (2006a), as reported earlier, promote parent partnerships as a part of 

children’s learning and education. These partnerships help to develop parent understanding 

of the learning environment and provide opportunities for parents to work with their 

children at home, as volunteers at school, and as advocates for program and policy 

development. Opportunities may also be realized to enhance classroom learning as parents 

become aware of learning concepts and use skills they may have to support and develop the 

learning. The Gearing Up for Kindergarten program uses a workshop and training model 

(Harvard Family Research Project, 2006a) and promotes parent, school, and community 

partnerships through the education lessons on all areas of a child’s development, including 

relationships in the home, school, and community. As reported earlier, community 

connections support the culture of success (Christenson and Sheridan, 2001) and work to 

instill a shared responsibility for education. Through participation in the Gearing Up for 

Kindergarten program parents experience a positive school atmosphere (Christenson and 

Sheridan, 2001) and experience a positive approach to school building school connections 

and relationships (Christenson and Sheridan, 2001).  
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Transition to School  

 The Rhode Island KIDS COUNT, 2005, Executive Summary research, noted 

previously in the chapter, showed children will not enter school ready unless they are 

provided with early learning experiences that support whole child development. These 

developmental experiences make the difference in children’s transition into school and set 

the stage for success in school. Fabian and Dunlop (2007) reported families with logistical 

transition information, and who partner together with schools, experience greater 

satisfaction in relationships and smoother transitions to school. The Gearing Up for 

Kindergarten parent curriculum and classroom instruction provides information for parents 

and students to support success in the transition to school. Classes, supporting 

Bronfenbrenner’s (1979) research, provide practical information and support for school 

registration, locating school boundaries, and informing parents and students of standard 

school practices.  

Gearing Up for Kindergarten Research and Development 

The Gearing Up for Kindergarten program has been studied by researchers at North 

Dakota State University since the program's inception in 2006. Study results with parents 

suggested that the parent-school relationship is enhanced through participation in the 

Gearing Up for Kindergarten program (Brotherson, Query, & Saxena, 2007; Brotherson et 

al., 2008; 2009). The program is designed to enhance parent-school relationship through 

participation in the Gearing Up for Kindergarten program. Through intentional 

conversation and targeted curriculum information, a central message is laid out as a part of 

the program; parents an important part of their child’s education journey. The Gearing Up 
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for Kindergarten program curriculum uses research to emphasize parents as children’s first 

and most important teachers knowing best how their children learn.  

Gearing Up for Kindergarten (Brotherson, 2007; Brotherson et al., 2007) is 

designed as a prevention-focused, preschool-parent education program for parents and their 

children who will be entering kindergarten in the following year. Gearing Up for 

Kindergarten curriculum targets child development and school readiness. The Gearing Up 

for Kindergarten 16 week program design provides an intensive educational experience 

combining preschool learning activities for pre-kindergarten children with a parent 

education and involvement component as the key elements of the program. The program’s 

intended design is for families with a child entering kindergarten the following year, but 

can also be used with three year olds. 

 The program was developed in 2006 at North Dakota State University. A federal 

mandate to increase parental involvement in schools resulted in an opportunity for the 

federal Department of Education to partner with the North Dakota State Parent Information 

Resource Center (PIRC). Through the PIRC, Gearing Up for Kindergarten was added to 

additional sites across the state of North Dakota in 2008 (Brotherson et al., 2009).  

 The Gearing Up for Kindergarten program (Brotherson, 2007; Brotherson et 

al., 2007) has a unique parental involvement emphasis in addition to its preschool program 

for children. Through parental participation in education centers, parents are expected to 

experience relevant learning activities and, in the parent session, how to implement 

learning at home. The hands-on experience teaching is designed to provide a sense of 

efficacy in knowing what kinds of activities support childhood development and learning. 

The take-home activities parents create each week are intended to provide opportunities for 
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immediate application at home. Research demonstrates parental knowledge and efficacy 

increases the likelihood for critical learning and development towards school readiness to 

occur at home (Epstein 1987a; Zigler et al., 2006). 

The curriculum was piloted and refined over a five-year period to develop an 

educational program that adheres to research using effective parental involvement and 

school readiness methods. The preschool education curriculum consists of a flexible, 

adaptive set of parent-child learning and activity sessions. The parent education curriculum 

consists of a series of structured educational sessions that focus on child development, 

school readiness, and healthy parenting (Brotherson, 2011).  

The preschool education curriculum centers on learning and activity sessions for 

parents and children. The program design has parents and children together at the 

beginning of each class. At this time they participate in a 45-minute session of different 

learning stations. Each station is created with activities designed to address and enhance 

knowledge and skills in math, science, reading/literacy, sensory awareness, motor ability, 

imagination, and social-emotional ability. Built into that timeframe is a preschool-style 

“circle time” for reading.  

The next segment of the curriculum has children separate from parents. Children 

spend the remainder of the session in additional preschool learning activities planned by 

the preschool teachers using the curriculum guide. The curriculum for the parent-child 

activity sessions was developed and compiled by North Dakota State University 

researchers. Curriculum design is created for two contracted facilitators for the child and 

parent sessions, as well as a classroom assistant (Brotherson, 2007) 
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The parent education curriculum consists of 16 lesson modules designed to be 

adapted to the program model used for any specific site utilizing the Gearing Up for 

Kindergarten program. Typically, as in this study, the program model is delivered in two 

8-session split semesters (fall and spring sessions), or a single 16-session program (spring 

prior to kindergarten). There is an alternate model of 10-sessions available. 

Parent-education lesson modules were adapted from the research-based curriculum Bright 

Beginnings for Young Children, developed by Dr. Sean Brotherson of the North Dakota 

State University Extension Service, and other available parent-education topics. 

Parent/child take-home activities and handouts were written by Parents as Teachers, and 

adaptations for New Americans were developed by Even Start. Learning topics for the 

modules include: Parenting Styles, Raising a Reader, Effective Discipline Techniques, 

Developing Responsibility and Self-Help Skills, Learning Styles and School Readiness, 

and other selected topics. 

Summary 

Parental involvement in children’s education has been shown to be a benefit for 

student achievement as well as emotional and social growth. Families that work well with 

the schools have a greater support system and are likely to experience success in high 

school and in decision making. The research (Christenson & Sheridan, 2001; Epstein, 

1986; 1987a; 2001; Fantuzzo et al., 2000; Gestwicki, 2004; Harvard Family Research 

Project, 2006b; Henderson, 2007; Patrikakou et al., 2005a; Rockwell et al., 1996) is clear 

that teachers and schools do impact the likelihood of parents’ participation in their child’s 

education. Teachers have the ability to influence involvement through their attitudes and 
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beliefs about parental involvement. Schools that provide opportunities for meaningful 

involvement reinforce the importance of the parent role in education. 

It is also important for schools and parents to recognize the change that has 

occurred in educational expectations. The increased academic standards should be shared 

with parents, especially parents of young children. Getting parents on board is important in 

elementary school, but should ideally begin in early childhood. Epstein’s (1987a) sixth type 

of parental involvement is an example of how communities and schools can work together 

to educate parents about the privilege and responsibility of teaching their children both 

before and after school begins.  

The research demonstrated the important roles parents, community, and schools 

play in a child’s development and achievement. Responsibility for education is shared, 

along with the success of achievement, and is supported by the Overlapping Spheres of 

Influence theory framework (Christenson & Sheridan, 2001; Epstein, 1986; 1987a;; 2001; 

Fantuzzo et al., 2000; Gestwicki, 2004; Harvard Family Research Project, 2006b; 

Henderson, 2007; Patrikakou et al., 2005a; Rockwell et al., 1996). 

Many pre-kindergarten programs focus on preparing children for school. The 

Gearing Up for Kindergarten program has additional supportive components that target 

parents and schools with education, transition information and expectations, and an 

understanding of school readiness to better equip parents in effectively preparing their 

children for school (Fabian &Dunlop, 2007).  

“Young children’s earliest experiences and the environment set the stage for future 

development and success in school and life” (Rhode Island KIDS COUNT, 2005, “Intro”). 

As the research (Christenson & Sheridan, 2001; Epstein, 1986; 1987a; 2001; Fantuzzo et 
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al., 2000; Gestwicki, 2004; Harvard Family Research Project, 2006b; Henderson, 2007; 

Patirkakou et al., 2005a; Rockwell et al., 1996) indicated, early experiences influence brain 

development, establishing the neural connections that provide the foundation for language, 

reasoning, problem-solving skills, behavior, and emotional health. Families and the 

preschool community play a crucial role in working comprehensively to assist children in 

coming to school ready to learn at a kindergarten level. Children from families with 

economic security and healthy relationships are more likely to enroll in preschool and to 

experience learning opportunities that support school readiness and, ultimately, success in 

school. Young children thrive when parents, family, educators, and the community 

surround them with love; support; and continuous, positive opportunities on their learning 

journey (North Dakota Department of Human Services, 2008a).  
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CHAPTER 3. METHODOLOGY 

Introduction 

Schools today face great challenges as they grapple with instructing children at 

multiple levels of readiness and skill. Children who enter school behind in their 

development and academic knowledge tend to stay behind as they move into the next grade 

(Fielding, 2009). Research demonstrates one-third of all students entering school 

experience some kind of learning difficulty and 16% enter school experiencing great 

difficulty (Gebeke, 2010). 

The literature review provided research demonstrating the importance of parental 

involvement in children’s education. Parent involvement research has been demonstrated to 

be a benefit for student achievement as well as emotional and social growth. The research 

supports the idea that when families work well with the schools and have support system 

children are likely to experience success in high school and in decision making. The 

research (Christenson & Sheridan, 2001; Epstein, 1986; 1987a; 2001; Fantuzzo et al., 2000; 

Gestwicki, 2004; Harvard Family Research Project, 2006b; Henderson, 2007; Patrikakou et 

al., 2005a; Rockwell et al., 1996) affirmed the value of teachers and schools in connecting 

with parents and providing opportunities for participation in their child’s education. 

Kindergarten is the formal entrance into the education world, and today, many 

children do not arrive at school with the skills they need (NIEER, 2004). Increased learning 

expectations for kindergarten have resulted in fewer children ready to learn upon entrance 

into school. Until recently, kindergarten has been thought of as an environment to learn 

social skills and the alphabet (Fielding et al., 2004).  
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The expectations of kindergarten readiness have changed significantly in the past 

two decades; hence parents may lack a clear understanding of the educational expectations 

for their kindergartner (Espinosa et al., 1997; Fielding et al., 2004; Fielding, 2009; 

Hanson, 2008). For example some of the increased expectations for children include: 

knowing some basic letters, counting to ten or higher, taking turns, listening for ten 

minutes at a time, and writing their first name (Fielding, 2009). Misconceptions regarding 

expectations can contribute to academic deficiencies in children (Espinosa et al., 1997; 

Fielding, 2009; Hanson, 2008; High/Scope Educational Research Foundation, 2006; 

Weiss et. al, 2006). A lack of parent understanding about readiness expectations can 

contribute to students entering school behind in learning, even before they begin. 

