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ABSTRACT 

 

This study examines the opinions of elementary preservice teachers about parental 

involvement in elementary children’s education. The study specifically examines 

preservice teacher opinions about their preparation in learning parental involvement 

strategies and what kind of experiences regarding parental involvement they think teacher 

education programs should provide.  

Multiple data sources used for this study included: a survey questionnaire with 

preservice teachers (n=223), individual and group interviews with preservice and 

inservice teachers (n=18), interviews with university supervisors (n=5), and data from 

examining the courses preservice teachers took in their program. 

The data suggested that the preservice teachers held positive opinions relatively 

each of the five dimensions of parental involvement and parental involvement in general.  

Preservice teachers indicated that teacher education programs could better prepare 

preservice teachers to effectively deal with parents by multiple lectures in other courses 

or offering specific parental involvement courses, seminars, and workshops during the 

teacher education program. Not surprisingly, student teachers thought themselves to be 

more prepared to implement parental involvement strategies than the other groups. 

 Out of the six respondents, four inservice teachers suggested that it would have 

been helpful to have had a class session dealing with parental involvement. Four of the 

inservice teachers responded that their student teaching helped them more in regard to 

parental involvement in areas such as learning different ways to involve parents, having 

parents help in the classroom, and conducting parent conferences. 

University supervisors responded that preservice teachers learned about parental 

involvement from their programs at the university. However, they primarily learned 

about parental involvement during their field experiences. University supervisors thought 

that parental involvement should be a part of a course. The study concludes with 

recommendations for future research.  

  

 

 x
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CHAPTER I 

INTRODUCTION 

 

 

Mattingly, Prislin, McKenzie, Rodriguez, and Kayzar (2002) stated that through 

the last three decades there has been an emerging consensus that the quality of relations 

between schools and families plays an integral role in student success. Parent 

involvement in children’s education has been emphasized as a particularly important 

aspect of the school-family relationship, with significant implications for children’s 

education. Mattingly et al. (2002) pointed out that “at the national level, the goal of 

improving parent participation has enjoyed bipartisan support and has been part of all 

major educational reform legislation. Most recently, parent involvement is one of the six 

targeted areas in the No Child Left Behind Act of 2001” (p.549). 

Schools cannot work successfully in isolation from students’ families and 

communities. Policymakers who formulated the national educational goals in 1990 

recognized this inescapable fact and made family involvement in children’s learning a 

priority area for program development (U.S. Department of Education, 1997). Students at 

all grade levels perform better in school, have more positive opinions toward school, and 

behave better when their parents are involved in, know about, and support the school 

(Becker & Epstein,1993; Coleman, 1991; Greenwood & Hickman,1991; Henderson & 

Mapp, 2002). Cotton and Wikelund (2001) revealed that parent involvement in children’s 

learning is positively related to achievement. Also the more intensively parents are 

involved in their children’s learning, the more beneficial are the achievement effects. 

This holds true for all dimensions of parental involvement in children’s learning and for 

all types and ages of students. Riggins (2003) reports that studies have shown that family 

involvement leads to higher grades, better attendance, and increased motivation in 

students regardless of their ethnic background, socioeconomic status, or their parents’ 

level of education. 

While parents obviously play a role, it is important to note that there are some 

barriers to parental involvement. Despite evidence of the positive effects of family 

involvement, its potential is largely ignored in schools. Teachers do not systematically 



 2

encourage family involvement, and parents do not always participate when they are 

encouraged to do so (The U.S. Department of Education, 1997). Several major barriers to 

family involvement exist in public schools. According to the National Education 

Association (2002), the level of parent involvement drops as students advance from 

elementary to middle school. Parents may not understand the system when the student 

reaches high school and think less able to help their children. At the same time, students 

are beginning to develop some independence and often do not encourage parents’ 

presence at the school. In addition, Plevyak (2003) stated that among the many factors 

that keep parents from participating in their children’s education are cultural differences, 

fear of authority-based institutions, parental illiteracy, family problems, negative 

education experiences, job-related issues, economic conditions, health, living 

arrangements, and lack of resources needed for participation.  

The greatest barrier to parent involvement is the lack of knowledge of schools and 

families regarding how to effectively work and plan together (Leitch & Tangri, 1988; 

Tichenor, 1998). The U.S. Department of Education (1996) reveals that teachers must 

learn new ways to involve parents in the learning process. According to the U.S. 

Department of Education (1996) professional teacher organizations recognize the need 

for teachers to develop skills to involve families in their children’s learning. For example, 

the National Board for Professional Teaching Standards (NBPTS) includes family 

involvement as a separate standard as well as a theme integrated into other standards for 

its professional teaching certificates (National Board for Professional Teaching 

Standards, 1993).  

Although teachers, principals, and teacher educators agree on the importance of 

parental involvement, teacher education programs do not generally address this issue 

(Chavkin & Williams, 1988). Further according to Chavkin and Williams, all teachers 

must be provided with the knowledge, time, resources, and recognition necessary to 

involve parents in education. The failure to address parent involvement in both university 

and professional development contexts sends the message that it is unimportant. In 

addition, the gap in teacher education has left teachers in need of knowledge and support 

to carry out parent involvement initiatives (Lazar, Broderick, Mastrilli & Slostad, 1999). 



 3

A brief review of the teacher education literature reveals that very little attention 

is given to preparing preservice teachers to work with parents. Epstein (1995) reports that 

“most educators enter school without an understanding of family background, concepts of 

caring, or the framework of partnerships ... most teachers are not prepared to understand, 

design, implement, and evaluate practices of partnerships with the families of their 

students” (p. 706).  

Teacher education courses have historically given little, if any, attention to 

parental involvement (Chavkin & Williams, 1988; Epstein, 1991; Foster & Loven, 1992; 

Lazar & Slostad, 1999). Moreover, parent topics that are included are only discussed on a 

surface level and do not take into account what teachers already think about parent 

involvement (Midkiff & Lawler-Prince, 1992; Tichenor, 1997). As a result, preservice 

teachers have entered and are continuing to enter the teaching profession with minimal 

knowledge of how to increase student achievement by involving parents (McQueen, 

2002). Research on the impact of teacher education on preservice teachers’ opinions 

suggests that coursework and field experiences contribute to the shaping of students’ 

belief systems (Renzaglia, Hutchins & Lee, 1997). While there exists a large body of 

research on teacher opinions and how opinions affect teacher practice, these studies have 

not related specifically to if and/or how opinions influence preservice teachers’ practices 

related to parental involvement. Based on survey information from teachers in their first 

three years of teaching, Katz and Bauch (1999) found that teachers who had taken a 

parent involvement preparation course during their teacher education program felt 

confident in working with parents and many were implementing parent involvement 

practices that had been introduced in the course.  

 

Theoretical Framework 

The preliminary theoretical framework guiding the research design and 

instrumentation in this study was strongly influenced by McBride’s (1991) research on 

parental involvement in schools. According to McBride’s study, children’s educational 

outcomes benefits from the active participation of parents in classroom and school 

instructional programs. Such participation needs to be based upon recognition of the 

importance of the contribution of parents by teachers to harness parental support in 
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school improvement (McBride, 1991). Commitment and responsibility are shared 

between parents and teachers for student success. When fully functional, this 

phenomenon reveals a level of trust, respect, and agreement with teachers, parents and 

students working together as members of an educational community (Coleman, 1998). 

According to Kellaghan, Sloane, Alvarez and Bloom (1993), parents need a positive self-

image toward their acceptance of the parenting role and of their ability to interact with 

authority figures such as teachers. They also need self-control to enable them to respond 

to the crucial obligations incumbent in partnerships. 

Successful partnerships between teachers, parents and students are based on 

equitable status and mutual respect amongst individuals leading to shared commitment, 

responsibility, and accountability for outcomes. The outcomes of a successful partnership 

will be evidenced by improved student learning and development of long-term values in 

students conducive to high levels of motivation towards future schooling and learning 

(Cavarretta, 1998). 

Epstein (1988) has created a typology based on five dimensions of parental 

involvement. The first dimension includes the basic parenting and child rearing 

approaches that prepare children for school. 

• Parents help ready their children to learn at all ages by keeping them healthy and 

safe, and by supervising, disciplining and guiding them. 

• They help children feel good about themselves and confident with others. 

• They teach them a positive attitude about learning in school.  

• Prepare children for school. 

• Build positive home conditions that support school learning and cooperative 

behavior. 

The second dimension of involvement includes the basic obligations on the part of 

the schools to communicate with families, providing information about the school 

programs and children’s progress.  

• Schools provide information to parents about students’ progress and school 

programs. 
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• They also provide ways for parents to share with school staff information 

important to their children’s learning (phone calls, notes, conferences, open 

houses, newsletters, and report cards are examples). 

In the third dimension, parents volunteer at the school level assisting the teachers 

in classrooms. It may also include parental support for their children in extra-curricular 

activities such as sports, and other events.  

• Parents assist teachers, administrators, and children in the classroom and school 

building by volunteering.  

• They support their children by attending student performances, sports or other 

events, or attending workshops or classes for their own learning as parents. 

The fourth dimension of involvement comprises learning at home and includes 

requests and guidance from teachers for parents to assist their own children at home on 

learning activities that are coordinated with the children’s class work. 

• Families learn together by talking and listening to each other, playing games, 

reading, going on trips, visiting museums, telling stories, singing and working on 

homework.  

• Parents help children connect family learning to school learning.  

The fifth dimension of involvement is the decision-making level that includes 

families in decision-making, governance, and advocacy.  

• Parents help make decisions in the school through parent groups, building 

leadership teams and other local school organizations.  

• Parents work for school improvement at the district, state, and national level. 

By developing awareness of the dimensions of parental involvement, schools can let 

family members know that there are many different ways in which they can participate in 

the education of their children.  

Despite the potential benefit that teacher education programs hold for increasing 

the dimension of parental involvement in schools, the research shows that they have not 

offered substantial preservice preparation in parent involvement (U.S. Department of 

Education, 1997). Parental involvement does not seem to have fully entered the 

mainstream of teacher education; it remains on the fringe. This may continue to be the 
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case unless teacher educators, teachers, administrators, parents, and politicians see the 

need to change the situation (Greenwood & Hickman, 1991).  

 

Purpose of the Study 

The purpose of this study was to examine the opinions of elementary preservice 

teachers about parental involvement in elementary children’s education. The study 

specifically examined preservice teacher opinions about their preparation in learning 

parental involvement strategies and what kind of experiences regarding parental 

involvement they think teacher education programs should provide. 

 

Research Questions 

This research was to investigate elementary preservice teachers’ opinions about 

parental involvement. The following questions guided the study:  

1- What are the opinions of preservice teachers about parental involvement in 

elementary schools? 

2- Is there a significant difference in preservice teachers’ opinions of parental 

involvement at various points in their elementary education program?  

3- Do preservice teachers think their preparation to utilize parental involvement 

strategies is adequate?  

4- What kinds of experiences regarding parental involvement do preservice 

teachers think would be useful during teacher education programs?  

5- What courses and activities in the elementary education program address 

parental involvement? 

Elementary preservice teachers’ opinions about parental involvement in 

elementary children’s education were sampled at the beginning of the elementary 

education program and after each of the four semesters in the program (Figure 1). 

Comparisons of the elementary education majors’ opinions at these five points in the 

program provided the primary data source for answers to the research questions in the 

study.  
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Figure 1.1. The layout of instrument implication time design for preservice teachers  

 

Research Significance 

Preservice teachers who feel more confident with parents are more likely to 

involve parents (Katz & Bauch, 1999; McBride, 1991). Consequently, it would seem 

logical that teacher education programs would have a responsibility to help future 

teachers gain confidence in the area of parental involvement. One way to do this is to 
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identify opinions, concerns, and preconceived notions preservice teachers have about 

parents. In addition, discovering what knowledge and experiences preservice teachers 

gain in both their education coursework and student teaching that address these concerns 

might result in helping future teachers become more confident about involving parents. 

This study is important in terms of filling a gap in the research literature on 

parental involvement. There is much research involving inservice teachers, however little 

research exists that focuses on preservice teacher opinions about parental involvement. 

An understanding of the opinions of preservice teachers about parental involvement can 

contribute to the undergraduate curriculum development process. By improving teacher 

preparation concerning parental involvement, more teachers may effectively use parental 

involvement strategies. 

Educators need information about the practices of parental involvement that are 

most likely to enhance a true partnership between schools and families. Exploring how 

involved parents became participants in their children’s education informs schools about 

practices that promote parental involvement (Halsey, 2001). This study also provided an 

understanding of what preservice teachers think of interactions with parents when they 

start their teaching experience in elementary schools and recognize ways to promote 

positive communications. Therefore, preservice teachers can learn how parents become 

more supportive, more confident about ways to help children learn, and how to help 

children to improve their achievement, to increase their grades and attendance.  

The present study gained insight from preservice teachers regarding their 

opinions, concerns and experiences with parents as they moved from college learning 

through their student teaching. Therefore, it will be a guide for the faculty in preparing 

elementary education preservice teachers. 

 

Research Limitations and Delimitations 

This study was conducted only with elementary education preservice teachers at a 

large research university in the southeast of United States. The preservice teachers in the 

study were in a limited access program. Therefore the findings were limited to the study 

site. Another limitation of this study concerned the issue of social desirability of 

responses. Participants may have answered the questionnaire from a perspective of what 
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they think they should have answered. Therefore, the responses may not be honest 

reflections of the opinions held by the participants. In order to discourage this, 

participants were not required to state their names on the survey papers.  

It is important to mention that although parental involvement activities included 

in the specific courses, we cannot assume that all of the students in the program were 

exposed to the same activities, lectures and experiments. The main reason for this result 

is that not all the courses are being taught by the same instructors using the same course 

syllabi. The researcher examined the course syllabi which were collected during Fall04, 

and Spring05 which was the time this study was conducted.  

Although all instructors teaching a particular course must use the approved 

program syllabus due to accreditation requirements, some variation in courses topics 

naturally occurs. Parental involvement is not a topic that is currently required to be 

addressed. It is also the case that participants may have been exposed to more on the 

subject of parental involvement than was revealed in the study. The researcher has no 

way of confirming how much on the topic was actually covered in every section of every 

course in the program. 

The delimitations of this study included the bias emerging from the status of the 

researcher as an international student who was new to United States educational system. 

In addition the researcher had a seven year old son at the time of the study and her 

opinions about parental involvement could have been influenced by her experiences as a 

parent volunteering in the schools. 

 

Key Concepts 

Opinion: What a person knows or thinks about a particular issue while the 

affective component consists of a person’s thoughts about the issue (Tichenor, 1998). 

Parent involvement/parent participation: Parent involvement as a parent-teacher 

partnership that focuses on increased communication, cooperation, and cohesion between 

home and school. This partnership is created when teachers have and use communication 

skills to improve dialogue with parents about how to participate in their children’s lives 

to increase positive opinions about school generally and academic work specifically 

(Epstein, 1995).  
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Preservice teachers: Preservice teachers are those elementary education majors 

who have not yet completed their undergraduate certification programs.  

Student teachers: Fourth semester students who are completing their internship in 

elementary schools.  

Inservice teachers: Teachers who have their degrees and teaching certificates and 

are employed as classroom teachers.  

University supervisors: University faculty members who are responsible for 

preservice teachers’ internship schedule, program and activities. 

Elementary education program: Courses or subjects at the university offered in 

the elementary education program. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE AND STUDIES 

 

 

 

This study focused on the effects of parental involvement and elementary 

preservice teachers opinions about parental involvement in elementary children’s 

education. The review of literature has been divided into four main sections:  

Significance of Parental Involvement; Barriers to Effective Parental Involvement; Effects 

of Parental Involvement; and Teacher Education Programs on Parental Involvement.  

 

Significance of Parental Involvement 

Parental involvement has many positive benefits for students, the most important 

of which is enhanced student achievement. Parents play an important role in the 

educational process (Epstein, 1992). Research indicates that children whose parents are 

involved in schools have fewer behavior problems, increased achievement, and lower 

dropout rates. The critical link to involving parents is teachers. Teachers initiate the 

communication and establish the environment which leads to collaboration between the 

two groups. The communication skills do not just appear. Teachers need to be provided 

strategies and techniques for working with families (Brand, 1996). Successful parent 

involvement programs in elementary schools often require continuous training for parents 

and teachers. Currently, few teachers receive systematic education on family involvement 

in schools (Epstein, 1992). 

Parental involvement can mean advocacy; sitting on councils and committees; 

serving as classroom aides; accompanying a class field trip; or assisting teachers in a 

variety of other ways, such as participating in fundraisers, which support the school 

financially (Comer & Haynes, 1991). Increasingly, parental involvement means parents 

initiating learning activities at home to improve their children’s performance in school; 

reading to them, helping them with homework, playing educational games, and 

discussing current events (Georgiou, 1999).  

Family involvement is a broader term for parental involvement. It includes all 

who have responsibility for the care and well-being of children, such as mothers, fathers, 
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grandparents, foster parents, siblings, aunts, uncles, and non-custodial parents (Davies, 

1991). Davies review of the research on family involvement reveals three important 

themes: 

1. It helps to ensure that all children have the tools they need for success. 

2. It encourages the development of the whole child, including social, emotional, 

physical, and academic growth and development. 

3. It is based on the notion of shared responsibility for the child. 

These themes illustrate that family involvement contributes to the development of all 

aspects of the individual living within a larger society. 

The work of Epstein (1988) pointed out that family, school, and community are 

three major interrelated areas of influence on a child’s life. They are parts of a larger 

whole that can either work toward academic success or, conversely, can impede progress. 

They are part of a larger whole; these areas are themselves influenced by societal factors, 

such as cultural values and economic conditions (Figure 2).  

 

 

Figure 2.1. Epstein’s five levels of parental involvement 

LEVEL 1: PARENTING 

LEVEL 2: COMMUNICATING 

LEVEL 3: VOLUNTEERING 

LEVEL 4: LEARNING at HOME 

LEVEL 5: DECISION MAKING
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Barriers to Effective Parental Involvement 

Connection between school and family is an important part of children’s success. 

Parental involvement initiatives require schools of education to reexamine the skills and 

knowledge that teachers will need in order to work effectively in the schools of the 

future. Achieving effective school-family partnerships is not easy. Barriers to family 

involvement in schools arise from many different sources.  The National Center for 

Education Statistics (1997) found both ‘parent-centered’ barriers and ‘staff/school-

centered’ barriers when looking at parental involvement in schools. Their findings came 

from the ‘Survey on Family and School Partnership in Public Schools, K-8’. 

Questionnaires were distributed to a nationally representative sample of 900 public 

schools enrolling kindergarten through eight grade students, and two major barriers were 

identified. ‘Parent-centered’ barriers included lack of time on the part of parents, lack of 

parent education to help with schoolwork, and cultural or socioeconomic differences 

between parents and staff. ‘Staff/school-centered’ barriers included lack of time on the 

part of staff, lack of staff training in working with parents, staff opinions about the 

parents, and concerns about safety in the area after school hours. It is clearly a challenge 

for parents and school staff to work together to guarantee academic success.  

Wheeler (1992) and Ramirez (1999) demonstrated that often times there are 

barriers to parental involvement that stem from the teachers themselves. These barriers 

come in the form of stereotypes that teachers may have concerning lower socioeconomic 

parents, single-parent families, children in foster care, and at-risk families. When teachers 

were interviewed for the Ramirez study, over 50% were apprehensive about parental 

involvement, and wanted parental participation to be limited. The teachers felt that 

parents were not professionally able to serve on a curriculum committee. Communication 

barriers between the school staff and parents were also a major theme. Ramirez (1999) 

stated that communication is an essential component to develop sense of trust between 

schools and parents. In Ramirez’s study, seventy-five percent of the teachers thought that 

they did not have time to contact all of their students’ families.  

Teachers generally recognize the need for increased parental involvement yet the 

amount of training they receive in this area is minimal (McBride, 1991). There are some 

issues to address in preservice teachers education programs: 
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• Teacher preparation concerning parent involvement should be a developmental 

sequence that progresses from learning about the more traditional types of parental 

involvement where parents are asked to cooperate with school staff, to the types of 

parental involvement in which school staff provide assistance to parents, and then toward 

the types where parents and school staff work together essentially as partners in 

education.  

• Parent involvement training experiences should be an integral part of their 

preparation, rather than an attachment to it.  

 

Effects of Parental Involvement 

 In recent years, school improvement efforts have focused on the development of 

home-school partnerships as one mechanism to enhance academic performance 

(Gettinger & Guetschow, 1998). Most educators recognize parental involvement in 

school activities and in the student’s schoolwork as integral to successful student 

academic performance (Griffith, 1998). Parents who are more involved in school 

activities are more likely to have children who are performing well in school (Stevenson 

& Baker, 1987). Several studies have reported that parental involvement directly affects 

the child’s performance (Georgiou, 1999). Parental involvement improves student 

opinions and achievement (Epstein & Dauber, 1993). According to Stevenson and Baker 

(1987), studies have shown that students whose parents are more involved in their 

education earn higher grades in school. 

Parents influence children’s achievement through their direct involvement with 

school activities. This may include activities such as helping with homework or course 

selection, attending parent-teacher conferences, and through the specific encouragement 

of school success (Steinberg, Lamborn, Dornbush & Darling, 1992). Although not 

statistically significant, in a study by Gettinger and Guetschow (1998), teachers preferred 

that parents be directly involved, rather than indirectly involved. Activities constituting 

direct involvement were those such as receiving personal notes from a teacher or talking 

to a teacher about a specific event. Indirect activities included those such as helping in a 

classroom or attending open house (Gettinger & Guetschow, 1998). Studies have found 
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that parents’ high expectations for and general monitoring of their children’s performance 

are positively related to children’s academic achievement. Of all types of parental 

involvement, supervision of learning activities at home may be the most educationally 

significant. In contrast to PTA/PTO councils and classroom volunteers that involve 

relatively few parents, at home many or all of the children’s parents can get involved 

(Epstein & Becker, 1982). 

Ho and Willms (1996) examined the impact of parental involvement factors on 

mathematics and reading achievement. The data suggested that an important parental 

involvement factor is home discussion. Their findings imply that discussing school 

activities and helping children plan their programs have a strong relationship to 

achievement.  When comparing overall parental participation in school, Ho and Willms 

also found school participation had a positive effect on reading achievement. This finding 

implied that a child’s academic achievement depended on the average level of 

participation of all parents at the school.  

 

Socioeconomic Status and Parental Involvement 

 The report on NCLB Requirements for Parent Involvement (2003) found that 

family involvement has long been a major component to promote higher academic 

standards. The passage of the No Child Left Behind (NCLB) legislation has created new 

opportunities and challenges to redefine the role of parents and ensure that each parent is 

informed and empowered to make decisions about their children’s education.  

According to Vogels (2002) parents with poor socioeconomic status (SES) are 

more likely to have a low level of education, a low income and no job. Parents with high 

SES contrast with the first group, as they tend to be highly educated double-earner 

couples, with the mother working a substantial number of hours a week, and therefore 

have a high income. McNeal (1999) found that the relationship between parental PTO 

involvement and parental monitoring with adolescents’ achievement was stronger for 

families with higher levels of SES than for those with lower levels of SES. 

According to the report on NCLB requirements for parent involvement (2003) the 

home environment of high-SES families is more conducive to educational advancement. 

They use out-of-school time (including summertime) in a more educative way. High-SES 
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parents are more involved in their children's schooling. They are more likely to have 

exercised a direct school preference and to be involved in school-based activities. High-

SES parents monitor the performance of their children’s schooling more intensively and 

more effectively, and they assist their children with homework.  

In contrast, parents with lower incomes and less education are less involved than 

are wealthier and more educated parents (Eccles & Harold, 1996; Griffith, 1998; 

Grolnick, Benjet, Kuriswki, & Apostoleris, 1997; Henry, 1996; Lareau, 1987). Single 

parenthood and membership in a racial minority group, two variables strongly correlated 

with income, are also associated with lower levels of parental involvement (Epstein, 

1990; Griffith, 1998; Klein, Thornburg & Kilmer, 1993; Lareau, 1987). Leitch and 

Tangri (1988) found employed parents to be more involved than nonemployed parents 

and that parents gave work and poor health as the two main reasons for not participating. 

According to (Baker & Stevenson, 1986; Lareau, 1987) less educated parents cannot or 

do not want to become involved in their children’s education.  In addition, Epstein and 

Dauber (1991) stated that researchers are going to continue to find that better educated 

parents are more involved in their children’s education.  

However, it should be noted that there is no research that supports the view that 

students from low SES backgrounds will have less learning potential than more 

advantaged students or that their failure is inevitable. While there is a general relationship 

between socio-economic background and student achievement, a low socio-economic 

background does not automatically mean poor school outcomes (Kelleghan, Sloane, 

Alvarez, & Bloom, 1993).  

Every teacher has a responsibility to ensure that all students benefit as fully as 

possible from schooling. Teachers in schools with low SES students recognize that 

students from low SES communities are a diverse group encompassing the full range of 

learning abilities. They know that students can and do achieve high standards with 

appropriate opportunities and timely support (Epstein, 1995). Jordan and Plank (2000) 

found that parents of low socioeconomic status (SES) were a little more than half as 

likely as high-SES parents to have been contacted by their adolescent’s high school about 

course selection decisions, postsecondary education, or career plans. This finding 

suggests that less effort was made to involve low-SES parents than more advantaged 
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parents. But low-SES parents in their study were also less likely to attend a school-

sponsored program on postsecondary educational opportunities and financial aid, 

suggesting that they did not take as much advantage of opportunities the school did 

provide. 

