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Early Childhood Education. As defined by Early Childhood Education Report 2014, Early
childhood education (ECE) refers to programs for young children based on an explicit curriculum
delivered by qualified staff and designed to support children's development and learning. Settings
may include childcare centers, nursery schools, preschools, pre- or junior kindergarten and
kindergarten (Akbari & McCuaig, 2014, para. 1). Millions of children every year are a part of these
programs. But what is missing? Families. As the child's first teacher, parents and families provide
the foundation for this development and learning, and their engagement, participation, and
involvement are crucial for their current and future success.
The purpose of this study is to understand the perceptions about family involvement/
engagement and barriers in early childhood education from administrators, teachers, and
parents/caregivers. This study sought to develop a better understanding of these individuals'
perspectives on this topic. By engaging in collective dialogues about each person's role, they
explore how each relates to participation in their child's early childhood educational experiences.
Through the findings and analysis of this study, specific guidelines and suggestions emerge for
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early childhood education programs related to family engagement to break down barriers in the
future. As part of this study, I met with and interviewed ten individuals (four administrators, three
teachers, and three parents) to understand barriers to family engagement. As a community that
cares for young children, this study serves as an opportunity to understand better and overcome
these barriers so that ALL can realize benefits.
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CHAPTER 1:
INTRODUCTION

Background
From the beginning of my career in an early childhood environment, family
involvement/engagement has been a critical component in my classroom. In my first classroom
teaching experience, I received positive feedback from a parent who was generally known as
‘difficult to bond with.’ She commented on the rapport I had begun to build with her. In each
teaching position, I made every effort to involve families in the classroom experience. However,
I interacted with families who were not present at events and did not seem to be engaged in the
classroom and their child's educational lives.
I soon determined some barriers that prohibited their involvement, both from the
perspective of the family and early childhood institutions. These realizations came as I continued
in my course work and in conversations with parents who shared various reasons why they were
unable to attend the different types of events that were taking place in the early childhood
settings. Since becoming a parent, I have realized that the barriers still exist. This experience
encouraged a more in-depth examination of this topic from multiple stakeholders in early
childhood education.
Problem Statement
In 2005, Iruka and Carver's (2006) study found that 60% of children spend some time in
the care of adults who were other than their parents. With more parents/caregivers working and
more states offering universal preschool, it seemed that early childhood education programs are
increasingly being held accountable for family involvement and student success through
engagement. "When schools, families, and community groups work together to support learning,
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children tend to do better in school, stay in school longer, and like school more" (Henderson &
Mapp, 2002, p. 7). Henderson and Mapp's 2002 report, a synthesis of research on parent
involvement over the decade (1999—2000), found that regardless of family income or
background, students with involved parents are more likely to:
•

Earn higher grades and test scores, and enroll in higher-level programs

•

Be promoted, pass their classes, and earn credits

•

Attend school regularly

•

Have better social skills, show improved behavior, and adapt well to school

•

Graduate and go on to postsecondary education.

According to the National Parent Teacher Association (PTA) (2017), several family
involvement barriers exist within early childhood settings. These barriers include parents not
knowing how to contribute, parents not understanding the school system, parents in need of
childcare for other children, language barriers, special needs, and transportation.
One way to address the barriers that families face is to create teacher-family relationships
that may enhance these partnerships by creating practical, learning communities. Morris and
Taylor (1998) stated, "In order to alleviate the barriers to effective parent-teacher collaboration,
teacher preparation programs must provide course work that includes developing teachers'
special knowledge, attitudes, skills, and strategies to work effectively with families" (p. 221).
Additionally, according to the National Association for the Education of Young Children
(NAEYC) (2009), a national organization focused on the promotion of early childhood
education:
Practice is not developmentally appropriate if the program limits "parent involvement" to
scheduled events (valuable though these maybe), or if the program/family relationship
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has a definite "parent education" orientation. Parents do not feel like partners in the
relationship when staff members see themselves as having all the knowledge and insight
about children and view parents as lacking such knowledge. (p. 23)
A key component to NAEYC's (2009) family involvement is for teachers to connect with
parents/caregivers early. They call on early childhood administrators and teachers to build
rapport before there is a problem, so parents/caregivers are not defensive in the interactions.
"Positive notes home is also a tool that teachers can utilize. Families need to know that teachers
are partners in the child's growth and learning, not just to discipline the child" (p. 23).
Finally, durin the 2009-2010 school year, the National Institute for Early Education
Research (NIEER) collected data on state-funded pre-K programs' family engagement policies.
Of the 54 programs examined, the data showed that when asked about family engagement
policies in state-funded Pre-K programs, the most popular answer was "locally determined”
(Carolan, 2011, p. 1). This indicated that there is a great deal of variation in family engagement
policy.
Purpose Statement
The purpose of this study is to understand the perceptions about family involvement/
engagement and barriers in early childhood education from administrators, teachers, and
parents/caregivers. This study sought to develop a better understanding of these individuals'
perspectives on this topic. By engaging in collective dialogues about each person's role, they
explore how each relates to participation in their child's early childhood educational experiences.
Through the findings and analysis of this study, specific guidelines and suggestions emerge for
programs related to family engagement to break down barriers in the future.
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Research Questions
RQ1. What are the experiences with family engagement from the point of view of early
childhood program administrator, an early childhood education teacher, and a parent/caregiver of
a child currently enrolled in an early childhood education program?
RQ2. What do early childhood program staff (administrators and teachers) view as
barriers to family engagement in a child's early education?
RQ3. What do family members or caregivers view as barriers to being involved/engaged
in their child's early education? (Does it relate to personal barriers or institutional/site barriers?)
RQ4. How does a family engagement event influence family? Are families part of the
planning process?
Definition of Family Involvement and Engagement
Since the 1990s, the definition of family involvement in a preschool and elementary
school setting has continued to evolve. In 1996, Eccles and Harold stated that family
involvement includes both "practices (such as talking about school with the child and helping
with homework) and beliefs (for example, parents' attitudes towards their child's educational
future and more general attitudes towards school priorities)" (p. 5).
Then in 2003, Child Trends described indicators of family involvement as "attendance at
a general meeting, a meeting with a teacher, or a school event, and volunteering or serving on a
committee" (para. 2). Child Trends is the nation's leading nonprofit research organization
focused exclusively on improving the lives and prospects of children, youth, and their families
(About Us, 2018, para.1).
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More recently, in early childhood education, the term involvement was replaced with the
term engagement. Family engagement was defined by H.R. 1821 (112th): Family Engagement in
Education Act of 2011:
The term family engagement in education means a shared responsibility . . . of families
and schools for student success, in which schools and community-based organizations are
committed to reaching out to engage families in meaningful ways and families are
committed to actively supporting their children's learning and development. (Section 12)
In 2006, NAEYC, in partnership with pre[k] now, evaluated and synthesized literature
and definitions of family engagement attributed to Henderson and Berla in 1994, Epstein in
2001, and Weiss et al. in 2006 and outlined six factors that define family engagement. These
factors included encouraging and validating family participation, two-way communication,
collaboration and exchange of knowledge, emphasis on home and community learning activities,
a positive home environment, and a comprehensive system to promote family engagement
(Halgunseth et al., 2009). See Appendix E for detailed descriptions of each factor.
With the change in terminology in mind, I will use the term engagement; however, the
term involvement is still seen to highlight the historical shift in understanding family
engagement and create a foundation for unfamiliar terminology and definitions.
Definitions
For the intended research, the following definitions are to be applied:
Early Childhood Administrator
As defined by Allen and Kelly (2016), early childhood administrator is defined as
"Elementary school principals, early learning center directors or program directors, family
childcare owners, and other supervisors" (p. 340).
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Early Childhood Education.
As defined by Early Childhood Education Report 2014,
Early childhood education (ECE) refers to programs for young children based on an
explicit curriculum delivered by qualified staff and designed to support children's
development and learning. Settings may include childcare centres, nursery schools,
preschools, pre- or junior kindergarten and kindergarten. (Akbari & McCuaig, 2014, para.
1)
Early Childhood Educator/Teacher
As defined by the U.S. Department of Education (n.d.), means
any professional working in Early Learning and Development Programs, including but
not limited to center-based and family child care providers, infant and toddler specialists,
early intervention specialists and early childhood special educators, home visitors, related
service providers, administrators, Head Start teachers, Early Head Start teachers,
preschool and other teachers, teacher assistants, family service staff, and health
coordinators. (para. 4)
Family Engagement
As defined by H.R. 1821 (112th): Family Engagement in Education Act of 2011.
The term family engagement in education means a shared responsibility . . . of families
and schools for student success, in which schools and community-based organizations are
committed to reaching out to engage families in meaningful ways and families are
committed to actively supporting their children's learning and development. (Section 12)
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Family Involvement
In 1996, Eccles and Harold stated that family involvement includes both "practices (such
as talking about school with the child and helping with homework) and beliefs (for example,
parents' attitudes towards their child's educational future and more general attitudes towards
school priorities)" (p. 5).
Family Partnership
As defined by Zero to Three (2016), building relationships with and among families that
support children's development, family well-being, and positive parent-child interactions.
Families are engaged in meaningful and culturally respectful ways and have opportunities to
influence programs, practices, policies, and systems for young children.
Parent/Family
As defined by Allen and Kelly (2016), "parents (or other designated primary caretakers
or guardians) and other family members are the most important adults in the life of most young
children" (p. 27). For this study, the term family or family members refers to any individual who
participates in the young child's care and support.
Theoretical Framework
This study uses narrative inquiry as part of a social constructivism framework to examine
a small case study of administrators, teachers, and families in a specific early childhood setting.
This study attempts to "seek understanding of the world in which they live and work" (Creswell,
2013, pp. 24-25). 'They" are the sample population in the study. The study also attempts to "tell
of individual experiences . . . (primarily) through interviews" (p. 71).
A narrative inquiry approach is best suited for this study as it shares "stories from
individuals (and documents and group conversations) about individuals' lived and told
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experiences" (Creswell, 2013 p. 71). Narrative inquiry fits into the social constructivism
framework as "individuals seek understanding of the work in which they live and work . . . The
goal of the research, then, is to rely as much as possible on the participants' views of the
situation" (p. 24-25). These ideas led to the development of a case study method in that is where
one "would use the case study method because you deliberately wanted to cover contextual
conditions-believing that they might be highly pertinent to your phenomenon of study" Schramm
(cited in Yin, 1994). The interpretations are based upon these views.
Both adult learning and early childhood theories have guided the development of this
study. Within adult learning, andragogy and experiential learning are two theories that support
the development of a framework to overcome barriers to family involvement for teachers and
administrators who work with families. Within early childhood, Urie Bronfenbrenner (1981)
presented the ecological systems theory that highlighted many essential aspects in the field and
development of young children and the child's connection to those around them and to the
community and its components (school) in which they live and participate. These theories and
the link to this study are discussed in greater detail in chapter two.
Rationale/Justification for Study
The research conducted in this study may have implications for administrators, teachers,
parents/families, and children in the early childhood education field and society. By identifying
barriers, administrators and teachers can work with families in a community context to develop
and implement strategies to overcome these barriers. Also, Grumet (1988) argued that creating a
narrative of personal experience is a form of power, as telling a story imposes structure on
experience. If more families are involved, and children are ultimately more successful, society
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will reap the social and economic benefits, such as those that Henderson and Mapp (2002)
outlined:
•