Kindergarten readiness is a complex and multidimensional construct influenced by 

many early childhood experiences. For this study, school readiness is defined using a 

composite of benchmarks developed by the National Education Goals Panel (Kagan et al., 

1995). These benchmarks are the often-identified, current standards generally accepted by 

the early childhood community and are reflected in the PPASR assessment and in the 

Gearing Up for Kindergarten curriculum. The NEGP identifies five domains of children’s 

development and learning important for school success: 

 Physical well-being and motor development  

 Social and emotional development  

 Approaches to learning 

 Language development  

 Cognition and general knowledge 
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These five domains are interrelated and dependent upon each other; development in 

one area will affect development in others. In this perspective, there is no single or uniform 

standard of readiness. Children’s development is individual and can vary greatly according 

to ability and exposure to environment. At age five, a child will not demonstrate all 

necessary skills in every area. It is important to note one domain is not more important than 

another. Children’s readiness for school encompasses skill sets in all the domains. While 

parental involvement in education and school readiness has been researched extensively, 

there is little research on combined preschool and parental involvement programs, along 

with transition-to-school practices, to support greater readiness for children at the start of 

kindergarten (Rhode Island KIDS COUNT, 2005). 

Research Questions and Study Design 

 The research questions drive the study design and impact procedures and program 

assessment. The research questions are followed by description of the study design. 

Research Questions 

1. Is the change over time in the Practical Parent Assessment of School Readiness 

(PPASR) scores for the treatment group parents different from the change over time 

for the control group parents for the 5 domains of child development? 

2. Is the change over time in PPASR scores for the treatment group parents different 

from the change over time for the control group parents for the transition-to-school 

knowledge and familiarity construct? 

3. Are there differences in change over time between treatment and control group in 

children’s knowledge of letter identification, number identification, and oral 

counting as measured by AIMS Web scores?  



 

77 

4. Is there a difference between treatment and control group in the strength of the 

relationship between the parent PPASR scores and child AIMS Web scores?  

Study Design 

This study design included both a treatment and a control group of 4-year olds, who 

entered kindergarten the year following the program, and one or both parents. The study 

was designed to measure whether participation in the Gearing Up for Kindergarten 

program significantly impacted children’s academic growth, on selected measures, and 

parent perceptions of their child’s development and school readiness. 

 This study has a unique approach that includes both parents and children in the 

intervention phase of the program. The treatment group received the intervention; 

participation in the Gearing Up for Kindergarten program. The control group did not 

receive the intervention. 

The quasi-experimental design was used due to the fact that the groups were not 

arranged by random assignment. The preferred design for research is the experimental 

design. Without random assignment, that was not possible for this study. 

A pretest, posttest, post posttest design was used to assess both students and 

parents. This design was used with both the treatment and control groups in the study. 

Treatment group: 0 (pretest) X1 (intervention) 0 post-test 0 post posttest 

Control group: 0 (pretest) X2 (no intervention) 0 post-test 0 post posttest 

The pretest-posttest control group design criterion was met with the two groups. Both 

groups were given the pretest followed by the intervention for the treatment group. Both 

groups of parents and students were tested again at the end of the study. The study design 
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also included a post posttest, for both parents and children, at the children’s entrance into 

kindergarten. 

Description of Intervention Program  

Program Design 

This program used a 16 week model, with classes held once a week for 16 weeks. 

This model included a 6 week break after the first 8 weeks. The series resumed after the 

break. The 90 minute classes began at 6:00 pm and concluded 7:30 pm. There was no cost 

to families to participate in the program.   

The evening was divided into two segments, parent child time in the classroom for 

the first 45 minutes followed by separate instruction for children and parents. Each child’s 

classroom had one preschool teacher and one para-educator along with a parent educator 

who worked with families the first 45 minutes of each session.   

The parent educator and parents left the classroom at the 45 minute mark for a 

parents' only instruction component. During the 45 minute parent session parents learned 

how to support their child’s learning and development in preparation for the start of school. 

The parent educator used Gearing Up for Kindergarten curriculum for instructional 

materials and handouts. 

Children remained in the classroom with the preschool teacher for continued 

learning activities. The preschool teacher and para-educator worked together with 

curriculum, to create lessons and centers for each evening’s class.  

The teachers were trained by Dr. Brotherson, creator of the Gearing Up for 

Kindergarten program, in a three hour training session that provided background research 

on child development and school readiness. The training also included an overview of the 
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Gearing Up for Kindergarten curriculum, evaluation practices, and steps for effective 

program implementation. Teachers developed and practiced a lesson with each other before 

beginning the program with students and parents. 

Study Logistics 

The treatment study group consisted of classrooms at two different sites: a local 

elementary school and a children’s center. The elementary school held classes on Monday 

evenings, and the children’s center held classes on Tuesday evenings. The elementary site 

had one classroom with 13 students; the children’s center had two classrooms, the Green 

Room with 14 students and the Blue Room with 13 students. 

Evening Format 

 Upon arrival each evening, parents and children signed in outside the classroom. 

Student names were listed on a paper in bold letters. Students found their printed name, 

some with the help of parents, and then wrote their name on the line below. Parents also 

signed a weekly attendance sheet. Both parents and children had nametags prepared by the 

teacher. Parents and children then went into the classroom to participate in a variety of 

learning centers; teachers encouraged parents to let children choose which centers to visit. 

Parents were an integral part of the center time and were encouraged to participate, with the 

child leading the way. Center time emphasized the development of language and literacy, 

motor skills, cognitive-thinking skills, social skills, and play. Each center provided 

directions for ideas, or parents and children were free to explore and play as they chose. 

Books were also available in a library corner for families wishing to read. This opening 

activity lasted for 30 minutes. Following center time, there was a 15-minute reading time 

conducted by the teacher. The segment brought all participants together with children 
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usually sitting on their parent’s laps. The format varied each week: reading in family units, 

children reading to parents, guided teacher instruction, or participants responding by 

following along with the teacher. During this time, the teacher emphasized the importance 

of early literacy and developing a love of reading. The teacher modeled an interactive 

reading style and encouraged parents to visit with their children during and after the story. 

Parents learned to ask children questions relating to the story and acquired skills to make 

literacy connections with everyday life. 

At 6:45 pm, parents left with the parent educator for parent education in a separate 

room; the Gearing Up for Kindergarten Parent Education curriculum was used. 

Instructional topics included Brain Development in Children, Parenting Styles, The 

Importance of Sleep, Learning Styles, School Readiness, Raising a Reader, Temperament, 

and Guidance and Discipline. These topics were shared with parents through activities and 

discussion. Parents also made hands-on, take-home activities, for use with their child, each 

week relating to the evening’s lesson. While creating the activity, parents also learned the 

importance of the particular skill associated with the activity. Each week, parents took 

home educational information, from the parent curriculum, on child development in the 

skill or subject area for that week. 

During the parent time, children worked in the preschool classroom, participating in 

learning activities as well as gaining an understanding of listening to the teacher, following 

directions, and experiencing time away from Mom and Dad. Lessons included alphabet 

sound and writing, number sense application, fine and gross motor activities, more play, 

and reading.  



 

81 

Following the parent education, parents joined their children in the classroom for a 

final activity. The evening ended with children picking out a library book, provided by the 

researcher’s parent center, to take home each week. 

To support families and encourage attendance, the parent center offered free, onsite 

childcare for siblings of the program participants. These children were cared for in a room 

next door to the classroom. Staff implemented all aspects of the program with careful 

attention to beginning and ending on time in an effort to model the school environment for 

families. 

 The focus of the literature reviewed in this study supported appropriate early 

childhood development, development of school readiness, parental involvement in 

education, and parental understanding of readiness and transition-to-school knowledge and 

familiarity. The parental assessment, the PPASR, supported the child development domains 

and school-readiness perceptions as cited by the NAEYC (2009), NEGP (1995), and the 

North Dakota Department of Human Services (2008a). The Gearing Up for Kindergarten 

program curriculum also supported early childhood development and readiness as 

promoted by the NAEYC (2009), NEGP (1995), and the North Dakota Department of 

Human Services (2008a). The Literature Review also examined avenues to support parents’ 

understanding of school readiness. When parents understand their roles in parenting and 

education, they are better able to fulfill the responsibilities that accompany raising and 

educating children. They are more likely to become involved in school readiness and, later, 

school activities, if they view their participation as a requirement of parenting (Christenson 

& Sheridan, 2001). 
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 Research for this study was conducted with resources from the Educational 

Resources Information Center (ERIC), the Harvard Research Exchange, the National 

Institute for Early Education Research (NIEER), the National Education Goals Panel 

(NEGP), the North Dakota Department of Human Services (DHS), the North Dakota 

Department of Public Instruction (DPI), and the North Dakota State University Library. 

Population and Sample 

The North Dakota State University Institutional Review Board approved the 

Gearing Up for Kindergarten research study. The study was advertised to all incoming 

kindergarten students and their parents, for fall 2011, in an urban Midwest public school 

district.  

Prior to sending study information, a designated number of 90 participants had been 

predetermined for an opportunity to participate in the study, 45 to attend the Gearing Up 

for Kindergarten program and 45 to participate in the study. Classroom space was limited 

to a recommended 15 students per class, and funding levels allowed for 3 classes.  

Study participants were difficult to locate as there is no formal list of 4-year olds 

available through public agencies. The researcher chose to work through the local school 

district where a comprehensive list of elementary families was legally available, though an 

up to date list of elementary families was not available prior to the start of the 2010 school 

year. The researcher obtained family names and addresses on September 3, 2010 and 

recruitment letters were mailed to the entire population of 2,317 elementary families on 

September 7, 2010. (Appendix A) The recruitment letter invited families with an incoming 

kindergartner in the fall of 2011 to participate in the Gearing Up for Kindergarten program. 
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Recipients were also encouraged to share the opportunity with others, who may not yet 

have entered the school system, but had a child entering kindergarten in the fall of 2011.  