  

Parent Involvement and Its Effect on Parents and Children 

According to the literature, the theory of overlapping families and schools on 

student’s learning and development and on family and school effectiveness is supported 

(Epstein & Dauber, 1991). Increased parental involvement and participation have 

potential to improve the quality of education for students of all ages and to benefit both 

parents as well. Research indicates that parent involvement in children’s education 

appears to be associated with a range of positive outcomes for elementary school 

children, such as fewer behavior problems, lower dropout rates, and higher student 

achievement (Zellman & Waterman, 1998). The literature also states that there are 

positive influences of parental involvement on children’s school attendance and peer 

relationships (Swick, 1988).  

Researchers have found that parent participation improves parent-staff 

relationships. Mothers’ involvement in children’s education contributed to their opinions 

of success as parents (Gettinger & Guetschow, 1998). When teachers make parental 

involvement part of their regular teaching practice, parents increase their interactions 

with their children at home, feel more positive about their abilities to help their children 

in the elementary grades, and rate the teachers as better teachers overall (Epstein & 

Dauber, 1991). 

Scott-Jones’ (1987) study of African-American families with first graders found 

that better outcomes occurred when home learning and school-related activities were 

integrated into the flow of pleasant, play activities and were not formal or intentional. 

Parents’ efforts to support their children’s learning work best when the parent is able to 

respond to activities initiated by the child. According to Morris, Taylor, Knight, & 

Wasson, 1995) parents may not have the skills or confidence in their ability to help their 

children, and teachers and other educators may not have the skills, confidence, or desire 

to help parents assist the children in having positive outcomes in school.  
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On the other hand, it has been found that many parents, when given the skills and 

opportunities to be involved in school activities of their children, become very active and 

resourceful. Parents are concerned about their children’s education and want to take an 

active role. Parents expressed the highest level of comfort with coming to school events 

and/or working with their children at home on learning activities when teachers nurture 

the teacher parents relationship (Chavkin & Williams, 1993).  

 

Teacher Education Programs and Parental Involvement 

Parental involvement is highest when teachers have positive opinions toward 

parents and openly communicate and work collaboratively with parents (Griffith, 1998). 

Children need lots of motivation that teachers alone cannot provide (Epstein, 1995). 

Many teachers described benefits they perceived or expected for their students and for the 

parents from parental involvement: better basic skills, greater retention of skills over the 

summer; better behavior of students in class; greater number and variety of classroom 

materials developed by parents at home; enrichment in areas the teacher could not direct; 

and improved parental self-image because of successful cooperation with the school 

(Griffith, 1998). 

 

Preservice and Inservice Teachers Thoughts about Parental Involvement 

In a study by Epstein and Dauber (1993), overall, teachers had positive opinions 

toward parental involvement. Compared to other teachers, those who taught in self-

contained classrooms had a more positive opinion toward parents. Opinions were also 

more positive for those who perceived high support for parental involvement from their 

colleagues and students’ parents. Teachers with positive opinions toward parental 

involvement place more importance on holding conferences with students parents, 

communication with parents about school programs, and providing parents both good and 

bad reports about students’ progress. 

Teachers and parents are thought to share common goals for children that are 

achieved most effectively when teachers and parents work together (Epstein, 1995). In a 

study conducted by Hara and Burke (1998), 84% of teachers agreed that if parents spent 

time at school, they usually made a greater effort to help their children learn at home. 
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Parent involvement in learning activities is a strategy for increasing the educational 

effectiveness of the time that parents and children spend with one another. Teachers have 

found involving parents in learning activities with their children at home to be very 

useful. Epstein & Becker (1982) stated that several teachers offered positive statements 

that indicated that the job of teaching could not be accomplished without programs that 

involve parents. For example: “I really rely on parent help. Long ago I realized that only 

with parent help can my job be performed adequately” (104). In a study conducted by 

Hara and Burke (1998), 50% of the 16 teachers interviewed stressed the importance of 

their close relationship with parents.  

Dunlap & Alva (1999) stated that pointing to years of teaching and ethnic 

composition of a school’s teaching staff to account for teachers opinions about parents 

and community is a somewhat facile response to a complex issue. In a study of early 

childhood education preservice teachers, McBride (1991) found that they thought they 

had little preparation for implementing parental involvement strategies. According to his 

study, undergraduate students held a generally positive opinion toward parental 

involvement. Once they were in the field working with children and their parents, their 

awareness of the importance of parental involvement became even greater. Seventy-six 

percent (185) of the respondents thought that a course on parental involvement should be 

required on an undergraduate level, while 20 percent (50) indicated that class sessions on 

the topic be required in some courses.  

Although these findings pose an interesting question as to why in-service teachers 

fail to utilize parental involvement techniques, the results do point out some areas which 

educators and teacher education institutions can focus as they attempt to devise methods 

to encourage mutually supportive relationships between parents and teachers. The results 

indicated these preservice teachers held highly favorable opinions toward each of the five 

dimensions of parental involvement outlined in Epstein’s (1988) model. These favorable 

opinions became even stronger when subjects had classroom experience through student 

teaching placements. This study provides an indication as to one possible source of this 

problem. Subjects perceived themselves to have little preparation for implementing 

parental involvement strategies, with a majority not having had a course on parental 
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involvement or more than one class session on the topic. This lack of preparation is the 

major reason why in-service teachers fail to utilize parental involvement techniques. 

According to Harris, Jacobson and Hemmer (2004) study of preparing teachers to 

engage parents, 15 first-year and 41 experienced K-12 teachers who worked in one 

elementary, one middle school, and one high school in the same districts held positive 

opinions toward each of five dimensions of parental involvement and toward parent 

involvement in general although there were significant differences in opinions of 

beginning and experienced teachers on some items. In this study, teachers thought that it 

was very important for parents to attend their child’s evening activities and events. In 

another study, Epstein & Dauber (1991) found that: 

Teachers with more positive opinions toward parent involvement place more 

importance than other teachers on such practices as holding conferences with all 

students’ parents, communicating with parents about school programs, and 

providing parents both good and bad reports about students’ progress. More 

positive opinions also are positively correlated with more success in involving 

‘hard-to-reach’ parents, including working parents, less educated parents, single 

parents, parents of older students, parents new to the school, and other adults with 

whom children live. 

Tichenor (1998) concluded that preservice teachers hold relatively positive 

opinions toward each of the five dimensions of Epstein’s (1988) parental involvement 

and to parental involvement in general. She surveyed a total of 257 preservice teachers 

enrolled in a beginning education course (n=140) and completing student teaching 

(n=117) education students from one midwestern university and two southeastern 

universities. Although the overall opinions for both groups were relatively positive, 

student teachers had significantly higher scores than beginning education students on 

each of Epstein’s five dimensions of parental involvement.   

According to Tichenor’s study (1998), preservice teachers indicated that teacher 

education programs can better prepare preservice teachers to deal effectively with parents 

by (a) offering courses on parent involvement, (b) providing field experiences related to 

parent involvement, and (c) working directly with parents. They also suggested that 

teacher education courses should provide specific information on how to implement 
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successful parental involvement programs. Finally, they thought that teacher education 

programs should provide specific guidance and suggestions on how to communicate 

effectively with parents. Lewis (2002) stated that many teachers would agree that it may 

be easier to deal with silence from parents than with pushy, demanding, well-educated 

parents who think they are just as capable of making professional teaching judgments as 

teachers themselves. 

Preservice teachers have positive opinions toward parental involvement but they 

have little preparation of parental involvement strategies. If teachers have 

sessions/lectures about parental involvement, they show comfort and confidence in 

working with parents. They think that parental involvement activities can provide 

valuable information of how to communicate with parents. 

 

Preservice Teachers Preparation on Parental Involvement 

The research literature clearly shows the significance of the teacher in involving 

parents in an effort to increase student achievement (Chavkin & Williams, 1993; Epstein 

& Dauber, 1993; Hoover- Dempsey & Sandler, 1997). However, the literature also 

indicates that teachers face barriers as they attempt to form the partnership (Lazar & 

Slostad, 1999; Leitch & Tangri, 1988; Morris & Taylor, 1998). Most significantly, many 

preservice teachers have not had the adequate training or experiences to educate them in 

how to be successful with parents once they are in the classroom (Berger, 1991; Chavkin 

& Williams, 1988; Midkiff & Lawler- Prince, 1992). Specifically, preservice teachers are 

uneducated with regard to cultural differences in their students’ family lives, in how to 

actually communicate and collaborate with parents, and in how to manage their time in 

order to form parent partnerships (Chavkin, 1989; Chavkin & Williams, 1993; Comer, 

1988; Delpit, 1995; Greenwood & Hickman, 1991; Ladson- Billings, 1994). Although the 

literature is clear regarding the problem and many of the practices teachers should 

implement to be successful, there is little information on what specific experiences, 

education, and school programs ultimately best influence preservice teachers to actually 

create partnerships with parents when they are in their classroom. 

Most research indicates that the lack of parental involvement preparation 

preservice teachers report results from the fact that it is simply not addressed in 
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traditional teacher education programs (Lazar & Slostad, 1999; Rich, 1988). In the 

1980’s, a six-year study from the Southwest Educational Development Laboratory 

(SEDL) found that only 4% of 575 teacher educators surveyed indicated that they taught 

a complete course related to parents and only 15% reported providing part of a course on 

parental involvement (Chavkin & Williams, 1988). The results of this five-year, “Parent 

Involvement in Education”, study revealed that preservice teachers need a personal 

framework for reflection and an awareness of their opinions, thoughts and values related 

to parent involvement, knowledge of a theoretical and conceptual framework to develop 

practical strategies to work with parents and opportunities to practice these skills. 

Since the report was published, numerous researchers in teacher education have 

endorsed the recommendation to include at least one course for undergraduate education 

majors in parental involvement. During the last decade, an increased number of colleges 

and universities have added parental involvement courses to preservice teacher education 

(Brown & Brown, 1992). Young and Hite (1994) conducted a national survey and found 

that 79.1% of teacher education programs offer one or more courses that include content 

dealing with parental involvement. 

However, information from the Harvard Family Research Project, which 

documented the nature and scope of preservice education in parental involvement, found 

that much still needs to be done to improve preservice teachers’ knowledge of parental 

involvement (Shartrand, Weiss, Kreider & Lopez, 1997). Researchers reviewed state 

teacher certification requirements, surveyed courses and requirements at accredited 

institutions, and examined successful models of preservice education in parental 

involvement in preparation of a report in which nine comprehensive recommendations 

were made.  

The Harvard report noted that teacher education programs fault state departments 

of education for requiring too much of them, while restricting the maximum number of 

course units allowed. Because of these demands, parental involvement training is often 

viewed as a low priority issue in university teaching programs, regardless of the potential 

benefits. In response, the Harvard Family Research Project suggested that university 

teaching programs integrate parent and family involvement themes throughout the 

curricula, rather than adding additional courses.  
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Regardless of how parental involvement is implemented in teacher education 

programs, agreement on what should be integrated across the curricula or included in a 

parental involvement course has been limited. While several studies have centered on 

surveying preservice teachers about what they learned after taking a parental involvement 

course (Foster & Loven, 1992; Katz & Bauch, 1999; Morris & Taylor, 1998), few studies 

have focused on preservice teacher opinions and life histories as a beginning point in 

creation of a course or related experiences. Moreover, research in this area has not 

concentrated on if or how preservice teachers’ parental involvement knowledge and skills 

change during their student teaching experiences or if there are other influences on 

preservice teachers understanding of parental involvement.  

Two studies, however, have promoted the value of gathering preservice teacher 

concerns and opinions as information for structuring parental involvement courses. 

Tichenor (1997) contributed preservice teachers’ reflections about parental involvement 

when she surveyed over 257 teachers at different points in their teacher education 

program. She did yield important findings regarding preservice teachers’ opinions toward 

parents, particularly the differences between the opinions of preservice teachers at the 

beginning of their coursework and those who had completed student teaching. 

Unfortunately, because the study was survey-based, it did not yield information on why 

the opinions changed or what specific knowledge, skills, or experiences contributed to the 

preservice teachers varied responses.  

 Similarly, Reeves-Kazelskis and King (1994) surveyed two groups of preservice 

teachers (one group in classes with no field-based experiences, the other group in classes 

using field-based experiences) to compare the concerns between the two groups. They 

discovered that the preservice teachers in the field-based classes had a significantly lower 

number of concerns regarding parents than the group who had no field-based 

experiences. Although the information from Reeves-Kazelskis, and King’s study is 

worthy of notice, it is not extremely useful to university professors as they attempt to 

structure parent involvement courses and related experiences. The study does not provide 

specific information from the preservice teachers about what experiences allayed their 

concerns or what opportunities they were given to work with parents in their field-based 

experiences.  
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Although, as noted in the previous studies, the importance of gathering preservice 

teacher concerns for the preparation of parental involvement coursework has been 

marginally recognized, the studies themselves have not been conducted in such a way 

that preservice teachers concerns have been fully heard, much less validated. Teacher 

educators must recognize and value what preservice teachers think about parents so 

coursework and experiences can be systematically designed to address the knowledge 

and skill gaps that need to be filled (Foster & Loven, 1992). 

Mattingly, Prislin, McKenzie, Rodriguez & Kayzar (2002) found that parent 

involvement programs are an effective means of improving student achievement or 

changing parent, teacher, and student behavior.  Epstein (1997), Foster and Loven (1992), 

Midkiff and Lawler- Prince (1992) mentioned that involving parents is largely dependent 

on teacher initiative and experience. Very little attention is given to preparing teachers to 

work with parents and other adults in undergraduate and graduate programs. According 

to Lazar, Broderick, Mastrilli, and Slostad (1999) all teachers must be provided with the 

knowledge, time, resources, and recognition necessary to involve parents in education. 

Plevyak (2003) reported that little to no training how to involve parents leaves beginning 

teachers feeling unsure how to communicate children’s accomplishments and problems to 

parents. 

 

Negative Sides of High Parental Involvement 

There is now a large body of research linking parental involvement in their 

children’s education with greater student achievement in terms of grades, student 

attitudes and behavior. Much of the discussion concerns the importance of parents in 

classrooms and schools, but few educators have described or analyzed the lived 

experience of parents, teachers, and pupils who work closely together in classrooms and 

schools. However, the issues that accompany the presence of parents in classrooms and 

schools have not been named nor have solutions been sought (Craig, 1998).  

In a perfect world, parents and educators would always be in accord over 

instructional techniques and materials. In the real world, however, some parents and 

educators find themselves at loggerheads over classroom practice, with parents 

determined to protect their children from practices they consider harmful and educators 
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equally determined to defend their professional judgment (Willis 1995). Some of the 

teachers and administrators fear parental involvement activities or can see little benefit 

from them. Williams and Stallworth (1984) reported that principals and teachers favor 

more traditional parental involvement activities, such as bake sales or attending class 

plays, but a majority of them do not see more active forms of parental involvement, such 

as decision making, as useful or appropriate. Menacker et al. (1988) reported that less 

than half (47%) of inner-city teachers surveyed believed in strong parental involvement, 

while 30% thought that parents should not have a lot to say about how this school is run. 

In a study of six San Francisco-area high schools, Dornbush and Ritter (1998) determined 

that teachers reported little contact with parents of average students and did not prefer 

more contact with such parents. The data showed that 63% of the teachers reported 

initiating contact with “almost none” or “few” parents, while only 15% initiate contact 

with “most” or “almost all” parents. 

Many parents may be surprised to learn that teachers, especially new teachers, are 

sometimes equally anxious about encounters with parents. Most teachers have received 

very little training in fostering parent-teacher relationships, but with the growing 

understanding of the importance of parental involvement, they may worry about doing 

everything they can to encourage parents to feel welcome (Greenwood & Hickman, 

1991). Rich (2003), the founder and president of the nonprofit Home and School 

Institute, MegaSkills Education Center in Washington DC, states that when parents coach 

and support their kids, the balance is right, but when they become a player themselves 

and do it for their children, parental involvement lines are being crossed. Svensen (2005) 

also states that sometimes parents become so anxious about their kids’ education that 

they feel they have to run the school in the same way they run their homes. 

Although it is often obvious that teachers and parents suggest different reasons for 

why children act as they do in school, rarely has this phenomenon been systematically 

investigated. Using a series of open-ended and structured questions, Beckman (1976) 

found that both teachers and parents viewed children’s abilities and efforts as more 

important determinants of children’s school work than outside influences such as parents, 

teachers or the learning environment. Parents, however, were more likely that teachers to 



 26

hold teacher’s responsible for children’s school performance; teachers never 

spontaneously mentioned their teaching as an important casual factor. 

Several major issues related to parental involvement were discussed in the 

comments added by over 1,000 teachers to a survey of teacher’s practices (Epstein & 

Becker, 1982).  

• Many teachers commented on the amount of time needed to prepare projects, 

workshops, and/or directions for parents to use and supervise at home. 

• The teachers acknowledged that parent’s time at home is limited by the 

responsibilities of children, spouse, and/or other family members; cooking and 

chores; and a general need for relaxation. 

• Many teachers focused their comments on the benefit or problems for the students 

of parental involvement in learning activities at home. Some believed academic 

activities should be kept to a minimum so children could follow interests in their 

out-of-school time. 

• Some of the teachers stated that there are few rewards, other than internal ones, to 

encourage a teacher spend time working toward the potential benefits of parental 

involvement. Some teachers lamented the lack of support from their principals 

and other teachers. Others recounted the psychological dangers that prevent 

teachers from trying more than once. 

• Some teachers specified that benefits from parent involvement should be expected 

only for some children. They described some groups of parents they believed 

were less able to conduct learning activities at home. 

• Many teachers who have had experience working with parents have important 

concerns about the likely success of parental involvement practices. Some 

teachers described problems often associated with volunteers- undependability, 

shortened schedules, low commitment, and different goals and values of 

volunteers and the schools. Others were concerned about the parents’ lack of 

training in methods and approaches for teaching children who have learning 

problems. These concerns are related to the teachers’ lack of time to provide 

parents with adequate training in how to teach or how to deal with learning 

problems. 
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Further, Epstein and Becker summarized the issues as follows; 

There is no denying the different reactions of teachers to the parents with 

whom they have worked. The honest differences in teacher’s opinions reflect 

three perspectives on parent-school relations: (1) parents care but cannot do 

much to help the school or their children in actual learning; (2) parents care 

but should not help with school learning; (3) parents care and can be of great 

help if they are shown how to help. There was no disagreement, however, 

about the fact that successful parent-involvement programs require the 

teachers’ commitment and the parents’ commitment. There are usually no 

formal rewards for teachers or parents for the time and effort required to plan 

and conduct learning activities at home. However, both may have feelings of 

satisfaction when children make progress in learning. 

Craig (1998) addresses the problem of too much parental involvement in the 

classroom and stating that parents can be empowered so much that students and teachers 

experience a loss of control. It is recommended that parents not be permitted to assist in 

classes containing their own children and that volunteers be accountable to teachers, 

students and the department. Katz (1996) also suggests that it is important for teachers 

and parents to remember that they know the child in different contexts, and that each may 

be unaware of what the child is like in the other context. It is also useful to keep in mind 

generally that different people often have distinct but disparate perspectives on the same 

issue. When parents and teachers disagree about curriculum, assignments, peer 

relationships, homework, or teaching approaches, a pattern of open communication can 

be invaluable for resolving differences (Willis, 1995). 

 

What Can Parents and Teachers Do for Better Involvement 

School and home connect each other in the educational process. Many educators 

agree that a child’s chances for success in later life are maximized when both the home 

and the school are involved in the child’s education (Olmsted, 1991). When parents come 

to school regularly, it reinforces the view in the child’s mind that school and home are 

connected and that school is an integral part of the whole family’s life (Henderson, 1997). 

When parents participate in their children’s education, the result is an increase in student 
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achievement and an improvement of students’ attitudes. Increased attendance, fewer 

discipline problems, and higher aspirations also have been correlated with an increase in 

parent involvement. The positive effects of increased parental involvement have been 

known for some time (Henderson & Berla, 1994).   

Several research studies examined the impact on achievement when parents 

participate in decision-making roles in the educational program. Henderson (1997) 

reviewed 66 studies involving parent involvement and student achievement and found 

that, when parents are involved in their children's education at home they do better in 

school. When parents are involved at school, their children go farther in school and the 

schools they go to are better for their involvement. 

Student achievement improves in a home environment which encourages 

learning. Walberg (1997) concluded from an analysis of over 2,500 studies on learning 

that an academically stimulating home environment is one of the chief determinants of 

learning. From these studies, Walberg selected 29 which were conducted during the last 

decade. He found commonalities, which he called a “curriculum of the home” which has 

an average effect on achievement that is twice as large as family socioeconomic status. 

San Diego County Office of Education found that parents want to influence their children 

to become responsible and capable human beings. They believe they can help their 

children fulfill the high aspirations they have for them by helping with homework, 

meeting with their teachers, and advising them on which courses to take. 

Parents become involved in their children’s education because they have 

developed a parental role construction that includes involvement, because they have a 

positive sense of efficacy for helping children succeed in school, and because they 

perceive general opportunities and invitations for involvement from their children and 

their children’s schools.  (Hoover-Dempsey & Sandler, 1997). Parents want to know 

what they are supposed to do in their children’s education, help their children succeed. 

Successful parent-teacher collaboration includes many opportunities for parents, 

and results in better attendance, fewer discipline problems, and higher scores. Ames 

(1995) found that parents’ overall evaluation of the teacher, their sense of comfort with 

the school, and their reported involvement in school activities was higher when parents 

received frequent and effective communications from teachers. San Diego County Office 
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of Education (2004) pointed out that teachers play a crucial role in determining whether 

or not families are involved. It is up to the schools and teachers to initiate activities to 

involve parents. The provisions of No Child Left Behind legislation require each Title I 

school to have a written parent involvement policy that is developed with and approved 

by parents. According to the same resource, the key to having a beneficial relationship 

with parents is establishing that partnership early in the year.  

Educating children is a team effort that cannot succeed without parent 

involvement. Once parents know what is expected of them and schools know what 

assistance parents need the benefits for students are unlimited (Wherry, 2003). When 

teachers make parental involvement part of their regular teaching practice, parents 

increase their interactions with their children at home, feel more positive about their 

abilities to help their children in the elementary grades, and rate the teachers as better 

teachers overall; and students improve their attitudes and achievement (Epstein & 

Dauber, 1991). Schools are more effective when parents are involved. Teachers should 

do more to get parents involved (Booth &Dunn, 1996). Ames (1995) found that parents’  

overall evaluation of the teacher, their sense of comfort with the school, and their 

reported involvement in school activities was higher when parents received frequent and 

effective communications from teachers.  

In summary, teachers can create an environment that provides parents an 

opportunity to work together with them. Teachers can encourage parents to become 

involved in many kinds of activities at school. They can make parents feel they are part 

of the school. Communicating with parents on a regular basis can help to keep parents 

informed and manage the potential problems. 
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CHAPTER III 

METHODOLOGY 

 

 

This study was designed to examine the opinions of elementary education 

preservice teachers about parental involvement in elementary children’s education. 

Opinions of groups of preservice teachers were examined at five different points in the 

preservice program to identify possible changes in opinions about parental involvement. 

The study also examined what preservice teachers think about their preparation to utilize 

parent involvement strategies and what kinds of experiences related to parent 

involvement they believe would be useful during teacher education program. 

Multiple data sources used for this study included: individual and group 

interviews with preservice and inservice teachers, interviews with university supervisors, 

a survey questionnaire with preservice teachers and data from examining the courses 

preservice teachers took in their program. In this chapter, the design and sampling of the 

study, including the participants, instrumentation, and methods of data collection, 

methods of data analysis, and finally triangulation and data interpretation are described. 

 

Research Design and Sampling 

To accomplish the goals of the study, a cross-sectional survey methodology was 

employed in the study. A cross-sectional design is a time efficient design. When utilizing 

cross-sectional survey methodology, survey data are collected at one point in time from a 

predetermined population or populations (Fraenkel & Wallen, 2003). In this study, 

quantitative data were collected from different groups of preservice teachers at various 

points in the elementary education program consistent with a cross-sectional design.  

The sampling in the study was purposive in nature. Purposive sampling is elected 

when certain groups are likely to provide rich information (Krathwohl, 1998). Therefore, 

groups of preservice teachers in the Elementary Education Program at one Research I 

university were asked to participate in this study.  
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Participants 

The undergraduate program in elementary education was designed to provide 

students with both the academic foundation and the public school experience necessary to 

become a beginning teacher of children in grades K-6. All preservice teachers accepted in 

the elementary education program must meet certain requirements including passing 

three prerequisite education courses: Teaching Diverse Populations, Introduction to 

Education, and Introduction to Educational Technology. Students must also have taken 

and passed all sections of the CLAST (College Level Academic Skills Test) exam and/or 

the Praxis I exam before admission to the program. To be admitted, students must have a 

grade point average (GPA) equal to or greater than 2.5 and must have presented a 

satisfactory SAT or ACT score, three references, and acceptable essay. 

Elementary education preservice teachers at the university are about 95% female 

and tend to came from White, middle-class backgrounds. In addition to 233 preservice 

teachers, five university supervisors, six inservice teachers who had previously graduated 

from the same program participated in the study.  