Earn higher grades and test scores, and enroll in higher-level programs

•

Be promoted, pass their classes, and earn credits

•

Attend school regularly

•

Have better social skills, show improved behavior, and adapt well to school

•

Graduate and go on to postsecondary education (p. 7).
Limitations

The study's limitations included gaining access to a single early childhood education site
and recruiting all needed participants: administrator, teacher, and parent/caregivers from the
same school setting for interviews. Additionally, this study was limited to two programs in a
small mid-western town. It is also limited in obtaining repeated [initial and follow-up] interviews
with individuals before and following a family engagement event. This limitation was due to the
COVID-19 pandemic at the second site (The Rainbow Center) and its subsequent closing. At this
time, no other events or interviews were able to be conducted. Due to this study's nature and the
small sample of participants, the results have limited generalizability.
It is important to note that only barriers to family engagement within early childhood
settings are examined within this context. This idea does not minimize the impact of
parents/caregivers as the child's first teacher within the home environment and the positive
effects that can be linked back to this. It is not the intent of this study to minimize the impacts
teachers and administrators can have on relationships to support the family.
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Researcher's Perspective
I spent the beginning of my career teaching in early childhood education settings,
working directly with children and their families. This time included attending numerous
professional development opportunities to expand my knowledge in all areas of early childhood
education. I have maintained a faculty position at a community college for the past five years,
teaching courses in early childhood education, elementary education, and special education. The
higher education classroom interactions have shown me the importance of educating the next
generation of teachers about the importance of family engagement in early childhood education.
Many students who enter the teacher education courses that I teach express that they are nervous
presenting in front of peers, and it will not matter in the classroom because speaking in front of
children will be easy. They fail to realize that there will be some type of interaction with a
parent, guardian, or family member to be prepared every day.
Additionally, they express that parents/caregivers who do not participate are
disinterested, which research shows is not an accurate perspective. I have realized obtaining a
better understanding of new teacher perspectives and those they work with is vital to increasing
family engagement. As a parent, I have personal experience and have talked with others about
these barriers as well. Additionally, because of my current positions and background, I am
interested in making the experience of those in the field as positive and successful as possible.
Summary
This study engages with individuals in early childhood education and examines possible
barriers in the area related to family engagement. Four research questions are carefully
considered through interviews as part of a narrative inquiry. Findings may only impact children
in the short term but could have lasting long-term impacts on children, families, and society. In
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CHAPTER 2:
LITERATURE REVIEW

Introduction
The purpose of this study is to understand the perceptions of barriers to family
engagement from administrators, teachers, and parents/caregivers in early childhood education
and to provide strategies and ideas to overcome these barriers. In this chapter, a literature review
was conducted related to family involvement and engagement in early childhood education to
find a clear gap for this research study. Scholarly research and resources examined helped define
and distinguish between family involvement and engagement, identify benefits in family
engagement, provide existing data on barriers, and review current work-related overcoming
barriers to family engagement. As increasing parental / family involvement/engagement in early
childhood education is a trending priority within the field of early childhood education, national
organizations are consulted for current information, data, work, and resources on this topic.
Theoretical Background
In this section, theory and history related to family engagement and early childhood
education are introduced. The theory includes the Ecological Systems Theory by Urie
Bronfenbrenner. The history of early childhood education is a long one with vital benchmarks
that have changed expectations and policies.
As it was initially termed in early childhood education, family involvement has evolved
in importance, as will be discussed shortly. Some theories refer to the value and importance of
families in the educational lives of children. Urie Bronfenbrenner (1981) presented a core theory
that highlighted many essential aspects of young children's field and development. At the heart
of the theory, "the child is at the center of many levels of contexts (or systems) that interact to
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influence development over time. He described five systems, each of which is progressively
distant from the child, but which nevertheless impact development" (Anderman & Anderman,
2009, p. 124). These systems include the microsystem, mesosystem, exosystem, and
macrosystem.

Figure 1 (Morgan, 2011, p. 113).

At the forefront of the theory is the idea that,
The developmental potential of a setting in a mesosystem is enhanced if the person's
initial transition into that setting is not made alone, that is, if he enters the new setting in
the company of one or more persons with whom he has participated in prior settings (for
example, the mother accompanies the child to school). (Bronfenbrenner, 1981, p. 211)
Most notably, in the microsystem, there is the impact of family. When a family is
connected to the next level, the mesosystem, for example, a school, the research shows there are
many academic, language, and social competence benefits that a child can gain (Hill & Taylor,
2004, p. 161).
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Parent–school relationships may be especially beneficial in the early childhood years for
promoting early academic and social skills that are predictive of later school success. For
example, studies indicate that preschool literacy and language skills are critical to subsequent
reading ability. (Powell, Son, File, & San Juan, 2010, p. 271)
Thereby, the child may have higher success in future schooling. When we have a
connection and relationship, some outcomes are seen for the child. These achievements also may
include increased monetary earnings and increased life satisfaction. Henderson and Mapp's
(2002) research indicated that when students felt support in both school and home, there was an
increase in self-confidence and grades and decreased disruptive behavior (p. 33).
Family Engagement
As in this study, family engagement specifically revolves around the family's engagement
in the school that a child attends. Researchers have defined family engagement in various ways,
such as the legal definition in H.R. 1821 (112th): Family Engagement in Education Act of 2011.
The term family engagement in education means a shared responsibility . . . of families
and schools for student success, in which schools and community-based organizations are
committed to reaching out to engage families in meaningful ways and families are
committed to actively supporting their children's learning and development. (Section 12)
Henderson and Berla (1994) provided another definition; they described family involvement as
"meaningful collaborations among youth, families, schools, employers, and agencies" (para. 1).
While many definitions focus on the same ideas, differences do exist. According to Eskelsen,
Garcia, and Thornton (2018), involvement encompasses:
•

Setting goals with children and fostering achievement of those goals;

•

Accessing and using children's academic scores to ensure they are on track;
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•

Frequently viewing the parent portal (or whichever tool their school uses);

•

Developing a relationship with children's teachers and keeping in touch with them
often; and

•

Advocating for improvements in the school building and with local school boards
and state and federal government to ensure schools have the resources they need
to provide a world-class education to every student. (para. 5)

The most significant type of engagement is what parents/caregivers do at home. By
monitoring, supporting, and advocating, parents can be engaged in ways that ensure that their
children have every opportunity for success (Eskelsen Garcia & Thornton, 2014).
This idea differed from the information provided by Child Trends (2013), which listed
indicators of family involvement as "attendance at a general meeting, a meeting with a teacher,
or a school event, and volunteering or serving on a committee" (para. 2). This definition is less
broad than the description provided by Eccles and Harold (1996). They stated that family
involvement included both "practices (such as talking about school with the child and helping
with homework) and beliefs (for example, parents' attitudes towards their child's educational
future and more general attitudes towards school priorities)" (p. 5).
It is important to note that this study focuses on family engagement and not only
parent/caregiver engagement. Family involvement should not be limited to just parents or
legal guardians and children in the home. For example, a family may also include new
spouses and partners of parents, extended families (grandparents, aunts, uncles, cousins,
etc.), step-relatives, or any other person a youth or family unit considers a family
member. (National Alliance for Secondary Education and Transition, 2010, para. 2).
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Critical Events in the History of Early Childhood Education and
Parental Involvement and Engagement
In this section, there is a review of the history of early childhood education and parental
engagement. The history is relevant to the topic as there has been a progression in parental and
family involvement and, subsequently, the engagement that has progressed and an understanding
of the importance.
1600's-Society's Changing Views
For an extended period before and well into the 1600s, children's education in early
childhood was viewed as non-essential to society. However, the 1600s would bring social and
economic factors that caused a significant change in how young children are viewed in the
world. For years, children had been viewed as not useful and were the family's responsibility,
specifically the mother, and not society's responsibility. That changed when John Comenius, a
Czech philosopher, shared his views that it was essential for all children, not just boys, to learn.
This view would lead to educational change. He also brought forth the idea that child-rearing
was the mother and the father's responsibility. Teaching the child should look more like a
partnership than a task for just one of the parents [typically the mother] to manage. Many of
Comenius' views were quite extreme, given that at the time, only men were able to hold positions
in higher education and clergy leadership (Morgan, 2011). However, despite Comenius's views,
it would not be for many more years, an educational school program for children under the age
of six was organized.
1782-Birth of Friedrich Froebel
Friedrich Froebel is widely known as the father of kindergarten by establishing the first
kindergarten in Blankenburgh, Germany, in 1837. His students shared the idea and brought the
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concept to the United States. This idea encouraged many educators from the United States would
travel to Germany to study with and observe Frobel. As part of his kindergarten program,
Froebel held many progressive ideas that are still promoted today. Froebel created a "curriculum
with supportive learning materials and designed a pedagogical environment for young children"
(Morgan, 2011, p. 19). He believed that objects, or as he called them – gifts, would aid children
in their learning and development. It would be a part of this curriculum in which games would be
used to develop a child's comprehension of the world.
1860-First [English-taught] Kindergarten in the United States open
In 1860, in Boston, Massachusetts, Elizabeth Peabody opened the first English-taught
kindergarten program amid social reform taking place in the United States, which continued to
introduce parents to the idea of a school setting for young children. Peabody was introduced to
the kindergarten idea by Margarethe Schurz, who was a student of Friedrich Froebel's and is
credited with opening the first kindergarten in the United States, in Milwaukee, Wisconsin
(Morgan, 2011).
1965-The Head Start Project launched
In 1965, what is now known as Head Start began with the "introduction of new politics,
community activism, and a national organization for racial justice and women's rights" (Morgan,
2011, p. 57). Head Start began and still is a federally funded program designed to help
disadvantaged children transition into elementary school and break the cycle of poverty in which
they lived. It uses a combination of educational programming and comprehensive "health,
nutrition, and other social services" (Karch, 2013, p. 10). In the nearly fifty-five years that Head
Start has been in existence, the focus has shifted slightly. In the beginning, Head Start was only
for a preschool-aged child, but that changed in the 1990s when the Early Head Start program
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began and enrolled children from birth to age three. Additionally, pregnant mothers can
participate as part of Head Start's home-based model. Since 1965, over 32 million "low-income
and other vulnerable children and their families across the United States" (History, 2019) have
been served as a part of Head Start.
Today, there are even more programs that have been added under the umbrella that is
Head Start. Those programs include Migrant Head Start and the Early Head Start-Child Care
Partnership Program. The Early Head Start-Child Care Partnership Program was a key focus of
then-President, Barack Obama. This model allows for new, full-day, comprehensive services that
can help meet working families' needs while still preparing children to transition first into
preschool and subsequently into the elementary school setting (Fact Sheet, 2013). Part of these
comprehensive services includes "parenting education, health education, and emergency or crisis
intervention. These services align with the top services for families at the National Head Start
level" (2019 Indiana Head Start and Early Head Start Needs Assessment Report). By
incorporating the working families through the partnership program, these families learn and
participate in the family engagement initiatives with this participation, possibly continuing into
the child's future.
1975-Public Law 94-142 signed into law.
On November 29, 1975, Public Law 94-142, then known as the Education for All
Handicapped Children Act, was passed. This law mandated "free and appropriate education for
all children with disabilities and extending many rights to parents of such children" (Morrison,
2004, p. 3). Today, this law is now known as IDEA or the Individuals with Disabilities
Education Act. There was a substantial societal push for this law to be passed when it was in
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1975. Before this law being signed, the educational settings and outcomes for children with
disabilities were not appropriate to their needs.
In some cases, children with disabilities would be intentionally excluded from
educational settings. These findings were shared after a congressional investigation in 1974 that
found "more than 1.75 million students with disabilities did not receive educational services.
Second, more than 3 million students with disabilities who were admitted to school did not
receive an education that was appropriate to their needs" (Katsiyannis, Yell & Bradley, 2001, p.
324-325). As a result, families began to sue states for a violation of their rights using logic
similar to what was used in the landmark educational court case of Brown v. Board of Education
in 1954. "Advocates for students with disabilities argued that if segregation by race was a denial
of equal educational opportunity, then the exclusion of students with disabilities from schools
was also a denial of equal educational opportunity" (Katsiyannis et al., 2001, p. 325).
Public Law 94-142 was reauthorized as IDEA or the Individuals with Disabilities
Education Act in 1990, and this is now what most educators in early childhood are most familiar.
IDEA is now divided into four parts, which contain the justification for the law and definitions of
terms included in the law, mechanisms for schools to received federal funds, information related
to individuals aged three to twenty-one, information for children aged birth to age two. IDEA
also sets forth new terminology and rights to individuals with disabilities. Here are some
highlights:
•