Interested parents were given until September 15, 2010, to respond. The time before 

the pre-determined start date of the Gearing Up pre-program assessments was, short, less 

than three weeks after the return of the letter indicating acceptance into the program. 

Parents were advised that program space was limited and admission into the program 

would be in order of received responses. Positive responses were received from 98 

families.  

The second letter, September 22, 2010 (Appendix B, Appendix C), was mailed to 

the 98 families responding to the first recruitment letter. Two separate letters were sent, to 

respondents. The first 49 respondents were assigned to the treatment group and the next 49 

respondents were placed in the control group. In each letter, parents were given group 

assignment information and a registration form for either the treatment group (Gearing Up 

for Kindergarten program participation) or the control group (Gearing Up for Kindergarten 

assessment information only). The forms outlined the details for each group: treatment 

group, participation in the 16-week Gearing Up for Kindergarten series, and control group, 

completing assessment information on school readiness. Participants were provided an 

addressed, postage paid envelope to return interest forms to the researcher’s work site at a 

local elementary school. 

Although random assignment is preferred in a quantitative study, given the time 

constraints of the class start date, the decision was made to give the opportunity to attend 

the Gearing Up program to the first 100 respondents. After receiving acceptance letters for 

the study, some families decided not to attend due to the length of the program. This was 
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expected and was the reason for an initially accepted larger number. The study began with 

40 children in the treatment group and 35 children in the control group. 

The population of the study may not accurately portray the population of 

kindergartners in the school district due to a lack of response on the part of some or due to 

not having a child in elementary school, thereby not receiving the letter regarding the 

Gearing Up for Kindergarten program. 

Instrumentation 

 The quantitative study gathered data with an emphasis on collecting and analyzing 

information in the form of numbers (Creswell, 2008). The PPASR, parent instrument 

looked at parent perceptions of their child’s development, as described by the 5 domains of 

development, and school readiness. The AIMS Web, children’s assessment assessed for 

student proficiency in letter identification, number identification, and oral counting. 

Assessments for Parent Perceptions and Demographics 

Parent assessments included the Practical Parent Assessment for School Readiness 

(Appendix D) and the Parent Response Form (Appendix E). The PPASR contains 

Likert-scaled measurements and the Parent Response Form contains demographic 

information. 

Practical Parent Assessment of School Readiness. The Practical Parent 

Assessment of School Readiness (PPASR) is a measure completed by parents, assessing 

perceptions of their pre-kindergarten children. The PPASR contains assessments pertaining 

to the 5 domains of child development and the transition-to-school construct. The PPASR 

was developed and pilot tested in collaboration with the Gearing Up for Kindergarten 

program by Dr. Sean Brotherson at North Dakota State University. It was first pilot tested 
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in 2006 and 2007 with 80 participants in the Gearing Up for Kindergarten program and 

then subsequently refined in 2008 (Brotherson, Query, & Saxena, 2007; Brotherson et 

al., 2008). It was further tested with 102 participants in 2008 (Brotherson et al., 2009). It 

was intended to be a holistic assessment of child development and school readiness that 

encompasses multiple domains of child development and preparation for school entry. The 

primary assessments contained in the PPASR are each described in the following 

paragraphs. 

 The Practical Parent Assessment of School Readiness was reviewed for face 

validity and content validity, which are important elements of construct validity, in the 

pilot-testing process (Brotherson, 2011). First, a systematic review of a wide variety of 

existing measures of a child’s school readiness was conducted, and sample indicators were 

organized into multiple key domains of child development and school readiness. Once 

these indicators were organized, the draft instrument was prepared, and then, all 

assessments in the PPASR were re-checked against existing literature and measures to 

ensure content validity. Next, the draft instrument was reviewed by six to eight early 

childhood educators and professionals, including both university professors in child 

development and early childhood education as well as practicing early childhood 

professionals with at least a master’s degree, for both face validity and content validity. 

Feedback about the instrument was gathered and incorporated into the revision process. 

Finally, the instrument was pilot tested with parents of pre-kindergarten children, and 

selected parents were asked to provide feedback on the wording of questions and the 

perceived face validity of the instrument. This testing and review process covered two 
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years and resulted in the current version of the Practical Parent Assessment of School 

Readiness (Brotherson, 2011).  

 Additional testing for construct validity was conducted with the PPASR using 

convergent validity, in which validity is illustrated for the instrument in question (PPASR) 

through significant correlations with existing measures that assess a similar construct. The 

instrument selected for comparison was the School Entry Profile, a sound early childhood 

assessment used extensively by the state of Missouri in pre-kindergarten and kindergarten 

testing of young children. This instrument has regularly been used in assessment efforts in 

the Gearing Up for Kindergarten program over the past 3 years, and teacher assessment 

scores are available from the same population in the same time period as the PPASR. Each 

sub-scale of the PPASR was correlated with the similar topical sub-scale in the School 

Entry Profile. 

 The PPASR is a 42-item parental assessment of a child’s school readiness across 5 

key domains of development that is completed by a child’s parent. It includes the 5 

domains of child development and a school transition domain sub-scale. The questions for 

the 5 domains are answered on a Likert-type scale from 1 (hardly ever) to 5 (almost 

always). The questions for transition are answered on a Likert-type scale from 1(not at all) 

to 4 (to a great extent). Each sub-scale and its characteristics are described. Four of the 5 

child development domains, approaches to learning, social and emotional (note: the social 

and emotional domain of development is measured in separate subsets in the PPASR), 

cognition and general knowledge, and language have comparable measures to the School 

Entry Profile. The physical well-being and motor development does not have a comparable 
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measure in the School Entry Profile; instead a correlation was run for this domain with a 

dissimilar construct.  

Approaches to learning scale. The approaches to learning scale of the PPASR 

indicated a significant and positive correlation with the Learning to Learn sub-scale of the 

School Entry Profile, r(67) = .366, p ≤ .01. This relationship suggested that the Approaches 

to learning sub-scale has a substantial level of compatibility with a similar measure in the 

School Entry Profile, an important indicator of construct validity. The scale, as measured in 

the PPASR, is a 9-item scale designed to assess a child’s learning approach and effort. The 

Cronbach’s alpha measured with Gearing Up for Kindergarten test subjects in 2010 was .77 

(S. E. Brotherson, personal communication, May 20, 2011).    

Social development scale. The social development scale of the PPASR showed a 

significant and positive correlation with the Working with Others sub-scale of the School 

Entry Profile, r(67) = .332, p ≤ .01. This relationship suggested that the PPASR sub-scale 

has a substantial level of compatibility with a similar measure of social development in 

early childhood. The scale, as measured in the PPASR, is a 10-item scale designed to 

assess a child’s social development and peer relationships. The Cronbach’s alpha measured 

with Gearing Up for Kindergarten test subjects in 2010 was .89 (S. E. Brotherson, personal 

communication, May 20, 2011).  

Cognition and general knowledge and language development scale. The cognition 

and general knowledge scale of the PPASR showed a significant and positive correlation 

with the Mathematical and Physical Knowledge sub-scale of the School Entry Profile, r(67) 

= .355, p ≤ .01. Again, this relationship provided evidence for construct validity through a 

significant correlation with a similar existing scale. The scale, as measured in the PPASR, 
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is an 8-item scale designed to assess a child’s proficiency with regard to such items as basic 

literacy, numeracy, and communication skills. The Cronbach’s alpha measured with 

Gearing Up for Kindergarten test subjects in 2010 was .78 (S. E. Brotherson, personal 

communication, May 20, 2011).   

Emotional development scale. The emotional development scale of the PPASR 

showed a significant and positive correlation with the Learning to Learn sub-scale of the 

School Entry Profile, which also assessed aspects of emotional development. This 

correlation was significant at r (67) = .327, p ≤ .01. The scale, as measured in the PPASR, 

is an 8-item scale designed to assess a child’s emotional development. The Cronbach’s 

alpha measured with Gearing Up for Kindergarten test subjects in 2010 was .78 (S. E. 

Brotherson, personal communication, May 20, 2011).    

Discriminant validity was used to establish construct validity for those sub-scales in 

the PPASR that did not have a comparable measure in the School Entry Profile. 

Discriminant validity suggested that the measure is distinctive from other measures that 

theoretically should assess a different construct. The physical well-being and motor 

development scale of the PPASR did not have a comparable measure that allowed for 

assessment in the School Entry Profile, so a correlation was run for its relationship to a 

dissimilar construct, Mathematical and Physical Knowledge sub-scale of the School Entry 

Profile. There was no significant correlation between these constructs, r (67) = .208, thus 

showing, through discriminant validity, that this scale also had evidence of construct 

validity. The scale, as measured in the PPASR, is a 7-item scale designed to assess a 

child’s physical abilities in such areas as gross and fine motor skills. The Cronbach’s alpha 
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measured with Gearing Up for Kindergarten test subjects in 2010 was .71 (S. E. 

Brotherson, personal communication, May 20, 2011).   

Transition-to-school scale. The scale consists of an eight-item assessment of a 

preschool child’s school knowledge and familiarity. The eight-item transition-to-school 

scale has questions that are answered on a Likert-type scale from 1 (not at all) to 4 (to a 

great extent). The scale, in the PPASR, asks parents to assess a child’s feelings and 

experiences related to school knowledge and familiarity. The Cronbach’s alpha measured 

with Gearing Up for Kindergarten test subjects in 2010 was .85 (S. E. Brotherson, personal 

communication, May 20, 2011).   

Taken together, these findings suggested that the PPASR sub-scales in the PPASR 

demonstrate solid construct validity and actually measure what they are intended to 

measure. The transition-to-school scale was added to the instrument after its initial pilot 

testing and revision. Each of these sub-scales were assessed for face and content validity 

using a similar process to that described above, thus establishing construct validity. Further 

testing for construct validity of these scales using other approaches has not yet been 

conducted.   

Parent Response Form. The demographic questions included on the Parent 

Response Form are standard items designed to provide basic information regarding the 

characteristics of study participants. The questions include participant gender, age, number 

of children, residential setting (rural to urban), family status, education level, employment 

status, racial or ethnic background, child gender, and family relationship to child. 

Additional questions of interest that are included address participant eligibility for Head 

Start, first child in kindergarten, and parent education level.  
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Parents in the treatment group received the independent variable, participation in 

the Gearing Up for Kindergarten school-readiness program. Parents in the control group 

did not receive the Gearing Up for Kindergarten school-readiness program. Parents in both 

groups were assessed for their perceptions of their child’s development and school 

readiness. The measurements of the two groups were compared to determine if there were 

differences in parent perceptions due to participation in the Gearing Up for Kindergarten 

program. 