 

Protection of Human Subjects 

 As with any research endeavor, the researcher made sure to be sensitive to 

the ethical issues concerning the protection of human subjects. All the data were kept by 

the researcher. The researcher obtained clearance from proper university offices 

(Appendix F). The researcher informed the participants of all aspects of the research. The 

researcher respected the right of any individual to participate to withdraw from 

participating at any time. After the data were collected, the researcher provided all 

participants with information about the nature of the study. Consent forms were given to 

each individual participated in the study to protect them from harm. The consent form 

explained the research question, the possibilities for harm to participants (if any), the 

possibilities of problems of confidentiality (if any), and the possibilities of problems of 

deception (if any) and how would these problems would be handled. 
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Data Collection 

As indicated previously, data were gathered through surveys of preservice 

teachers at various points in the elementary education program. Individual and group 

interviews with twelve student teachers, six inservice teachers, and five university 

supervisors were implemented. Courses taught at in the elementary education program 

were also examined. In this study, both qualitative and quantitative data collection 

methods were used. The data collection procedures were as follows;  

 

Quantitative Data Collection 

Data were gathered through a survey of groups of preservice teachers at five 

points (See Figure 1) in the elementary education program. First semester preservice 

teachers at the beginning of teacher education program were chosen to examine their 

opinions and knowledge of parental involvement prior to entering the program as well as 

their experiences they think that teacher education program would provide.  

At the end of the first semester, another group of preservice teachers was 

surveyed to determine what they had learned about parental involvement after a semester 

of coursework and 36 hours plus one full week of field experiences. In addition, their 

opinions about parental involvement strategies and the kinds of experiences regarding 

parental involvement they thought their teacher education program should provide were 

explored. Subsequently, groups of preservice teachers were surveyed using the same 

instrument after completion of second semester and third semester.   

At the end of their internships, student teachers were asked to complete the 

survey. Also, individual and group interviews were conducted with student teachers 

because they had completed their coursework and internship in elementary schools and 

had an opportunity to use parental involvement strategies. Studying this group provided 

information about students’ opinions about parental involvement at the end of their four 

semester program.  

 

Survey instrument. The Parental Involvement Questionnaire adapted by McBride 

(1991) that examines the opinions of preservice teachers about parent involvement was 

used to collect the quantitative data in this study. This parental involvement questionnaire 
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was originally developed by Epstein (Epstein & Dauber, 1988), and consists of 82 Likert-

type scale items, 6 open-ended questions, and 10 demographic questions (Appendix D). 

Therefore, preservice teachers ideas about parental involvement were compiled by means 

of a questionnaire based on Epstein's Framework of Five Dimensions of Parental 

Involvement. These dimensions are basic obligations of parents; basic obligations of 

schools; parent involvement at school; parent involvement in learning activities at home; 

parent involvement in governance and advocacy. In addition to these five dimensions, 

some of the questions in this survey also correspond with parental involvement in general 

(Epstein, 1988).  

The survey data were collected for this study to provide an indication of how 

undergraduate elementary education majors view the topic of parental involvement. The 

instrument used negatively and positively worded items in order to avoid response 

patterns by the respondents. 

Just as found by McBride (1991) and Tichenor (1995) studies, the Cronbach 

Alpha level was found to be low in this study for Type 5 Dimension which measures 

opinions toward parental involvement in the governance of schools. The reason for the 

low Cronbach alpha could be because it is comprised only two items. Since Type 5 

Dimension measures governance and advocacy, participants had not have any 

experiences on building leadership teams, and other local school organizations in 

elementary schools. Despite to low Cronbach alpha, the Type 5 Dimension items were 

retained in order to maintain the integrity of the original instrument.  

McBride (1991) reported high internal consistency for five of the six dimensions 

with Cronbach Alphas ranging from 0.65 to 0.86 (Type 1, Type 2, Type 3, Type 4 and 

Type 6 Dimensions) Table 3.1 shows the detailed information about which questions in 

the survey correspond to which dimension on Parent Involvement Dimension. 
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Table 3.1 

Matrix for the Questionnaire 

 

Dimensions Item Number 

Type 1 Dimension- Basic Obligations  

of Parents 

4A- 4B- 5B- 6A- 6B- 6C- 6D- 6E- 6G- 6J- 

6K- 6L 

Type 2 Dimension- Basic Obligations  

of Schools 

4C- 4D- 4E- 5A- 5C- 5E- 5G-5H 

Type 3 Dimension- Parent Involvement  

at School  

4F- 4G- 5D- 5F- 5Q 

Type 4 Dimension- Parent Involvement  

in Learning Activities at Home 

4H- 4I- 5I- 5J- 5K- 5L- 5M- 5N- 5O-5P-

6F- 6H- 6I 

Type 5 Dimension- Parent Involvement  

in Governance and Advocacy  

4J- 8H 

Type 6 Dimension- Parent Involvement  

in General 

1A- 1B- 1C- 1D- 1E- 1F- 1G- 1H- 1I 

Academic Related Activities 3A- 3B- 3C- 3E- 3H 

Utility Related Activities 3D- 3F- 3G- 3I- 3J 

Preservice Teachers Opinions 

About Involvement of Different  

Types of Parents 

7A- 7B- 7C- 7D- 7E- 7F- 7G- 7H- 7I- 7J 

Opinions of Preservice Teachers 

Toward Their Preparation to Utilize  

Parent Involvement Techniques 

9C- 10K 

Open-Ended Questions 9A- 9B- 9C- 9D- 9E- 9F- 9G 

Demographic Questions 10A- 10B- 10D- 10F 

 

 

This instrument was developed and used prior to this research project (McBride, 

1991). It was pilot tested and used by Tichenor in 1995. Table 3.2 presents the number of 

items making up each dimension, and the Cronbach alphas for each dimension from 

McBride (1991), Tichenor (1995), and current study. 



 35

 

Table 3.2 

Parental Involvement Dimension Variables 

 

Scale        Definition      Number Cronbach Cronbach Cronbach 

         of items   alpha *1    alpha *2 alpha *3 

Type 1 Dimension- Basic  

Obligations of Parents   12     0.80     0.80  0.82 

 

Type 2 Dimension- Basic  

Obligations of Schools   8     0.72     0.69  0.73 

 

Type 3 Dimension- Parent 

Involvement in the Schools   5     0.76     0.69  0.72 

 

Type 4 Dimension- Parent  

Involvement in Learning  

Activities at Home   13     0.86      0.86  0.84 

 

Type 5 Dimension- Parent  

Involvement in Decision  

Making Roles     2     0.21     0.47  0.44 

 

Parent Involvement   

in General            9     0.62     0.65  0.63 

 

*1- Tichenor, 1995 

*2- McBride, 1991 

*3- Results from current study 

________________________________________________________________________ 

 

As noted, McBride’s Parental Involvement Questionnaire uses Epstein’s 

theoretical framework for parental involvement. Epstein’s five dimensions of parental 

involvement address any kind of parental involvement both at home and at school. 

Epstein’s framework defines sample practices or activities to describe the involvement 

more fully. Her work also describes the challenges inherent in fostering each dimension 

of parental involvement as well as the expected results of implementing them for 

students, parents, and teachers. 

Forty-nine of the items on the questionnaire were used to construct five 

dimensions measuring subjects’ opinions about the five specific dimensions of parental 

involvement outlined in Epstein’s (Epstein & Dauber, 1988) model, plus a sixth 
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dimension measuring subjects’ parental involvement in general. Ten items examine 

preservice teachers’ opinions about specific parental involvement activities, such as 

helping on trips or reading to the children. Another set of ten items examine opinions 

about involvement of different types of parents (e.g., working parents, single parents, 

etc.). Five items ask what forms of contact and communication the preservice teachers 

think they would use with families. The six open-ended questions included on the 

instrument are designed to obtain the respondents’ ideas regarding two general issues. 

First, one question asks the respondents why teachers do not encourage more parental 

involvement in their classrooms and schools. Another question asks the respondents how 

teacher education programs can better prepare preservice teachers to utilize parental 

involvement strategies. Second, the remaining open-ended questions ask the preservice 

teachers how if necessary, they believe the college education curriculum could better 

address the issue of parent involvement. 

Eleven demographic questions are also included on the instrument. These items 

ask the respondent to provide personal information regarding: age, sex, major, class 

standing, student teaching status, parent status, grade point average, number of parent 

involvement courses respondent has had, number of education courses respondent has 

had that include at least one lecture/ discussion session devoted to parental involvement, 

and preference of grade level to teach upon graduation. The last item in the section asks 

how prepared preservice teachers think to utilize parental involvement strategies. The 

remaining seven items on the questionnaire address a variety of issues such as talking 

with parents informally at school, visiting parents at home about student’s work. 

 

Qualitative Data Collection 

Twelve of the student teachers, five university supervisors and six inservice 

teachers who graduated from the same elementary education program were asked to 

participate in individual and group interviews. The purpose of these interviews was to 

obtain detailed information about preparation of preservice teachers in the program 

regarding parental involvement. 
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Group and individual interviews with student teachers. For this study, the group 

and individual interviews took place at the end of elementary education program, that is, 

upon completion of field experiences and student teaching. These fourth semester student 

teachers have been in the program longer than other students. Individual interviews 

provided the researcher to collect detailed data systematically and facilitate comparability 

among all respondents. According to Creswell (1998), individual interviews allowed 

participants to discuss any particular experiences or concerns that they may not have felt 

comfortable sharing with the group, as well as to share specific experiences that were not 

mentioned.  

The group interview is an interview with a small group of people. According to 

United Nations, Educational, Scientific and Cultural Organization (2005), group 

interviews provide an opportunity to obtain more opinions and behavioral thoughts about 

particular subjects collected than by any other survey method. The information obtained 

is extremely precise and very detailed in this method. Followings are the sample from the 

group and individual interviews question pool (See complete list of the questions in 

Appendix A). 

• How do you describe the emphasis put on parental involvement during your 

college education including student teaching? 

• Do you think that your experience during your college education has changed 

your opinions toward parental involvement? Please explain. 

• In what specific ways did your student teaching help you learn more about 

parental involvement?  

 

Individual interviews with inservice teachers and university supervisors.  The 

researcher conducted individual interviews with six inservice teachers who had graduated 

from the elementary education program at the same university as the preservice teachers 

participating in the study. These teachers were teaching in elementary schools in the local 

school district. To gain a full picture of the degree to which coursework and teaching 

experience may have affected preservice teachers opinions regarding parental 

involvement and how to integrate parental involvement into the teacher education 

program should there be a need to do so, the researcher also conducted individual 
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interviews with university supervisors from the university. University supervisors were 

asked to provide information based upon questions such as the following (See complete 

list in Appendix B). 

• What knowledge and skills do preservice teachers need to have about parental 

involvement? 

• What specific difficulties do you think teacher education students have in working 

with parents? 

• Do you think parent involvement should be integrated into the teacher education 

program? 

A complete listing of open-ended parental involvement individual and group 

interview questions for student teachers, questions for inservice teachers and university 

supervisors may be found in Appendices A, B, and C. The participants were first 

presented with a brief summary of the study. Then the purpose of the interview was 

introduced. Next, the questions were handed out. After collecting the completed data, the 

researcher thanked the participants. 

Elementary education course syllabi. To obtain additional descriptive data, the 

researcher also collected and examined sample course syllabi in the elementary education 

program with potential parental involvement components. 

 

Data Analysis 

 The data analysis procedures are described in the following sections. 

 

Quantitative Data Analysis 

This research was designed to investigate preservice teachers’ opinions about 

parental involvement in elementary children’s education. To answer questions posed in 

the study, ANOVA (Analysis of Variance) and Tukey Post-Hoc comparison (if there is a 

significant difference between groups) were used. The first step in the data analysis was 

to compute the respondents’ scores on the six different dimensions concerning parental 

involvement. This involved recoding the negatively worded items into positive scores and 

obtaining means for all the items making up each dimensions (Appendix E). The means 
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and standard deviations for each scale were calculated for the entire sample of preservice 

teachers. Descriptive statistics were also computed for the demographic variables.  

Qualitative Data Analysis 

As defined by Wolcott (1994), “qualitative data analysis is a systematic procedure 

followed in order to identify essential features and relationships” (p.24).  The open-ended 

questions from the parental involvement questionnaire were reviewed and categorized in 

order to summarize the responses and identify common themes. The researcher coded 

and analyzed the group and individual interview transcripts. Sample responses were 

selected to represent these themes and to reflect the voices of the respondents.  

During the first stage of analysis, the researcher conducted color coding in which 

the researcher read and analyzed line by line all transcribed group and individual 

interview comments. During the second stage of coding, the researcher identified 

consistent themes and relationships in each of the sources. After determining these 

general categories, the researcher reviewed the data again to locate additional evidence 

backing up each theme.  Strauss and Corbin (1990) describe this process as axial coding 

since it involves analysis focused individually around the axis of each category or theme. 

Finally, during the third stage of coding, the researcher compared the general themes 

across all data sources, creating broader, more consistent themes. The inclusion of 

multiple data sources increased the validity of the specific findings and conclusions as 

well as preservice and inservice teachers’ opinions about and experiences with working 

with parents. 

 As a part of the qualitative data analysis, courses taken by the preservice teachers 

in their program were examined to help understand results of survey and interview data. 

 

Triangulation and Data Interpretation 

Triangulation is simply using different methods to research the same issue with 

the same unit of analysis, thus cross-checking one result against another and increasing 

the reliability of the result. In other words, by combining multiple observers, theories, 

methods, and empirical materials, sociologists can hope to overcome the weakness or 

intrinsic biases and the problems that come from single method, single-observer, single-

theory studies (Miles & Huberman, 1984). According to Denzin and Lincoln (1998), 
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“Triangulation is … a mode of inquiry by self-consciously setting out to collect and 

double-check findings and using multiple sources and modes of evidence, the researcher 

will build the triangulation process into ongoing data collection” (p.199). Multiple 

triangulation was used for the study combining in different sources of data (preservice 

teachers, inservice teachers, university supervisors and course syllabi), and different 

methodologies (survey, group and individual interviews with preservice teachers, 

inservice teachers and university supervisors) to extend the validity of the data analysis. 

Miles and Huberman (1984) are perhaps the best known qualitative 

methodologists to advocate the outsider approach to interpretation. For them, analysis 

and interpretation are related to coding. They state that coding is a type of analysis to 

review a set of field notes and to dissect them meaningfully, while keeping the relations 

between the parts intact. Miles and Huberman later refer to codes as “efficient data-

labeling and data-retrieval devices to empower and speed up analysis” (p.65). They 

assume an outsider perspective in part because their analysis is concerned with 

uncovering the reality represented by the textual information coded. In other words, the 

field notes, interviews and other verbal data that Miles and Huberman collect are 

representative of the culture they are investigating. These texts do not constitute the 

culture itself but instead reflect reality by conveying a meaning separate from language. 

According to Miles and Huberman it is not the words themselves but their meaning that 

matters.  

For this study, the researcher began by reading through all of her interviews and 

making comments in the margins. The researcher attached pieces of paper that contained 

her notions about different parts of the data. This process helped in organizing the data 

into six dimensions of parental involvement. Then, the researcher gave a name or a label 

by looking at what was there. These names and labels became the indexed copy of the 

interviews. 

  

Linking Data Analysis with Research Questions 

 The data collected for the study helped to answer the following research 

questions. Each question was answered based upon the analysis of the data collected from 

the parental involvement survey and interviews. The data analysis to answer the first 
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research question “what are the opinions of preservice teachers about parental 

involvement in elementary schools?” is as follows; 

The Parental Involvement survey has 82 likert type questions to collect data about 

the opinions of preservice teachers at various points in the elementary education program. 

Also items in questions 3 (academic and utility activities), items in question 7 preservice 

teachers opinions about involvement of different types of parents and open-ended 

question 9-a as “what do you think is the major reason that teachers do not encourage 

more parental involvement in their classrooms and schools than they do” answered the 

research question 1 (Table 3.3). The result of the survey (overall mean of the scores for 

each dimension) helped researcher to determine on the Epstein’s Parental Involvement 

Dimensions for each group.  

 

Table 3.3 

Linked Instrument on Research Question 1 

 

Instrument Questions 

 

 

 

 

Epstein’s Parental 

Involvement Survey 

Section Q1- Q8 ( Appendix D) 

 

Section Q3 (Appendix D) 

Academic Related Activities: 3a, b, c, e, h 

Utility Related Activities: 3d, f, g, i, j  

 

Section Q7 (Appendix D) 

Preservice teachers opinions about involvement of 

different types of parents: 7a, b, c, d, e, f, g, h, i, j 

 

Section Q9 (Appendix D) 9a 

 

The data analysis to answer the second research question “is there a significant 

difference in opinions of parental involvement at various points in their elementary 

education program?” is as follows;  

The same section of the parental involvement survey with 82 Likert type 

questions was used to measure the differences in the opinions of preservice teachers 

regarding to parental involvement at various points (mentioned above) in the elementary 

education program. ANOVA (Analysis of Variance) was used to compare the groups. 

Table 3.4 shows the linked instrument. 
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Table 3.4 

Linked Instrument on Research Question 2 

 

Instrument Questions 

 

 

 

Epstein’s Parental 

Involvement Survey 

Section Q1- Q8 ( Appendix D) 

 

Section Q3 (Appendix D) 

Academic Related Activities: 3a, b, c, e, h 

Utility Related Activities: 3d, f, g, i, j  

 

Section Q7 (Appendix D) 

Preservice teachers opinions about involvement of 

different types of parents: 7a, b, c, d, e, f, g, h, i, j 

 

The data analysis to answer the third research question “do preservice teachers 

think their preparation to utilize parent involvement strategies is adequate?” is as follows;  

 The data collected from parental involvement survey, interviews with student 

teachers, and inservice teachers were used to answer this question (Table 3.5). 

 

Table 3.5 

Linked Instrument on Research Question 3 

 

Instrument Questions 

Epstein’s Parental Involvement Survey Section Q10 (Appendix D) 10k  

Interviews with Student Teachers Q4, Q7 (Appendix A) 

Interviews with Inservice Teachers Q3, Q5 (Appendix C) 

 

The participants’ answers for each question from the surveys and interviews were 

coded as the researcher found similarities between the responses. This process helped 

develop a conclusion to make statements. The more similarities that were observed, the 

stronger the statement were made. When the similarities were found too weak, then the 

responses were reported individually. 

The data analysis to answer the fourth research question “what kinds of 

experiences regarding parental involvement do preservice teachers think would be useful 

during teacher education programs?” is as follows;  
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The data collected from parental involvement survey and interviews with student 

teachers were used in answering this question (Table 3.6). The same coding procedures 

were applied to the analysis of data regarding research question four. 

 

Table 3.6 

Linked Instruments on Research Question 4 

 

Instrument Questions 

Epstein’s Parental Involvement Survey Section 9 (Appendix D) 9b, c, d, e 

Interviews with Student Teachers  Q2, Q3, Q5, Q6 (Appendix A) 

 

The data analysis used in answering the fifth research question “what are the 

courses and activities offered to the elementary education program regarding the parental 

involvement?” is as follows; the data collected from course syllabi and interviews with 

university supervisors were used for this question (Table 3.7). 

 

Table 3.7 

Linked Instruments on Research Question 5 

 

Instrument Questions 

Course Syllabi Courses offered to preservice 

teachers (Appendix G) 

Interviews with University Supervisors  Q1, Q2 (Appendix B) 
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CHAPTER IV 

RESULTS 

 

The purpose of the study was to examine the opinions of elementary preservice 

teachers about parental involvement in elementary children’s education. The study also 

examined preservice teacher opinions about their preparation in learning parental 

involvement strategies and what kind of experiences regarding parental involvement they 

think teacher education programs should provide. Data were collected from three sources: 

a parent involvement survey; interviews with student teachers, inservice teachers, and 

university supervisors; and course syllabi. The chapter presents the results of the study in 

the following manner:  

a) Demographics of respondents: 

• Number, gender, age and other characteristics of the participants. 

b) Answers to the five research questions: 

• What are the opinions of preservice teachers about parental 

involvement in elementary schools? 

• Is there a significant difference in preservice teachers’ opinions of 

parental involvement at various points in their elementary 

education program?  

• Do preservice teachers think their preparation to utilize parental 

involvement strategies is adequate?  

• What kinds of experiences regarding parental involvement do 

preservice teachers think would be useful during teacher education 

programs? 

• What courses and activities in the elementary education program 

address parental involvement?  

At the end of this chapter, the researcher provides an overall summary of the 

findings.  
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Demographics of Respondents 

 A total of 223 preservice teachers from a large Research I University participated 

in the study (Table 4.1). Of the total participants, 214 were female and 9 were male. The 

average age for all participants was 21. They were all elementary education majors. Class 

standing, identified by the participants, was as follows: (a) 0 freshman, (b) 1 sophomore, 

(c) 101 juniors, (d) 114 seniors, and (e) 7 graduate students. Five of the participants were 

parents with at least one child (Table 4.1). 

 

Table 4.1 

Demographics 

 

 

 

Variable 

First 

Semester 

Beginning 

n = 47 

First 

Semester 

End 

n = 56 

Third 

Semester 

Beginning 

n = 41 

Third 

Semester 

End 

n = 47 

Fourth 

Semester 

End 

n = 32 

All 

Participants 

n = 223 

Gender 

      

Female 

Male 

 

45 (95.75) 

2 ( 4.25) 

54(96.42)

2(3.57)

40 (97.57)

1 ( 2.43)

44 (93.61)

3 ( 6.39)

 

31 (96.88) 

1 ( 3.12) 

214(95.96)

9(4.04)

Age 

Mean 

Minimum 

Maximum 

SD 

 

20.45 

19 

23 

.829 

20.48

19

25

.972

21.46

20

30

1.598

21.51

20

26

1.01

 

22.75 

22 

31 

1.665 

21.33

19

31

1.214

Class 

 Freshman 

  Soph. 

  Junior 

  Senior 

  Graduate 

 

1 ( 2.13) 

45 (95.74) 

1 ( 2.13) 

 

 

56(100.00)

 

 

 

38 (92.68) 

3 (7.32)

 

 

 

46 (97.87)

1 ( 2.13)

 

 

 

29 (90.62) 

3 (9.38) 

 

1(0.44%)

101(45.29%)

114(51.12%)

7(3.13%)

Parent 

     Yes 

     No 

 

1 (2.13)  

46 (97.87) 

2(3.57)

54(96.42)

 

41 (100.00)

1 (2.13) 

46 (97.87)

 

1 (3.22) 

31 (96.88) 

5(2.25)

218(97.75)

Note. Numbers in parenthesis indicate percentages. 

 

Research Question 1 

What are the opinions of preservice teachers about parental involvement in 

elementary schools? To answer this question, preservice teachers were asked to respond 

to a variety of items related to parental involvement. Many of these items corresponded 

to the five dimensions of parental involvement identified by Epstein (1998): Type 1 

Dimension- Basic Obligations of Parents (i.e., parents preparing children for school and 
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building positive home conditions that support school); Type 2 Dimension- Basic 

Obligations of Schools (i.e., communicating between school and home); Type 3 

Dimension- Parent Involvement at School (i.e., volunteers assisting in classrooms and in 

other areas of the school); Type 4 Dimension- Parent Involvement in Learning Activities 

at Home (i.e., parents assisting and monitoring their children at home); and Type 5 

Dimension- Parent Involvement in Governance and Advocacy (i.e., parents having 

participatory roles on board and committees) and preservice teachers opinions in general 

(i.e., all parents could learn ways to assist their children on schoolwork at home, if shown 

how).  Other items examined their opinions about involvement of different types of 

parents and appropriateness of academic and utility related activities. Finally, participants 

were asked to respond to an open-ended question asking why teachers do not encourage 

more parental involvement in classrooms and schools.  

The data suggest that the preservice teachers held positive opinions relatively 

each of the five dimensions of parental involvement and parental involvement in general. 

The means on the six dimensions ranged from 2.58 to 3.78. Respondents reported the 

most positive opinions on Type 2 Dimension (Basic Obligations of Schools). The least 

positive opinions were reported for Type 5 Dimension (Parent Involvement in Decision 

Making Roles).  Table 4.2 presents the means and standard deviations for each of the six 

scales.  

Table 4.2 

Overall Preservice Teachers Scores on Parental Involvement Dimensions  

 

Dimension Definition # of  

Items 

Mean SD 

Type 1 

Dimension 
Basic Obligations of Parents 12 3.59 .590 

Type 2 

Dimension 
Basic Obligations of Schools 8 3.78 .449 

Type 3 

Dimension 
Parent Involvement in the Schools 5 3.19 .682 

Type 4 

Dimension 

Parent Involvement in Learning Activities at 

Home 
13 3.42 .745 

Type 5 

Dimension 

Parent Involvement in Decision Making 

Roles 
2 2.58 1.128 

Type 6 

Dimension 
Parental Involvement in General 9 3.29 .676 
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 The survey instrument also contained 10 items that asked about the 

appropriateness of specific parent involvement activities. The 10 specific activities were 

classified as either academic-related or utility-related. 

• The academic activities included the following 5 items: a) listen to children read 

aloud; b) read to the children; c) assist children in learning specific skills; d) give 

talks on careers, hobbies, and so forth; and e) teach enrichment or other lessons.  

• Utility activities were: a) help with field trips or parties; b) monitor halls, 

cafeteria, or other areas; c) work in the library or other areas; d) check attendance; 

and e) work in parent room.  

The responses to these items were on a 4- point Likert-type scale ranging from not 

appropriate (1) to definitely appropriate (4). Scores on each of the items were combined 

to create dimensions relating to academic and utility parental involvement activities. 

Table 4.3 represents the results for the academic and utility activity dimensions.  