Evaluation Protection: students must receive a full and individual evaluation to
determine eligibility under IDEA.

•

FAPE or Free Appropriate Public Education: children who qualify for special
education services have the right to receive appropriate, individualized services.
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•

LRE or Least Restrictive Environment: students with disabilities must be educated
alongside peers without disabilities to the maximum extent possible.

•

Procedural Safeguards: an extensive system of rules, regulations, policies, and
procedures that take place to ensure a student with disabilities receives FAPE
(Katsiyannis et al., 2011).

2001-No Child Left Behind (NCLB).
One of the most significant educational impacts on the early 2000s was the passage of the
No Child Left Behind Act of 2001, signed into law by then-President George W. Bush as a
reauthorization of the Elementary and Secondary Education Act. The critical focus of NCLB was
accountability, which would be determined using standardized testing. The goal of NCLB was
"that all schools, districts, and states make annual progress toward the goal of bringing all their
students at least to "academic proficiency" by the end of the 2013–14 school year" (Karch, 2013,
p. 163).
While the primary focus on NCLB was elementary and secondary schools, the result
impacted early childhood education. This impact happened for several reasons. The first is that
many Congress members who worked to pass NCLB saw early childhood as just a logical
progression of secondary and elementary education. The next reason an impact was seen in early
childhood education was that NCLB contained the Early Childhood Educator Professional
Development Program. This program provided grants to partners who were willing and able to
provide high-quality professional development to educators in early childhood when working
with children from birth to kindergarten from low-income families in high-need communities
(Karch, 2013). Early childhood education was further impacted because of NCLB's Early
Reading First initiative that would have low-income children beginning school with the skills
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necessary to read proficiently. However, this initiative came with criticism from some in early
childhood education who felt that only focusing on reading skills and opportunities to educate
the whole child in other areas, such as social and emotional development, was being lost.
2013-Barack Obama's Early Learning Initiative
In the 2013 State of the Union address to the country, Barack Obama issued a call to
Congress to authorize funding to expand access for all children, ages birth to five, to high-quality
preschool in a Preschool for All initiative. His urging to expand these opportunities would
continue into January 2014. He would challenge Americans who were elected officials, business
leaders, philanthropists, and the general public to expand this access to care and learning. Later
that year [December], President Obama brought together "state and local policymakers, mayors,
school superintendents, corporate and community leaders and advocates for the White House
Summit on Early Education" (Early Learning, n.d.). At the end of this summit, a collective
investment of $1 billion would be announced to boost childcare quality and allow new
partnerships with parents by extending home visiting programs.
This initiative was fueled by many social, political, and economic factors. At the time of
the announcement, more and more studies were coming to light that showed "children from lowincome families are less likely to have access to high-quality early education, and less likely to
enter school prepared for success" (Fact Sheet, 2013, np). This finding, coupled with the high
cost of remediation programs for students not reading at grade level and low worldwide ranking
in access to quality preschool, helped boost higher quality care to make children school ready.
Specific statewide initiatives in Indiana related to family engagement are discussed later in this
chapter.
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Ethical Responsibility of Family Engagement
In education, as in many other professions, those in the early childhood education field
are bound by a code of ethics. In education, the code of ethics proclaims that educators do not
just have a responsibility to the children in their classroom environment. Still, there is a
responsibility to families, colleagues, and the community, and society. According to the National
Association for the Education of Young Children [NAEYC], the fundamental core of the ethical
responsibilities to families states that,
Families* are of primary importance in children's development. Because the family and
the early childhood practitioner have a common interest in the child's well-being, we
acknowledge a primary responsibility to bring about communication, cooperation, and
collaboration between the home and early childhood program in ways that enhance the
child's development. (Feeney & Freeman, 2018, p. 130)
*It is important to note that NAEYC states that the term family "may include those adults
besides parents, with the responsibility of being involved in educating, nurturing, and advocating
for the child" (Feeney & Freeman, 2018, p. 130). The responsibility to families is then followed
by nine ideals, defined as "aspirations of practitioners" (p. 128) and fifteen guiding principles,
which "guide conduct and assist practitioners in resolving ethical dilemmas" (p. 128). While all
the ideals and principles hold high importance in early childhood education, three principles
directly relate to family engaging in a child's education. These principles are
•

P.2.1-We shall not deny family members access to their child's classroom or
program setting unless access is denied by court order or other legal restriction,

•

P-2.3-We shall inform families of and, when appropriate, involve them in policy
decisions, and
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•

P-2.4-We shall ensure that the family is involved in significant decisions affecting
their child (Feeney & Freeman, 2018, p. 130-131).