Assessments for Measuring Children’s Academic Performance 

Children were assessed on three academic measures, letter identification, number 

identification, and oral counting using the AIMS Web student assessment tool. One minute 

probes on each measure were given during the same time intervals as the parent 

assessments.  

AIMS Web. The AIMS Web (Appendix F, Appendix G, Appendix H) assessment 

tool is a scientifically based, assessment that is a continuous method of measuring student 

progress in academics. This tool is designed inform teachers and to tailor instruction to 

meet individual student needs. 

AIMS Web provides its users the assessment materials and ability to organize and 

report Curriculum-Based measurement (CBM)–standardized measures of basic 

skills–including reading, early literacy, and mathematics. CBM is an approved set 

of testing practices based on over 30 years of federally funded research and has 

been reviewed as meeting professional assessments standards by the Reading First 

Assessment Committee and the National Center on Student Progress Monitoring.  

More than 30 years of research has shown that listening to a child read graded 
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passages aloud for 1 minute and calculating the number of words read correct per 

minute provides a highly reliable and valid measure of general reading 

achievement, including comprehension, for most students.  

This testing practice, Reading Curriculum-Based Measurement (R-CBM) 

has met the standards for use in Reading First as determined by the Secretary of 

Education's Committee on Reading Assessment and the Office of Special Education 

Program's National Center for Student Progress. (AIMS Web, 2011)  

More than 200 empirical studies published in peer-reviewed journals 

(a) provide evidence of CBM’s reliability and validity for assessing the 

development of competence in reading, spelling, and mathematics and (b) 

document CBM’s capacity to help teachers improve student outcomes at the 

elementary grades. (Fuchs & Fuchs, 2004, p. 1)  

 Fuchs (2004) identified CBM as an effective tool that specifically identifies student 

instructional needs and demonstrates growth over time. This tool, when used consistently 

throughout the year, meets the research requirements of performance level at one point in 

time, the slope of performance actually associated with overall growth, and usefulness in 

teacher instruction. 

 Curriculum-based measurement is a specific testing strategy that uses limited 

numbers of standardized and valid testing measures. “The core CBM testing strategies are 

varied systematically and combined with other pieces of information to make one of five 

decisions in the Problem-Solving model” (Shinn, 2002, p. 679). The first step is to 

determine whether there is a problem in an area of learning, Problem Identification, which 

identifies the specific area of deficiency. The next step is Problem Certification, where the 
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severity of the problem is determined. Solutions to the problem are explored in the next 

step, followed by the Goal Setting process and, finally, Evaluating the Solutions. The CBM 

model is consistent and continuous, and reliable in its usefulness in individual instruction 

for student remediation and improvement (Shinn, 2002). 

These standardized tests are based on general outcome measurement principles in 

order to efficiently and accurately evaluate student progress relative to a year-end target, 

regardless of curriculum or intervention. AIMS Web assessments are designed for 

kindergarten through eighth grade, and are valid and reliable when used with those 

populations. The AIMS Web pre-K measures are norm based with other schools that use 

these measures across the United States. The sample populations have been determined 

significant; however, at this time, the United States does not have fully funded pre-K 

programs available to all students. States and schools using the pre-K assessments have 

helped to formulate a norm referenced set of tests. Each test lasts in length from 1-4 

minutes, and each test has 33 forms to reduce the rate of test familiarity.  

Pre-kindergarten, 4-year-old students in the experimental group received the 

independent variable, participation in the Gearing Up for Kindergarten school-readiness 

program. Pre-kindergarten, 4-year-old students in the control group did not receive the 

Gearing Up for Kindergarten school-readiness program. Students in both groups were 

assessed for knowledge in three school-readiness content areas with the AIMS Web 

assessment tool: letter identification, number identification, and number sense. The 

academic measurements of the two groups were compared to determine if there were 

differences in school readiness due to participation in the Gearing Up for Kindergarten 

school-readiness program. 
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Data Collection 

This quasi-experimental study used a research design with pre, post, and follow-up 

measurement data from AIMS Web assessment probes given to children in the Gearing Up 

for Kindergarten program (the treatment group) and the control group over a period of 12 

months. This study also gave the Practical Parent Assessment for School Readiness 

assessment for parents in a pre, post, and follow-up design to parents of students in both the 

experimental and control groups. The research design was used to establish cause and 

effect between independent and dependent variables. 

In the previously referenced September 22, 2010 letter, parents were given group 

assignment information and forms outlining the details for each group: treatment group, 

participation in the 16-week Gearing Up for Kindergarten series, and control group, 

completing assessment information on school readiness. Each group’s parents were asked 

to bring their child to the parent center in a local elementary school on either October 4th 

or 5th for the treatment group, or on October 6th or 7th for the control group. On the 

assigned evenings, parents filled out the assessment forms with trained Gearing Up for 

Kindergarten staff members. Those forms included the PPASR and the Parent Response 

Form. The assessments were handed out with a number code identifying each family. The 

code linked the children and parents, and the data gathered were identified by the code. 

There was one sheet used with parent’s name and address as well as the child’s name. That 

page was taken out and placed in a locked cabinet along with the number code.  

Parents signed an Informed Consent Agreement (Appendix I) to participate in the 

Gearing Up for Kindergarten study. This agreement indicated their understanding of the 

study, involvement in the study, and the purpose of the study. Parents were assured that this 
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study was confidential and that no names would be used in sharing the data. This study was 

not totally anonymous, and participants were informed, prior to the study, that there was no 

penalty for withdrawing from the study at any time. 

Because the students in this research were minors, parental permission was obtained 

for participation in the research study. Both parental and student confidentiality were 

assured for participants in the study. IRB approval was granted under the umbrella of North 

Dakota State University Extension and the Gearing Up for Kindergarten research project 

(Appendix J). 

During that same time, the children were assessed with the AIMS Web assessments 

for letter identification, counting, and number identification. Trained AIMS Web staff from 

the local school district conducted the three 1-minute assessment probes. Children were 

identified by a number code, the same as their parents, and no names were used in the 

assessments. The assessments each had a one-page score sheet. Each child’s score sheets 

were clipped together with his/her number code. Upon completion of the assessments, 

parents were given a $25 gift card to a local retailer with funds provided from a North 

Dakota State University research grant. 

On separate days but in the same timeframe, treatment and control-group evenings 

were held to keep the assessment timeframe as close together as possible without the 

effects of group interference. Thirty-five families showed up for the treatment group, and 

31 families showed up for the control group. Members who did not show up for the 

assessments on the assigned evenings were called and rescheduled for the following week. 

Any participants who did not show up that week were given one more opportunity during 

the second night of class for the treatment group and at the parent center one evening that 
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same week for the control group. The study was then closed to participants who signed up, 

but did not respond to the follow-up letters or phone calls. At that time, the treatment group 

had a total of 40 members (N = 40), or 89% of possible members, and the control group 

had 35 members (N =35), or 78% of possible members. The total possible N was 90, with 

45 members in each group. The size limit was determined by the number of student seats 

available for the treatment group, and then, a corresponding number was allotted for the 

control group. 

Treatment group assessments were administered, post program, at the final Gearing 

Up for Kindergarten session on either March 14th or 15th. Student assessment took place 

throughout the evening. Assessors took the children into a separate classroom and 

administered the same 1-minute probes as the first assessment. Parent assessments were 

completed during the parent portion of the evenings. Once again, parents received a $25 

gift card for a local retailer. The treatment group had 35 completed assessments. 

Post program control-group assessments were administered at the parent center in 

conjunction with a Gearing Up for Kindergarten Learning Fair on March 21, 2011. Parents 

took the assessments in Room 1 with trained Gearing Up staff administering the same 

assessments as in the fall. Child assessments were administered in Room 3 with the same 

trained AIMS Web assessors used in the fall assessment. Families then played games at the 

learning fair and received their gift card. The control group had 33 completed assessments. 

The final parent assessments for both groups were given at the parent center on 

September 28 and 29, 2011. Parents were sent a letter refreshing their memory about the 

study (Appendix K), and all parents were invited to come to the parent center from 1:00-

6:00 pm on either day to fill out the final assessments. Forty assessments were completed at 
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that time. Final assessments were then mailed to parents who did not attend that meeting, 

and 15 additional assessments were received. A deadline of November 11, 2011, was set 

for receipt of the final assessments. Parents who filled out the final assessment received a 

final $25 gift card. The treatment group members completed a total of 30 assessments, and 

the control group members completed 28 assessments. 

The same AIMS Web student assessments used in the Gearing Up for Kindergarten 

study are automatically given to students in the school district. Site administrators were 

able to access this year’s data, with permission from school district administration. No 

further testing was done for the final student assessments. 

The assessments administered in the fall of 2010 were used to establish student 

baseline academic-level measurements for both the control and treatment groups on the 

three school-readiness indicators prior to the start of the experimental group in the Gearing 

Up for Kindergarten program. Upon completion of the 16-session intervention phase for 

the treatment group, both student groups were assessed on the three school-readiness 

indicators a second time. Both groups entered kindergarten in the fall of 2011 where the 

third AIMS Web assessment was automatically given to each child. The AIMS Web scores 

were measured before the intervention, the pretest, and again after the intervention, a 

posttest. The third set of scores, in kindergarten, was intended to be used to compare levels 

of readiness skill sets between the treatment and control groups using an analysis of 

variance (ANOVA). The ANOVA is used to determine if an observed statistical difference 

is sufficiently larger than a difference that would be expected solely by chance (Gay et al., 

2006)  
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After all participants completed each round of assessments, the assessments were 

sent to North Dakota State University’s College of Human Development and Education. 

There, the assessments were analyzed and placed in a secure location. These documents 

only identified participants by the assigned number code. Documents will be destroyed 5 

years after the study is completed. 

The school district granted permission to use the AIMS Web database and 

purchased the required student space to test and record student data. These student data 

were transferred to each student’s teacher at the beginning of the 2011 school year. 

Classroom space and permission to conduct the research study in the school district was 

also obtained from the Assistant Superintendent’s office (Appendix L). 

Researcher’s Role 

 The researcher’s role for this study was to organize the study, obtain permission 

from the local school district and a children’s center to hold classes in their buildings, 

recruit and hire instructors and assessors, obtain IRB approval, recruit participants for both 

the Gearing Up for Kindergarten experimental and treatment groups, supervise personnel, 

oversee finances, train facilitators, and oversee all aspects of programming to ensure a 

quality experience for parents and students The researcher also provided data analysis for 

the study data.  