Preservice teachers held positive opinions toward academic and utility activities. 

The mean for academic activities is 3.22 and 3.06 for the utility activities. 

 

Table 4.3 

Overall Appropriateness of Academic and Utility Related Parental Involvement Activities 

  

Dimension # of Items Mean SD 

Academic Activities 5 3.22 .895 

Utility Activities 5 3.06 .953 

Note: Based on 4-point Likert-type scale: not appropriate (1); somewhat appropriate (2); 

appropriate (3); definitely appropriate (4).  

 

Ten items on the survey instrument required respondents to indicate their opinions 

about involvement of different types of parents (Section Q7 in Appendix D). Responses 

to these items included: no involvement of any kind (1), little positive involvement (2), 

some positive involvement (3), and much positive involvement (4). The mean for 

mothers was higher than fathers and the mean for parents of primary students was higher 

than parents of upper elementary students. The lowest mean was for young parents/teen 

parents. Table 4.4 presents the result for involvement of different types of parents. 
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Table 4.4 

Preservice Teachers Opinions about Different Types of Involvement of Parents 

 

Types of parents Mean SD 

Parents employed full-time outside the home 2.60 .641 

Parents who have not completed high school 2.27 .699 

Parents of children in upper elementary grades (4-6) in school 2.93 .549 

Parents of children in primary grades (K-3) in school 3.62 .530 

Single parents 2.66 .620 

Young parents/ teen parents 2.24 .719 

Parents of transfer or new students 3.09 .722 

Types of parents Mean SD 

Fathers 2.72 .666 

Mothers 3.63 .491 

Other adults with whom the child lives 2.77 .662 

 

The researcher also examined the parental involvement opinions of preservice 

teachers by asking them to respond to the open-ended question: what do you think is the 

major reason that teachers do not encourage more parental involvement in their 

classrooms and schools than they do?  

Their narrative responses were informative and presented participants’ thoughts 

and opinions in a way the Likert-type items could not. Prominent themes that emerged 

from the open-ended responses included: (1) lack of time on the part of teachers and 

parents, (2) parents do not respond and lack interest, (3) teachers are threatened and 

intimidated by parental involvement, (4) little knowledge or understanding by teachers on 

how to effectively work with parents, (5) lack of communication between teachers and 

parents. Several responses are included to illustrate each theme below. 

1) Many of the preservice teachers thought that there is a problem of lack of time 

of teachers and parents. 

“Some teachers just do not want to hassle with trying to take the 

time to find something appropriate for the parent to do.” 

 



 49

“Some parents do not have time, or the know-how of helping 

their child and teachers don’t know how to encourage them to 

make time or learn.” 

 

“Some parents do not have time to work with their kids for their 

homework. So they do the homework for their kids.” 

 

 “A lot of parents do not know how or have the time to help their 

children at home. They may never be there.” 

 

“Parents possibly have to work two or three jobs and teachers 

know it.” 

 

“I think that teachers are very busy and don’t always have 

enough time to work on parental involvement. Also, some 

teachers might be a little uncomfortable with having parents in 

their class.” 

 

“I think most teachers do not have the time to set away to help 

parents adjust to the classroom and give information to the 

parents on what they will be doing.” 

 

 “I think that teachers are so busy that they don’t have enough 

time to work on parental involvement, or else they just think they 

don’t have enough time to worry about it. Also, they may be 

aware of specific situations in their classroom where they know 

the parents may be too busy to be more involved.” 

 

“They have other things they need to worry about; they do not 

need to spend all their time trying to get the parents involved.” 

“Parents are busy at work and with other things.” 

 

“It takes time and effort to communicate with parents and 

organize things for them to do.” 

 

 “Because some teachers want to do everything on their own and 

don’t want to take the time to explain to parents.” 

 

“Teachers know that parents are busy and don’t have time. That 

and they want to be able to do their own thing, not have parents 

around all the time.” 

 

“They may not have enough time to be a teacher and try to 

recruit parents to be involved. They may be too busy to put all of 

the time into getting parental involvement.” 
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2) Teachers do not encourage more parental involvement because of a lack of 

interest and responses from parents. 

“Teachers think that the parents will not show up anyway so they 

do not bother them.” 

 

“Many parents may complain to the teacher if they feel that they 

are having too much being asked of them.” 

 

“Parents tend to believe that it is the teacher’s responsibility for 

their child to learn.” 

 

“I think it is up to the parent to decide how much time they can 

and are willing to donate to the school and classroom. Many 

parents do not care to be involved.” 

 

“Teachers have no response from parents.” 

 

“Perhaps the parents do not act interested enough, or they are 

too busy for the teacher to ask.” 

 

“It is difficult to communicate with parents because they did not 

even read the newsletters.” 

 

3) Preservice teachers who participated in this study also thought that teachers do 

not encourage more parental involvement because they are threatened and intimidated by 

parents. 

“Some parents get way too involved so much so that they are 

telling the teachers how to teach.” 

 

“They do not want parents telling them how to teach. Parents 

can be too involved causing the child to have no confidence.” 

 

“Sometimes parents get in the way even though they think they 

may be helping. Some teachers might not feel comfortable.” 

 

“They may not want to take the time, or feel they can control the 

class on their own.” 

 

“Teachers do not encourage more parental involvement in their 

classrooms and schools because they might be afraid of the 

parents becoming too involved to the degree that parents are 

running the classroom instead of the teacher.” 
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“Too much parental involvement in the classroom can be 

distracting. Also the teacher doesn’t want to be examined under 

a microscope at all times when the parents are there.” 

 

“Some parents are so over-bearing that they may suggest 

teaching ideas to the teacher. Also, the parent may want to just 

take over the classroom.” 

 

“Some teachers see parental involvement as more of a burden, 

rather than being helpful. Sometimes parents can become ‘too 

involved’ and it can affect their child or the class.” 

 

“Perhaps they view it as another hassle to deal with. They have 

a class full of kids and don’t need another set of conflicting 

ideas/beliefs getting in the way.” 

 

“Sometimes parental involvement creates chaos in the class- 

favoritism with one’s child and group of friends.” 

 

“Teachers might not want a lot of people in their room. They 

might think having a parent in the room a lot will distract the 

students.” 

 

4) Another theme that emerged from narrative responses dealing with teachers 

lack knowledge and understanding of how to implement parental involvement strategies. 

“Teachers don’t know how to use parents.” 

 

“A lot of times it is easier to just do something yourself rather 

than explaining to a parent how to do it.” 

 

“Teachers may have a difficult time finding appropriate tasks for 

the parent to do.” 

 

“It is harder on the teacher to find work for the parent to do 

while there and they would rather not bother.” 

 

 “I think that would be because the teachers don’t know how to 

approach the parents.” 

  

5) There is a lack of communication between teachers and parents. 

“Teacher may believe they are bothering parents, if the parents 

are not involved already.” 
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“I believe that teachers do not believe that parents can help the 

students as much as they can and do not communicate enough 

with parents.” 

 

“They do not know how to approach parents in an effective 

ways.” 

 

“Teachers will get the parent involvement that the parents want 

to offer. Teachers know that so they aren’t going to keep trying 

hard. A little note is probably all the parents need.” 

 

“Lack of communication… I think teachers are so busy. They 

lack putting effort in this area.” 

 

“I think that there is a lot of pressure on teachers to do 

everything. They might be afraid that if they ask for help, they 

will be considered a bad teacher.” 

 

In summary, preservice teachers held most positive opinions about Type 2 

Dimension- Basic Obligations of Schools (i.e., communicating between school and 

home) and held least positive opinions about Type 5 Dimension- Parent Involvement in 

Governance and Advocacy (i.e., parents having participatory roles on board and 

committees).  They were positive about academic-related or utility-related activities. 

They appeared to think that teachers involve parents as volunteers in the school building 

by reading to the children, helping with field trips, working in the library.  Preservice 

teachers thought that mothers and parents of children in primary grades in school were 

more involved to their children’s schooling than fathers and children in upper elementary 

grades in school. 

In this first section of the study, the responses from preservice teachers suggested 

that the major reasons teachers do not encourage more parental involvement in their 

classroom were lack of time on the part of teachers and parents, parents do not respond 

and lack interest, teachers are threatened and intimidated by parent involvement, little 

knowledge or understanding by teachers on how to effectively work with parents, and 

lack of communication between teachers and parents.  
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Research Question 2 

Is there a significant difference in preservice teachers’ opinions of parental 

involvement at various points in their elementary education program? This question 

was answered by looking at the survey question results. One-way ANOVA calculation 

was used to compare the groups in terms of Epstein’s five dimensions of parental 

involvement and parental involvement in general. In addition to the six parental 

involvement dimensions, the researcher also compared the groups by looking at the 

academic and utility related activities, and involvement of different types of parents. The 

layout of the comparison on this section as follows; 

• Comparing groups on dimensions 1, 2, 3, 4, 5, and parental involvement in 

general 

• Comparing groups on academic activities 

• Comparing groups on utility activities 

• Comparing groups on involvement of different types of parents 

 

Comparison of Groups on Dimensions 1, 2, 3, 4, 5, and Parental Involvement in General 

The first comparison in this section of the study was to find out if there is a 

significant difference on Epstein’s five dimensions of parental involvement and parental 

involvement in general across the five different groups of participants. The mean scores 

on all dimensions were higher for the groups that had just completed student teaching 

than for entry level preservice teachers except for Type 1 Dimension which was resulted 

equal for both groups (Figure 4.1). The preservice teachers are labeled in subsequent 

tables groups 1 through 5 correspond to groups identified in table 4.5. 
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Figure 4.1. Preservice teachers’ scores on parental involvement dimensions  

 

Overall, preservice teachers in this study held positive opinions toward parental 

involvement. These opinions related to the five dimensions of parental involvement and 

parental involvement in general identified by Epstein (1988). On a scale from 1 to 4 (4 

being most positive), the average scores for all groups on the various dimensions of 

parental involvement ranged from 2.58 to 3.78. 

While the overall opinions for all groups were positive, second semester 

preservice teachers had higher scores than the other groups on four dimensions of 

parental involvement. On the Type 5 Dimension, academic and utility activities, and 

involvement of different types of parents, student teachers means were higher than the 

other groups. 

A one-way between subjects ANOVA was conducted to determine if the opinions 

of the participants about parental involvement differed by class level. Using a .05 

criterion, the calculation showed following results.  
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Comparison of type 1 dimension: Basic obligations of parents.  

While the overall opinions for all groups were positive on Type 1 Dimension 

“Basic Obligations of Parents”, second semester preservice teachers had higher scores 

than the other groups (Table 4.5). 

Table 4.5 

Preservice Teachers Scores on Type 1 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester 

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching 

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 1 

Dimension 

Mean 

SD 

 

 

3.54 

.616 

 

 

3.58 

.574

 

 

3.66 

.570

 

 

3.63 

.563

 

 

3.54 

.632 

3.59

.590

 

The comparison of the means of five groups on Type 1 Dimension showed that there is a 

significant difference between some of the groups F(4, 2671) = 4.202, p = .002 (Table 

4.6). 

Table 4.6 

Analysis of Variance for Type 1 Dimension 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
5.834 4 1.459 4.202 .002 

Within Groups 927.057 2671 .347    

Total 932.891 2675     

 

The significant F-test was followed up with the Tukey HSD test for multiple comparisons 

(Table 4.7). The results showed that there is a significant difference between the 

following groups: 

• before beginning the program and after second semester, 

• after second semester and after student teaching 
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Table 4.7 

Comparison of Type 1 Dimension Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

3 1 .11853(*) .03634 .010 .0193 .2177

  2 .08279 .03496 .124 -.0126 .1782

  4 .02988 .03634 .924 -.0693 .1291

  5 .12297(*) .04012 .019 .0135 .2325

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

The mean of student teachers (3.54) opinion on Type 1 Dimension “Basic 

Obligation of Parents” was positive. Interestingly, the mean for preservice teachers after 

second semester was higher and significantly so (3.66).  

 

Comparison of type 2 dimension: Basic obligations of schools.  

While the overall opinions for all groups were positive on Type 2 Dimension 

“Basic Obligations of School”, second semester preservice teachers had higher scores 

than the other groups (Table 4.8). 

 

Table 4.8 

Preservice Teachers Scores on Type 2 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester 

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching 

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 2 

Dimension 

Mean 

SD  

 

 

3.66 

.536 

 

 

3.78 

.440

 

 

3.85 

.367

 

 

3.81 

.431

 

 

3.81 

.407 

3.78

.449

 

The comparison of the means of five groups on Type 2 Dimension showed that there is a 

significant difference between some of the groups F(4, 1779) = 10.189, p = .000 (Table 

4.9). 
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Table 4.9 

Analysis of Variance for Type 2 Dimension 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
8.048 4 2.012 10.189 .000 

Within Groups 351.297 1779 .197    

Total 359.345 1783     

 

The significant F-test was followed with the Tukey HSD test for multiple comparisons. 

The results showed that there is a significant difference between the following groups: 

• before beginning the program and after first semester, 

• before beginning the program and after second semester, 

• before beginning the program and after third semester, 

• before beginning the program and after student teaching (Table 4.10). 

 

Table 4.10 

Comparison of Type 2 Dimension Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.12571(*) .03108 .001 -.2106 -.0408

  3 -.19447(*) .03357 .000 -.2861 -.1028

  4 -.15691(*) .03241 .000 -.2454 -.0684

  5 -.15417(*) .03601 .000 -.2525 -.0559

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Highest overall mean on all of Epstein’s (1988) dimensions was on this Type 2 

Dimension “Basic Obligations of Schools” that deals with communications from school 

to home about school programs and children’s progress. This component also deals with 

ways schools vary in the form and frequency of communication such as memos, notices, 

report cards, and conferences, and greatly affect whether the information about school 

programs and children’s progress can be understood by all parents. The mean on the 
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Type 2 Dimension was 3.78 for all preservice teachers. On a scale from 1 to 4 (4 being 

most positive) these results clearly represent positive opinions. While all groups 

positively responded to this type of involvement, first semester preservice teachers before 

beginning had significantly lower mean score than the other groups (3.66).  

 

Comparison of type 3 dimension: Parent involvement in the schools.  

While the overall opinions for all groups were positive on Type 3 Dimension 

“Parent Involvement in the Schools”, second semester preservice teachers had higher 

scores than the other groups (Table 4.11). 

 

Table 4.11 

Preservice Teachers Scores on Type 3 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester 

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching 

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 3 

Dimension 

Mean 

SD 

 

 

3.00 

.697 

 

 

3.24 

.675

 

 

3.34 

.671

 

 

3.24 

.632

 

 

3.26 

.631 

3.19

.682

 

The comparison of the means of five groups on Type 3 Dimension showed that there is a 

significant difference between some of the groups F(4, 1110) = 8.039, p = .000 (Table 

4.12). 

Table 4.12 

Analysis of Variance for Type 3 Dimension 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
14.214 4 3.554 8.039 .000 

Within Groups 490.695 1110 .442    

Total 504.909 1114     
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The significant F-test was followed up with the Tukey HSD test for multiple 

comparisons. The results showed that there is a significant difference between the 

following groups: 

• before beginning the program and after first semester, 

• before beginning the program and after second semester, 

• before beginning the program and after third semester, 

• before beginning the program and after student teaching (Table 4.13). 

 

Table 4.13 

Comparison of Type 3 Dimension Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.23435(*) .05882 .001 -.3951 -.0736

  3 -.33295(*) .06354 .000 -.5066 -.1593

  4 -.23830(*) .06134 .001 -.4059 -.0707

  5 -.26024(*) .06815 .001 -.4464 -.0740

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Type 3 Dimension “Parent Involvement in the Schools” involves parents assisting 

teachers, administrators, and children in classrooms or in other areas of the school. 

Second semester preservice teachers scored the highest mean for Type 3 Dimension 

(3.34), while the overall mean was 3.19 for all groups. The only significant difference on 

Type 3 Dimension was between the preservice teachers before beginning the program 

and the other groups. First semester preservice teachers before beginning the program 

scored the lowest mean (3.00) which was still positive as they were at the beginning of 

the coursework and have not had any knowledge about parental involvement. Student 

teachers scored (3.26) as the second group which was still so close to second semester 

preservice teachers (3.34). 
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Comparison of type 4 dimension: Parent involvement in learning activities at 

home.  

While the overall opinions for all groups were positive on Type 4 Dimension 

“Parent Involvement in Learning Activities at Home”, second semester preservice 

teachers had higher scores than the other groups (Table 4.14). 

 

Table 4.14 

Preservice Teachers’ Scores on Type 4 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester 

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching 

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 4 

Dimension 

Mean 

SD 

 

 

3.33 

.777 

 

 

3.42

.698

 

 

3.52 

.705

 

 

3.41 

.795

 

 

3.42 

.734 

3.42

.745

 

The comparison of the means of five groups on Type 4 Dimension showed that there is a 

significant difference between some of the groups F(4, 2894) = 4.945, p = .001 (Table 

4.15). 

Table 4.15 

Analysis of Variance for Type 4 Dimension 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
10.922 4 2.730 4.945 .001 

Within Groups 1598.132 2894 .552    

Total 1609.053 2898     

 

The significant F-test was followed up with the Tukey HSD test for multiple 

comparisons. The results showed a significant difference between the following groups: 

• before beginning the program and after second semester (Table 4.16). 
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Table 4.16 

Comparison of Type 4 Results † 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.09934 .04077 .106 -.2106 .0119

  3 -.19472(*) .04404 .000 -.3149 -.0745

  4 -.08020 .04252 .325 -.1962 .0359

  5 -.09488 .04724 .262 -.2238 .0341

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Type 4 Dimension “Parent Involvement in Learning Activities at Home” involves 

families with their children in learning activities at home, including homework and other 

curriculum-linked activities and decisions. The average mean on this type of involvement 

was 3.42, while the highest score was 3.52 for second semester preservice teachers.  

 

Comparison of type 5 dimension: Parent involvement in decision making roles.  

While the overall opinions for all groups were positive on Type 5 Dimension 

“Parent Involvement in Decision Making”, student teachers had higher scores than the 

other groups (Table 4.17). 

Table 4.17 

Preservice Teachers Scores on Type 5 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester  

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching  

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 5 

Dimension 

Mean 

SD 

 

 

2.41 

1.19 

 

 

2.35

1.072

 

 

2.57 

1.176

 

 

2.48 

1.104

 

 

2.68 

1.110 

2.58

1.128

 

The comparison of the means of five groups on Type 5 Dimension showed that there is 

no significant difference between some of the groups F(4, 441) = 1.086, p = .363 (Table 

4.18). 
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Table 4.18 

Analysis of Variance for Type 5 Dimension 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
5.556 4 1.389 1.086 .363 

Within Groups 563.834 441 1.279    

Total 569.390 445     

 

The lowest scores from students’ opinions were reported for Type 5 Dimension 

“Parent Involvement in Decision Making Roles” with averaging 2.58. This dimension of 

parental involvement involves parents helping to make decisions in the school through 

parent groups, building leadership teams and other local school organizations and 

working for school improvement at the district, state, and national level. This dimension 

has a very low reliability.  The failure to find significant differences may have been 

related in part to the low reliability of the scale.  In addition, this dimension is an area 

about which preservice teachers are less familiar.  

Comparison of type 6 dimension: Parental involvement in general.  

While the overall opinions for all groups were positive on Type 6 Dimension 

“Parent Involvement in General”, preservice teachers who had completed first semester 

had higher scores than the other groups (Table 4.19). 

Table 4.19 

Preservice Teachers Scores on Type 6 Dimension of Parental Involvement 

 

 

 

 

 

Dimensions 

Before 

First 

Semester  

 

n = 47 

After 

First 

Semester 

 

n = 56 

After 

Second 

Semester 

 

n = 41 

After 

Third 

Semester 

 

n = 47 

After 

Student 

Teaching  

 

n = 32 

All 

Participants 

 

 

n = 223 

Type 6 

Dimension 

Mean 

SD 

 

 

3.18 

.665 

 

 

3.35

.643

 

 

3.28 

.702

 

 

3.28 

.699

 

 

3.32 

.671 

3.29

.676
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The comparison of the means of five groups on Type 6 Dimension showed that there is a 

significant difference between some of the groups F(4, 2002) = 3.898, p = .004 (Table 

4.20). 

Table 4.20 

Analysis of Variance for Type 6 Dimension 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
7.103 4 1.776 3.898 .004 

Within Groups 912.125 2002 .456    

Total 919.229 2006     

 

The significant F-test was followed up with the Tukey HSD test for multiple 

comparisons. The results showed that there is a significant difference between the 

following groups: 

• before beginning the program and after first semester (Table 4.21) 

Table 4.21 

Comparison of Type 6 Dimension Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.17000(*) .04451 .001 -.2915 -.0485

  3 -.09814 .04808 .247 -.2294 .0331

  4 -.09693 .04641 .225 -.2236 .0298

  5 -.13726 .05157 .060 -.2781 .0035

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Type 6 Dimension “Parental Involvement in General” involve parent and teacher 

participation on children’s learning such as parents could learn ways to assist their 

children on schoolwork at home, if shown how and teachers should receive recognition or 

compensation for time spent on parental involvement activities.  The overall mean was 

3.29 for this type of involvement which is very positive. The highest mean was for the 

group of preservice teachers who had just completed their first semester in the program 

with a 3.35 mean score.  
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Comparison of Academic and Utility Related Parental Involvement Activities 

The survey instrument contained ten items that asked about the appropriateness of 

specific parental involvement activities. The five specific activities were classified as 

academic related parental involvement activities. They are: (a) listen to children read 

aloud; (b) read to the children; (c) assist children in learning specific skills; (d) give talks 

on careers, hobbies, and so forth; and (e) teach enrichment or other lessons. The 

responses to these items were on a 4-point Likert-type scale ranging from not appropriate 

(1) to definitely appropriate (4).  

While the overall opinions for all groups were positive on academic related 

parental involvement activities, student teachers had higher scores than the other groups. 

Table 4.22 presents the means and standard deviation for the academic related activities 

scale.  

Table 4.22 

Mean Opinion Level: Appropriateness of Academic Related Parental Involvement 

Activities 

 

 

 

Variable 

Before 

First 

Semester  

n = 47 

After  

First 

Semester  

n = 56 

After 

Second 

Semester  

n = 41 

After  

Third 

Semester  

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

Academic 

Activities 

       Mean 

       SD 

 

 

2.95 

.941 

 

 

3.29 

.821

 

 

3.23 

.958

 

 

3.25 

.963

 

 

3.45 

.642 

 

 

3.22 

.895

 

The comparison of the means of the five groups on academic related activities showed a 

significant difference between some of the groups F(4, 1110) = 8.542, p = .000 (Table 

4.23). 

Table 4.23 

Analysis of Variance for Academic Related Activities 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
26.657 4 6.664 8.542 .000 

Within Groups 866.025 1110 .780    

Total 892.682 1114     
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The Tukey HSD post hoc test for multiple comparisons revealed differences between the 

following groups: 

• before beginning the program and after first semester, 

• before beginning the program and after second semester, 

• before beginning the program and after third semester, 

• before beginning the program and after student teaching (Table 4.24). 

Table 4.24 

Comparison of Academic Related Activities Results † 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.33898(*) .07814 .000 -.5525 -.1255

  3 -.28158(*) .08441 .008 -.5122 -.0509

  4 -.30213(*) .08149 .002 -.5248 -.0795

  5 -.49255(*) .09053 .000 -.7399 -.2452

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Five of the ten items that asked about the appropriateness of specific parental 

involvement activities were characterized as utility activities. Utility activities were (a) 

help with field trips or parties; (b) monitor halls, cafeteria, or other areas; (c) work in the 

library or other areas; (d) check attendance; and (e) work in parent room.  

The responses to these items were also on a 4-point Likert-type scale ranging 

from not appropriate (1) to definitely appropriate (4). While the overall opinions for all 

groups were positive on utility related parental involvement activities, student teachers 

had higher scores than the other groups. Table 4.25 presents the means and standard 

deviation for the utility related activities scale. 

Table 4.25 

Mean Opinion Level: Appropriateness of Utility Related Parental Involvement Activities 

 

 

Variable 

Before  

First 

Semester  

n = 47 

After  

First 

Semester  

n = 56 

After 

Second 

Semester  

n = 41 

After  

Third 

Semester  

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

Utility 

Activities 

      Mean 

      SD 

 

 

2.85 

1.00 

 

 

3.03 

.928 

 

 

3.07 

1.044

 

 

3.09 

.971 

 

 

3.33 

.662 

 

 

3.06 

.953
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The comparison of the means of five groups on utility activities showed that there was a 

significant difference between some of the groups F(4, 1110) = 6.477, p = .000 (Table 

4.26). 