Other principles relate to sharing information, communication methods, and what should
be communicated, assessment, confidentiality, conflict, and sharing resources. With this
knowledge of ethics, we can further examine different types of parental engagement that occur
within a preschool or early childhood setting, the approaches used, and why continuing
education for the family engagement should be required for teachers and administrators.
Types of Parental Involvement and Engagement
There are different types of parental involvement, including "behavioral, personal, and
intellectual" (Ma et al., 2016, p. 771). When we define behavioral involvement, activities like
visiting a school and participating in educational affairs are described. Personal involvement is
related to "showing cares and concerns of parents about children's affective experiences within
and outside school" (p. 774) are being examined. Intellectual involvement includes activities
such as "such as reading books, solving mathematics and science problems, and discussing
current social and cultural events" (p. 774).
In another model, Epstein takes the three categories a step further and describes six
parental involvement types. These types of parental involvement are:
Type 1, parenting: supporting, nurturing, and rearing; Type 2, communicating: relating,
reviewing, and overseeing; Type 3, volunteering: supervising and fostering; Type 4,
learning at home: managing, recognizing, and rewarding; Type 5, decision making:
contributing, considering, and judging; and Type 6, collaborating with the community:
sharing and giving (Epstein, 1995, p. 708).
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In each of these types of family involvement, information is shared about what needs to
be done for this type of parental involvement. For example, in type 1, parenting, Epstein et al.
(2002), stated. "Assist families with parenting skills, family support, understanding child and
adolescent development, and setting home conditions to support learning at each age and grade
level. Assist schools in understanding families' backgrounds, cultures, and goals for children" (p.
13). Each of the other types of parental involvement is similar in format and share different
practices that may be implemented to create partnership and involvement.
Within engagement, there are also dimensions to consider. The first is the participation or
quantity of contacts, and the second is engagement or quality of communication. The first
dimension contains concepts such as
Amount: how much of an intervention the participant received, frequency: how often a
family member had contact with a program or service provider, average length: mean
length of all individual contacts, duration: the entire length of the family's participation in
the program, and ratio: percentage of completed to the expected amount of contact, as
defined by program protocol. (Korfmacher et al., 2008, p. 174)
The second dimension contains concepts such as
Positive engagement: positive emotional responses that parents have towards the program
and the level to which they show enthusiasm, effort, and satisfaction with program
services, negative engagement: negative emotional responses that parents have toward
the program and helping relationship: quality of the alliance that develops between family
members and individual program staff. (Korfmacher et al., 2008, p. 174)
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Benefits of Parental or Family Engagement
DeLoatche et al. (2015) described the benefits of parental/caregiver involvement in
preschool as strong pre-literacy, mathematical, and social skills, along with a more positive
attitude related to school. DeLoatche and his colleagues described the dynamics of a study
conducted where the impact of parent involvement was measured before and after an
intervention. As part of the response, "parents completed 27 lessons over nine weeks in 15- to
20-min sessions" (p.274). They found that,
Head Start parents who implemented an early literacy intervention with their preschoolaged children experienced significant increases in average levels of PI. Promoting parents
as teachers within the home setting may serve as a potential strategy to increase levels of
PI. (DeLoatche et al., 2015, p. 278)
By increasing family involvement at a young age, educators and schools hope to create a
cycle in which an increasing number of parents/caregivers become involved. Children saw the
importance, and when they became parents, they promoted the same learning environment
(Hoover-Dempsey, 1997). This idea of parental involvement and college success was previously
researched, and here are some discoveries:
Henderson and Mapp (2002) concluded that, "When schools, families, and community
groups work together to support learning, children tend to do better in school, stay in school
longer, and like school more" (p. 7).
Current Work in Parental or Family Engagement
In this section, many organizations that are at the forefront of promoting and providing
education and resources related to family/parent engagement are profiled and discussed.
Organizations included are from a national and local (Indiana) level.
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Numerous agencies have also researched this issue, including, but not limited to, the
NAEYC. It is the foremost professional association for the early childhood field, and they host
many programs related to leadership and professional development, as well as teacher
preparation. They "support critical early childhood policy structures, including professional
credentialing, accreditation of professional preparation programs" (NAEYC, 2012, p. 9). As part
of their Standards for Early Childhood Professional Preparation, they have three standards that
explicitly discuss families:
STANDARD 2: Building Family and Community Relationships;
STANDARD 3: Observing, Documenting and Assessing to Support Young Children and
Families; and
STANDARD 4: Using Developmentally Effective Approaches.
See Appendix D for all the Standard information. Students in a teacher-preparation program
must demonstrate competence in each of the standards and four other standards.
National Head Start Association (NHSA). NHSA provides teacher and family advocacy
training for their programs and staff. This organization uses family engagement as a pillar of
program development. They also host an annual parent and family engagement conference to
share best practices and provide training opportunities (NHSA, 2015). The Parent Institute for
Quality Education (PIQE) also includes teacher training using week-long 'boot camps' to develop
meaningful partnerships between the school/teacher/family (2017).
There are many different cases and examples where the relationship between families and
preschools is strong. The first example is Head Start. A principal mandate of the Head Start
Performance Standards, 1302.51, is that "programs must offer opportunities for parents to
participate in a research-based parenting curriculum that builds on parents' knowledge and offers
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parents the opportunity to practice parenting skills to promote children's learning and
development" (2016). As such, Head Start programs offer multiple opportunities for parent
engagement. These opportunities include completing targeted learning activities at home, homevisits from teachers and family support staff, volunteering in the center and classrooms,
participating in the grantee governing board for parents [Policy Council], and after-hours family
learning events and training. Furthermore, research has shown that this is effective. A study
conducted by DeLoatche et al. (2015) showed that,
Head Start parents who implemented an early literacy intervention with their preschoolaged children experienced significant increases in average levels of PI [parental
involvement]. . . and promoting parents as teachers within the home setting may serve as
a potential strategy to increase levels of PI. (p. 278)
Also, involvement increases over the school year for Head Start parents (Hindman et al.,
2012, p. 665). A targeted program for professional development could result in gains earlier in
the program year. However, Head Start is not without its challenges. "Parents who faced more
frequent obstacles, however, were less likely to be involved" (Ansari & Gershoff, 2016, p. 572).
Parents identified challenges such as work interference, childcare needs, school or training
interference, and transportation (Ansari & Gershoff, 2016, p. 568).
The Getting Ready for School (GRS) program promotes a parent-focused curriculum
designed to help parents equip their children with the skills and enthusiasm necessary for
learning when they start school. Parents meet in weekly workshops led by a trained facilitator
and implement the curriculum at home with their children. (Noble et al., 2012, p. 1)
The program was initially planned to be targeted towards families with children that had
limited or no access to preschool but have since been disseminated to any interested program
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(Noble et al., 2012, p. 2). As a result, many Head Start programs have reached out to use this
program as an at-home voluntary supplement, on top of their already robust parent involvement
program. The GRS program was designed to consist of the parent activity guide, child activities,
trainer guides, and weekly two-hour workshops to build a parents' engagement in their child's
educational outcomes. Studies of the programs using GRS have shown positive results. In one
study that looked only at a sample of Head Start programs using the program found that
"children whose parents received GRS showed more overall growth in skills relative to children
who were enrolled in Head Start-as-usual" (Noble et al., 2012, p. 7). With the gains that have
been shown, there is room for improvement. When discussing the program,
Parents consistently requested that classroom teachers should engage in similar activities
in the classroom. Parents wanted playful learning for their children that focused on the
same literacy and math areas targeted in the GRS curriculum. Parents reported that
having a coordinated effort between them and the teachers would improve their children's
outcomes and provide continuity of experiences in the home. (Noble et al., 2012, p. 9)
While this program's design involves families, families still wanted more involvement
from classroom teachers, dispelling a common myth about parent involvement that parents who
are not present do not care.
Parents as Teachers is an organizational model in which universal access is a core value:
all parents deserve support in their parenting role and should choose to participate in
supportive services if they wish. The staff forges partnerships with parents by identifying
parental strengths and building upon them. Staff members individualize the programs to
each family's circumstances, identify potential problems in child development, and offer