 The researcher is the parent coordinator for the local school district, and works with 

the local Extension office and conducts programming for the region. She has held this 

position for eight years, and her duties include parent programming; outreach to incoming 

kindergarten families; parent instruction at Head Start and at an Air Force base; 
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development of new programs for parents and children; implementation of the “red,” read 

everyday campaign; and awareness of community needs with regard to parenting. 

 The researcher has been an educator for 13 years. Prior to becoming parent 

coordinator, she taught third grade for 5 years.  

 The researcher has a bias towards parent involvement in children’s growth and 

development, believing that parents are a child’s first and most important teacher. The 

researcher did not teach the Gearing Up for Kindergarten program. The researcher did, 

however, get to know families during the course of the program. To avoid researcher bias, 

the researcher did not conduct any of the assessments with parents or children. 

Pilot Study 

The researcher conducted a pilot study in the spring of 2010 to better understand the 

Gearing Up for Kindergarten school-readiness program and to create an effective 

implementation model for the experimental study. A 10-week Gearing Up for Kindergarten 

pilot program was held at the local Head Start site with 2 classrooms that had 14 children 

in each class. The adapted 10-week pilot study was utilized as a model for the current 

16-week study. Adaptations for this study were made after determining the weaknesses of 

the pilot model. 

Student recruitment for the pilot study was drawn from the winter 2010 Head Start 

4-year-old waiting list. Recruitment letters were sent to 49 potential participant families, 

with follow-up phone calls giving parents an opportunity to ask questions regarding the 

program. Families were invited again with a personal invitation from Head Start personnel.  

Twenty-eight families committed to the program, and 14 families completed the 10-week 

series.  
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The AIMS Web assessment tool was used to create baseline data of student 

academic knowledge. Trained assessors, who were familiar with the instruments and with 

assessing children, were hired to assess pre and post program. The first night of class, the 

parent questionnaires and assessments, the PPASR and Parent Response Form, were given 

by trained personnel to ensure instrumentation reliability. Survey instruments were lengthy, 

and administration the first night of class did not create a smooth introduction or a get-to-

know-you period. The parent instructors hired for the program were familiar in working 

with Head Start parents and were comfortable speaking to parents. 

Modifications Applied to Current Study 

The pilot study identified a lack of consistent attendance. Of the 28 families  

(N = 28) that began the Gearing Up for Kindergarten program, only 14 (n = 14), or 50%, 

completed eight (80%) of the sessions. The researcher attributed low attendance to a 

10-week series with no breaks between sessions, a lack of weekly parent communication 

between sessions, and a weak parent-instruction component. 

To address the lengthy 16 week series, this study divided the Gearing Up for 

Kindergarten program into two 8-week segments with a break between sessions. To 

increase communication and build relationships, a program coordinator was hired to 

communicate weekly with parents, by email, flyers, or phone calls. These strategies were 

used to keep Gearing Up for Kindergarten on parents’ minds and to inform them about 

upcoming topics and events. Parents were also contacted if they missed a class. The 

program coordinator’s job description included goals to establish a caring relationship and 

feelings of connectedness, for parents and children. 
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The parent curriculum was strengthened by adding two take-home activities to each 

Gearing Up for Kindergarten lesson. Two kindergarten teachers, who have taught the 

Gearing Up curriculum, created 32 hands-on, take-home lessons for parents to make in the 

parent sessions each week. During the parent sessions, parents learned the objectives of 

each topic, had discussions centered on each topic, and created two take-home activities 

relating to that topic. These activities were sent home for use with preschoolers during the 

week. Each activity was designed to reinforce an area of development and learning, and to 

encourage parent-child time together. 

The two parent facilitators for the study were kindergarten teachers. Both 

individuals taught with an interactive instruction model and knowledge of kindergarten-

readiness expectations.  

To mitigate the lengthy assessment period for parents, a separate assessment night 

was conducted prior to the first and last nights of class. Parents were invited to a separate 

location to complete the assessments, and their children also participated in AIMS Web 

assessments. Parents received a $25 gift card for a local retailer as compensation for their 

time. Children, upon completing the AIMS Web assessments, played in a classroom under 

adult supervision. 

Ethical Considerations 

Parents were given the option of participating in the study and were also told there 

was no penalty for leaving the study. Participants were assured of confidentiality in their 

responses and could indicate a desire to see the results of the study. Assessments for both 

parents and children were kept in a locked cabinet at the researcher’s office during the 
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assessment period, and then transferred to North Dakota State University and locked in a 

secure location where they will be kept for five years and then destroyed. 

Validity and Reliability 

Participants were not chosen by random selection but, instead, in the order response 

forms were received; therefore, it was considered a convenience sample. The turnaround 

time from original letter of recruitment to the class start time was short, less than 1 month. 

One possible threat to the validity of the research design was the natural maturation 

process of 4-year olds in a 12-month time period and the date on which they turned 4. 

Entry into school mandates that children turn five on or before July 15th the year they enter 

kindergarten.  

Selection of the groups was also limited to children entering kindergarten in the 

school district in the fall of 2011. Participants’ awareness of the program may have 

introduced threats that influence outcomes, such as environment, preschool exposure, and 

ability levels. 

Instrumentation was controlled, as much as possible, with rigorous training for the 

AIMS Web assessors and a commitment for the duration of the research. Fidelity in 

administration for all assessment instruments was required of the parent educators when 

administering assessments to parents.  

Data Analysis 

This quasi-experimental study examined the following research questions related to 

school readiness and parent understanding of readiness: 
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Research Question 1 

The first research question was as follows: Is the change over time in PPASR scores 

for the treatment group parents different from the change over time for the control group 

parents for the 5 domains of child development? 

The first research question addressed whether differences will be evident between 

treatment-group and control-group parents regarding perceptions of their child’s 

development across multiple domains. Parental perceptions of children’s school 

development were measured using instruments designed to assess a child’s development 

across the 5 domains: approaches to learning, physical well-being and motor development, 

social and emotional development, cognition and general knowledge and language 

development. The domains were measured using the sub-scales in the Practical Parent 

Assessment of School Readiness (PPASR). This question was examined utilizing a 

repeated-measures analysis of variance (ANOVA) approach to compare pre- and post-

program participant scores and to explore interaction effects. 

Research Question 2 

The second research question was as follows: Is the change over time in PPASR 

scores for the treatment group parents different from the change over time for the control 

group parents for the transition-to-school knowledge and familiarity? 

 The second research question replicated the first question; however, it focused 

specifically on a newly constructed transition-to-school knowledge construct as a 

dimension of school readiness. Parental perceptions of children’s transition-to-school 

knowledge were assessed using the 8-item Child-School Knowledge sub-scale (included in 

the PPASR). This question was also studied utilizing a repeated-measures ANOVA 
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approach to compare pre-program and post-program participant scores and to explore 

interaction effects. 

Research Question 3 

The third research question was as follows: Are there differences in change over 

time between treatment and control group in children’s knowledge of letter identification, 

number identification, and oral counting as measured by AIMS Web scores? 

The third research question addressed whether there was a difference between 

children’s AIMS Web scores by treatment versus control group. The children in both 

groups were assessed, by trained evaluators, regarding their current knowledge of specific 

aspects of numeracy and literacy using three identified sub-scales in the AIMS Web 

measure, letter identification, number identification, and oral counting. A repeated-

measures ANOVA was employed to analyze pre-program and post-program participant 

scores and to explore interaction effects.  

Research Question 4 

 The fourth research question was as follows: Is there a difference between treatment 

and control group in the strength of the relationship between the parent PPASR scores and 

child AIMS Web scores? 

The final research question explored whether there were relationships between the 

parental perceptions of a child’s school readiness scores (PPASR, etc.) and the child’s 

AIMS Web scores in both the treatment and control groups. A correlation analysis was 

conducted to determine whether there were meaningful relationships between the 

children’s scores on letter identification, number identification, and oral counting and the 

parent perception of their child’s scores on the same measures in the PPASR. Those 
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measures were found under the cognition and general knowledge and language scales of 

the PPASR. The measure assessed for strength of the relationships between these scores.  

A low level of correlation would be less than +.35 or -.35. A moderate level of 

correlation would be “between +.35 and +.65 or between -.35 and -.65” (Gay et al., 2006, 

p. 194). A high level of correlation exists when the scores are “higher than +.65 or -.65” 

(Gay et al., 2006, p. 194). “Coefficients of plus or minus .60 or .70 are usually considered 

adequate for group prediction purposes . . .” (Gay et al., 2006, p. 194).  

Chapter 3 described the Methods and Procedures used in the study, including study 

design, program implementation, population and sample, instrumentation, data collection, 

pilot study, validity and reliability, ethical considerations, and methods of data analysis of 

the data as related to the four research questions. Chapter 4 will present the Analysis and 

Results of the study. Chapter 5 will summarize the study and provide Conclusions and 

Recommendations for further study. 
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CHAPTER 4. FINDINGS AND RESULTS 

 This chapter contains the following sections: introduction to the chapter including 

statement of research questions, study participants, demographic information, research 

question 1 report and tables, research question 2 report, research question 3 report and 

tables, and research question 4 report and figures. 

The purpose of this quasi experimental study was to examine the impact of the 

Gearing Up for Kindergarten program in shaping parent perceptions of child development 

and student readiness for the kindergarten transition. The study also examined three sub-

tests of children’s academic readiness. Three research questions were proposed in order to 

identify characteristics of child development and school readiness through the parent lens. 

The fourth question was designed to measure change over time in student growth on 

selected measures of academic readiness. 

This study was designed to research the effectiveness of the Gearing Up for 

Kindergarten program from a parent understanding of child development and school 

readiness and to measure student gains in selected academic school readiness indicators 

This quasi experimental study examined the following research questions: 

1. Is the change over time in the Practical Parent Assessment of School Readiness 

(PPASR) scores for the treatment group parents different from the change over 

time for the control group parents for the 5 domains of child development? 

2. Is the change over time in PPASR scores for the treatment group parents 

different from the change over time for the control group parents for the 

transition-to-school knowledge and familiarity? 
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3. Are there differences in change over time between treatment and control group 

in children’s knowledge of letter identification, number identification, and oral 

counting as measured by AIMS Web scores? 

4. Is there a difference between treatment and control group in the strength of the 

relationship between the parent PPASR scores and child AIMS Web scores?  

Participants 

 The pretest PPASR assessment had 40 members in the treatment group and 35 

members in the control group for a total of 75 participants. The posttest PPASR had 35 

responses from the treatment group and 33 responses from the control group, for a total of 

68 participants. The post posttest PPASR had 30 participants in the treatment group and 28 

participants in the control group for a total of 58 participants.  