 

Table 4.26 

Analysis of Variance for Utility Related Activities 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
23.100 4 5.775 6.477 .000 

Within Groups 989.630 1110 .892    

Total 1012.730 1114     

 

Using the Tukey HSD test for multiple comparisons as a post hoc test, results showed 

significant differences between the following groups (Table 4.27) 

• before beginning the program and after third semester, 

• before beginning the program and after student teaching, 

• after first semester and after student teaching 

 

Table 4.27 

Comparison of Utility Related Activities Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.18822 .08353 .161 -.4165 .0400

  3 -.22698 .09024 .088 -.4735 .0196

  4 -.24681(*) .08711 .038 -.4848 -.0088

  5 -.48644(*) .09678 .000 -.7509 -.2220

2 1 .18822 .08353 .161 -.0400 .4165

  3 -.03876 .08679 .992 -.2759 .1984

  4 -.05859 .08353 .956 -.2868 .1697

  5 -.29821(*) .09358 .013 -.5539 -.0425

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Type 3 Dimension, “Parent Involvement at School” was further examined in this 

study by obtaining students’ opinions about appropriate ways for parents to volunteer in 
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classrooms and schools. The in-school parent involvement activities students responded 

to were either academic (parents working directly with students on literary and other 

scholastic activities) or utility (parents in non-academic roles such as monitoring the halls 

or checking attendance). Preservice teachers held positive opinions about parents being 

involved in both academic and utility related activities in the school. On a scale from 1 to 

4 (4 being most positive), the score was 3.22 for academic related activities. Student 

teachers scores (3.45) on the academic related activities which was the highest score. The 

overall mean on the utility related activities was 3.06. Student teachers scores (3.33) on 

the utility related activities were the highest.  

 

Comparison of Preservice Teachers Opinions about Involvement of Different Types of 

Parents 

 Ten items on the survey instrument required respondents to indicate preservice 

teachers’ opinions about involvement of different types of parents at their children’s 

schools (Section Q7 in Appendix D). Responses to these items included: no involvement 

of any kind (1), little positive involvement (2), some positive involvement (3), and much 

positive involvement (4). While the overall opinions for all groups were positive on 

involvement of different types of parents, student teachers had higher scores than the 

other groups.  Table 4.28 presents the means and standard deviations for each group on 

the total score on the ten items. 

Table 4.28 

Mean Opinion Level: Overall Involvement of Different Types of Parents 

 

 

 

Variable 

Before 

First 

Semester  

n = 47 

After  

First 

Semester 

n = 56 

After 

Second 

Semester  

n = 41 

After 

Third 

Semester  

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

Opinions about 

Involvement of 

Different Types 

of Parents 

      Mean 

      SD 

 

 

 

 

2.76 

.808 

 

 

 

 

2.78 

.777

 

 

 

 

2.93 

.780

 

 

 

 

2.90 

.781

 

 

 

 

2.96 

.729 

 

 

 

 

2.85 

.782
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The comparison of the means of five groups on preservice teachers opinions about 

involvement of different types of parents showed that there was a significant difference 

between some of the groups F(4, 2225) =5.609, p = .000 (Table 4.29). 

 

Table 4.29 

Analysis of Variance for Involvement of Different Types of Parents 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
13.609 4 3.402 5.609 .000 

Within Groups 1349.613 2225 .607    

Total 1363.222 2229     

 

Using the Tukey HSD test for multiple comparisons as a post hoc test, results showed 

significant differences between the following groups (Table 4.30) 

• before beginning the program and after second semester, 

• before beginning the program and after student teaching, 

• after first semester and after second semester, 

• after first semester and after student teaching 

Table 4.30 

Comparison of Preservice Teachers Opinions about Involvement of Different Types of 

Parents † 
 

95% Confidence Interval (I)  

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.020 .049 .994 -.15 .11

  3 -.168(*) .053 .012 -.31 -.02

  4 -.134 .051 .064 -.27 .00

  5 -.197(*) .056 .005 -.35 -.04

2 1 .020 .049 .994 -.11 .15

  3 -.148(*) .051 .028 -.29 -.01

  4 -.114 .049 .131 -.25 .02

  5 -.177(*) .055 .011 -.33 -.03
 

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 
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The means were the highest for each groups for mother’s (3.63) involvement. 

Second, parents of children in primary grades (K-3) in school mean scored 3.62. Table 

4.31 presents the means and standard deviations for each item on preservice teachers 

opinions about involvement of different types of parents revealed that significant 

differences between groups. The complete table of preservice teachers’ opinions about 

involvement of different types of parents for each item is in Appendix G. 

A one-way between subjects ANOVA was conducted to determine if preservice 

teachers’ opinions about involvement of different types of parents differed by semester 

level. Using a .05 criterion, the calculation showed us the following results. 

Table 4.31 

Preservice Teachers Opinions about Involvement of Different Types of Parents † 

 

 

 

Types of Parents  

Before 

First 

Semester 

n = 47 

After 

First 

Semester 

n = 56 

After 

Second 

Semester 

n = 41 

After 

Third 

Semester 

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

Parents employed full-

time outside the home 

Mean 

SD 

 

 

2.47 

.654 

 

 

2.45 

.630 

 

 

2.73 

.633 

 

 

2.57 

.541 

 

 

2.96 

.646 

 

 

2.60 

.641 

Parents who have not 

completed high school 

Mean 

SD  

 

 

2.13 

.647 

 

 

2.14 

.699 

 

 

2.46 

.596 

 

 

2.23 

.728 

 

 

2.56 

.759 

 

 

2.27 

.699 

Parents of transfer or new 

students 

Mean 

SD 

 

 

3.00 

.780 

 

 

2.80

.699 

 

 

3.32 

.687 

 

 

3.44 

.502 

 

 

2.96 

.739 

 

 

3.09 

.722 

† Complete table of Comparisons in Appendix G. 

 

Parents employed full-time outside the home. The comparison of the means of 

five groups on question “parents employed full-time outside the home” showed that there 

is a significant difference between some of the groups F(4, 218) = 4.685, p = .001. The 

significant F-test was followed up with the Tukey HSD test for multiple comparisons. 

The results showed that there is a significant difference between the following groups: 

• before beginning the program and after student teaching, 

• after first semester and after student teaching, 

• after third semester and after student teaching (Table 4.32). 
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Table 4.32 

Comparison of Preservice Teachers Opinions about Parents Employed Full-time Outside 

the Home Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

5 1 .50066(*) .14231 .005 .1092 .8921

  2 .52232(*) .13760 .002 .1438 .9008

  3 .23704 .14646 .487 -.1658 .6399

  4 .39428(*) .14231 .047 .0028 .7857

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Parents who have not completed high school. The comparison of the means of 

five groups on question “parents who have not completed high school” showed that there 

is a significant difference between some of the groups F(4, 218) = 3.281, p = .012. The 

significant F-test was followed up with the Tukey HSD test for multiple comparisons. 

The results showed that there is a significant difference between the following groups: 

 

• before beginning the program and after student teaching, 

• after first semester and after student teaching (Table 4.33). 

Table 4.33 

Comparison of Preservice Teachers Opinions about Parents who have Not Completed 

High School Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

5 1 .43484(*) .15722 .048 .0024 .8673

  2 .41964(*) .15202 .049 .0015 .8378

  3 .09909 .16181 .973 -.3460 .5442

  4 .32846 .15722 .228 -.1040 .7609

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 

Parents of transfer or new students. The comparison of the means of five groups 

on question “parents of transfer or new students” showed that there is significant 
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difference between some of the groups F(4, 218) = 7.206, p = .000. The significant F-test 

was followed up with the Tukey HSD test for multiple comparisons.  

The results showed that there is significant difference between the following 

groups: 

• before beginning the program and after third semester, 

• after first semester and after second semester, 

• after first semester and after third semester, 

• after third semester and after student teaching (Table 4.34). 

Table 4.34 

Comparison of Preservice Teachers Opinions about Parents of Transfer or New Students 

Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

3 1 .31707 .14639 .197 -.0856 .7198

  2 .51350(*) .14080 .003 .1262 .9008

  4 -.12974 .14639 .902 -.5324 .2730

  5 .34832 .16159 .201 -.0962 .7928

4 1 .44681(*) .14131 .015 .0581 .8355

  2 .64324(*) .13552 .000 .2705 1.0160

  3 .12974 .14639 .902 -.2730 .5324

  5 .47806(*) .15700 .022 .0462 .9099

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 

 As initially noted, it is apparent that the program does have an effect on the 

preservice teachers’ opinions about parental involvement. There were significant 

differences between opinions of the group of students surveyed prior to entering the 

program and various groups of students at different points during their progress through 

the elementary education program. These differences could logically be attributed to 

experiences in courses or the fieldwork in the program. 
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Research Question 3 

Do preservice teachers think their preparation to utilize parent involvement 

strategies is adequate? To answer this research question: 

• Preservice teachers responded to question about their preparation to utilize 

parental involvement techniques once they begin teaching.  

• Student teachers and inservice teachers who had graduated from the same 

university were interviewed to get more insight on this question. 

 

Analysis of Survey Item Results 

The item on the research instrument addressed this issue by asking students, 

“How well prepared do you feel you are to utilize parental involvement techniques once 

you begin teaching?” Response categories were ‘not prepared at all’ (1), ‘little prepared’ 

(2), ‘somewhat prepared’ (3), and ‘very prepared’ (4).  

The overall mean of all participants was 2.77. Student teachers reported feeling 

more prepared than the other groups (3.43). The mean for entry level preservice teachers 

was 2.55 which feel between little preparation and somewhat prepared. Table 4.35 shows 

the detailed results received from the participants. 

Table 4.35 

Thoughts of Preparedness by All Preservice Teachers 

 

 

 

Question 

Before 

First 

Semester  

n = 47 

After 

First 

Semester  

n = 56 

After 

Second 

Semester  

n = 41 

After 

Third 

Semester  

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

How well 

prepared? 

Mean 

SD 

 

 

2.55 

.716 

2.48

.632

 

 

2.78 

.652

 

 

2.87 

.679

 

 

3.43 

.564 

2.77

.720

 

The comparison of the means of five groups on this question showed that there is 

a significant difference between some of the groups F(4, 218) = 12.561, p = .000 (Table 

4.36). 
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Table 4.36 

Analysis of Variance for Thoughts of Preparedness 

 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Between 

Groups 
21.604 4 5.401 12.561 .000 

Within Groups 93.733 218 .430    

Total 115.336 222     

 

The significant F-test was followed by a Tukey HSD test for multiple 

comparisons. The results showed that there is significant difference between the 

following groups: 

• before beginning the program and after student teaching, 

• after first semester and after third semester, 

• after first semester and after student teaching, 

• after second semester and after student teaching, 

• after third semester and after student teaching (Table 4.37) 

 

Table 4.37 

Comparison of How Well Prepared Preservice Teachers Think about Utilizing Parental 

Involvement Techniques Results † 

 

95% Confidence Interval (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

4 1 .319 .135 .131 -.05 .69

  2 .390(*) .130 .024 .03 .75

  3 .092 .140 .965 -.29 .48

  5 -.565(*) .150 .002 -.98 -.15

5 1 .884(*) .150 .000 .47 1.30

  2 .955(*) .145 .000 .56 1.36

  3 .657(*) .155 .000 .23 1.08

  4 .565(*) .150 .002 .15 .98

* The mean difference is significant at the .05 level. 

† Complete table of Comparisons in Appendix G. 
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Analysis of Results of Interview with Student Teachers on Their Preparation about 

Parental Involvement  

The survey results showed that the mean scores of the student teachers group is 

higher than the rest of the groups. To learn more about preservice teachers’ preparation to 

utilize parental involvement, seven interviews with a total of twelve student teachers 

were conducted. The questions on the interview were specifically directed to learn about 

students’ preparation on utilizing parental involvement before the student teaching and 

during the student teaching. The questions were “did you know enough about parental 

involvement when you started student teaching? Why/Why not?” and “Do you think you 

need to learn more about parental involvement? If so, what are they?”  

Analysis of the interview data indicated that many students received a great deal 

of learning experience regarding parental involvement during student teaching. 

Supporting example statements are as follows: 

“During my student teaching this semester, I have realized the 

importance of parental involvement. While I have been there, I 

have learned a lot about the communication because the parent 

just wants the best for the students as much as we do.” 

 

“Just from my experience here, I have learned the importance of 

communication with parents. Although I was an intern if I would 

have taken a little but more control and picked up the phone and 

call the parent when the problem first rise instead of thinking of 

the teacher will pick up on it and do something about it then it 

could have been result faster.” 

 

“I do not feel like really we had many classes that I am taught as 

anything about how to deal with parents or even in my internship 

I even counted a lot of things with students that I would not even 

have thought what happened and my teacher was very good 

about what approaches take with parents.” 

 

“This semester we have done most with parental involvement. 

We handle more discussions about it, and hands on experience 

that they let us have almost full control of class, so we have real 

hands on experience.” 

 

“I think that all just comes with time and experience I do not 

think a class can teach it to us. I think that at first we learn and 

focus more on parental involvement not necessarily parent 
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involvement and teacher. So the student teaching has really open 

wise and let me gain an experience.” 

 

“Through my student teaching there were a lot of interactions 

with the parents. At [the university], it was not that much. [The 

university] prepared us for how the student benefits from 

parents; student teaching let me see how to use them in the 

classroom.” 

 

A number of students stated that they had sufficient knowledge and skills 

regarding parental involvement. They specified that they felt prepared and that they 

needed no more training, course or lecture when it came to parental involvement. 

Examples are as follows: 

“I do feel prepared. This semester we had a guess speaker come 

and talk about certain situations. It was part of our class this 

semester. We have guess speakers on Mondays. She was a 

principal from a school. She gave us some situations a lot of 

times that we think that would happen to us. It is kind of good to 

know how to deal with those situations. Yeah, I feel prepared.” 

 

“It is just a life period we are going to deal with people and their 

children all the time. I do not think we necessarily need to learn 

more because it is just something you are exposed to and that is 

how you learn.” 

 

“I do not think I need to learn more about parental involvement 

itself but, the longer you teach the more experience you have and 

I think that is the way that you are going to learn how to do it. I 

mean not directly I do not need training or anything but I would 

say just through experience.” 

 

“Honestly, this semester was hands-on like unbelievable the 

amount of emails we would get, and the questions, comments but 

I do not know that you can even prepare someone for something 

like that in a classroom setting because they are very protective 

of their children. Those are their children and they are involved 

in their life, they check the homework everyday, they watch what 

they do and I do not know if you could teach that in the 

classroom.” 

 

Finally three out of twelve student teachers responded that they still needed to 

learn more about parental involvement. Student teachers reported that they needed to 



 76

improve their communication skills and to learn effective methods and strategies for 

involving parents. Example statements are as follows: 

“I think that we could have used some kind of seminar or lecture 

or something because we are just throwing into internship 

without even really knowing how to communicate with parents. I 

think it’s been great during internship but I would have liked to 

do little something instead of just kind of being thrown into it. I 

could definitely learn more maybe a seminar or something about 

tips on parents’ confidence or just general things that as 

teachers what parents expect like maybe a survey or something 

of what parents want to hear …I would like to have one of the 

professors kind of lead us in the right directions or give us 

advices, have notes on it. I can go back and say Oh, my professor 

mentioned that. I should do this. That is why college for is that 

experience.” 

 

“Definitely 100%… Even though, I feel like I have learned so 

much I know I mean you never stop learning so I do not think I 

will ever be able to say no to that.” 

 

“I just think that the more hands on experiences we have the 

more years, we teach more different types of parents we have to 

deal with, and the better we will get it. You do not realize how 

many different parent personalities there are.” 

 

Analysis of Results of Interviews with Inservice Teachers Who Had Previously Graduated 

from the University 

To further explore the research question, six inservice teachers who graduated 

from the university in the past three years were also interviewed. The participants of the 

interviews had actually gone through the same teacher education program and they were 

teachers in elementary classrooms at the time of the interview. 

The first question that was posed to inservice teachers was “do you think that your 

experience during your teacher education program changed your opinions toward 

parental involvement?  Four out of six inservice teachers responded that their opinions 

toward parental involvement did not change during their college education program until 

they started student teaching. They stated that teacher education program did not really 

focus on parental involvement. They also suggested that there should have been a 

program or class dealing with parental involvement.  
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“No, during my [semester I and II], I loved when the parents 

came in. I had no problem with that. At the time I thought I was 

“hey, parents want to come in and help me, come on in. Now, I 

am actually in the classroom. I love it; I love them to come in. So 

my views have not changed at all.” 

 

“I would not say it was an educational program itself. I had a 

positive experience. I sent the letters home, I contacted to the 

parents and they responded very well to me but it depends on the 

school that you are in and dealing with parents.” 

 

“No, I don’t think my opinions changed about it until I started 

student teaching which was a little bit during [the university] 

and ended till I started teaching.” 

 

“I do not really think that it changed my opinions about it. We 

were always taught that it was possible to have parents coming 

in and helping in classrooms. Also it is a good way for them to 

develop a relationship with you and see their child and help their 

child with anything.” 

 

“I think that the teacher education program did not really focus 

on parental involvement. I did not get any training on anything 

with parental involvement and I think it made me very scared 

especially during my internship. It was in a very fluent school 

and many of the parents knew more than you did and they were 

eager to jump on you for something and there was such a push in 

that school to be the perfect person because these parents would 

not like you if you have one mistake and I never got any help 

during my program. I think there should have been a program or 

class that had communication even things like grammar and 

parent letters and all that kind of stuff.” 

 

“I am not sure as far as changing my opinions towards it but I 

was able to learn many ways that you can incorporate parental 

involvement. For example, getting with my internship in first 

grade, we utilize lots of parents in the classroom. I do not think I 

changed my opinions but I have learned a lot about the different 

ways you can incorporate parental involvement.” 

 

Another question was “did your student teaching help you learn more about 

parental involvement?” Most of the inservice teachers responded that their student 

teaching helped them with aspects of parental involvement such as learning different 
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ways to involve parents; having parents come and help in the classroom, and conducting 

parent conferences.  

“When I was in my internship, I saw different ways that parents 

can be utilized. Even the other [semesters] that I saw how things 

the parents could do that they can do well and just kind of I 

noticed that you have going to be prepared if you know they are 

coming in on Wednesday mornings and you have got something 

needs to get done, you need to have it ready on your desk, “here, 

do this, this is what I need you to do”. So always be prepared.” 

 

“I was doing my [semesters I] with lower income school, the 

parents were as involved as what I would have liked, the 

teachers I worked very hard. Then my  [semesters II] experience 

and the parental involvement were great. We had parents weekly 

to help, support and work with the children one on one which 

was great and then my  [semesters III] and my internship in the 

same school. Those were a little less supportive. I did the parents 

conferences though and I felt like I got a lot of support there and 

kids were for the most part pretty high achieving so again, I 

think it just depends on the parents in there, their time and effort 

how much they going to put into their children’s education.” 

 

“My student teaching help me more about parental involvement 

because I was present during parent conferences, I was present 

to have my mentor teacher call up parents… I got to be a part of 

that with her and even call some parents and talk to them. Also 

the student teaching help me learn more about it because I got to 

spend more time with the children than I did during  [semesters 

I, semester II, and semester III] The student teaching block was 

more intense longer. I spent more time with the children and 

learned different personalities, different learning styles. Then I 

related what kind of parental involvement they have or they have 

had in the past.” 

 

“The school that I interned had a lot of parents. They just 

wanted to volunteer and I learned ways to involve them in the 

classroom and make them help. For example, the projects that I 

needed done, they would do it for me, we would call them in and 

they would file, they were just always there. So I have learned 

about ways to get them involved.” 

 

“Definitely… We had some parents come in and I have learned 

how we can use them as a resource. There are so many ways that 

you can have parents. I did not learn that in the class, that was 
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mostly learned by being in the classroom with my supervising 

teacher.” 

 

In summary, the majority of the respondents reported that their student teaching 

experiences helped them more to learn about parental involvement. As the preservice 

teachers moved through student teaching, they felt more prepared to utilize parental 

involvement techniques. A large number of the respondents reported that they needed to 

learn more skills and effective methods for involving parents. 

Most of the inservice teachers responded that their student teaching helped them 

learn more about parental involvement. Half of the inservice teachers answered that they 

did not know enough about parental involvement when they started their student 

teaching. 

Research Question 4 

What kinds of experiences regarding parental involvement do preservice 

teachers think would be useful during teacher education programs? To answer this 

research question, preservice teachers’ responses to four open-ended questions in the 

parental involvement survey and also four questions in the interview with student 

teachers were analyzed. 

 

Analysis of Survey Item Results 

The first open-ended item, question 9b, on the survey dealing with this issue was 

to ask preservice teachers “how teacher education programs can better prepare preservice 

teachers to utilize parental involvement strategies?” All of the groups who participated in 

the survey responded in similar ways to this question (See Appendix D Section 9 open-

ended questions). 

The most frequent responses related to offering specific parental involvement 

courses, multiple lectures in other courses, seminars, and workshops during the teacher 

education program. The preservice teachers indicated that they wanted more specific 

information on successful parental involvement programs and information on how to 

implement such programs. They also wanted more information on how to effectively 

communicate with parents. The second most frequent answers centered around including 

observations and experiences regarding parental involvement in their field experiences. 
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Students suggested that observing parent teacher conferences, communicating with 

parents on explaining a child’s progress and how to improve it, and other different 

scenarios would be useful in their teacher education program. Finally one other 

suggestion received from the survey regarding this issue indicated that the students would 

like more contact with parents during the teacher education program through different 

activities such as having parents coming into classes and being interviewed on issues 

regarding parental involvement.  Examples included: 

“Have specific classes that identify multiple case studies with 

parental involvement.” 

 

“A course should be offered with tips for how to work with 

parents-and what to do when dealing with disinterested or irate 

parent. Teachers are not afraid of parent contact. They are 

afraid of parent confrontation. A class posed hypothetical 

confrontations and offered tips to help the situation greatly.” 

 

“A class can be offered in which preservice teachers read about 

survey and polls done about parental involvement and concerns. 

Perhaps parents and teachers from the outside community can 

come in and explain what they expect out of each other. Also, 

you can include some role-play situation in which a problem is 

presented in class that is likely to occur when you become a 

teacher.” 

 

“I think that there should be specific classes geared towards this 

topic. A class that strictly teaches parental involvement and how 

to communicate with parents is a necessity.” 

 

“I believe that in the methods courses, teachers should tell the 

students how parents can be involved in that particular subject.” 

 

“Give strategies to involve parents. Give techniques to correctly 

communicate with parents. Have activities involving parents. 

Have seminars on ways to approach parents use case study 

examples.” 

 

“Pre-service teachers can go to workshop on parental 

involvement or be taught about its importance in some of their 

classes.” 

 

“Programs need to provide preservice teachers with as much 

first-hand experience as possible. Have them set up workshops 

for parents or sponsor child-parent events.” 
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“Have guest speakers (teachers) come and talk about 

experiences they have had with parents and how they solved the 

issue.” 

 

“A parent/ pre-service teacher conference on how our child is 

doing and we have to give information to parents on what they 

can do to help child.” 

 

“Help students to learn how to get parents involved in teacher 

conferences.” 

 

“Require preservice teachers to attend a parental conference or 

a PTA meeting.” 

 

“Preservice teachers could be better prepared to utilize parental 

involvement strategies by practicing parent-teacher conferences 

or by discussing these issues.” 

 

 “Have students sit in on parent-teacher conferences when in the 

field.” 

 

“They can help with conferencing, communication. I believe it is 

essential that teacher receive this education because it is a major 

part of our responsibilities.” 

 

“Let them see how parental involvement is at the schools where 

they do their fieldwork.” 

 

“When in the field, observe ways the teachers use the parents 

help with in the classroom.” 

  

The second open-ended item, question 9-c, on the survey designed to collect more 

detailed information about participants’ background was “what experiences have you had 

that have prepared you to utilize parent involvement strategies?” Many preservice 

teachers agreed that their experiences had helped prepare them to utilize parent 

involvement strategies. The most frequent responses related to the variety of parental 

involvement activities during the field experience including observing and participating 

in parent-teacher conferences and writing class newsletters to be distributed to the 

parents. The second most frequent responses included taking lectures and doing activities 

on parental involvement in the teacher education courses, and finally preservice teachers 
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indicated that their own schooling experience help them to get experienced in parental 

involvement. Example statements included: 

 “I have observed teachers who actually have the good 

communication with parents and how it helps the classroom 

comparing to classrooms that do not have parent involvement.” 

 

“I have been in many elementary school classrooms where 

teachers are preparing for conferences or sending notes home to 

parents/responding to notes from parents. These situations have 

prepared me for days when I will be a teacher trying to involve 

the parents and what some results may be.” 

 

“The experiences I have had that have prepared me to utilize 

parent involvement are that I have observed parent-teacher 

conferences as well as phone calls teachers have made to 

parents. I have also observed different strategies a teacher has 

used to inform parents everyday of what their children have done 

in class as well as their behavior that day.” 

 

“I observed a parent - teacher conference, have read classroom 

newsletters, and help fill out report cards.” 

 

“I have been in many elementary school classrooms and 

observed parent-teacher conferences. Also I have observed 

different strategies a teacher has used to involve parents.” 

 

“My teacher welcomes all parents into her classroom and it 

makes me see that if you respect them, they’ll respect you.” 

 

“My supervising teacher during my internship was more than 

willing to have any parent come and sit in on her class at any 

time; this showed me that you have to be flexible and it also 

taught me that if you have the -come in whenever- attitude, 

parents are less likely to get upset about things.” 

 

“I designed a class newsletter with current information.” 

 

“In internship, I have talked to and worked with parent 

volunteers and wrote weekly newsletters.” 

 

“I have been a substitute and a pre-school teacher. I know that it 

is important to have children’s parents involved.” 
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“I worked with jumpstart program-not much parental 

involvement, need to call parents personally and begin with 

always positive comments.” 

 

“I worked at a summer camp, parents were very involved.” 

 

“Actually worked with a parent in the classroom I was 

volunteering in.” 

 

“I work at a preschool and have a lot of contact with parents; I 

have also observed some parents/teacher conferences.” 

 

“One of my classes has vaguely discussed it and informed me on 

what a difference parents can make it in the classroom.” 