29
help as early as possible. Local programs adapt the PAT model to fit the community and
population served. (Zigler et al., 2008, p. 106).
As in the previous models presented, research has been conducted to determine the
effectiveness of the program. The hope was that when a plan to increase parental involvement is
introduced, children's school readiness and subsequent third-grade achievement gains will follow
implementation. One study on the Parents as Teachers model found that "length of PAT
participation had significant and meaningful direct effects on third-grade achievement, as well as
indirect effects through increasing school readiness, which led to better eventual school
achievement" (Zigler et al., 2008, p. 114).
While each of the cases has highlighted and improved family engagement and outcomes
for children, it can be seen that none of the examined cases truly highlight and focus on all the
types of family engagement as previously described. With this in mind, it can be seen why it is
vital to continuing education for family engagement being required for teachers and
administrators.
Indiana
In Indiana, several family engagement goals that have been established by the Indiana
Early Learning Advisory Committee in 2015, including the following framework goals:
Support parents as child's first teacher, promote positive parent, family, and child
relationships, promote family well-being, support the educational aspirations of the
family, support families through the care and education transitions of early childhood,
connect parents and families to their peers and to the community, support the
development of families as leaders and child advocates (p. 20-23).
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All the organizations share research and provide resources and training or guidance on
family partnerships. Still, they do not utilize all of these components to create a best practices
approach. As much of this knowledge is practice-based, peer-reviewed research in this area can
be challenging to find. A literature review of peer-reviewed research-based search of ERIC
(EBSCOhost), Academic Search Premier, and Web of Science revealed a limited number of
empirical research studies addressing the topic of parental or family engagement in early
childhood education programs.
Barriers to Family Engagement
Otter (2014) observed that "parental involvement is generally more common in families
with greater financial or educational resources or better and more flexible working conditions"
and "families with more educational and financial resources can provide a better work
environment for the child" (p. 558). Nevertheless, according to the National PTA (2017), several
barriers existed, including: "not knowing how to contribute; not understanding the school
system; parents in need; childcare; language barriers; special needs; transportation" (para 3).
With the barriers in place, parents perceived that "attitudes of school staff (including the
principal) made some parents feel "patronized." They felt it judged negatively because of their
need for assistance and that they were not welcomed" (Henderson & Mapp, 2002, p. 159).
Having discussed benefits earlier, when barriers are in place for families, they cannot gain full
benefits.
Additionally, Grace, Bowes, and Elcombe (2014) identified three additional barriers,
which are "forms of social exclusion: disengagement, service exclusion, and economic
exclusion" (p. 276). Other obstacles that have not been addressed well within current research
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include limited literacy capacity and understanding of adult family members, geographical
location (urban versus rural), and diverse family structures.
Many of these barriers, as well as others, have been explicitly addressed in research.
LaForett and Mendez (2010) linked the idea of parental involvement in reported parental
depression. They used a predetermined survey assessment tool to ask closed-ended questions
regarding a parent's feelings towards three aspects; depression, parent involvement, and
satisfaction with the Head Start Services. However, the research questions focused heavily on the
measures of parental depression. The 203 families were surveyed at the beginning of a program
year and again at the end of the year. All of whom were already participating in a more extensive
family involvement research study. This research was relevant because if there is a possible link
between involvement and depressive factors, intervention could be provided for these individuals
and, theoretically, increase participation, resulting in higher satisfaction with the Head Start
program. With this in mind, children would benefit from the increased involvement and success
for years to come.
Wealth is one of the other barriers that have been addressed on a smaller scale. Calzada et
al. (2015) noted the barriers to income. They observed, "there are obstacles to shared input and
partnerships with all families, including low-income and immigrant families" (p. 873). A related
barrier is family background. Family background influences children's school performance and
abilities through early socialization, interaction patterns, and material circumstances such as
food, household items, transportation, and shelter.
Edwards (2014) noted the limited studies on barriers, particularly from an administrator's
perspective. He found that the "use of family feedback to inform programmatic decisions may be
underutilized in practice" (p. 555). This view could differ from that of a teacher in an early
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childhood education program in that, "There are many assumptions made about parents,
including a pervasive notion that they are increasingly not meeting their responsibilities
nowadays, as once was done in the past" (Powell et al., 2010, p. 45).
Ma et al. (2016) observed that with differing "types of parental (behavioral, personal, and
intellectual) involvement and building institutional capacity demonstrated the greatest
importance to the relationship, the role of parents (family involvement) was more important than
the role of schools and communities (partnership development)" (p. 771).
Within any early childhood program that has been created, there are potential cultural
barriers that exist as it relates to many topics, including, but not limited to, years of experience,
age, and white staff serving people of color. Howard's (2015) research found that African
American parents perceive schools as unwilling to communicate until an academic or behavioral
issue is seen, which is when participation is desired. Additionally, African American and other
minority parents feel that they do not influence school culture and perceive an environment of
mistrust. This dynamic may play a role in the cultural lens of what parents understand when
working with a predominately white staff. It is recommended to improve engagement with
African American parents that the following is implemented: teacher-led parent-school
partnerships, communication outside the classroom and school setting, and consideration for
cultural differences (Howard, 2015).
In the situation where the staff creates a cultural divide with families, some steps can be
taken. These steps include providing training and discussions to staff on topics such as
leadership, anti-bias and multicultural training as well as providing training and encouraging
schools and individual classroom teachers to integrate language and culture, specifically
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including specific customs, practices, folklore, and foods (National Education Association,
2010).
Childcare Centers Description and Context
This study began as a case study examining one specific early childhood program and
center. The selected site is the Healthy Minds Childcare Center and is a local childcare center
that provides care to children agedsix6 weeks to 12 years of age. The site is located in a small
midwestern city in Indiana.
History of the Healthy Minds Childcare Center as the Research Site (Site 1)
The original site that was selected was the Healthy Minds Childcare Center and is a local
childcare center that provides care to children aged six weeks to 12 years of age. The site is
located in a small midwestern city. Opening the site to serve underprivileged children began in
the 1950s when a local elementary school teacher became concerned about childcare options in
the community. This process would continue until May 1972, when the site first opened its
doors. The center began as a two-classroom center with 30 children and has now evolved into an
eight-classroom center to serve 172 children. The site has, at times, been able to boast a staff that
has been with the center for decades. This childcare also partners with the local four-year
university to provide laboratory opportunities and learning for student teachers. The center relies
on various funding sources, including the United Way, self-pay families, and CCDF (voucher) to
support the program.
To ensure high-quality care to all children, in 1998, Healthy Minds Childcare Center
underwent the process to become a nationally accredited center through the National Association
for the Education of Young Children and have continued to maintain this accreditation to this
day. As part of this accreditation, parents/families are surveyed annually, and for re-
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accreditation, a self-study of the site is created. Additionally, Healthy Minds participates in the
state quality rating system, Paths to Quality, for childcares, and holds the highest level (level 4)
ranking. They also believe in developing future educators in the community, and in facilitating
this, they partner with the local four-year university and the local community college.
History of The Rainbow Center (Site 2)
The other site selected is The Rainbow Center and is a local childcare center that
provides care to children aged six weeks to 5 years of age. Additionally, there is a home-based
program option for pregnant moms and children from birth–three. A newer included program is
the childcare partnership, where care is provided for children aged birth–three at other local,
accredited childcare centers. The site is located in a small midwestern city. To ensure highquality care to all children, in 2018, The Rainbow Center underwent the process of becoming a
nationally accredited center through the National Association for the Education of Young
Children. As part of this accreditation, parents/families are surveyed annually, and for reaccreditation, a self-study of the site is created. Additionally, The Rainbow Center participates in
the state's childcare quality rating system, Paths to Quality, and holds the highest level (level 4)
ranking. The program is also home to a Nature Explorer certified classroom.
Before the COVID-19 pandemic, the Rainbow Center provides educational services to
280 children at their leading site, and that total increase to 348 when the spots at their partner
sites are included. The Rainbow Center funds the spots, and the selected sites must follow-up the
same rules and guidelines. This total also has a limited number of pregnant moms and children
who are a part of a home-based program. With the COVID-19 pandemic, the site will be
operating at a reduced capacity per classroom and will be attempting to provide services
remotely.
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In addition to education support and programming, The Rainbow Center places a high
value on family participation, social and emotional development, family well-being, and health
and nutrition services.
Role of Adult Education
Many pre-service early childhood teachers prepare to enter the classroom with a strong
understanding of content knowledge, classroom management, child growth and development,
and teaching strategies (Early Childhood Education, 2019). Nevertheless, working with children
is only one part of their role. The early childhood educator also works with parents, families, and
community members to promote growth and development (O'Connor et al., 2018).
Working with parents, families, and community members; however, it requires a shift in
thinking about how to reach the child and how best to teach the adults who support the child. The
early childhood teacher communicates the relevancy of content and uses strategies to help
engage and educate the families, community members, and even future children.
Parent involvement (PI) during preschool has been linked with strong pre-literacy skills,
acquisition of mathematical skills, well-developed social skills, and positive attitudes toward
school. Parents' active involvement in their children's learning is a recommended strategy in
engaging families in children's education experiences. (DeLoatche et al., 2015, p. 271)
Adult education theories can support this type of teaching and learning. Two theories
used in this study are andragogy and experiential learning.
Andragogy
Malcolm Knowles popularized the term andragogy. Knowles was best known for this
idea and showcased his academic and professional interest in adult education in his time as a
professor at North Carolina State University and Boston University and his roles as executive
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director of the Adult Education Association of the U.S.A. Knowles was also known for his
consulting and workshop presentations (Knowles, 1989).
Knowles (1990) defined andragogy as "the art and science of helping adults learn" (p.
30). Knowles (1990) would go on to say that "andragogy is simply another model of assumptions
about learners to be used along with the pedagogical model of assumptions" (p. 43). It is
important to note that the assumptions in the andragogy model, while similar in name to the
premises in the pedagogical model, vary—also, the intent of each model's assumptions as not as
they were originally understood. When the beliefs were first shared, Knowles (1989) shared that
"I saw the andragogical and pedagogical models of assumptions about learning as being
dichotomous and antithetical: andragogy was good, and pedagogy was bad; or at best, pedagogy
was for children and andragogy was for adults" (p. 80). However, over time Knowles' ideas of
andragogy and pedagogy would change.
I began getting reports from elementary and secondary school teachers who had been
exposed to the andragogical model explain that they had been experimenting with it in
their programs and had found that children learned better under the andragogical
assumptions and strategies in many situations. I also got reports from teachers of adults
that they had found that the pedagogical assumptions and strategies were necessary with
adults in some situations—such as when the learners were entering into totally strange
new content areas. (Knowles, 1989, p. 80)
These changes in understanding and exploration of the beliefs and views of others in the
field have led Knowles to identify six assumptions in andragogy. The six assumptions in the
andragogy model and their definitions, as discussed by Knowles (1990), are as follows:
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1. The need to know; "adults need to know why they need to learn something before
undertaking to learn it" (p. 57);
2. The learner's self-concept; "adults have a self-concept of being responsible for their
own decision, for their own lives" (p. 58);
3. The role of learner's experiences; "adults come into the educational activity with both
a greater volume and a different quality of experience of youth" (p. 59);
4. Readiness to learn; "adults become ready to learn those things they need to know and
be able to do in order to cope effectively with their real-life situations" (p. 60);
5. Orientation to learning; "in contrast to children's and youths' subject-centered
orientation to learning (at least in school), adults are life-centered (or task-centered or
problem-centered) in their orientation to learning" (p. 61); and
6. Motivation; "while adults are responsive to some external motivators (better jobs,
promotions, higher salaries, and the like), the most potent motivators are internal
pressures (the desire for increased job satisfaction, self-esteem, quality of life, and the
like)" (p. 62).
Experiential Learning
Experiential learning can be most recently be traced back to David Kolb. However, the
origins of experiential learning are from Dewey, Lewin, and Piaget. Kolb was best known for
exploring the concept of experiential learning. Kolb, Emeritus Professor of Organizational
Behavior at Case Western Reserve University, is also known for his self-assessment instruments,
which included the Kolb Learning Style Inventory (Kolb, 2015).
In experiential learning, learning is "the process whereby knowledge is created through
the transformation of experience. Knowledge results from the combination of grasping and
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transforming experience" (Kolb, 1984, p. 41). While many of the situations in which students are
learning by doing are taking place outside of the classroom, classroom methods such as roleplaying and simulations can help pre-service teachers and teachers in the field learn by doing.
However, for experiential learning to be most effective, Kolb's learning cycle should be
applied. Components of the learning cycle include the substantial experience, a reflection of the
experience, abstract conceptualization, where the student [in this case the teacher] identifies the
critical insight from the situation to other similar situations and active experimentation, where
the idea is then applied to different similar situations (Taylor, Marienau, & Fiddler, 2000).
Continuing Education
A key concept of requiring continuing education is motivation to learn for the betterment
of one's life or another internal motivator. This concept is motivation to offer educational
opportunities and teachers and administrators to want to participate and parents to
continue to want to engage in the early childhood program setting. It is crucial to note
motivation as a critical assumption of the adult education theory, andragogy, as described
by Malcolm Knowles (Knowles, 1990, p. 62).
As discussed previously, there is no single program or model that effectively highlights
and provides resources to support teachers' and administrators' understanding and development
of family engagement. All these programs do provide favorable outcomes. It would be beneficial
for administrators to examine these programs to adopt some of the critical components best to
support their children and families.
Many obstacles prevent teachers and administrators from participating in continuing
education to increase family engagement and strategies to improve family engagement in their
programs, such as funding and time. However, there are a couple of options to help overcome
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these obstacles. One idea to overcome the barrier of the time I would take from a traditional
university course would be a multiple day institute that would take place in the summer. This
experience would benefit Head Start programs typically not operating in the summer months or
programs that experience low summer enrollment due to family time off or older children out of
school. This type of program has been used and seen success. The Rhode Island Early Childhood
Institute is "an intensive 5-day in-service professional development program designed for
educational leaders from various sectors of the early care and education field" (Horm et al.,
2003, p. 269). As an additional benefit, "participants choose to earn University of Rhode Island
(URI) graduate credits or professional development credits approved by the Rhode Island
Department of Education" (p. 270). A program of this nature could also be offered to
parents/caregivers to help familiarize themselves with a program or in the field of education.
With an underlying issue of degree obtainment in the field, this in many states, an
advanced degree is not even required to work with children in early childhood.
Numerous studies have found that preschool teachers' education levels and specialized
training in early childhood education predict teaching quality and children's learning and
development. However, fewer than half of all early education teachers hold a four-year
degree. Many have no college education, and, in most states, a high school diploma is all
a person needs to teach in a licensed childcare center. As a result, many preschool
teachers are not adequately prepared to be educationally effective. If a college degree is
considered essential for teaching 5-year-olds in kindergarten, why is it not required for
teaching 3- and 4-year-olds? (Barnett, 2004, p. 2-3)
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Summary
This chapter covered family engagement, including benefits and current work, on a broad
scale and specifically to Indiana. The literature begins to outline an overview of what is
preventing the family engagement piece from happening now. Next, in chapter three, the
framework for the proposed narrative inquiry methodology describes the study design,
population criteria, selection, and demographics.