 The pretest AIMS Web assessment had 40 students in the treatment group and 35 

students in the control group for a total of 75 participants. The posttest AIMS Web 

assessment had 35 students in the treatment group and 33 students in the control group for 

a total of 68 participants. The post posttest AIMS Web assessment had 35 students for the 

treatment group and 30 students in the control group for a total of 65 participants.  

Demographic Data 

 Frequencies were run on the Gearing Up for Kindergarten control and treatment 

groups for the following variables: parent and child gender, ethnicity, parent education, 

family status, employment status of parent, number of children in the family, relationship 

of parent filling out assessment, first child in kindergarten, Head Start eligibility, child 

experience in preschool, and in home daycare experience, Seventy five children 
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participated in the study, with 35 in the control group and 40 in the treatment group. Parent 

Response Form found in Appendices. 

 Seventy-five parents filled out the assessments; the control group had 31 females 

(88.6%) and 3 (8.6%) males and 1 other (2.9%) complete the surveys. The treatment group 

had 34 females (85.0%) and 6 males (15.0%) complete the surveys. There were 20 boys in 

the participating in the children’s control group, (57.1%) and 15 girls, (42.9%). The 

treatment group had 24 boys, (60%) of the group and 16 girls, (40%) of the group.  

 Family ethnicity was reported with Caucasian as the largest group represented in 

the study; 32 for the control group (91.4%) and 34 for the treatment group (85.0%). Native 

American or Alaskan Native was reported as 1 parent for the control group (2.9%) and 2 

parents for the treatment group (5.0%). Asian was reported as 2 parents for the control 

group (5.7%) and 1 parent for the treatment group (2.5%). There were 2 Hispanic parents 

in the treatment group, (5.0%) and 1 other (2.5%). 

 The education level of participants varied greatly with the majority of parents 

reporting some college, 11 in the treatment group (27.5%) and 10 in the control group 

(28.6%) and a 4-year college degree, 11 in the treatment group (27.5%) and 13 in the 

control group (37.1%). Other reported education levels were: some high school 1 in the 

control group (2.9%) and 2 in the treatment group (5.0%). Completion of high school was 

reported by 2 parents in the control group (5.7%) and 4 parents in the treatment group 

(10.0%). A 2-year college degree was reported at 2 parents for the control group (5.7%) 

and 7 parents for the treatment group (17.5%). Participants who reported a master’s degree 

or higher were 7 for the control group (20.0%) and five for the treatment group (12.5%). 
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 Family status was listed for the following categories: married control group had 22 

participants (62.9%) and the treatment group had 28 (70.0%), for single (never married) the 

control group 5 (14.3%) and treatment group 6 (15.0%), for separated/divorced the control 

group reported 4 (11.4%) and the treatment group reported 4 (10.0%), persons living 

together or cohabitating were reported at 3 for the control group (8.6%) and 2 for the 

treatment group (5.0%), lastly the control group had 1 remarried person (2.9%). 

 Parent employment status was reported with full-time work ranking the highest. 

The control group had 17 working full-time (48.6%) and the treatment group had 16 

(40.0%). The control group had 3 (8.6%) people working 26-39 hours a week and the 

treatment group had 8 (20.0%) at working at that rate. Those working less than 25 hours a 

week had 1 member (2.9%) for the control group and 2 (5.0%) for the treatment group. 

Seeking employment had 6 in that category, 2 (5.7%) for the control group and 4 (10.0%) 

for the treatment group. Those not seeing employment consisted of 9 (25.7%) for the 

control group and 9 (22.5%) for the treatment group. The other category had 3 (8.6%) in 

the control group and 1 (2.5%) in the treatment group. 

Families with two children were the largest grouping for number of children in a 

family. The control group had 16 families (45.7%) and the treatment group had 18 (45.0%). 

Three children in a family was the next largest category reported with the control group 

having 9 (25.7%) and the treatment group having 16 (40.0%). Three families (8.6%) 

reported one child in the control group and 2 families (5.0%) in the treatment group. Five 

(14.3%) control group families had four children and 3 (7.5%) families reported four 

children in the treatment group. Two families (5.7%) from the control group reported 5 

children and 1 family (2.5%) reported 6 children in the treatment group. 
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 Of the parents filling out the survey 32 (91.4%) in the control group and 34 (85.0%) 

in the treatment group were biological mothers. Fathers filling out the survey numbered 2 

(5.7%) for the control group and 6 (15.0%) for the treatment group. There was 1 (2.9%) 

respondent in the other category for the control group. 

 Additional frequencies reported contain dichotomous data reporting yes responses. 

Fifteen (42.9%) of the families in the control group and 11 (27.5%) indicated the child in 

this study was their first child to enter kindergarten. Thirteen (37.1%) of the families in the 

control group and 10 (25.0%) of the families in the treatment group indicated eligibility for 

Head Start enrollment. Lastly, attendance averaged 26 children per week for the group. 

Thirty-four children attended the first class, 25 attended session 8, and 27 were in 

attendance for the last class.  

Findings and Results from Analysis 

Research Question 1 

Aggregate scores for PPASR constructs. An ANOVA was run at p = .05 to 

determine if there were differences between the treatment and control groups in the change 

over time between the mean scores of the parents in the treatment and control groups on 

each of the parent rated PPASR constructs: approaches to learning, physical well-being and 

motor development, social development, cognition and general knowledge and language, 

and emotional development. See Table 1. 

To further explore the program’s effect on parents’ perceptions of social 

development; all the items that comprised social development were examined and tested in 

an ANOVA. See Table 2. 
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Table 1 

 

Practical Parent Assessment of School Readiness: Parent Perceptions of Their Child  

Aggregate Measures of Constructs 

 

  

Treatment 

(n = 30) 

 

Control 

(n = 27) 

 

Inter-

action 

 Baseline Follow-up Baseline Follow-up  

Variable M SD M SD M SD M SD P 

 

          

Approaches to 

Learning 

 

4.02 

 

.549 

 

4.38 

 

.450 

 

4.06 

 

.697 

 

4.28 

 

.657 

 

.246 

Physical Well-Being 

and Motor Dev 

 

4.62 

 

.472 

 

4.85 

 

.275 

 

4.68 

 

.336 

 

4.85 

 

.439 

 

.523 

Social Dev 3.85 .658 4.35 .528 3.92 .653 4.13 .860 .034 

Cognition and 

Language 

 

4.24 

 

.609 

 

4.77 

 

.333 

 

4.38 

 

.585 

 

4.70 

 

.379 

 

.095 

Emotional Dev 4.09 .580 4.48 .466 4.14 .596 4.26 .587 .063 

Note: P-values shown are for group X time interaction effects in repeated measures 

ANOVA. Analysis of variance did not show statistical significance for group by time 

interaction on the PPASR assessment instrument as a whole. The analysis of variance did 

show a significant group by time interaction effect on social development. The treatment 

group had greater gains in social development than the control group. 

The group by time interaction effect on the emotional development construct, 

though not significant at a .05 level, was very close to significance at .063. To further 

explore the program’s effect on parents’ perceptions of emotional development, all the 

items that comprised emotional development were examined and tested in an ANOVA. See 

Table 3. 
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Table 2 

 

Practical Parent Assessment of School Readiness: Parent Perceptions of Their Child’s 

Social Development Measures of Construct Components  

 

  

Treatment 

(n = 30) 

 

Control 

(n = 27) 

 

Inter-

action 

 Baseline Follow-up Baseline Follow-up  

Variable M SD M SD M SD M SD P 

 

          

Shares with others 3.80 .805 4.33 .661 3.89 .801 4.00 1.03 .058 

Works/Plays 

Cooperatively 

 

3.93 

 

.785 

 

4.43 

 

.679 

 

4.00 

 

.845 

 

4.19 

 

1.07 

 

*.033 

Listens in Group 3.87 .900 4.40 .621 4.00 .784 4.07 1.10 .098 

Takes Turns 3.80 .925 4.37 .669 4.00 .734 4.04 1.05 *.038 

Remembers and 

Follows Directions 

 

4.17 

 

.834 

 

4.67 

 

.479 

 

4.11 

 

.698 

 

4.26 

 

1.09 

 

.116 

Enjoys 

Talking/Playing 

 

4.40 

 

.814 

 

4.67 

 

.606 

 

4.22 

 

1.01 

 

4.52 

 

.893 

 

.896 

Gets Along 3.50 .861 4.07 .691 3.67 .920 3.96 .980 .395 

Understands/ 

Follows Rules 

 

3.80 

 

.64 

 

4.43 

 

.626 

 

3.85 

 

.662 

 

4.15 

 

.907 

 

.086 

Understands How 

to Enter Talking 

 

3.80 

 

.997 

 

4.13 

 

.900 

 

3.89 

 

.974 

 

4.22 

 

.934 

 

.336 

Tries to Solve 

Problems 

 

3.43 

 

.935 

 

4.07 

 

.828 

 

3.52 

 

.975 

 

3.93 

 

.781 

 

.156 

P-values shown are for group X time interaction effects in repeated measures ANOVA.  

*p < .05. Analysis of variance showed a significant group by time interaction effect of 

parents’ perceptions, on works or plays cooperatively with friends, F (2,110) = 3.53,  

p = .033 and takes turns with others, F (2,110) = 3.38, p = .038. The interaction effect was 
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such that the treatment group had greater gains in two aspects of social development, works 

or plays cooperatively with friends and takes turns with others, than the control group. 

Table 3 

Practical Parent Assessment of School Readiness: Parent Perceptions of Their Child’s 

Emotional Development Measures of Construct Components  

 

  

Treatment 

(n = 30) 

 

Control 

(n = 27) 

 

Inter-

action 

 Baseline Follow-up Baseline Follow-up  

Variable M SD M SD M SD M SD P 

 

          

Feels Loved and 

Supported 4.87 .434 4.93 .254 4.78 .424 4.89 .424 .566 

Spends Time Away 

W/out Anxiety 4.17 .913 4.67 .547 4.33 .832 4.59 .572 .405 

Identifies Feelings 4.33 .844 4.67 .606 4.15 .864 4.44 .847 .287 

Can Talk About 

Others Feelings 3.87 1.04 4.23 .817 3.93 .874 4.00 1.00 .503 

Manages Feelings 3.50 .820 4.17 .747 3.81 .962 3.59 1.04 *.004 

Adapts to New 

Situations 3.93 .785 4.40 .621 4.00 1.00 4.19 .921 .296 

Shares Feelings with 

Adults 3.93 .907 4.33 .802 4.00 .784 4.07 .917 .111 

Appreciates Getting 

to Know People 4.13 .900 4.50 .777 4.19 .786 4.33 8.32 .547 

 P-values shown are for group X time interaction effects in repeated measures ANOVA.   