 

 “I’ve had lectures on how important it is. I’ve observed students 

who have and have not had a lot of parent involvement and 

noticed differences in the students learning.” 

 

“I attended a workshop where parents and their children were 

invited.” 

 

“I sat in on teacher/parent conferences and talked with parents 

after school.” 

 

“When I was in elementary school, parents were greatly 

involved. It helped a lot.” 

 

“I always enjoyed having parents help out in my classroom when 

I was young.” 

 

“My mom was always involved in my elementary school. So I 

notice what she liked to participate in.” 

 
The third item, question 9-d, on the survey asked preservice teachers, “should 

education majors be required to take a course on parental involvement or home-school 

relationships? Why or why not?” The responses included “Yes”, “No”, and “Not Sure” 

(Table 4.38). Many of the preservice teachers followed their answers with written 

explanations. 
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Table 4.38 

Education Majors Should Be Required to Take a Course on Parental Involvement 

 

Required 

Course 

Before First 

Semester  

n = 47 

After First 

Semester  

n = 56 

After Second 

Semester  

n = 41 

After Third 

Semester  

n = 47 

After Student 

Teaching  

n = 32 

 Frequency   % Frequency   % Frequency   % Frequency   % Frequency   % 

Yes 32 68 34 61 21 51 16 33 14 44 

No 14 30 22 39 18 44 30 65 18 56 

Unsure 1 2   2 5 1 2   

 

More than half of the preservice teachers (117 out of 223; 52.46%) responded that 

these should be such a requirement. Reasons given focused on the importance of parents 

being involved in their children’s schooling, the need to be prepared to effectively work 

with parents and to be able to help parents work with their children. Example statements 

included:  

“I feel that they should- I think that it would be very informative 

and will reduce the ‘wrong ways’ of parental involvement.” 

 

“Yes, knowing the relationships and home backgrounds, I 

believe, it is very important. It helps teachers better understand 

the needs of their students.” 

 

“Yes, I think that would be important because parental 

involvement is so beneficial. We need to learn as much as we can 

before we go into the classroom, and that would be something we 

could use.” 

 

“Yes, I think parent involvement and home school relationships 

are very important. A course would teach the education major 

specific strategies to use and not to use. The course would help 

us to better deal with certain situations that would arise between 

home and school.” 

 

“Yes, because every teacher will have some parent involvement 

at some time or another and very few education majors know 

how.” 

 

“Yes because you have someone\'s child in your classroom and I 

think it would be good experience to learn how to deal with 

parents of these children; especially for younger students (K - 

3).” 

 

“Yes, because parent involvement can really help to enrich a 

classroom environment.” 
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Some of the preservice teachers who answered “no” on this question suggested 

that instead of a required course, a lecture/ discussion session on parental involvement 

would be helpful. Examples from survey results included:  

 “It is not a whole course; it should definitely be a large focus of 

one of the courses. It really makes a difference because there is 

only so much a teacher can do.” 

 

“Not necessarily a course. I think that is something you have to 

learn through experience.” 

 

“Maybe listen to a guest speaker about it, but I don’t feel a 

whole class is necessary.” 

 

“It should be something given at school when you start teaching 

there.” 

 

 “Maybe not a separate course, but it should be integrated into 

the courses because it is part of the career and will be something 

that those students will have to deal with and if they have prior 

knowledge of it then they will be a better teacher.” 

 

“I feel that each situation is unique and requires not only 

textbook case studies but real life events.” 

 

 “I do not think a course should be required. When education 

majors are in the field, they get a feel for those things. I think it 

would be a good idea to incorporate these issues into our 

already assigned courses.” 

 

 “This issue can be discussed in field placement classes.” 

 

“The internship gives a better picture.” 

 

 “It is something learned with practice and all parents are 

different.” 

 

The last open-ended item, 9-e, from the preservice teachers was to ask preservice 

teachers, “Should education courses include at least one lecture/discussion session on 

parental involvement in relation to the content of the course? Why or why not?”  
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Most of the preservice teachers (199 out of 223, 89.23%) responded that such a 

lecture/discussion session would be beneficial for future teachers in many aspects (Table 

4.39).  

Table 4.39 

Education Courses Should Include At Least One Lecture/Discussion Session on Parental 

Involvement 

 

Lecture 

Discussions 

Before First 

Semester  

n = 47 

After First 

Semester  

n = 56 

After Second 

Semester  

n = 41 

After Third 

Semester  

n = 47 

After Student 

Teaching  

n = 32 

 Frequency   % Frequency   % Frequency   % Frequency   % Frequency   % 

Yes 42 90 47 84 38 93 44 94 28 88 

No 3 6 5 9 2 5 2 4 4 12 

Unsure 2 4 4 7 1 2 1 2   

 

As indicated in the previous section, many preservice teachers suggested that 

incorporating parental involvement discussions in other courses would serve as a 

reinforcement of the importance of parent involvement. Responses from preservice 

teachers included: 

“Yes, because I am pretty sure being an education major the 

student has been around parents because they like children, so it 

would be better than a whole class on it.” 

 

“I think a discussion session could be helpful to get other 

students opinions and experiences.” 

 

“Yes, because future teachers need to experience and know how 

important parent involvement is. Yes, I think education on the 

topic is important and teachers need to learn how to increase 

parental involvement.” 

 

“Yes, because it can prepare us for certain circumstances.” 

 

“Yes, including a lecture or discussion rather than adding an 

entire class would be helpful in this major.” 

 

“Yes, we could learn activities and experiences working with 

parents and how effective it could be with our students. Yes, 

extra information is always helpful.” 

 

“Yes, it would be helpful because as students and perhaps soon 

to be parents we do not know what it is like to care for a child. 

We may assume that it is easy to help students with homework 
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because we teach but parents may not be good at it or be too 

busy. We need to know how to handle these situations.” 

 

“I think one lecture on parental involvement would be a good 

idea. It could offer different ways to involve parents than we 

observe on our own.” 

 

“Yes, because it will help the students relate the specific subject 

to how the parents can be involved in that subject area.” 

 

“Yes, a lecture for general knowledge may be helpful.” 

 

“Yes, this will prepare us to involve students in effective ways.” 

 

“I think it is a good idea. It could offer different ways to involve 

parents. I think one lecture would be enough.” 

 

“Yes, it is important to know what to expect from parents and 

situations involving parents.” 

 

 Sixteen out of 223 of the preservice teachers answered “no” to this question, 

explaining why they did not need a lecture on parental involvement. Examples from 

survey results included: 

“I do not think so. If you are unable to get parents involved it is 

because they are not interested.” 

 

“No, only specific academic courses...” 

 

“No, way too boring and no one would want to do it.” 

 

“No, I think the school that hires you should teach you such 

things because each school has its own opinion/view and way of 

doing things.” 

 

“No, it should be learned during in service.” 

 

“No. If you are in this major, you should have people skills to be 

able to talk to people.” 

 

“They should have an entire class dedicated to it in order to 

better prepare us for this real-world situation.” 
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Analysis of Results of Interviews with Student Teachers and Their Experiences about 

Parental Involvement 

To gain greater insights regarding which experiences would be most useful in 

informing preservice teachers about parental involvement, student teachers were asked 

four questions during the interview. The first question was “do you think that your 

experience during your college education has changed your opinions toward parental 

involvement?” Most of the students indicated that their opinions had changed during their 

student teaching. They described how student teaching had helped them realize the 

importance of parental involvement. Supporting example statements are as follows: 

“During my student teaching, I have realized the importance of 

parental involvement because when I first came in and just trying 

to do everything own my own where I would be the one grading 

the papers in multi-testing doing all these things and just starting 

to realize once I took over teaching in the classroom how it is 

nice to give some of those jobs to the parents.” 

 

“I have always feel parental involvement has been important but 

I realize it is extremely important after dealing with fifth grade 

class right now and I find out it is very important because I feel 

like a lot of students in this class would be a lot more successful 

if they did have parental involvement.” 

 

“Before my internship, I thought parental interaction was going 

to be one of my biggest struggles especially being so young and 

inexperienced. Since I started my student teaching, I have gotten 

to see how excellent, experienced teachers interact and use 

parents in the classroom. Before my internship the thought of 

dealing with parents was really intimidating. Now I have much 

more confidence in that area.” 

 

Also some students stated that their experiences during their college education 

had not necessarily changed their opinions. Although this result seems negative, it can in 

fact be positive in terms of their opinions toward parental involvement. Example 

statements given below shows that preservice teachers claiming that there was no chances 

in their opinions throughout the program appear to be ones who started with a positive 

opinion in the first place. Supporting example statements are as follows: 

“There are times when it is definitely frustrating for a parent to 

try and being in the classroom and you are trying to teach a 
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lesson. It is hard to have a parent when you are trying to help to 

students. As far as they come in and helping at the right times is 

important for me but it has not necessarily changed my opinions 

toward parents.” 

 

“I have always had a positive outlook on parental involvement 

and nothing has changed that.” 

 

“I do not think it is really changed because I think at the 

beginning of my college, I would always very big advocate on 

parental involvement because I think it helps the child grow, it 

helps the teacher grow, parents they are just good to be in the 

school, they are good to be involved in their children’s life cause 

it benefits so many other people.” 

 

Another interview question required specifically about student teachers most 

valued explaining, “what are the things you valued most about the college experience in 

terms of learning about parental involvement?” Student teachers responses were 

generally focused on communication skills such as writing letters, emailing the parents, 

sitting in on parent-teacher conferences and making sure that parents felt welcome to the 

classrooms. Example statements are as follows: 

“Just from my experience here, I have learned the importance of 

communication with parents.” 

 

“I think how to feel comfortable in stating negative comments 

through positive interaction. Student teaching made me feel 

comfortable talking/communication to parents. Classes did not 

prepare me.” 

 

“I think the communication, writing the letters, even calling them 

or emailing them... That’s what we do all the time: emailing. So 

that would help to get them involved. Sending home notes and 

sending home papers like newsletters like parents know about 

different events are happening in the school.” 

 

“Just the relationships I have built with parents and the 

experience of my internship have been of the most value 

throughout my college experience. I have had the opportunity to 

sit in on teacher-parent conferences, talking directly to parents 

about their child’s academic progress or behavior, or through 

using parents in the classroom as reading buddies. All of these 

things have enriched my learning experience.” 
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“You are learning everyday like they are. So you know and 

fortunately a huge part of teaching sometimes is dealing with the 

parents. So learning about parental involvement I would not 

really say that we were not specifically talked about it but there 

is something that we have known on the back of our heads we 

would have to learn to work with.” 

 

“I think it is very important when I will be a teacher in my own 

classroom to make sure that parents feel welcome to my 

classroom. I plan on calling parents during the first couple of 

weeks of school starting of the school year by saying something 

positive towards the parents about their child. Encourage 

parents; welcome the parents in my room everyday if they want 

to come in, if they want to help that would be very important just 

to let them know that they are welcome.” 

 

The third question was, “in what specific ways did your student teaching help you 

learn more about parental involvement?” Student teachers reported that they gained 

confidence interacting with parents, they felt very comfortable on making a phone call, 

and they learned how to deal with the parents. Examples are as follows:  

“I gain the confidence to interact with the parents and I gain the 

esteem to be able to go to a parent…Teachers really help me 

with parent just how to deal with them and how to tell parent 

something negative but in a positive way.” 

 

“I can talk to parents in general because last semester, I would 

not be going to talk to parents. Now it is going to come out better 

I was not confident and feel a lot more prepared. I am actually 

able to go and approach parents and talk to them that is one 

thing I notice that I am able to do that.” 

 

“I feel very comfortable on making a phone call to a parent. I 

was not exactly sure what approaches to take with the parents or 

what to say to them. I think definitely getting the experience; I 

mean I am glad that my teacher is taught me all.” 

 

“It definitely prepared me here because I want to teach here 

because the environment is little different than what I was used 

to. I know how to communicate and handle problems and 

situations that have arose with the parents and students and feel 

little more comfortable now. I am not afraid to pick up the 

phone.” 
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“The newsletters, the specific hours that they have to be here… 

My teacher, she helped me learn that what to give them when 

they come, different activities to give them, she would say oh, we 

can leave them parent to do because when they come making 

them busy is very important. That way their child is not all over 

them, they are not all over their child and things like that.” 

 

“During my student teaching I realize parental involvement 

within the school and at home, how much more student achieve 

when they have that, the students that do not get that support at 

home tend to struggle more.” 

 

“Having the hands- on experience with parents because you can 

talk about everything you want but you do not really know how 

to deal with parents.” 

 

The final pair of questions answered by student teachers were, “what do you think 

are the most effective ways you can have parents involved? How do you think you can 

get parents involved who have not previously been involved in the schools or their 

children’s school work?” The most frequently mentioned methods student teachers 

suggested for involving parents were newsletters, phone calls, emails, weekly folders, 

activities in the school. In addition they cited being honest with the parents. Sample 

statements included: 

“ …Make sure that you send home a lot of communication, 

newsletters, phone calls, emails if the student is not doing well I 

mean the parents need to know. Express them like how much you 

appreciate them stopping by doing things.” 

 

“I think one way to definitely get them on your side. We make 

positive phone calls. First couple of days of school, we just call 

the parents just create a relation with the parent and then let 

parent comfortable to come into the classroom. Invite and show 

parents it is a welcome environment for themselves and the 

students.” 

 

“I think activities in the schools. That is a big one just having 

parents come in and volunteering in the classroom and do things. 

Like we have winter festival, we have fall festival; we have all 

kinds of activities going on the school. We have field day, we 

have all this things and getting parents involved in that not only 

helps the students, but it helps me and my teacher because this 

past field day, I got to know some of the parents a lot better than 
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I would have if they just come in the classroom because when 

they come in the classroom, we put them right to work. We do not 

really talk to them but when we are on activities the children are 

doing activities and we are just kind of standing so we are able 

to communicating better and talk more on a personal level or 

about the child or things like that.” 

 

“I definitely like the open door policy where they can come in 

whenever they want, email me whenever, call me whenever. I just 

open door, I think that is the best, just be honest with them up 

front.” 

 

The second question in the last section of the interview was, “how do you think 

you can get parents involved who haven’t previously been involved in the schools or their 

children’s school work?” The students responded that they would like to try to get parents 

in the classroom as frequently as possible. To get the parents involved in their children’s 

schooling, student teachers reported that they would encourage the parents to come into 

their classrooms, send letters, newsletters and flyers, encourage the parents in the 

classroom, involve the parents for the activities. Examples are as follows:  

 “I would definitely from the very first day, beginning of the year 

of school, try to call the parents, try to say positive about their 

child, and get the parents on my side. Encourage them to come 

into my room as frequent as possible, send reports home, send 

Monday letter home so that they aware what is going on in the 

classroom, encourage them to always support their child’s 

education, and encourage them to go on field trips.” 

 

“I would send home a lot of communication, newsletters. I would 

invite the parents into the classroom. Invite them and show them 

it is a welcome environment.” 

 

 “I would send home a flyer introducing myself at first and then I 

will maybe updated flyer “oh, we need volunteers; we have this 

coming up for this activity and just inform the parents. A lot of 

times they just do not know, their students do not care to tell 

them.” 

 

In the previous section the researcher explored preservice teachers ideas to find an 

answer to the question, “what kinds of experiences regarding parental involvement do 

preservice teachers think would be useful during teacher education programs?” by 
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analyzing the data collected from the survey and interview questions. The following 

conclusions were reached: 

Many preservice teachers specified that their opinions had changed during their 

student teaching and student teaching had helped them realize the importance of parental 

involvement. Student teachers reported that they gained confidence to interact with 

parents, they felt very comfortable making phone calls, and they learned how to deal with 

parents. They indicated that the program had offered a variety of parental involvement 

activities during the field experiences which included observing and participating in 

parent-teacher conferences, writing class newsletters to be distributed to the parents, 

getting help from the supervising teachers, volunteering for parental activities. Also 

preservice teachers stated that their own schooling experiences, taking courses which 

included parental involvement activities and lectures, outside of school activities had 

helped them gain experience in parental involvement.  

When they were asked about the other things that could be done to expand their 

knowledge and skills on parental involvement most of the participants stated that there 

should be multiple lectures integrated into a course or a specific parental involvement 

course or seminars, and workshops to help them expand their knowledge on how to 

effectively communicate with parents. They also suggested that including more 

observations and other types of experiences into the field experiences and contact with 

parents during the teacher education program would be helpful.   

 

Research Question 5 

What courses and activities in the elementary education program address 

parental involvement? To answer this research question: 

• university supervisors were interviewed to get insight about parental involvement 

in the elementary education program, and 

• courses and lectures included in the program in which participants were enrolled 

were examined. 
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Analysis of Results of Interview with University Supervisors about Program Addresses 

Parental Involvement 

To learn about the courses and lectures in participants’ program and their effects 

on preservice teachers’ opinions about parental involvement, five of the university 

supervisors were interviewed. 

During the interviews, each university supervisor was asked “what knowledge 

and skills do preservice teachers need to have about parental involvement? Are they 

learning these knowledge and skills during the college years? How should these be taught 

and learned?”  

According to the respondents, preservice teachers need to learn how to interact 

with parents, how to develop positive relationships, and to learn skills that they can use in 

conferences. They also need to understand what families go through because they often 

criticize parents for not being involved.  

“They need specifically to know how to interact with parents, 

how to develop a positive relationship. Skills that they can use in 

conferences to keep the conference focused on the child’s needs 

but at the same time keeping a balance between the good aspects 

of the child’s abilities and personality and all of those things and 

the areas that need attention and then trying to communicate all 

that in a positive way to the parents.” 

   

“I think they really do need more understanding about what 

families go through. I think they criticize parents for not being 

involved. I think they do not really understand some of the 

difficulties and I am not sure maybe sociology class helps if they 

have it in their undergrad program because life is not the same 

for everybody. I think they need to understand about cultural 

influences.” 

 

“Parent teacher conferences… Ever known I mean most 

probably one third of the conferences are very positive, kids are 

wonderful, is doing well or other children are maybe not be 

working up to the potential, he has a little bit a social problem or 

some kind or whatever depending on school those problems 

increase but if they know how to collect data, then they are able 

to, then they after work at processing those data in order to be 

able to figure out what they really have here and I think that can 

be taught, that could be a part of a course collection and the 

diagnosis on correction have those in reading. I think that’s a 

course still be in taught in reading.” 
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“Conferencing techniques …how do you set up and carry out of 

conference. What kind of things do you need to have as a teacher 

in order to prefer? Those who intern in the fall get to the 

orientation open house parents all come in and it’s not really a 

conference type but that’s initial contact type and then you set up 

comes after that. So they just need to understand little bit more 

what kind of things you have to do on to work a conference.”    

 

“A parent when he/she comes into the classroom, they want to be 

able to see a classroom that is well managed. Our professors 

here for the state to spend lots of time trying to make the interns 

realize that time schedules that if you have to get your work in on 

time to them and then consequently if they are writing out reports 

for parents it’s very nice that now interns are asked to write the 

weekly letter to the home, to the parents and that way, that will 

give the parents an opportunity when they come into the 

classroom or thank you Ms. So and So for writing this wonderful 

letters to tell us what’s going on in the classroom and that I see 

more and more that classroom teachers are turning this 

responsibility over to the intern with their guidance of course but 

this gives the intern lots of communication with the parents.” 

 

Respondents also indicated that preservice teachers receive instructions and get 

experience in parental involvement mostly during student teaching and also from the 

courses they take in their elementary education program. 

 

“Mostly, they are learning them during student teaching or they 

learn directing teacher again because if we did it in the college 

classes and then they went out to the classroom they would not 

be allowed to work with parents as pre-student teachers. Yes 

student teachers they are allowed to work with the parents and 

most classrooms now on. So, there are some limitations on 

directing teachers will let them do, but most of our student 

teachers are learning the knowledge and skills during their 

student teaching.” 

 

“Yes, they are learning from their courses they’re taking at [the 

university]. I do not know about other universities but at [this 

university], they are still taking their courses as they are doing 

their internship. They spend a full day in the classroom and then 

they go to their evening class with professors here on campus to 

help them answer questions and fill in the blank spots of 

responsibilities that they need to learn.” 
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In terms of how these knowledge and skills should be taught, university 

supervisors stated that classroom observation, controlling situations related to parental 

involvement during field experience, service learning and role playing would be helpful. 

Some of the interviewees indicated that student teachers need to work with parents. It 

should be learned by practice.  

“First, by observing an experienced teacher work with parents, 

then the experienced teacher going back and helping the student 

teacher what she sees in the conference and then giving them 

some control situations which they can work with parents try out 

these skills.” 

 

“Maybe an extra field component, they have enough but maybe 

even some of the undergraduate courses, some of the service 

learning, working with parents…” 

 

“Sometimes I just think that some of the students are very 

untainted they know what they suppose to do, they know how to 

do. They are taught and learned. So, yes, they can be taught and 

if they can be taught, they can be learned.” 

 

“It’s just practice, practice, practice. And what the new teacher 

or intern does at first, it’s just a growing experience”.  

 

“Experience is the best teacher. There is a lot that they cannot 

learn until they dealt with specific situations. I suppose like a 

role play in classes and real teachers could give input as the 

situations that come up where they have had to deal with parents 

and maybe they have some seminars on how to deal with them. 

There is a right way and wrong way to get things across and if 

you have a good report with the parents already when problems 

come up, then it is a lot easier to deal with them just going out 

and say we are having a problem with your child so the teachers 

really need to know that from the very beginning, they need to set 

up or look for the parents and get them involved…Doing little 

things around the school and helping at home with homework 

and so forth, solving problems do come up, they already have 

some kind of report and it is easier to go with.” 

 

Another question that was asked of university supervisors was, “do you think 

parent involvement should be integrated into teacher education program? If so, how?” 

University supervisors responded that parental involvement should be integrated as a part 
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of student teaching. They indicated that parental involvement skills come when student 

teachers are actually on the job. Parental involvement instructions and activities do not 

have to be a whole course. It could be seminars, or it could be integrated as a part of a 

course.  

 “I do think that parental involvement should be a part of a 

course. It could be seminars. It does not have to be whole course. 

It could be integrated with all kinds of programs with every 

class. There could be seminars on how to involve parents with a 

science project, or homework or whatever they are learning all 

along.” 

 

“Well, integrated as a part of our student teaching prior that 

time because they are not going to be allowed to try the skills 

out, I do not think it would be worked out.” 

 

“I think maybe just touches on that briefly. I am not sure if a 

service learning components course they have so many courses 

and so many requirements. Working with community program, 

seeing what the parents go through.”  

 

“It just has to come along. It’s really in their internship that 

they’re really seeing how involved the parents are in the 

classroom. In some schools, it might have a very minimum PTO 

association. My associations in most of the schools that I’ve 

taught have very active PTO’s. They’ve really helped teachers 

and students. So, the parental involvement skills come when 

you’re actually on the job and you’re learning right there in the 

classroom.” 

 

Analysis of the Courses and Lectures in the Elementary Education Program 

The fifth research question also examined data to determine courses and activities 

in the elementary education program that address parental involvement. Data used to 

address the fifth research question were derived from the courses in the program and 

university supervisors who were working with the preservice teachers to the field. During 

their study in the elementary education program, preservice teachers took the following 

courses that had a place for the topic of parental involvement in their curriculum (Table 

4.40). 
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Table 4.40 

Examples of Parental Involvement Activities Included in the Elementary Education 

Program Courses 

 

Course -Semester Instruction - Activity - Assignment 

LAE 4314, Sp05 Chapter III- IV: Collaborations with families and 

professionals; 

Reading and Discussion of the book chapter 

EEX 4070, Sp05 Parents as Partners; 

Article reflection and presentation in class. 

EDE 4907, Sp05 Parent Conferences and Communication; 

Role play parent conferences in class. 

EDE 3322, Sp05 Portfolio Assignment- Parent Interview; 

Interview the parents of “your child” looking for their cultural 

values/issues that might affect the education of your child.  

Writing a short paper. 

SCE 4310, Fall04 Family Science Night; 

Inviting families to science workshop which includes 

experimental science activities 

EDE 4341, Fall04 Using Technology to communicate with parents; 

Creating a class web page, using email to communicate with 

parents, creating online classroom newsletter 

 

It is important to mention that above is the list of the activities included in the 

specific courses that were identified as having the greatest potential for including parental 

involvement topics. As prescribed in the limitations, we cannot assume all students were 

exposed to the same information and experiences related to parental involvement. The 

main reason for this inference is that five different groups of students participated in the 

study and thus took these courses at different times.   The researcher examined the course 

syllabi which were collected during Fall 2004 and Spring 2005 when the study was 

conducted.  
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Preservice teachers benefited from their program in relation to parental 

involvement as they moved through teacher education courses. Then during their student 

teaching, they had opportunities to use their knowledge and skills. University supervisors 

confirmed that the preservice teachers learned some of their knowledge and skills during 

their coursework and during their student teaching. Concerns about parental involvement 

were evident at the beginning of student teaching but they gained confidence and skills 

by the end of student teaching. However, university supervisor recommended more 

controlled situations, service learning, role playing or observation related to parental 

involvement. They did not think a course on parental involvement was necessary 

although a seminar would be helpful. 