CHAPTER 3:
METHODS

Introduction to the Chapter
The focus of this chapter is to describe the research design and procedures used in this
study. It includes a description of the settings, population, sampling procedures, methods used to
gather and analyze data, approaches to interpreting the results, ethical considerations, and a
research implementation plan (timetable). The purpose of this study was to understand the
perceived views from administrators, teachers, and parents/caregivers related to barriers to
family engagement in early childhood education and to develop a framework to overcome these
barriers. The research approach and data collection and analysis meet the purpose of the study.
Previous Pilot Studies
Previous to beginning work on this study as part of the doctoral coursework, I conducted
two similar pilot studies. In the first study, I interviewed an administrator, a teacher, and a
parent/caregiver from the same early childhood center. I expected that each participant would
share a narrative of experiencing or hearing of the same barriers to family involvement and
suggestions for overcoming these barriers. This was NOT the case.
The administrator shared that she believed some families do not view involvement as
favorable and beneficial. A view like this could be perceived as a significant barrier. She also
stated that she thought a barrier was the current state of our society, where so many families need
to work and have less time. However, she followed this by stating that this could be changed by
the type of involvement activities being offered. For example, she shared that if “fun” events that
are not provided elsewhere in the community are offered, then families will participate no matter
what barrier they face.
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The teacher shared that she believed the most significant barrier to family involvement
was parents do not see it as a priority, and that can be at the fault of the educator. She shared that
she views it as her job to build relationships with families. If she can do this, parents will realize
the importance and come to events, no matter what other barriers they face (she listed work and
transportation as two barriers).
The parent interviewed shared many barriers to involvement, especially as it related to
her children. She said cost was an issue as well as the timing of the events. She shared schools
either had events during her workday or in the evening before she is even off work. The timing
then causes issues with meals, homework, bedtime, etc. Her suggestions that would help her
family overcome these barriers are providing cheaper options and holding events at other times.
The second pilot study utilized students enrolled in a course as part of their coursework.
Each student who participated in the pilot study was given a reference sheet of interview
questions to use during the time of an interview with an administrator, teacher, and parent at an
early childhood program convenient to them. The purpose of this pilot study was to conduct
interviews about barriers to parental and family involvement and participation within an ECE
context. This pilot study determined that the use of interviews only would not be sufficient to
collect rich data that would tell the stories as they relate to family involvement.
It was at this point that I determined other data collection techniques would be utilized to
create this knowledge. Also, each researcher was only required to interview one administrator,
teacher, and parent. These interviews alone did not give a complete view of family involvement
in a single early childhood setting.
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Through these research experiences, I found that there was an apparent disconnect
between the staff and family experience in family involvement in early education. Each
participant shared that there are barriers and are aware of the specific obstacles that exist, but
they do not see or share the same barriers that may exist for families. There appeared to be a lack
of communication that would best increase involvement.
From these pilot studies, I found that there is a need for more research on the differences
in perceived barriers within childcare facilities and that we need to understand better how each
person in the childcare facility can contribute to better family involvement.
Research Design
This study is identified as a narrative inquiry into the perceptions of family engagement
in early childhood education within an early childhood education program (Creswell, 2013). A
narrative inquiry helped with “interpreting the story, placing it in context, and comparing it with
other stories” (Patton, 2015, p. 128). I compared the narratives (stories) from each group
interviewed (parents, teachers, and administrators) and contrasted them with the other stories
from other participants in the group. This comparison allowed the narrative to develop as a way
to “generate knowledge” (Patton, 2015, p. 128) about the perceptions of barriers related to
parental and family engagement in early childhood education. From these multiple perspectives,
I engaged in collective dialogues about each person’s role as they relate to participation in their
child's early childhood educational experiences, specific guidelines, and suggestions are
provided for programs related to family engagement to break down barriers in the future.
In addition to participant interviews, observations were conducted of family engagement
events. The observation of an events in which participants may be present allowed for several
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advantages in this research study, including, but not limited to, “enhancing the quality of data,
enhancing the quality of the interpretation of data, and encouraging the formulation of new
research questions” (DeWalt & DeWalt, 2011, p. 10).
This narrative inquiry fits into the social constructivism framework as “individuals seek
understanding of the work in which they live and work. The goal of the research, then, is to rely
as much as possible on the participants’ views of the situation” (Creswell, 2013, p. 24-25).
Interpretations are based upon these views. Narrative research can also be identified as a process
in which living people are watched, listened to, and talked to learn more (Childress, 2000, p.
179). “Stories are used as data” (Merriam & Simpson, 2000, p. 104). Stories are a critical
element of the design for this study to learn more regarding barriers from the participants
through the interviews, observations, and document analysis. In the interviews, this was achieved
by using a semi-structured interview and using open-ended prompts and questions.
Purposive Sampling
Through purposive sampling, current administrators, teachers, and parents/caregivers
were invited to participate. A recruitment guide served as a guide for speaking to potential
participants (See Appendix C). Purposive sampling was selected due to the ability and needed to
identify “small, specific groups to work with” (Terrell, 2016, p. 75). This sampling method is
especially important as planned interviews were to take place within a single center in Indiana;
while that singular site changed, the final interviews collected were from one childcare center.
The participants helped "facilitate the expansion of the developing theory" (Bogdan &
Biklen, 2007, p. 73).
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To gain a rich, deep narrative, many administrators, staff, and parents/caregivers were
invited to participate. At Healthy Minds Childcare Center, these numbers included 25 staff
members and 75 families who are currently a part of the program. The Rainbow Center provided
41 teaching staff and over 200 families.
Participation and recruitment activities were supported by the Executive Director/Site
Director of both childcare programs. Those invited for the study included participants over the
age of 18 and fit into one of the defined stakeholder groups of current administrators, teachers or
parent or family member of a child in an early childhood education setting. Those who do not fit
these criteria items were excluded from the study.
I, as the principal investigator (PI), met participants in a mutually agreeable location and
scheduled an interview time convenient to both. Additionally, as part of the design of this study,
a semi-structured interview technique was utilized. Before any interviews began, all questions
were reviewed by peers, and a supporting faculty member and informed consents were obtained.
Finding a Site and Participants for the Study
Initially, the committee members and the researcher determined that potential participants
were to be recruited from a single early childhood program in the community. Participants were
invited through several methods, including purposive sampling, in-person conversations, and
email contacts. The committee and researcher believed that by focusing on a single program, the
narratives would have a common contextual thread, related to the organizational culture, history,
and population. By diving deeply into the experiences of the various stakeholder groups
(administrators, teachers, and families), a full and deep understanding of the relationship and
goals for family engagement in the center was anticipated to be unveiled.
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Site 1: Healthy Minds Childcare Center
The original site selected was the Healthy Minds Childcare Center. I selected it due to its
long history, support of underprivileged students, and collaboration with the local university. It is
a local childcare center that provides care to children aged six weeks to 12 years of age. The site
has a long history in a small midwestern city. The founder, an elementary school teacher,
collaborated with a local school to serve underprivileged children beginning in the 1950s and
continued until May of 1972 when the site first opened its doors. Starting with two classrooms
serving 30 children has now grown into an eight-classroom center with the capacity to serve 172
children. The center relies on a variety of funding sources including the United Way, self-pay
families, and CCDF (voucher) to support the program. The site also collaborates with the local
four-year university to provide laboratory opportunities and learning for student teachers.
An additional benefit for this study was that the Healthy Minds Childcare Center became
a nationally accredited center through the National Association for the Education of Young
Children in 1998 and has continued to maintain this accreditation. Additionally, Healthy Minds
participates in the state quality rating system, Paths to Quality, for childcares, and holds the
highest level (level 4) ranking. They also believe in developing future educators in the
community, and in facilitating this, they partner with the local four-year university as well as the
local community college. These characteristics made the Healthy Minds Childcare Center a
prime location to conduct a study about issues of parent and family involvement. However, due
to extenuating circumstances, which are described later in the chapter, it was necessary to move
from the initial site to another local childcare setting.
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Existing Relationships
It is also important to note that Healthy Minds Childcare Center was initially selected due
to my history with the site and site director and subsequently my knowledge of the typical level
of family engagement that they achieve. In my undergrad student teaching experience, I spent the
semester completing this course requirement in the infant classroom. Upon completion of my
student teaching, I became employed as a teacher in the infant classroom. I remained in this
position for two years until beginning work on my master’s degree.
Additionally, I have known the current site director for years before her position at
Healthy Minds Childcare Center. We previously worked together as co-teachers at another local
childcare program. We then also worked together as co-teachers at Healthy Minds Childcare
Center during my employment. As a result, I was aware of her work ethic and dedication to
families and the field of early childhood education.
Issues in Site and Participant Selection
In the Fall of 2019, I received approval for the Director of Healthy Minds Child Care to
begin my data collection at their site. Upon initial entrance to the first selected site at a family
engagement event, participants were invited into the study. With enthusiasm, the researcher
invited parents/caregivers and staff to participate in a focus group regarding their experiences
related to family engagement. Small, postcard sized invitations (Figure 1) inviting family
members to a family focus group were created, distributed, and left at the site. Part of the
distribution included speaking to families directly, talking to staff members to aid in recruitment.
However, when the focus group was scheduled at the first site, no parents/caregivers were in
attendance. While this focus group did not take place, other activities and events continued.
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Observations were planned to occur at another family event, related to family interactions
and participation. Items on the list for observation included: attendance, parent/caregiver
interactions with teachers and administrators, and responses to parents’ and children’s
engagement in the activity. Yet, this event was not well attended. Only one family attended, and
the event was concluded early; therefore, the observations and hoped for parent/caregivers
interviews did not occur.
Figure 1.
Focus Group Invitation

For the focus group at Healthy Minds was planned to be semi-structured in design.
Families were invited to participate in a focus group to provide for a more relaxed,
conversational environment with others whom they already know. Food and drink were offered
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and advertised, along with childcare options. On the night of the event, no families arrived to
participate.
Not to be dismayed, I utilized this opportunity to do a test-run of my questions with the
individuals who were recruited to provide childcare, the site director, and my committee chair.
This opportunity allowed an opportunity to determine the effectiveness of the outline and
presentation of questions. At this time, I made plans to return for an additional observation at a
family event that was taking place the following month and being designed and implemented by
a group of students from the local university.
On the night of this event, I arrived early prepared to meet again to recruit with families
and teaching staff for interviews. This event had a literacy theme with numerous activities and
refreshments planned for families. As the event began, there was only one parent and child
present for the event. At that time, the event was called off.
At this point, I had been unable to complete any interviews and needed to move forward
with data collection. In consultation with my doctoral committee, it was decided to seek out
another site option for data collection. A new site was not officially obtained until midDecember of 2019. At that time, with the holidays quickly approaching and site closures; as a
result, interviews and observations did not begin until January of 2020.
Site 2: The Rainbow Center (Site 2)
The actual research site was The Rainbow Center. It is a local childcare center that
provides care to children aged six weeks to 5 years of age, located in a small midwestern city.
The Rainbow Center relies on a variety of funding sources including federal grants, self-pay
families, and CCDF (voucher) to support the program. Additionally, generous support is
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provided through community health organizations and local colleges. An added piece of the
funding is that a percentage of families must qualify as low-income, based on Federal Poverty
Guideline. The Rainbow Center underwent the process of becoming a nationally accredited
center through the National Association for the Education of Young Children in 2018 to ensure
high-quality care to all children. As part of this accreditation, parents/families are surveyed
annually, and for re-accreditation, a self-study of the site is created. Additionally, The Rainbow
Center participates in the state quality rating system, Paths to Quality, for childcares, and holds
the highest level (level 4) ranking. The program is also home to a Nature Explorer certified
classroom.
Before the COVID-19 pandemic, the Rainbow Center provided educational services to
280 children at their main site. That total increases to 348 when the spots at their partner sites are
included. The Rainbow Center funds the spots, and then the partner sites must follow the same
rules and guidelines. This total also includes a limited number of pregnant moms and children
who are a part of a home-based program. With the COVID-19 pandemic, the site is operating at
a reduced capacity per classroom and is attempting to provide services remotely.
In addition to education support and programming, The Rainbow Center places a high
value on family participation, social and emotional development, family well-being, and health
and nutrition services. The site also provides a parent area located inside of the Family Support
Specialists office. There is a section with couches and a TV and a lending library for parents.
The TV can be used for webinars and parent education. Both are rarely utilized.
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Issues in Site and Participant Selection
In March of 2020, the concern of the growing worldwide COVID-19 became a local
issue. On Wednesday, March 11, 2020, I had a meeting with several staff members at The
Rainbow Center to discuss my study and gain support in recruiting parent participants for the
study. At this meeting, I was able to set up several meetings and also gain support in recruiting.
While COVID-19 was discussed, it was not anticipated to cause any direct impacts. On Friday, it
was announced that The Rainbow Center would be closing for a minimum of three weeks. The
closing eventually extended to the end of the program year. As a result of this closing, staff
began to work from home. While, staff members were still communicating with some families,
daily interaction with families ceased. While this closing was not mandated at the state level, as a
program that is part of a larger corporation, the decision was made at a multi-state versus local
level. As a result, I was only able to complete two previously scheduled interviews and the
decision was made to end the data collection portion of this study.
It is relevant to note that the two final interviews conducted took place via a phone
conversation. This created a couple of issues. The first issue was that the interviews were not
recorded and data from these interviews is exclusively from researcher notes. Additionally, these
parents were participating from home as well. Due to the site closure, they were home with their
children. This did create a distraction. This along with not being able to read body language to
effectively ask follow-up questions resulted in shorter interviews.
Existing Relationships
It is important to note the selection of The Rainbow Center was based upon existing
relationship with the site and employees. My initial contact with The Rainbow Center was the
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result of my children’s enrollment in the program. My children remained in the program until
they began kindergarten in the local school system. Additionally, the site director and I are
officers in a local organization supporting early childhood education. I also had a previous
professional relationship with all of the teachers that I interviewed as they were all students at the
college where I am employed. No participants were current students at the time of the study and
it is not belived this relationship impacted any responses in the interviews.
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Table 1.
Timeline of Observations and Interviews
Date