*p < .05. Analysis of variance showed a significant group by time interaction effect on 

manages feelings, such as anger or frustration, without hurting or being mean to others, F 

(2,110) = 5.87, p = .004. The interaction effect was such that the treatment group had 



 

113 

greater a gain in emotional development, on the management of feelings, whereas the 

control group declined. 

Research Question 2 

 Transition-to-school. An ANOVA and a significance level of .05 was used to 

determine if there were differences, between the treatment and control groups in the change 

over time on the parents’ perception of their child’s transition-to-school. The treatment 

group consisted of 30 parents and the control group had 26 parents. The mean for the 

treatment group was 3.36 (SD = .616) at the pre-test and 3.86 (.259) on the post-test. The 

mean for the control group at the pre-test was 3.31 (.671) and on the post-test 3.78 (.358).   

 Analysis of variance did not show an interaction effect for the transition-to-school 

construct, F (2,108) = .30, p = .970  

Research Question 3 

AIMS web. An ANOVA was run at p = .05 to determine if there were differences 

between the treatment and control groups in the change over time between the mean scores 

of the children in the treatment and control groups on each of the AIMS Web sub tests: 

letter identification, number identification, and oral counting. To explore the interaction 

effect of change over time in children’s academic scores see Table 4. 

Research Question 4 

 A Pearson product-moment correlation coefficient was computed to assess the 

relationship between the parent PPASR scores and the children’s AIMS Web scores. 

 A weak correlation would be less than +.35 or -.35. A moderate correlation would 

be between +.35 and +.65 or between -.35 and -.65. A strong correlation exists when the 

scores are higher than +.65 or -.65. (Gay et al., 2006, p. 194). 
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Table 4 

AIMS Web: Aggregate Measure of Children’s Academic Scores 

  

Treatment 

(n = 36) 

 

Control 

(n = 32) 

 

Inter-

action 

 Baseline Follow-up Baseline Follow-up  

Variable M SD M SD M SD M SD P 

 

          

Letter 

Identification 8.30 10.7 17.80 15.23 15.84 11.8 27.75 17.91 .373 

Number 

Identification 19.44 17.44 31.30 16.80 27.31 17.44 36.56 16.79 .278 

Oral Counting 26.00 19.12 35.25 22.99 27.78 18.20 42.00 22.98 .249 

Note. P-values shown are for group X time interaction effects in repeated measures. 

 *p < .05. Analysis of variance did not show an interaction effect for letter identification, F 

(1, 66) = .804, p = .373; number identification F (1, 66) = 1.19, p = .278; or oral counting F 

(1, 66) = 1.35, p = .249. 

A Pearson product-moment correlation coefficient was computed to assess the 

relationship between the parent PPASR scores and the children’s AIMS Web scores on the 

letter identification post-test. A scatterplot summarizes the results (Figure 1). 

In the control group, student letter naming fluency and the parent perception that 

the child is familiar with (or able to recognize) letters of the alphabet had a weak positive 

correlation, Pearson’s r (32) = .199, p < .05.   

In the treatment group, student letter naming fluency (letter identification) and the 

parent perception that the child is familiar with (or able to recognize) letters of the alphabet 

had a moderate positive correlation, Pearson’s r (35) = .418, p. < 05. 
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Figure 1. Parent perceptions of their child’s letter identification abilities with the child’s 

actual letter identification (indicated in Figure 1 as letter naming fluency) score on the post-

test. 

  

In the treatment group, the parent perceptions of their child’s letter identification 

were more strongly related (.418) to the children’s actual letter identification scores than 

they were in the control group (.199).  

There was no significant difference between these two correlation coefficients,  

Z = .958, p = .169.  

A Pearson product-moment correlation coefficient was computed to assess the 

relationship between the parent PPASR scores and the children’s AIMS Web scores on the 

number identification post-test. A scatterplot summarizes the results (Figure 2). 
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Figure 2. Parent perceptions of their child’s number identification abilities with the child’s 

actual number identification score on the post-test.  

 

In the control group, student number identification and the parent perception that 

the child is familiar with (or able to recognize) numbers between 1 and 10 (or higher) had a 

moderate positive correlation, Pearson’s r (33) = .418, p < .05. 

In the treatment group, student number identification and the parent perception that 

the child is familiar with (or able to recognize) numbers between 1 and 10 (or higher) had a 

strong positive correlation, Pearson’s r (35) = .608, p < .05.   
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In the treatment group, the parent perceptions their child’s number identification 

scores were more strongly related (.608) to the children’s actual number identification 

scores than they were in the control group (.418). 

There was no significant difference between these two correlation coefficients,  

Z = 1.016, p = .154.  

A Pearson product-moment correlation coefficient was computed to assess the 

relationship between the parent PPASR scores and the children’s AIMS Web scores on the 

oral counting post-test. A scatterplot summarizes the results (Figure 3). 

 

Figure 3. Parent perceptions of their child’s oral counting abilities with the child’s actual 

oral counting score on the post-test. 
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In the control group, student oral counting measure and the parent perception that 

the child is able to do counting had a weak positive correlation, Pearson’s r (33) = .217,  

p < .05. 

In the treatment group, student oral counting measure and the parent perception that 

the child is able to do counting had a moderate positive correlation, Pearson’s r (35) = .469, 

p < .05 

In the treatment group, the parent perceptions of their child’s oral counting were 

more strongly related (.469) to the children’s actual oral counting scores than they were in 

the control group (.217). 

There was no significant difference between these two correlation coefficients, Z = 

1.134, p = .128. 
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CHAPTER 5. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The first purpose of this study was to investigate if parent perceptions showed that 

the Gearing Up for Kindergarten, child development and school-readiness, program played 

a significant role in helping parents prepare their child for school, at kindergarten levels of 

readiness, as reviewed in the Chapter 2 literature. In addition to children’s developmental 

school readiness, the study investigated children’s readiness to make the transition to 

school. The final purpose of this study was to investigate if children’s readiness skills, on 

selected academic measures, were significantly impacted through participation in the 

Gearing Up for Kindergarten program as reviewed in the Chapter 2 literature.  

Summary 

Research Question 1 

Is the change over time in the Practical Parent Assessment of School Readiness 

(PPASR) scores for the treatment group parents different from the change over time for the 

control group parents for the 5 domains of child development? 

This study, as a whole, did not find the Gearing Up for Kindergarten program as 

being significant in changing parents’ perceptions of their children’s readiness for school in 

4 of the 5 domains of child development. 

The lack of random assignment for the groups was quite likely the most limiting 

factor in this study’s lack of finding significant results in the change over time in parent 

perceptions of child development. The small number of participants may also have 

contributed to the lack of significance. 

As measured by the ANOVA, there were significant differences found in one 

domain, social development. The scores obtained on the measure of social development 
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indicated the significance was due to stronger social skill development in the area of being 

able to work or play cooperatively with friends and taking turns with friends. The measures 

of sharing and understanding and following rules were not significant, but did measure near 

the p <.05 significance level. 

The social constructivist theory of development (Vygotsky, 1978) supports the 

value of learning in social settings. The Gearing Up for Kindergarten program offers 

learning opportunities through interaction with other children and parents in a familiar 

setting designed to enhance children’s experiences and expand knowledge of the world 

around them.   

Research demonstrates children learn best in group settings where taking turns and 

sharing is expected and emphasized (NAEYC, 2009; Sprenger, 2008). The Gearing Up for 

Kindergarten program emphasizes the social aspect of children’s development. Through 

participation in the 16 week Gearing Up for Kindergarten program children were exposed 

to a lengthy time period of expected social behaviors. This program component, along with 

a period of time to learn and develop social skills is likely to have contributed to the 

significant difference in social development between the two groups.  

As measured by the ANOVA, there were near significant differences found in one 

domain, emotional development. The scores obtained on the measure of emotional 

development indicated the near significance was due to stronger skill development in the 

area of being able to manage feelings.  

The literature supports that children who are taught how to understand and process 

emotions experience a greater ability to appropriately express feelings (NAEYC, 2009; 

North Dakota Department of Human Services, 2008a; 2008b; and Sprenger, 2008). The 
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Gearing Up for Kindergarten program emphasizes the emotional aspect of children’s 

development. Through participation in the 16 week Gearing Up for Kindergarten program 

children were exposed to a lengthy time period of appropriate emotional behaviors. This 

program component, along with time to learn and develop and practice those skills is likely 

to have contributed to the near significant difference between the two groups. 

Research by Sprenger (2008) and the North Dakota Department of Human Services 

(2008a; 2008b), validates the importance of a healthy social and emotional environment for 

children. The quality of the home environment directly influences children’s ability to 

relate to and interact with others in a healthy manner. Children who are nurtured and loved 

are better able to respond in a healthy manner emotionally and socially (High/Scope 

Educational Research Foundation, 2006). In addition, children who are regularly exposed 

to taking turns, being acknowledged, and listened to, have greater skill ability to learn and 

exhibit those behaviors in outside settings.  

Research Question 2 

Is the change over time in PPASR scores for the treatment group parents different 

from the change over time for the control group parents for the transition-to-school 

knowledge and familiarity construct? 

The analysis of variance did not show significant difference in the transition-to-

school construct between the treatment and control groups. The researcher did not expect 

this result, but also realizes the central focus of the Gearing Up for Kindergarten program is 

not on the transition into kindergarten, but preparation for success in the school setting. The 

program curriculum does not contain specific lessons designed to address the transition into 

kindergarten. There are also variations in where the Gearing Up for Kindergarten program 
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is held. Program locations in this study were not at the schools most children attended for 

kindergarten. The study, did however, add information for parents to support school 

transition preparation and shared the dates of kindergarten registration along with 

opportunities to participate in a summer program, Intro to Kindergarten.  

The overlapping spheres of influence theory supports the shared role of schools and 

families in the transition process, and beyond (Epstein, 1987b). The assessment of this 

theory explored the importance of parent knowledge in recognizing their place in the 

transition process from home to school. 

Bronfenbrenner’s (1979) research emphasized the importance of support for 

children as they move from a small area of interaction, the home and daycare, to a larger 

area of interactions and expectations at school. Fabian and Dunlop (2007) reported though 

many schools recognize the importance of support in transitions, few schools or programs 

assign responsibilities to ensure this support mechanism is in place for families (p.3). 