This chapter has presented the results of a survey that examined preservice 

teachers’ opinions toward parental involvement as well as interviews that examined their 

opinions in greater detail. This information was gathered in order to provide a better 

understanding of the opinions of preservice teachers. A summary of these results, as well 

as conclusions drawn from them, are presented in the next chapter. Recommendations for 

teacher education programs and for future research on parental involvement are also 

discussed.  
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CHAPTER V 

OVERVIEW OF THE STUDY, DISCUSSIONS OF FINDINGS, IMPLICATIONS 

AND FUTURE RESEARCH RECOMMENDATIONS 

 

In this chapter, the researcher first summarizes the study, and then discusses the 

findings and conclusions of the study. The researcher also offers implications for the 

elementary teacher education program examined in the study concerning the preparation 

of preservice teachers to actively involve parents. Finally, the researcher provides 

recommendations for further research on parental involvement.  

 

Overview of the Study and Discussions of the Findings 

This study was designed to examine elementary preservice teachers’ opinions 

about parental involvement in children’s education and to determine whether there is a 

difference in opinions toward parental involvement between preservice teachers at 

various points in the elementary education program. The study also examined preservice 

teachers’ thoughts about the adequacy of their preparation to utilize parental involvement 

strategies and their ideas about the types of experiences regarding parental involvement 

that would be useful during the teacher preparation program. To provide a context for the 

study, courses in the elementary education program address of parental involvement were 

examined through review of syllabi and discussion with university supervisors. 

For this study, 223 preservice teachers at a research I university elementary 

education program completed a survey that examined their opinions about parental 

involvement. Also interviews were conducted with twelve student teachers, six inservice 

teachers, and five university supervisors.  

Findings from this study suggested that preservice teachers held positive opinions 

about parental involvement. Parental involvement knowledge and skills were provided by 

lectures/instructions, being given opportunities to interact with parents, and through 

planning parental involvement activities. Study results also showed that student teachers 

slightly decreased the positive opinions toward parental involvement because they were 

actually confronted with the reality of the classroom and the multitude of responsibilities 
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and uncertainties of the classroom. However, student teachers still believed that they 

were prepared for parental involvement during their teacher education program. 

The National Center for Education Statistics (1997) found both ‘parent-centered’ 

barriers and ‘staff/school-centered’ barriers when looking at parental involvement in 

schools. Participants in this study reported similar reasons that teachers do not encourage 

more parental involvement in their classrooms and schools. For example, lack of time on 

the part of parents and teachers, lack of staff training in working with parents, and lack of 

parent education and interest.  

According to Tichenor’s study (1998), preservice teachers suggested that teacher 

education courses should provide specific information on how to implement successful 

parental involvement programs. Preservice teachers also thought that teacher education 

programs should provide specific guidance and suggestions on how to communicate 

effectively with parents. Preservice teachers in this study stated that there should be 

multiple lectures integrated into a course or a specific parental involvement course or 

seminars, and workshops to help them expand their knowledge on how to effectively 

communicate with parents. Unlike many studies, preservice teachers mentioned 

importance of emailing the parents to involve them in their children’s education.  

 

Discussions of Preservice Teachers Opinions on Parental Involvement 

 Overall, preservice teachers in this study held positive opinions of parental 

involvement. These opinions related to the five dimensions of parental involvement and 

parental involvement in general identified by Epstein (1988). On a scale from 1 to 4 (4 

being most positive), the average scores for all groups on the various dimensions of 

parental involvement ranged from 2.58 to 3.78. While the overall opinions for all groups 

were positive, preservice teachers who had completed their second semester had higher 

scores than the other groups on four dimensions of parental involvement. Student 

teachers means were higher than entry level preservice teachers on Type 2, 3, 4, 5 and 6 

Dimensions, academic and utility activities, and opinions about involvement of different 

types of parents. 

Although the mean of student teachers (Mean: 3.54) opinions on Type 1 

Dimension “Basic Obligation of Parents” were relatively positive, there was a significant 
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difference between student teachers and second semester preservice teachers (Mean: 

3.66). By looking at the open ended questions on the same survey, one can conclude that 

the significant difference on this item is coming from the student teachers internship 

experiences. Most of the student teachers indicated that being in a real classroom and 

dealing with parents are helped them to realize that most of the parents have difficulty in 

preparing their children for school and in supporting school learning effectively because 

of full time work and other obligations.  

 The most positive component of preservice teachers’ opinion was Epstein’s 

(1988) Type 2 Dimension “Basic Obligations of Schools”. This dimension deals with 

communications from school to home about school programs and children’s progress, 

and ways in when schools vary the form and frequency of communication such as 

memos, notices, report cards, and conferences. These methods of communication greatly 

affect whether the information about school programs and children’s progress can be 

understood by all parents. The mean on the Type 2 Dimension was 3.78 for all preservice 

teachers. On a scale from 1 to 4 (4 being most positive) these means clearly represent 

positive opinions. A closer examination revealed that entry level preservice teachers had 

a statistically significant lower mean score than the other groups (3.66) since they had not 

have any courses or activities yet. This may indicate that preservice teachers learned the 

importance of communication with parents about school programs, conferences, 

children’s progresses during their elementary education program and during their 

experiences in elementary schools.   

Type 3 Dimension “Parent Involvement at School” relates to parents assisting 

teachers, administrators, and children in classrooms or in other areas of the school. The 

results indicated that entry level preservice teachers scored the lowest mean (3.00). There 

was a significant increase between the entry level and the rest of the groups. This result 

can be explained that preservice teachers before the beginning of their program probably 

had not have any courses or activities involving parental involvement. Thus, their 

opinions on Type 3 Dimension would not have been developed yet. The improvement on 

this dimension increases while moving to student teaching. This assures that courses and 

activities in the elementary education program including field experiences give 

opportunities to improve preservice teachers’ opinions on this dimension.   
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Type 4 Dimension “Parent Involvement in Learning Activities at Home” involves 

families with their children in learning activities at home, including homework and other 

curriculum-linked activities and decisions. The average mean on this type of involvement 

was 3.42, and peaked at 3.52 for those who had completed second semester in the 

program. There was no significant difference between scores for groups after second and 

third semester, and after student teaching. It seems apparent that preservice teachers’ 

coursework and experiences affected their opinions positively as they progressed through 

the program. 

The lowest score among all dimensions was received on Type 5 Dimension 

“Parent Involvement in Decision Making Roles” with an average mean score of 2.58. 

There was no significant difference among any of the groups when compared on this 

dimension. This dimension of parent involvement includes parents helping to make 

decisions in the school through parent groups, building leadership teams and other local 

school organizations and work for school improvement at the district, state, and national 

level. Also it is vital to mention that the lowest reliability was calculated for this Type 5 

Dimension in Tichenor (1995), McBride (1991) and, current study.  

Type 6 Dimension “Parental Involvement in General” related to parent and 

teacher participation on children’s learning e.g. parents learning how to assist their 

children on schoolwork at home and teachers receiving recognition or compensation for 

time spent on parental involvement activities. The average mean was (3.29) for this type 

of involvement. Entry level preservice teachers received the lowest score on this item. 

Their score was significantly different from the score for the group after first semester. 

Again, these results suggest that since entry level preservice teachers had no training and 

had never been in the elementary classrooms, they may have less positive opinions on 

parental involvement in this dimension.  

Type 3 Dimension “Parent Involvement at School” was further examined by 

obtaining students’ opinions about appropriate ways for parents to volunteer in 

classrooms and schools. The in-school parental involvement activities students responded 

to were either academic (parents working directly with students on scholastic activities) 

or utility (parents in non-academic roles such as monitoring the halls or checking 

attendance). Preservice teachers held relatively positive opinions about parents being 
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involved in both academic and utility related activities in the school. On a scale from 1 to 

4 (4 being most positive), the score was (3.22) for academic related activities. Student 

teachers mean scores (3.45) on the academic related activities which was the highest 

score. The overall mean on the utility related activities was (Mean: 3.06). Student 

teachers mean scores (3.33) on the utility related activities were the highest as well.  

These results are interpreted as meaning that student teachers, more than other 

groups of preservice teachers, thought that both academic and utility roles such as reading 

to children; presenting enrichment lessons; helping with parties; and monitoring halls, 

cafeteria, or other areas were more appropriate for parents. This finding may indicate that 

student teachers have a better understanding of the importance of parents being involved 

in academic and utility aspects of children’s education. Student teachers may welcome 

parents more as volunteers for very specific activities such as helping with field trips, 

working in the library, and listening to children read aloud than volunteer parents who 

were in the classroom and waiting some directions to help or trying to take control of 

classroom.  

Preservice teachers’ opinions about involvement of different types of parents were 

also examined in this study. The types of parents included (a) employed parents, (b) 

parents who have not completed high school, (c) parents of children in upper elementary 

grades, (d) parents of children in primary grades, (e) single parents, (f) young parents/ 

teen parents, (g) parents of transfer or new students, (h)fathers, (i) mothers and (j) other 

adults with whom the child lives. The students responded to each type of parent on a 

scale from 1 to 4 (1 being no positive involvement and 4 being much positive 

involvement). Students’ responses concerning a few of the 10 types of parents were 

noteworthy. Specifically, all groups responded that mothers would be more involved than 

fathers and that parents of primary students would be more involved than parents of older 

students. 

When asked to respond to why teachers do not encourage more parental 

involvement many themes emerged: Preservice teachers responses included: (1) lack of 

time on the part of teachers and parents, (2) parents do not respond and lack interest, (3) 

teachers are threatened and intimidated by parent involvement, (4) little knowledge or 

understanding by teachers on how to effectively work with parents, (5) lack of 
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communication between teachers and parents. Student teachers seemed unconcerned with 

the lack of communication between teachers and parents. This may be because student 

teachers have been in the classrooms in the role of teacher and think that they 

communicate with the parents sufficiently. 

Findings from this section of the study suggest that preservice teachers held 

positive opinions about parental involvement on Epstein’s parental involvement 

dimensions. In general, the results showed that there is a steady increase on the mean 

scores across the groups. On some of the dimensions, there was an increase on the scores 

between the preservice teachers who had completed second semester and preservice 

teachers who had completed third semester.  

 

Discussions of Preservice Teachers Thoughts on Preparedness for Parental Involvement 

Not surprisingly, student teachers thought themselves to be more prepared to 

implement parental involvement strategies than the other groups. On a scale from “not 

prepared (1)” to “very prepared (4)” the mean was 2.77 for all the groups, while the mean 

was 3.43 for student teachers. The narrative responses indicated that student teachers 

agreed that their experiences (e.g., observations and field experiences) had contributed 

the most in preparing them to work with parents.  

To learn more about preservice teachers’ preparation to utilize parental 

involvement techniques, twelve student teachers were interviewed. Analysis of the 

interview indicated that hands on experiences, almost full control of class, interactions, 

and communication with parents prepare student teachers to utilize parental involvement 

strategies.  

Half of the student teachers stated that they had enough knowledge and skills 

related to parental involvement. A small number of student teachers responded that they 

still needed to learn more about parental involvement. Student teachers reported that they 

needed to improve their communication skills and learn effective methods and strategies 

for involving parents in the classrooms. 

To expand the report on this question, six inservice teachers who had graduated 

from the university were interviewed. Out of the six respondents, four inservice teachers 

suggested that it would have been helpful to have had a class session dealing with 
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parental involvement because the teacher education program did not really have any 

particular parental involvement focus. Four of the inservice teachers responded that their 

student teaching helped them more in regard to parental involvement in areas such as 

learning different ways to involve parents, having parents help in the classroom, and 

conducting parent conferences.  

 

Discussions of Preservice Teachers Opinions on Types of Experiences Teacher 

Education Programs Could Provide 

 Preservice teachers indicated that teacher education programs could better prepare 

preservice teachers to effectively deal with parents by multiple lectures in other courses 

or offering specific parental involvement courses, seminars, and workshops during the 

teacher education program. They also indicated that they wanted more specific 

information on successful parental involvement programs and information on how to 

implement such programs. Finally, they wanted more information on how to effectively 

communicate with parents. 

The narrative responses indicated that preservice teachers experiences in 

involving parents (parent-teacher conferences, writing class newsletter, getting help from 

the supervising teachers, volunteering, lectures and their own schooling experiences) had 

contributed the most in preparing them to work with parents.  

Some preservice teachers (52.46%) responded that education majors should be 

required to take a parental involvement course while 89.23% responded that at least one 

class session on parental involvement should be required in relation to the content of the 

specific course. Open-ended responses revealed that preservice teachers thought there is a 

need for preparation because of the importance of parents being involved in their 

children’s schooling, and of their being able to effectively work with parents and help 

parents work with their children.  

Many preservice teachers agreed that their opinions have changed during their 

student teaching. Student teaching helped them realize the importance of parental 

involvement. Student teachers reported that they gained confidence about interacting with 

parents; they felt very comfortable about making a phone call; and they learned how to 

deal with the parents. They indicated that the program offered a variety of parental 
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involvement activities during the field experience which included observing and 

participating in parent-teacher conferences, writing class newsletters to be distributed to 

the parents. Preservice teachers stated that their own schooling experiences, taking 

courses which included parental involvement activities and lectures, and outside school 

activities helped them get experienced in parental involvement.  

When they were asked about the other things that could be done to expand their 

parental involvement knowledge and skills, participants stated that there could be lectures 

integrated into a course or a specific parental involvement course or seminars, and 

workshops offered to preservice teachers to help them expand their knowledge on how to 

effectively communicate with parents. They also suggested that including more 

observation and other types of activities into the field experiences and contacts with 

parents during the teacher education program would be helpful.   

 

Discussions of Courses and Activities in the Elementary Education Program to Address 

Parental Involvement 

University supervisors are professors and other adjunct faculty who work closely 

with preservice teachers during field experiences and student teaching. As a result they 

are very familiar with the types of interactions the elementary education majors have with 

parents. According to university supervisors, preservice teachers needed to learn how to 

interact with parents, how to develop positive relationships, and other skills that they can 

use in conferences. Preservice teachers also needed to understand what families go 

through because they criticize parents for not being involved. Knowledge and skills 

regarding parental involvement should be taught by observing, service learning and role 

playing. Also student teachers needed to work as much as possible with parents.  

University supervisors indicated that student teachers have some concerns about 

parental involvement. Student teachers were afraid of the parents and had some 

difficulties in working with parents because they never took control of the classroom and 

most of the parents were older than they were. Student teachers gained confidence by 

doing some activities as they moved through their program such as parent-teacher 

conferences and interacting with parents. 
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University supervisors responded that preservice teachers learned from their 

programs at the university. However, they primarily learned about parental involvement 

during their field experiences. Starting field experiences from the first semester helped 

preservice teachers to realize that parents are an important part of children’s education. 

Then during their student teaching, they found opportunities to use their knowledge and 

skills about parental involvement. University supervisors agreed that a course on parental 

involvement was not necessary. They thought that parental involvement should be a part 

of a course. 

 

Implications 

Study results suggested that teacher education programs where parental 

involvement instruction and activities are integrated into the courses would help student 

teachers prepare more and carry positive opinions during the student teaching toward 

parental involvement. Combining course instruction and the opportunity to work with 

parents during student teaching may create a stronger disposition and tendency to 

implement parental involvement when they enter full time teaching. These lectures 

integrated into courses would provide multiple sessions on the “how to” of traditional 

parental involvement practices (communication, parent conferences, open house, 

newsletters, and volunteers in the classroom) but link content to issues of parental 

involvement. Therefore, whenever possible early field experiences, prior to student 

teaching, working in schools where students have more opportunity to observe and 

facilitate parental involvement activities that include working with actual parents would 

be recommended. 

 

Future Research Recommendations 

This study was conducted only with elementary education preservice teachers at 

one university therefore the findings were limited to that one program. Therefore this 

research is not generalizable to other populations. A replication of this study with a larger 

sample size including multiple programs and colleges would make any findings more 

meaningful and generalizable. 
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Also a replication of this study for comparison purposes can be conducted to see 

the differences between the teacher education programs to identify the problems and to 

recommend the solutions. Finally, this research did not include the actual parents in its 

sample. In other words, no parents were interviewed, surveyed or participated in any part 

of the study. A replication of this study could examine the parents’ views on improving 

parental involvement in children’s education. 
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APPENDIX A:  

OPEN-ENDED PARENTRAL INVOLVEMENT GROUP AND INDIVIDUAL 

INTERVIEW QUESTIONS
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Appendix A: Open-Ended Parental Involvement Group and Individual Interview 

Questions 

 

 

1. How do you describe the emphasis put on parental involvement during your 

college education including student teaching? 

2. Do you think that your experience during your college education has changed 

your opinions toward parental involvement? Please explain. 

3. What are the things you valued most about the college experience in terms of 

learning about parental involvement? 

4. Did you know enough about parental involvement when you started student 

teaching? Why/why not? 

5. In what specific ways did your student teaching help you learn more about 

parental involvement?  

6. What do you think are the most effective ways you can have parents involved? 

How do you think you can get parents involved who haven’t previously been 

involved in the schools or their children’s school work? 

7. Do you think you need to learn more about parental involvement? If so, what?  
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Appendix B: Interview Questions for University Supervisors 

 

 

1. What knowledge and skills do preservice teachers need to have about parental 

involvement? Are they learning these knowledge and skills during the college 

years? How should these be taught and learned? 

2. Do you think parent involvement should be integrated into teacher education 

programs? If so, how? 

3. Have you observed any effects of parent involvement on preservice teachers 

outcomes, such as opinions and teaching behavior? 

4. In what ways do teacher education students’ personal views and values about 

parental involvement affect their efforts to involve parents in the educational 

process of their children?
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Appendix C: Interview Questions for Inservice Teachers Who Have Previously 

Graduated from the Elementary Education Program at the Same University  

 

 

1. How many years ago did you complete your teacher education program? 

2. How would you describe the emphasis put on parental involvement during your 

teacher education program including student teaching? (If none, then skip the 

question) 

3. Do you think that your experience during your teacher education program 

changed your opinions toward parental involvement? Please explain.  

4. What are the things you valued most about the teacher education experience in 

terms of learning about parental involvement?  

5. Did your student teaching help you learn more about parental involvement? If so, 

in what specific ways?  

6. Do you think parental involvement can be integrated more effectively into teacher 

education programs? If so, how?  
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Note: In all questions in this survey, “parent” means the adult in the family who has the 

most contact with the school about the child. 

 

Feel free to expand your answers in the margins or back page of the survey. 

 

 

Q-1 The first questions ask for your professional judgment about parent involvement. 

Please circle the one choice for each item that best represents you opinion.  

 

 Strongly 

Disagree 

(SD) 

 

 

Disagree 

(D) 
 

 

Agree 

(A) 

 

Strongly 

Agree 

(SA) 

 

a. Parent involvement is important for a 

good school climate. 

 

SD D A SA 

b. Some parents already know how to 

help their children on school work at 

home. 

 

SD D A SA 

c. Every family has some strength that 

could be tapped to increase student 

success in school. 

 

SD D A SA 

d. All parents could learn ways to assist 

their children on schoolwork at home, 

if shown how.  

 

SD D A SA 

e. Parent involvement can help teachers 

be more effective with more students. 

 

SD D A SA 

f. Teachers should receive recognition or 

compensation for time spent on parent 

involvement activities.  

 

SD D A SA 

g. Teachers cannot take the time to 

involve parents in very useful ways.  

 

SD D A SA 

h. Teachers need in-service training to 

understand and implement effective 

parent involvement practices.  

SD D A SA 

i. Parent involvement is important for 

student success in learning and staying 

in school. 

 

SD D A SA 
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Q-2 Teachers contact their students’ families in different ways. Please indicate the 

degree to which you believe you will use these methods in the grade you hope to teach by 

circling the corresponding response. Use the following key to guide your responses:  

 

   Never: will not use 

   Rarely: once or twice a year 

   Occasionally: 3 or 4 times a year 

   Regularly: more than 4 times a year 

 

a. Contact by memo or letter 

 

never rarely occasionally regularly 

b. Contact by phone 

 

never rarely occasionally regularly 

c. Talk with informally at school 

 

never rarely occasionally regularly 

d. Meet in formal, individual conferences 

 

never rarely occasionally regularly 

e. Visit at home about student’s work 

 

never rarely occasionally regularly 
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Q-3 The next few questions concern some of the ways teachers involve parents as 

volunteers in the school building. Please indicate how appropriate you believe each of 

these activities are by circling the corresponding response.  

 

 Not  

Appropriate 

(NA) 

 

Somewhat 

Appropriate 

(SA) 

 

 

Appropriate 

(A) 

 

Definitely 

Appropriate 

(DA) 

 

a. Listen to children read 

aloud. 

NA SA A DA 

b. Read to the children. 

 

NA SA A DA 

c. Assist children in 

learning specific skills. 

NA SA A DA 

d. Help with field trips or 

parties. 

NA SA A DA 

e. Give talks (e.g., on 

careers, hobbies, etc.). 

NA SA A DA 

f. Monitor halls, cafeteria, 

or other areas. 

NA SA A DA 

g. Work in the library or 

other areas. 

NA SA A DA 

h. Teach enrichment or 

other lessons. 

NA SA A DA 

i. Check attendance. 

 

NA SA A DA 

j. Work in parent room. 

 

NA SA A DA 
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Q-4 All schools serve different populations of parents with different needs and skills. 

The next few questions ask for your judgment about specific ways of involving families at 

school. Please indicate the amount of emphasis you would like to see placed on each 

activity at the school you hope to be teaching at by circling the corresponding response. 

Use the following key to guide your responses:  

 

No emphasis:  administration should not support this form of involvement. 

 

Little emphasis: administration should have tolerance for this form of involvement, 

but should not actively support it.  

 

Some emphasis: administration should support this form of involvement, yet should 

not require it of all teachers or classrooms. 

 

Strong emphasis: administration should actively support this form of involvement 

and should require it school wide.  

 

a. Workshops for parents to build 

skills in parenting and understanding their 

children at each grade level. 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 

b. Workshops for parents on creating\ 

home conditions for learning, and ways to 

support the school. 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 

c. Communications from the school to 

the home that can be understood and used 

by all families. 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 

d. Communications and report cards 

so that parents understand students’ 

progress and needs. 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 

e. Communication in parent-teacher 

conferences with all families. 

No  

emphasis 

Little  

emphasis 

Some  

emphasis 

Strong  

emphasis 

f. Volunteers at the school to recruit 

and train parents. 

No  

emphasis 

Little  

emphasis 

Some  

emphasis 

Strong  

emphasis 

g. Volunteers in classrooms to assist 

teachers and students. 

No  

emphasis 

Little  

emphasis 

Some  

emphasis 

Strong  

emphasis 

h. Information to parents on how to 

monitor homework. 

No  

emphasis 

Little  

emphasis 

Some  

emphasis 

Strong  

emphasis 

i. Information to parents on how to 

help their children with specific skills and 

subject. 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 

j. Involvement by more families in 

PTA/PTO leadership, other committees, or 

other decision making roles.  

 

 

No  

emphasis 

 

Little  

emphasis 

 

Some  

emphasis 

 

Strong  

emphasis 
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Q-5 Teachers must choose among many worthwhile activities to assist their students. 

The next questions ask for your professional opinions about which parent involvement 

activities are most important for teachers to conduct at the grade level you hope to teach. 

Please circle one choice for each.  

 

 Not 

important 

(NI) 

A little 

important 

(LI) 

Pretty 

Important 

(PI) 

Very 

important 

(VI) 

a. Conduct conferences with all 

parents at least once a year.  

 

NI 

 

LI 

 

PI 

 

VI 

b. Attend evening meetings, 

performances and workshops. 

 

NI 

 

LI 

 

PI 

 

VI 

c. Contact parents about students’ 

problems or needs. 

 

NI 

 

LI 

 

PI 

 

VI 

d. Participate in parent-teacher-student 

clubs or activities. 

 

NI 

 

LI 

 

PI 

 

VI 

e. Inform parents when children do 

something very well. 

 

NI 

 

LI 

 

PI 

 

VI 

f. Involve some parents in the 

classroom. 

 

NI 

 

LI 

 

PI 

 

VI 

g. Inform all parents of the skills 

required to pass each subject at your grade 

level. 

 

NI 

 

LI 

 

PI 

 

VI 

h. Inform parents how report card 

grades are earned. 

 

NI 

 

LI 

 

PI 

 

VI 

i. Provide ideas to help parents talk  

with their children about school work at home. 

 

NI 

 

LI 

 

PI 

 

VI 

j. Provide specific activities that  

parents and children can do to improve 

schoolwork and grades. 

 

NI 

 

LI 

 

PI 

 

VI 

k. Provide ideas for discussing 

specific television shows. 

 

NI 

 

LI 

 

PI 

 

VI 

l. Assign homework that requires 

children to interact with parents. 

 

NI 

 

LI 

 

PI 

 

VI 

m. Suggest ways to practice specific 

skills at home. 

 

NI 

 

LI 

 

PI 

 

VI 

n. Ask parents to listen to children  

read. 

 

NI 

 

LI 

 

PI 

 

VI 

o. Ask parents to listen to or discuss a 

story or paragraph that children write. 

 

NI 

 

LI 

 

PI 

 

VI 

p. Provide guidelines for discussing 

current events at home. 

 

NI 

 

LI 

 

PI 

 

VI 

q. Work with other teachers to 

develop parent involvement activities and 

materials.  

 

NI 

 

LI 

 

PI 

 

VI 
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Q-6 Parents also have responsibilities for becoming involved in their children’s 

education. The next questions ask for your professional opinions about the activities that 

you think should be conducted by the parents of the children you will teach. Circle the 

choice that best describes the importance of these activities at the grade level you hope to 

teach.  

 

                               Parents responsibilities… 

 

 Not 

important 

(NI) 

 

A little 

important 

(LI) 

 

Pretty 

important 

(PI) 

 

Very 

important 

(VI) 

 

a. Send children to school ready to 

learn. 