Event

October 2019

1. Healthy Minds Observation One: Fall Festival Event
2. Attempted Focus Group

November 2019

1. Healthy Minds Observation Two: Immersive Learning Literacy Event

December 2019

Change of Site

January 2020

1. Rainbow Center Observation One: Parent Meeting
2. 1st Parent Interview

February 2020

1. Rainbow Center Observation Two: Parent Meeting
2. All 3 Teacher Interviews
3. First 3 Administrator Interviews

March 2020

1. Rainbow Center Observation Three: Pasta for Parents (Family
Engagement Event)
2. Last Administrator Interview
3. Final 2 Parent Interviews

Note On March 14th of 2020, upon the spread of COVID-19, the site was closed, ending all additional
observations and interviews.

Data Collection
With a goal of a minimum of five staff/teacher and ten parents/caregivers in the study, I
utilized a variety of approaches for collecting data, including focus groups for families.
However, during the actual data collection process, I made observations at family events, I
interviewed people directly, and I collected and analyzed documents from the Rainbow Center
about its family engagement programs. While I scheduled and hoped to have a focus group for
families, no one was available, and I canceled it. When the data collection was complete, I had
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interviewed four administrators, three teachers, and three parents/caregivers. All participants
were females, ranging in the ages of mid-twenties to the upper fifties. Pseudonyms were used for
the participants.
I met with each of the teachers for interviews at the end of the workday once all children
had left their classrooms. One teacher became acquainted with the program through her own
children. She began as a substitute, then as a center aide and now was in a teaching position.
Table 2.
Overview of Participants
Participant Group

Demographics

Parents (3)

Female, under 35 years old, with Work full time.
at least one child

Faith, Kate, Tess
Teachers (3)
Tina, Tori, Uma
Administrators (4)

Employment Status

Female, ages (22-60 years old) Work full time.
parents/grandparents
Female, ages (50-65 years old)

Work full time.

Lori, Stacy, Olivia, Elizabeth

Parent Information and Demographics
All parents had at least one child currently enrolled in the program. All the
parents/caregivers interviewed were female. Two of the parents/caregivers had one child, while
the other parent had three children. All three parents interviewed also work full-time. The parents
were all under the age of 35. All three parents are also employed by the site, but not in a teaching
position. I asked each parent to consider the questions from their perspective prior to being
employed by the center. One parent was interviewed at the Rainbow Center and two parents
were interviewed via phone. This took place due to COVID-19 precautions. Two of the parents
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have children enrolled at the main site and the third parent’s child is enrolled at a partner site due
to later hours offered.
Teacher Information and Demographics
All of the teachers interviewed were female. One of the teachers is in her twenties, one is
in her thirties and the third teacher is in her fifties. The range in experience at the site varied from
six months to six years.
Two of the teachers had children or grandchildren who were formerly enrolled in the
program. Two of the teachers were classified as lead teachers, and the third was classified as an
assistant teacher. The assistant teacher and one of the lead teachers work together in the same
classroom. All three teachers have obtained their associate degree in Early Childhood Education
and are pursuing the bachelor’s degree in Early Childhood Education.
Administrator Information and Demographics
All the administrators interviewed were female. They all began with the childcare
program as parents, then were hired into the program in different positions, including substitute
teacher, center aide, and bus aide. It was Elizabeth that shared that when she was a parent in the
program, “I actually went back to school because of setting parent goals. So, my goal was to go
back to school and get my degree. They then obtained their educational degrees and were
promoted into higher positions with the local and state level of the program which included
positions as teachers, family support coordinators, education/disabilities services and directors at
various levels. All administrators were over the age of 50. The range in experience in Early
Childhood Education varied from 25 to 40 years.
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A semi-structured interview guide with pre-determined questions and prompts served to
gain a better understanding of participant experiences and perceptions (See Appendix B). This
technique was selected as participants are allowed "to answer from their frame of reference
rather than one structured by prearranged questions" (Bogdan & Biklen, 2007, p. 3). Also, as a
data-gathering instrument, the semi-structured interview allowed for the addition of follow-up
questions in the interview protocol to allow for the exploration of additional topics and ideas
(Terrell, 2016, p. 80-81).
I interviewed administrators and teachers one-on-one, as planned. Given the limited
number of three staff interviews, this was most appropriate. Also, ethical guidelines dictate that
subjects should not feel pressure to participate and not fear an adverse effect on working
conditions or employment (Naughton et al., 2001). The administrators helped recruit teachers,
and all teacher interviews occurred outside of classroom hours. All interviews were set up ahead
of time at a mutually agreed upon time and location. Each interview lasted for approximately 3090 minutes. While follow-up interviews with staff were planned for those individuals who wish
to share more, due to the impact of the COVID-19 pandemic and closing of the center, these
interviews were unable to take place.
In addition to these interviews, observations were completed at a monthly family meeting
and family engagement events. Considering the challenges of data collection, including the lack
of participant participation at Healthy Minds, and the closure of Rainbow Center due to the
COVID-19 pandemic, I was grateful to have data to work with for this study. Through this
multidimensional approach of data collection, I was able to collect and construct individual and
collective stories about barriers and experiences related to family engagement.
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To be in line with guidelines from the Human Subjects Board and IRB, each participant
was given and signed informed consent for participation. Confidential data is used for an
interview with pseudonyms assigned to participants. No identifiable information was retained.
Data (including transcripts) are stored in a locked cabinet in my home office for a period of no
more than five years. Additionally, computer files were stored digitally on Box.com.
Data Analysis
To analyze the data and determine findings, notes, quotes, and thick-description
reflections from the interviews were reviewed and coded for themes that occurred in more than
one interview. “‘Thick description’ is the process of spelling out the context-dependent meanings
of, for example, a specific action or activity” (Shweder, 2010, p. 90). The use of the thick
descriptions in this study as “description is before interpretation and results in better
interpretation . . . and thick descriptions lead to thick interpretations” (Patton, 2015, p. 534, 606).
For this study, the thick descriptions came from the reflective notes recorded after I attended
each event or conducted an interview. Each participant allowed for audio recording to take place.
To analyze the data, I played back each recording several times to add to current notes and for
clarity, and then transcribed each interview for future reference. This process included looking
for events and experiences that are repeated across interviews to establish themes (Terrell, 2016).
To develop the codes, I used the suggestions that Saldana (2013) described to finding
themes and codes within the text of the interview transcripts. I referred to Creswell (2013), who
suggested beginning with five or six categories, and then I reviewed and expanded them into no
more than 25-30 codes. I also used three ideas to determine codes, “information that researchers
expect to find before the study, surprising information that researchers did not expect to find; and
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information that is conceptually interesting or unusual to the researchers (and potential
participants and audiences)” (p. 185-186).
To assist in coding the transcripts and data, first all notes were typed into Microsoft
Word. At this point, all documents were loaded into the software program MAXQDA 2020.
MAXQDA is a software program designed to analyze data including transcripts and document
files. The use of this software allowed me to search for specific key words and aspects to the
data.
Ethical Considerations
Ethical considerations are an important part of any research study and were an important
component in this study. For this study, I ensured the four guidelines, as outlined by Denzin and
Lincoln (2000), were adhered to. These guidelines were established as the overlapping guidelines
from major scholarly associations. These guidelines include using informed consent, avoiding
deception, safeguarding privacy, confidentiality, and ensuring accurate data (p.138-140). To
conform with these guidelines, no interviews were conducted without informed consent and no
deception is necessary or a part of this study. Additionally, to conform with privacy and
confidentiality, the following statement was included in all informed consents and is entirely
adhered to:
All data will be held confidential. Data will be stored using Box.com, which is password
protected online storage and is only accessible to the Principal Investigator. Informed
consent will be stored in a Locked Cabinet in my Home Office for a period of no more
than five years.
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Finally, for accurate data, data and quotes are directly from observations and interviews.
There is no fabricated or inaccurate data included. Additionally, the following additional
elements of ethics were considered.
Trustworthiness
Trustworthiness is an essential consideration in this study and involved establishing
credibility, transferability, dependability, and confirmability, and the following was considered
(Lincoln & Guba, 1985). Trustworthiness or rigor of a study refers to the degree of confidence in
data, interpretation, and methods used to ensure the quality of a study (Pilot & Beck, 2014).
Credibility of the study, or the confidence in the truth of the study and therefore the findings, is
the most important criterion (Polit & Beck, 2014).
Also, trustworthiness is confirmed with participants by spending time in the interviews so
that participants would become more comfortable and comprehensive in what they shared in the
interviews (Patton, 2015, p. 685). Additionally, an observation conducted at the site allowed for
the development of familiarity and interaction in a more relaxed environment with the staff and
families. Rich stories and direct quotes are used to support the findings.
Credibility
In this study, credibility was established by designing a narrative study and using
purposive sampling within a field that I already have established relationships with. This
relationship helped ensure that the needed rapport (prolonged engagement) would already be
present. Purposive sampling was selected as a sampling method due to the ability and required to
identify “small, specific groups to work with” (Terrell, 2016, p. 75). With a specific need of
participants, it was vital to be selective in the method of information gathering. Additionally,
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working with participants with varying demographics including age range, racial demographics,
length of employment, educational background, years of experience working in childcare
(including the number of different sites) was attempted.
Researcher Bias
There is a need to address personal bias. As a member of the field, I have experience as
the teacher and as a parent. I refrained from discussing any personal information with
participants who I knew until the interviews were completed. As an individual in a higher
education role, I avoided interviewing any students associated with the site who were in a class I
was currently teaching or who were still currently enrolled in the program. I was and continue to
be reflexive and attempt to separate myself from what I am hearing and seeing. Through
journaling and memoing about the interviews and data collection experiences, I used my faculty
mentor’s feedback and viewpoints as well as researcher memos to minimize or eliminate this
bias.
Summary
In this chapter, the design for this study includes the proposed setting, population,
sampling procedures, methods to gather and analyze data, approaches to interpreting the results,
ethical considerations, and a research implementation plan (timetable) were presented. I outlined
the descriptions of the site as well as delays and challenges in obtaining data as part of this study,
including a lack of participants at Healthy Minds Childcare and the worldwide COVID-19
pandemic. In the next chapter, the highlights and findings from the observations and interviews
will be presented.