Research Question 3 

Are there differences in change over time between treatment and control group in 

children’s knowledge of letter identification, number identification, and oral counting as 

measured by AIMS Web scores? 

The analysis of variance did not show significant differences in change over time 

on any of the AIMS Web scores between treatment and control groups on the selected 

academic measures.  

This lack of significant effect could be due to a variety of other factors as well as 

the lack of random assignment. The mean of children in the control group was higher on all 
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of the pretest measures; therefore there was less room for significant growth as each 

measure had a ceiling limit. 

 The post-test mean for letter identification was higher for the treatment group than 

the control group. The mean for number identification and oral counting was higher for the 

control group than that of the treatment group. Each group made progress from the 

beginning of the study to the conclusion. This study did not take into account children’s 

expected growth over time and parent high ratings at the beginning which could have 

influenced study results. The small n in the control group could also have contributed to a 

lack of significance in the results. A recommended minimum for a study is at least 30; the 

control group did not reach that number. 

Lack of significance could also be attributed to the teachers used in this study. The 

teachers at the children’s center had strengths in the domain of children’s development 

with regard to play and social skills. Their instruction in the academic section of class left 

room for improvement. The researcher spent time reviewing the curriculum with them and 

working to strengthen instruction in that area. The instructors were slow to respond to a 

stronger academic focus and as a result, the students did not receive the best instruction 

possible in that area. The students in the school, however, had an instructor who 

incorporated academics in all aspects of the evening, play, reading, and instruction. 

Due to the small n of the study, there was not the ability to effectively measure the 

difference in classroom instructors. Fielding et al. (2004) and the researcher believes the 

quality of targeted instruction can make a significant difference in student achievement.  

Another possible factor in the control group’s higher scores was the education of 

the parent group; the control group had fewer numbers, but a greater percentage of parents 
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with four year and master’s degrees. Parent education levels are known to be direct 

correlates of children’s academic scores (Rhode Island KIDS COUNT, 2005). 

Research Question 4 

Is there a difference between treatment and control group in the strength of the 

relationship between the parent PPASR scores and child AIMS Web scores on post-test 

measures? There was not a significant difference between treatment and control group 

parents in the strength of the relationship between their perceptions of their child and their 

child’s scores on the AIMS Web assessment. 

Parents who participated in the Gearing Up for Kindergarten program were 

expected to have a better sense of their child’s academic development than those in the 

control group who did not participate in the program. The lack of random assignment most 

likely limited the effect of the program in producing significant results. 

The treatment group parents’ perceptions of the three academic measures, letter 

identification, number identification, and oral counting, showed more accurate recognition 

of their child’s academic abilities than did the control group parents. Though the treatment 

group parents more accurately perceived their children’s abilities, in all cases there was no 

significant difference between treatment and control group parents on perceptions of their 

child’s academic abilities.  

It is possible that treatment group parents had a better sense of their child’s 

academic abilities due to the activities in the classroom and the parent education 

component of the program. The Gearing Up for Kindergarten program does not have 

lessons identifying specific academic readiness skills for kindergarten though some skills 
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were practiced. This factor could have influenced parent understanding of the academic 

measures and the role academics plays in school readiness.  

The strengths of this study were the opportunities provided for parents and their 

preschoolers to participate in the Gearing Up for Kindergarten program. This was not a 

qualitative study, but many positive comments from parents reinforced the importance of a 

program of this nature. Parent comments included references to education not requiring a 

significant investment of money, but use of things already in the home. Other comments 

included the importance of understanding what specifically constitutes school readiness, 

learning that education takes place every day in every way, the value of understanding 

children’s temperaments and learning styles, and the time spent one on one with children.  

The limitations in this study were primarily the lack of random assignment, but 

there were others. The researcher experienced a change of advisors during the course of the 

study and this was the first full implementation of the program. The teachers at the 

children’s center were also tied to grant dollars to implement the program. Under normal 

conditions they would not have been hired for the program. In addition, this was the first 

major research project of the researcher. A great deal of learning has taken place and 

changes will be made for future research. 

Conclusions 

 This study did not establish overall significance of the Gearing Up for Kindergarten 

program. The research findings however on social development corroborate with previous 

research on the Gearing Up for Kindergarten program. This program component was 

further strengthened with this study (Brotherson et al., 2007; Brotherson et al., 2009). 

Previous findings also show program significance in the area of cognition and general 
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knowledge (Brotherson et al., 2009) and were expected in this research. This study did not 

support those findings and it is the researcher’s belief that lay with the lack of teacher 

quality and expertise at the children’s center factored in with first time delivery of the 

Gearing Up for Kindergarten program to the entire community. 

Though overall significance was not found, the researcher supports the program 

concept. The program’s target audience, preschool children and their parents do not have 

adequate early childhood education resources available in their state. Due to the lack of 

formal state funding for preschool children, this program can help in a small way, to close 

the gap of this underserved population. This study served approximately 5% of the 

district’s preschool student population. While the percentage served was small, there are 

still 40 students who benefitted from participation in the program. This program replicated 

the school environment with procedure, routine, group activities, school readiness activities 

and the use of actual classrooms. Though there was no measurable significance, this 

exposure to school practices likely made a difference in both parent and child readiness for 

school. 

A benefit of this study is the first time inclusion of a children’s assessment. Though 

this measure did not produce significance, it did provide an opportunity to measure specific 

aspects of children’s academic growth over time and to explore the merit of a children’s 

assessment. The third student assessment was not administered with fidelity of 

implementation and was not able to be used in the data analysis for the study. A third wave 

of assessment would allow for greater measurement of the program’s impact on student 

academic achievement and further opportunity to research the correlation between 

children’s scores and parent perceptions of their child. 
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This program, though not a daily program, does provide a learning environment in 

which teachers and parents have the opportunity to experience children’s growth over a 

period of time. Through the program teachers can address academic and developmental 

growth with a variety of educational activities. One of the teacher practices in this study, 

children writing their names each week, allowed for the children and parents to observe 

growth over time and the ability to have a clearer picture of the progress on that specific 

skill.  

It is the opinion of the researcher that the small n impacted the lack of significance 

along with the instructor component at the children’s center. Time constraints did not allow 

for participants in this study to be chosen randomly. Those factors contributed to a lack of 

this study’s ability to be generalizable to other pre-school populations.  

The social constructivist theory of child development was supported in this study 

along with the emphasis of the shared role of parents, educators, and community in raising 

a child. The overlapping spheres of influence theory was reinforced with the Gearing Up 

for Kindergarten instruction model. The new transition-to-school theory was introduced in 

this study as a piece of the foundation for support in transitions. Lack of significant 

findings in this area do not negate the importance of future research in this area. One aspect 

of the research clearly demonstrated lack of a formal system for integrating children into 

the school environment (Wesley & Buysse, 2003) and perhaps will spark additional 

discussion between the local preschools and school community in addressing this issue.  

This study introduced the Gearing Up for Kindergarten program to the community 

for the first time and as a new program did not generate as much response as the researcher 

had hoped. At the time of the conclusion of this report, the school district has a waiting list 
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for next year’s students. The program has grown in its recognition and popularity in this 

community and in the state where it has received endorsement from other school districts. 

Recommendations 

 Curriculum realignment. Recommendations for future implementation of the 

Gearing Up for Kindergarten program based on the research presented in the literature 

include: curriculum alignment with stronger emphasis on skills for the 5 domains of 

children’s development, specific strategies for transition to kindergarten and targeted 

instruction for parents on expected academic readiness skills for incoming kindergarteners.  

 The social and emotional development of children is a significant strength of the 

Gearing Up for Kindergarten program; as reflected in the statistical difference between the 

treatment and control group. The expanded curriculum model should include the addition 

of specific skill practices aligning with the other domains of development; approaches to 

learning, physical well-being and motor development, cognition and general knowledge, 

and language development. The use of NAEYC (2009) standards, North Dakota 

Department of Human Services (2008a; 2008b) research, and NEGP (1995) skills and 

strategies would incorporate well into the current curriculum design.  

The recommendations for the Gearing Up for Kindergarten program preschool and 

parent curriculum includes expansion for specific lessons integrating basic academic skills 

in language and numeracy. The curriculum could add a letter/sound component focusing on 

recognizing the letters of the alphabet and their basic sounds and a mathematical 

component for number identification, one-to-one correspondence, and oral counting. Future 

student and parent instruction should incorporate incoming kindergarten standards as stated 

by the North Dakota Department of Public Instruction. (North Dakota Department of 
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Public Instruction 2005a; North Dakota Department of Public Instruction 2005b). The 

addition of these features would corroborate with the North Dakota Department of Public 

Instruction’s language and math expectations for incoming kindergartners and give parents 

the knowledge and skill necessary for adequate instruction and preparation the year before 

kindergarten.  

The researcher recommends a greater emphasis built into the Gearing Up for 

Kindergarten program to strengthen support for the transition process as researched by 

Brofenbrenner (1979). The research hypotheses recommended support in the transition 

process through information regarding expectations, logistical information and practices, 

and that the transition not be made alone (Bronfenbrenner, 1979, p. 217). This information 

should be integrated into the parent curriculum lessons and shared with the Department of 

Public Instruction as the Gearing Up for Kindergarten program is promoted in the state.   

Gearing up expansion. Future Gearing Up for Kindergarten programming should 

also take into consideration expansion into daycares and preschools. Preschool 

programming may not include a direct parent education and involvement component. The 

parent participation emphasis reflected in this program could greatly enhance parent 

understanding of child development and school readiness, and in turn increase parent 

involvement in children’s development and learning. This expansion would also educate 

daycare providers in the importance of parent involvement in child development and school 

readiness.  

Closing thoughts. The field of early childhood education is one of national 

importance and currently has the attention of educators everywhere. This program has a 

significant opportunity to create impact in children’s readiness for school, transition into 
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school, and success in life. Educational reform will not go away and continued scrutiny 

will be necessary as standards for education increase along with the diversity of the 

learning population. This program brings a unique combination of parent/child 

programming that fosters children’s growth and development along with strengthening the 

family relationship. The motto at an elementary school in the researcher’s district is to 

produce lifelong learners and responsible citizens. Parents afforded the opportunity to 

participate in this program have the privilege of showing responsibility to their families by 

attending a lengthy series of classes and implementing the learned skills in their parent 

practices. The children have the opportunity to experience positive parent models and 

opportunities to begin school with a rich learning history, and best of all, ready to learn at 

expected levels of kindergarten readiness.   
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