NI LI PI VI 

b. Teach children to take 

responsibility for their own 

behavior. 

 

NI 

 

LI 

 

PI 

 

VI 

c. Provide a home environment 

conducive to children’s learning. 

NI LI PI VI 

d. Encourage children to participate 

in class activities. 

NI LI PI VI 

e. Know what children are expected 

to learn each year. 

NI LI PI VI 

f. Monitor homework. 

 

NI LI PI VI 

g. Talk to children about what they 

are learning in school. 

NI LI PI VI 

h. Help children practice skills being 

taught at school. 

NI LI PI VI 

i. Ask teachers for specific ideas on 

how to help their children at 

home. 

 

NI 

 

LI 

 

PI 

 

VI 

j. Talk to teachers about problems 

the children are facing at home. 

NI LI PI VI 

k. Attend assemblies and other 

special events at the school. 

NI LI PI VI 

l. Take children to places and events 

in the community. 

NI LI PI VI 
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Q-7 How much positive involvement with schools would you predict that each of the 

following groups of parents would have (in general)? Please circle one choice for each. 

Use the key below to guide your responses: 

 

  None: no involvement of any kind 

  Little: little involvement 

  Some: some positive involvement 

  Much: much positive involvement 

 

a. Parents employed full-time 

outside the home 

none little some much 

b. Parents who have not completed 

high school 

none little some much 

c. Parents of children in upper 

elementary grades (4-6) in school 

none little some much 

d. Parents of children in primary 

grades (K-3) in school 

none little some much 

e. Single parents 

 

none little some much 

f. Young parents/ teen parents 

 

none little some much 

g. Parents of transfer or new 

students 

none little some much 

h. Fathers 

 

none little some much 

i. Mothers 

 

none little some much 

j. Other adults with whom the child 

lives 

none little some much 
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Q-8 I would value your professional judgment on the following questions. For each 

statement, circle the one choice that best represent your opinion. Use the key below to 

guide your responses: 

 

   Agree: means you Definitely Agree 

   Tend Agree: means you are undecided but Tend to Agree 

   Tend Disag.: means you are undecided but Tend to Disagree 

   Disagree: means you Definitely Disagree 

 

a. Teachers can only provide parents 

with ideas about how to help their children 

learn-teachers cannot influence parents to use 

these ideas. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

b. Most parents would rather be 

asked to help their children with arts and 

crafts activities than to help them with 

academic tasks. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

c. Realistically, it is too much to ask 

parents to spend a lot of time each day 

working with their children on academic 

achievement. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

d. Many parents want more  

information sent home about the curriculum 

than most teacher provide. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

e. Many parents seem to be  

uncomfortable spending time at the school—

they seem to feel out-of-place here. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

f. If parents regularly spend time in  

the classroom, one result is that they usually 

make a greater effort to help their children 

learn at home. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

g. Most parents-although they can  

teach their children to sew or use tools or 

play a sport-do not have enough training to 

teach their children to read or to solve math 

problems. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 

h. Parent involvement is not the 

answer to the major problems of the schools-

the schools must solve their problems on 

their own. 

 

 

AGREE 

 

 

TEND 

AGREE 

 

 

TEND 

DISAG 

 

 

DISAGREE 
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Q-9 I would value your ideas on the following open-ended questions: 

 

a. What do you think is the major reason that teachers do not encourage more 

parental involvement in their classrooms and schools than they do? 

 

 

 

 

 

 

 

 

 

 

 

 

b. How can teacher education programs better prepare preservice teachers to 

utilize parental involvement strategies? (Please be as specific as possible.) 

 

 

 

 

 

 

 

 

 

 

 

 

c. What experiences have you had that have prepared you to utilize parent 

involvement strategies? (Please be as specific as possible.) 
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d. Should education majors be required to take a course on parental involvement 

or home- school relationships? Why or why not? 

 

 

 

 

 

 

 

 

 

 

 

 

e. Should education courses include at least one lecture/discussion section on 

parent involvement in relation to the content of the course? Why or why not?  

 

 

 

 

 

 

 

 

 

 

 

 

f. How involved were your parents in parent involvement type activities when 

you were in elementary school? 
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Q-10 To better understand your responses to the questions on this survey, please 

answer the following questions about your background as best as possible. 

 

 

a. Age ________ 

 

b. Sex ______M ______F  

 

c. Major: _____Early Childhood _____Elementary  _____Secondary 

 

d. Class standing: ____Fr ____Soph ____Jr ____Sr ____Grad ____Sp.Ed. 

 

e. Are you currently student teaching this semester? ____Yes ____No 

  

f. Are you a parent? ____Yes ____No  

If yes, age of child (ren): _______  

 

g. G.P.A. _______ 

  

h. How many courses on parent involvement have you had? _____ 

  

i. How many education courses have you had that included at least one 

lecture/discussion session devoted to parental involvement in relation to the 

content of the course? _____ 

 

j. If given the change, what specific grade level would you like/prefer to teach 

after graduation? _____ 

 

k. How well prepared do you feel you are to utilize parental involvement 

techniques once you begin teaching?  
 

               ____not prepared at all ____little prepared ____somewhat prepared ____very prepared 

 

 

 

 

 

Thank you for completing this survey! 

I greatly appreciate your time and assistance! 
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Appendix E: Scoring Methods for Parental Involvement Dimensions 

 

The 82 Likert- type scale items in the instrument are 4 point items that range from 

most negative to most positive (i.e., strongly disagree to strongly agree; never to 

regularly; not appropriate to definitely appropriate; no emphasis to strong emphasis; not 

important to very important; and none to much). Scores assigned to the responses will be 

1 for most negative to 4 for most positive.  

Several of the items are negatively worded on the survey in order to discourage 

response patterns by the respondents. The first step in scoring the instrument will be 

recoding the scores on the negatively worded items. The following variables will be 

recoded. 

Q1G Q8A Q8B Q8C Q8G Q8H (1 = 4) (2 = 3) (3 = 2) (4 = 1).  

The next step in scoring the instrument will be calculating the scores on the six 

different parent involvement dimensions. The following items will make up each of the 

six dimensions: 

Type 1 Dimension. Basic Obligations of Parents: 

Q4A, Q4B, Q5B, Q6A, Q6B, Q6C, Q6D, Q6E, Q6G, Q6J, Q6K, Q6L. 

 

Type 2 Dimension. Basic Obligations of Schools 

Q4C, Q4D, Q4E, Q5A, Q5C, Q5E, Q5G, Q5H. 

 

Type 3 Dimension. Parent Involvement at School 

Q4F, Q4G, Q5D, Q5F, Q5Q. 

 

Type 4 Dimension. Parent Involvement in Learning Activities at Home 

Q4H, Q4I, Q5I, Q5J, Q5K, Q5L, Q5M, Q5N, Q5O, Q5P, Q6F, Q6H, Q6I. 

 

Type 5 Dimension. Parent Involvement in Governance and Advocacy  

Q4J, Q8H 

 

Type 6 Dimension. Parent Involvement in General 

Q1A, Q1B, Q1C, Q1D, Q1E, Q1F, Q1G, Q1H, Q1I  
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Table 4.7 

Comparison of Type 1 Dimension Results  

 

95% Confidence Interval  (I) 

Preservice 

Teacher 

Groups 

(J) 

Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.03575 .03364 .826 -.1276 .0561

  3 -.11853(*) .03634 .010 -.2177 -.0193

  4 -.08865 .03508 .085 -.1844 .0071

  5 .00443 .03898 1.000 -.1020 .1108

2 1 .03575 .03364 .826 -.0561 .1276

  3 -.08279 .03496 .124 -.1782 .0126

  4 -.05291 .03364 .515 -.1447 .0389

  5 .04018 .03769 .824 -.0627 .1431

3 1 .11853(*) .03634 .010 .0193 .2177

  2 .08279 .03496 .124 -.0126 .1782

  4 .02988 .03634 .924 -.0693 .1291

  5 .12297(*) .04012 .019 .0135 .2325

4 1 .08865 .03508 .085 -.0071 .1844

  2 .05291 .03364 .515 -.0389 .1447

  3 -.02988 .03634 .924 -.1291 .0693

  5 .09309 .03898 .119 -.0133 .1995

5 1 -.00443 .03898 1.000 -.1108 .1020

  2 -.04018 .03769 .824 -.1431 .0627

  3 -.12297(*) .04012 .019 -.2325 -.0135

  4 -.09309 .03898 .119 -.1995 .0133

* The mean difference is significant at the .05 level. 
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Table 4.10 

Comparison of Type 2 Dimension Results  

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.12571(*) .03108 .001 -.2106 -.0408

  3 -.19447(*) .03357 .000 -.2861 -.1028

  4 -.15691(*) .03241 .000 -.2454 -.0684

  5 -.15417(*) .03601 .000 -.2525 -.0559

2 1 .12571(*) .03108 .001 .0408 .2106

  3 -.06876 .03229 .208 -.1569 .0194

  4 -.03120 .03108 .854 -.1161 .0537

  5 -.02846 .03482 .925 -.1235 .0666

3 1 .19447(*) .03357 .000 .1028 .2861

  2 .06876 .03229 .208 -.0194 .1569

  4 .03756 .03357 .797 -.0541 .1292

  5 .04030 .03706 .813 -.0609 .1415

4 1 .15691(*) .03241 .000 .0684 .2454

  2 .03120 .03108 .854 -.0537 .1161

  3 -.03756 .03357 .797 -.1292 .0541

  5 .00274 .03601 1.000 -.0956 .1011

5 1 .15417(*) .03601 .000 .0559 .2525

  2 .02846 .03482 .925 -.0666 .1235

  3 -.04030 .03706 .813 -.1415 .0609

  4 -.00274 .03601 1.000 -.1011 .0956

* The mean difference is significant at the .05 level.  
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Table 4.13 

Comparison of Type 3 Dimension Results  

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.23435(*) .05882 .001 -.3951 -.0736

  3 -.33295(*) .06354 .000 -.5066 -.1593

  4 -.23830(*) .06134 .001 -.4059 -.0707

  5 -.26024(*) .06815 .001 -.4464 -.0740

2 1 .23435(*) .05882 .001 .0736 .3951

  3 -.09861 .06112 .489 -.2656 .0684

  4 -.00395 .05882 1.000 -.1647 .1568

  5 -.02589 .06589 .995 -.2059 .1541

3 1 .33295(*) .06354 .000 .1593 .5066

  2 .09861 .06112 .489 -.0684 .2656

  4 .09465 .06354 .569 -.0790 .2683

  5 .07271 .07014 .838 -.1189 .2643

4 1 .23830(*) .06134 .001 .0707 .4059

  2 .00395 .05882 1.000 -.1568 .1647

  3 -.09465 .06354 .569 -.2683 .0790

  5 -.02194 .06815 .998 -.2081 .1643

5 1 .26024(*) .06815 .001 .0740 .4464

  2 .02589 .06589 .995 -.1541 .2059

  3 -.07271 .07014 .838 -.2643 .1189

  4 .02194 .06815 .998 -.1643 .2081

* The mean difference is significant at the .05 level. 
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Table 4.16 

Comparison of Type 4 Dimension Results  

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.09934 .04077 .106 -.2106 .0119

  3 -.19472(*) .04404 .000 -.3149 -.0745

  4 -.08020 .04252 .325 -.1962 .0359

  5 -.09488 .04724 .262 -.2238 .0341

2 1 .09934 .04077 .106 -.0119 .2106

  3 -.09538 .04236 .161 -.2110 .0202

  4 .01914 .04077 .990 -.0921 .1304

  5 .00446 .04567 1.000 -.1202 .1291

3 1 .19472(*) .04404 .000 .0745 .3149

  2 .09538 .04236 .161 -.0202 .2110

  4 .11453 .04404 .071 -.0057 .2347

  5 .09985 .04862 .241 -.0328 .2325

4 1 .08020 .04252 .325 -.0359 .1962

  2 -.01914 .04077 .990 -.1304 .0921

  3 -.11453 .04404 .071 -.2347 .0057

  5 -.01468 .04724 .998 -.1436 .1143

5 1 .09488 .04724 .262 -.0341 .2238

  2 -.00446 .04567 1.000 -.1291 .1202

  3 -.09985 .04862 .241 -.2325 .0328

  4 .01468 .04724 .998 -.1143 .1436

* The mean difference is significant at the .05 level. 
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Table 4.21 

Comparison of Type 6 Dimension Results  

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.17000(*) .04451 .001 -.2915 -.0485

  3 -.09814 .04808 .247 -.2294 .0331

  4 -.09693 .04641 .225 -.2236 .0298

  5 -.13726 .05157 .060 -.2781 .0035

2 1 .17000(*) .04451 .001 .0485 .2915

  3 .07186 .04625 .527 -.0544 .1981

  4 .07307 .04451 .471 -.0484 .1946

  5 .03274 .04986 .965 -.1034 .1689

3 1 .09814 .04808 .247 -.0331 .2294

  2 -.07186 .04625 .527 -.1981 .0544

  4 .00121 .04808 1.000 -.1301 .1325

  5 -.03913 .05307 .948 -.1840 .1058

4 1 .09693 .04641 .225 -.0298 .2236

  2 -.07307 .04451 .471 -.1946 .0484

  3 -.00121 .04808 1.000 -.1325 .1301

  5 -.04034 .05157 .936 -.1811 .1005

5 1 .13726 .05157 .060 -.0035 .2781

  2 -.03274 .04986 .965 -.1689 .1034

  3 .03913 .05307 .948 -.1058 .1840

  4 .04034 .05157 .936 -.1005 .1811

* The mean difference is significant at the .05 level. 

 



 138

Table 4.24 

Comparison of Academic Activities Results 

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.33898(*) .07814 .000 -.5525 -.1255

  3 -.28158(*) .08441 .008 -.5122 -.0509

  4 -.30213(*) .08149 .002 -.5248 -.0795

  5 -.49255(*) .09053 .000 -.7399 -.2452

2 1 .33898(*) .07814 .000 .1255 .5525

  3 .05740 .08119 .955 -.1644 .2792

  4 .03685 .07814 .990 -.1767 .2504

  5 -.15357 .08754 .401 -.3927 .0856

3 1 .28158(*) .08441 .008 .0509 .5122

  2 -.05740 .08119 .955 -.2792 .1644

  4 -.02055 .08441 .999 -.2512 .2101

  5 -.21098 .09318 .157 -.4656 .0436

4 1 .30213(*) .08149 .002 .0795 .5248

  2 -.03685 .07814 .990 -.2504 .1767

  3 .02055 .08441 .999 -.2101 .2512

  5 -.19043 .09053 .219 -.4378 .0569

5 1 .49255(*) .09053 .000 .2452 .7399

  2 .15357 .08754 .401 -.0856 .3927

  3 .21098 .09318 .157 -.0436 .4656

  4 .19043 .09053 .219 -.0569 .4378

* The mean difference is significant at the .05 level. 
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Table 4.27 

Comparison of Utility Activities Results  

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.18822 .08353 .161 -.4165 .0400

  3 -.22698 .09024 .088 -.4735 .0196

  4 -.24681(*) .08711 .038 -.4848 -.0088

  5 -.48644(*) .09678 .000 -.7509 -.2220

2 1 .18822 .08353 .161 -.0400 .4165

  3 -.03876 .08679 .992 -.2759 .1984

  4 -.05859 .08353 .956 -.2868 .1697

  5 -.29821(*) .09358 .013 -.5539 -.0425

3 1 .22698 .09024 .088 -.0196 .4735

  2 .03876 .08679 .992 -.1984 .2759

  4 -.01982 .09024 .999 -.2664 .2267

  5 -.25945 .09961 .070 -.5316 .0127

4 1 .24681(*) .08711 .038 .0088 .4848

  2 .05859 .08353 .956 -.1697 .2868

  3 .01982 .09024 .999 -.2267 .2664

  5 -.23963 .09678 .097 -.5041 .0248

5 1 .48644(*) .09678 .000 .2220 .7509

  2 .29821(*) .09358 .013 .0425 .5539

  3 .25945 .09961 .070 -.0127 .5316

  4 .23963 .09678 .097 -.0248 .5041

* The mean difference is significant at the .05 level. 

 



 140

Table 4.30 

Comparison of Preservice Teachers Opinions about Involvement of Different Types of 

Parents 

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.020 .049 .994 -.15 .11

  3 -.168(*) .053 .012 -.31 -.02

  4 -.134 .051 .064 -.27 .00

  5 -.197(*) .056 .005 -.35 -.04

2 1 .020 .049 .994 -.11 .15

  3 -.148(*) .051 .028 -.29 -.01

  4 -.114 .049 .131 -.25 .02

  5 -.177(*) .055 .011 -.33 -.03

3 1 .168(*) .053 .012 .02 .31

  2 .148(*) .051 .028 .01 .29

  4 .034 .053 .967 -.11 .18

  5 -.028 .058 .988 -.19 .13

4 1 .134 .051 .064 .00 .27

  2 .114 .049 .131 -.02 .25

  3 -.034 .053 .967 -.18 .11

  5 -.063 .056 .803 -.22 .09

5 1 .197(*) .056 .005 .04 .35

  2 .177(*) .055 .011 .03 .33

  3 .028 .058 .988 -.13 .19

  4 .063 .056 .803 -.09 .22

 

* The mean difference is significant at the .05 level.
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Table 4.31 

Preservice Teachers Opinions about Involvement of Different Types of Parents 

 

 

 

Involvement of Different 

Types of Parents 

Before 

First 

Semester 

n = 47 

After 

First 

Semester 

n = 56 

After 

Second 

Semester 

n = 41 

After 

Third 

Semester 

n = 47 

After 

Student 

Teaching  

n = 32 

All 

Participants 

 

n = 223 

Parents employed full-

time outside the home 

Mean 

SD 

 

 

2.47 

.654 

 

 

2.45 

.630 

 

 

2.73 

.633 

 

 

2.57 

.541 

 

 

2.96 

.646 

 

 

2.60 

.641 

Parents who have not 

completed high school 

Mean 

SD  

 

 

2.13 

.647 

 

 

2.14 

.699 

 

 

2.46 

.596 

 

 

2.23 

.728 

 

 

2.56 

.759 

 

 

2.27 

.699 

Parents of children in 

upper elementary grades 

(4-6) in school 

Mean 

SD 

 

 

 

2.98 

.489 

 

 

 

2.89 

.493 

 

 

 

3.02 

.724 

 

 

 

2.91 

.503 

 

 

 

2.87 

.553 

 

 

 

2.93 

.549 

Parents of children in 

primary grades (K-3) in 

school 

Mean 

SD 

 

 

 

3.53 

.546 

 

 

 

3.63

.524 

 

 

 

3.63 

.581 

 

 

 

3.63 

.528 

 

 

 

3.71 

.456 

 

 

 

3.62 

.530 

Single parents 

Mean 

SD 

 

2.51 

.621 

 

2.66

.640

 

2.71 

.680 

 

2.70 

.548 

 

2.81 

.592 

 

2.66 

.620 

Young parents/ teen 

parents 

Mean 

SD 

 

 

2.13 

.741 

 

 

2.27

.774 

 

 

2.27 

.775 

 

 

2.17 

.701 

 

 

2.43 

.504 

 

 

2.24 

.719 

Parents of transfer or new 

students 

Mean 

SD 

 

 

3.00 

.780 

 

 

2.80

.699 

 

 

3.32 

.687 

 

 

3.44 

.502 

 

 

2.96 

.739 

 

 

3.09 

.722 

Fathers 

Mean 

SD 

 

2.55 

.686 

 

2.70

.601 

 

2.76 

.624 

 

2.82 

.760 

 

2.81 

.644 

 

2.72 

.666 

Mothers 

Mean 

SD 

 

3.60 

.538 

 

3.61

.493 

 

3.63 

.488 

 

3.63 

.485 

 

3.75 

.439 

 

3.63 

.491 

Other adults with whom 

the child lives 

Mean 

SD 

 

 

2.77 

.729 

 

 
2.71

.624 

 

 

2.80 

.679 

 

 

2.85 

.658 

 

 

2.71 

.634 

 

 

2.77 

.662 
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Table 4.32 

Comparison of Preservice Teachers Opinions about Parents Employed Full-time Outside 

the Home 

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 .02166 .12283 1.000 -.3162 .3595

  3 -.26362 .13269 .276 -.6286 .1014

  4 -.10638 .12809 .921 -.4587 .2459

  5 -.50066(*) .14231 .005 -.8921 -.1092

2 1 -.02166 .12283 1.000 -.3595 .3162

  3 -.28528 .12763 .171 -.6363 .0658

  4 -.12804 .12283 .835 -.4659 .2098

  5 -.52232(*) .13760 .002 -.9008 -.1438

3 1 .26362 .13269 .276 -.1014 .6286

  2 .28528 .12763 .171 -.0658 .6363

  4 .15724 .13269 .760 -.2078 .5222

  5 -.23704 .14646 .487 -.6399 .1658

4 1 .10638 .12809 .921 -.2459 .4587

  2 .12804 .12283 .835 -.2098 .4659

  3 -.15724 .13269 .760 -.5222 .2078

  5 -.39428(*) .14231 .047 -.7857 -.0028

5 1 .50066(*) .14231 .005 .1092 .8921

  2 .52232(*) .13760 .002 .1438 .9008

  3 .23704 .14646 .487 -.1658 .6399

  4 .39428(*) .14231 .047 .0028 .7857

* The mean difference is significant at the .05 level. 
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Table 4.33 

Comparison of Preservice Teachers Opinions about Parents who have not Completed 

High School 

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 -.01520 .13570 1.000 -.3885 .3581

  3 -.33576 .14659 .152 -.7390 .0675

  4 -.10638 .14151 .944 -.4956 .2829

  5 -.43484(*) .15722 .048 -.8673 -.0024

2 1 .01520 .13570 1.000 -.3581 .3885

  3 -.32056 .14100 .158 -.7084 .0673

  4 -.09119 .13570 .962 -.4645 .2821

  5 -.41964(*) .15202 .049 -.8378 -.0015

3 1 .33576 .14659 .152 -.0675 .7390

  2 .32056 .14100 .158 -.0673 .7084

  4 .22937 .14659 .522 -.1739 .6326

  5 -.09909 .16181 .973 -.5442 .3460

4 1 .10638 .14151 .944 -.2829 .4956

  2 .09119 .13570 .962 -.2821 .4645

  3 -.22937 .14659 .522 -.6326 .1739

  5 -.32846 .15722 .228 -.7609 .1040

5 1 .43484(*) .15722 .048 .0024 .8673

  2 .41964(*) .15202 .049 .0015 .8378

  3 .09909 .16181 .973 -.3460 .5442

  4 .32846 .15722 .228 -.1040 .7609

* The mean difference is significant at the .05 level. 
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Table 4.34 

Comparison of Preservice Teachers Opinions about Parents of Transfer or New Students 

 

95% Confidence Interval 
 (I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 .19643 .13552 .596 -.1763 .5692

  3 -.31707 .14639 .197 -.7198 .0856

  4 -.44681(*) .14131 .015 -.8355 -.0581

  5 .03125 .15700 1.000 -.4006 .4631

2 1 -.19643 .13552 .596 -.5692 .1763

  3 -.51350(*) .14080 .003 -.9008 -.1262

  4 -.64324(*) .13552 .000 -1.0160 -.2705

  5 -.16518 .15181 .813 -.5828 .2524

3 1 .31707 .14639 .197 -.0856 .7198

  2 .51350(*) .14080 .003 .1262 .9008

  4 -.12974 .14639 .902 -.5324 .2730

  5 .34832 .16159 .201 -.0962 .7928

4 1 .44681(*) .14131 .015 .0581 .8355

  2 .64324(*) .13552 .000 .2705 1.0160

  3 .12974 .14639 .902 -.2730 .5324

  5 .47806(*) .15700 .022 .0462 .9099

5 1 -.03125 .15700 1.000 -.4631 .4006

  2 .16518 .15181 .813 -.2524 .5828

  3 -.34832 .16159 .201 -.7928 .0962

  4 -.47806(*) .15700 .022 -.9099 -.0462

* The mean difference is significant at the .05 level. 
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Table 4.37 

Comparison of How Well Prepared Preservice Teachers Think about Utilizing Parental 

Involvement Techniques 

 

95% Confidence Interval 
(I) 

Group (J) Group 

Mean 

Difference 

(I-J) Std. Error Sig. 
Lower 

Bound 

Upper 

Bound 

1 2 .071 .130 .982 -.29 .43

  3 -.227 .140 .485 -.61 .16

  4 -.319 .135 .131 -.69 .05

  5 -.884(*) .150 .000 -1.30 -.47

2 1 -.071 .130 .982 -.43 .29

  3 -.298 .135 .179 -.67 .07

  4 -.390(*) .130 .024 -.75 -.03

  5 -.955(*) .145 .000 -1.36 -.56

3 1 .227 .140 .485 -.16 .61

  2 .298 .135 .179 -.07 .67

  4 -.092 .140 .965 -.48 .29

  5 -.657(*) .155 .000 -1.08 -.23

4 1 .319 .135 .131 -.05 .69

  2 .390(*) .130 .024 .03 .75

  3 .092 .140 .965 -.29 .48

  5 -.565(*) .150 .002 -.98 -.15

5 1 .884(*) .150 .000 .47 1.30

  2 .955(*) .145 .000 .56 1.36

  3 .657(*) .155 .000 .23 1.08

  4 .565(*) .150 .002 .15 .98

* The mean difference is significant at the .05 level. 
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