CHAPTER 4:
FINDINGS

Introduction to the Chapter
In this chapter, I share the findings from the observations and interviews and the process
for developing themes. I begin by introducing the participants and their roles within the program
where data was gathered. Next, I share the summaries and key highlights from each interview,
and then I present the themes and findings from the data collection that answer my research
questions. The research questions for this study about family engagement are:
RQ1. What are the experiences with family engagement from the point of view of early
childhood program administrator, an early childhood education teacher, and a parent of a child
currently enrolled in an early childhood education program?
RQ2. What do early childhood program staff (administrators and teachers) view as
barriers to family engagement in a child's early education?
RQ3. What do family members or caregivers view as barriers to being involved/engaged
in their child's early education? (Does it relate to personal barriers or institutional/site barriers?)
RQ4. How does a family engagement event influence families? Are families part of the
planning process?
Data presented in this chapter was constructed and shared through site/event observations
and one-on-one interviews with administrators, teachers, and parents/caregivers. Data was
gathered from two early childhood centers. I conducted two observations of two site sponsored
family events at the Healthy Minds Childcare Center before having to change data collection
sites. I changed locations due to a lack of participation at the center. I include the observation
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data, as it demonstrates parent behavior at center events. While not the same as the second site,
the first site events' actions inform the challenges of engaging families.
The Rainbow Center administrators, teachers, and families were much more willing to
cooperate with this research. The data collected from the Rainbow Center includes three
parent/caregiver interviews, three teacher interviews, and four administrator interviews, as well
as observations at monthly family meetings and other parent engagement events. Below is a
timeline of the data collection process. Then I report out observations from the different events
from both centers. Following the observation data, I share findings from the interviews with each
group.
Observation Data
Healthy Minds Observation One: Fall Festival Event
This event is an annual event at Healthy Minds Childcare Center, and it was well
attended with 60 adults signing in. A meal is served, activities are planned for families and
children, and a raffle is held. While adults were responsible for paying for their meal, children
would eat for free. Prices for adults included: $1Water; $2 Walking Taco; $2 Hot Dog; $1 Chips;
$5 All Above Items. During the same evening, another event was at the elementary school next
door, where many older children in the families enrolled in the program attend. So, parents could
go between the two events with younger and older children.
To observe and engage with the families, I was positioned near the entrance. I greeted
parents, introduced myself, and invited families and attendees to the family focus group planned
later that month. As part of this event, I also spoke to teachers and administrators and took notes
of the overall event. The parents were polite, but they did not seem very interested in the study.
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While I was presenting, I noted that many parents/adults went through the food line upon
first arriving and sat down at the tables to eat the meal with their children. At that point, many
children completed their meals and then went to the classroom where teachers and activities were
located. While some parents/caregivers did accompany their children to different activities, many
stayed at the tables. Some activities for families and children to participate in were Halloween
Bingo, Pumpkin Patch, Bean Bag Toss, Cookie Decorate, Selfie Station, Book Fair, Candy
Walk, Popcorn, and a Duck Pond. These games were in addition to a themed basket raffle and
gift card raffle.
As I reflected on this event, I realized that I had initially expected to see some families
not partake in the meal due to the cost. However, I did not note any adult guests not getting at
least one food item from the food line. I also noted that many of the parents were not
participating in the activities but rather sitting at the food tables, conversing with others/family
members. Children were moving from classroom to classroom, participating in activities. Upon
noting this, I did take a walk to see the different activities and confirmed that most rooms only
had children participating in the activities. I also noted that even though children were not the
classroom's age, all the teachers seemed to know them by name.
In my history with the site, this is a similar experience to the event I experienced as an
employee. One of the significant differences I witnessed was the change in the cost of food for
adult participants. It would be beneficial for there to be a system where parents would receive a
stamp/check for doing each activity with their child, and then this could be redeemed for an item
that the parents would find rewarding. I believe that the site director did a phenomenal job
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balancing the evening's multiple responsibilities, including managing staff, welcoming and
interacting with families, and overseeing aspects of the raffle and overall event.
Healthy Minds Observation Two: Immersive Learning Literacy Event
This event followed the first event by a month. While this event took place at Healthy
Minds Childcare Center, the site staff was not planned as the previous occasion had been. As a
result, there were no staff members present other than the site director to facilitate the event. This
event was planned by a group of university students (eleven students and one instructor) in an
immersive learning class from the local university. The event had a storybook theme, and the
intent was that families take a 'book walk' around the center while participating in different
activities, including coloring and listening centers. A light snack of juice and cookies was also
provided.
While the preparation had been made for this event, attendance was almost non-existent.
Those who attended included: a father and two girls who were the partner and daughters of the
university instructor and a mom, a staff member at the site, and her son. The program was
canceled. Upon the early conclusion, the university instructor stated that they would be there in
the morning and try to engage families in at least one activity during morning drop-off. Upon the
decision to end the event early, the site director stated, "family engagement is the hardest thing."
The site director also shared that she felt the planning group did not adequately advertise the
event.
As I reflected on this event, I was too shocked, as this was completely unexpected. In my
time as an employee several years ago at the site, this would have been unprecedented. I recalled
one event, which was a highly anticipated, annual outdoor event that took place in May. That

65

particular day (a Saturday morning) was unseasonably hot, with a temperature of 90 degrees at
10:00 am. There were parents parked for several blocks down the road, ready to attend and
participate in the event. This scenario is what I expected to find when I visited the site to observe
this event. I wondered what has led parents not to desire to participate. I considered possibilities
such as the theme, day of the week, but do not know which could be the deciding factors for
families.
Rainbow Center Observation One: Parent Meeting
Once I had decided to change sites and use the Rainbow Center, I contacted them to
schedule their meetings and activities. Therefore, the first event I observed was a monthly parent
meeting. Parent meetings (as called by the site) occur once a month on the third Thursday
morning.
Each meeting included site and program announcements, as well as a program on a
variety of topics. Some previous topics have included kindergarten readiness, safe sleep, CPR,
and discipline. As I entered the building, I observed a large sign with a note about the meeting.
Two staff members who greeted the adults and children as they arrived for the day were also
reminding families of the parent meeting as they enter. Light refreshments, including juice,
coffee, assorted muffins, and fruit were provided. The meeting room was also used as the staff
lounge/fitness room, staff food storage, laundry room, and staff restrooms. As a result, staff
members were entering and frequently exiting throughout the event.
In the beginning, two parents came in to see what information they could get, but they did
not stay for the meeting. Those attending the meeting included: two family support service staff
members who are also parents of a child in the program; three female parents; and the State
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Parent Engagement Specialist. The State Family Engagement Specialist said that attendance was
unusually low due to illnesses in the school and absent children. A representative of the US
Census made a presentation about the importance of completing the Census, as well as job
opportunities related to the Census.
As I reflected on this event, I was disappointed that there were few parents. Still, I felt
that the cause given for low attendance was plausible as the event's timing was during peak flu
season, consistent with my experiences as a parent at the site. I also noted that the Census
Representative was not as pleasant as a presenter as I would have wanted. He came across as
very assertive and did not effectively answer the questions of the participants. I think it would
have been better for this audience to focus on presenting information as the why of the Census,
why it is essential, why it should be filled out, and how to fill it out. I think less time could have
been spent on becoming a Census taker, as this did not seem to be an active audience for this
information.
Rainbow Center Observation Two: Parent Meeting
As with the previous observation of a parent meeting at the Rainbow Center, there was a
large sign with a note about the meeting and two staff members greeting the adults and children
as they arrived. Again, light refreshments, including juice, coffee, assorted muffins, and fruit,
were provided. At this meeting, an agenda was presented to parents who attended. As with the
previous session, attendance was limited. It included: the guest speaker (and employee of the
center), a family support service staff member who is also a parent of a child in the program;
four female parents; and the State Parent Engagement Specialist.
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The meeting began by following the agenda, with classroom reminders, reports,
announcements, and a preview of upcoming events. The presentation at this event was from a
staff member who is in a mentor/coach's role. The topic of the presentation was "Literacy in the
Home." The presenter shared tips and ideas to help families promote and bring literacy into the
home.
As I reflected on this event, when compared to the first parent meeting I observed, the
attendance for this event was very similar and many reasons for why were provided. However in
contrast with the previous month’s meeting, I noted that this month's presenter was much more
engaging than the previous month. She was lively and exuded enthusiasm for her topic and
sharing her resources. I felt that she shared fantastic ideas and even gave me some ideas to take
back and share with my students. This meeting was an event that I felt could have been
beneficial to families, and there were real, authentic ideas for building literacy in the home. I
reflected that I was disappointed that the event was not captured (recorded) in some way to later
share with parents and families. I know the employee does similar training opportunities for the
teachers but am unaware if it was offered at other times for families to see or observe her
completing an interactive storytime with the children.
Rainbow Center Observation Three: Pasta for Parents (Family Engagement Event)
The third event observed had the theme of Pasta for Parents. All families were invited,
and all members of the family were able to attend. The event occurred from 5:30 to 7 in the
evening. Approximately forty (40) families participated in this event.
When parents arrived, they were greeted, asked to sign-in, and then given a food line
ticket. When the families entered the gym, they could begin joining the food line. A full meal
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was provided, including pasta, with two types of sauces, breadsticks, salad, fruit, and milk.
Families sat down and ate with their children. Upon finishing the meal, activities were available.
All activities were facilitated by a staff member and included a photo booth, a gross motor
activity, a small motor activity, and arts and crafts.
Additionally, two community resource tables were available. While some families did
engage in the various activities, I observed that many stayed seated at the table and looked on as
their children involved in the activities. Once the meal was served, several staff members and
teachers moved about and engaged with the present families. Upon conclusion of the event, the
children received a small stuffed animal as a gift.
To observe the event, I sat in the corner near the community resources tables and talked
to parents about potential interviews. I spoke to four parents who expressed interest in the
research study, but they did not participate in interviews.
As I reflected on this event, I felt that the name of the event Pasta for Parents was
accurate, the parents ate pasta with their children, but that was the only 'family' aspect of the
event. Many of the children roamed from activity to activity without the presence of their
parents/families. I felt that it would have been beneficial for the teachers/facilitators to prompt
them to get their parents to come over possibly. Another idea would be to have the
administrators mingle and give families suggestions/motivation to join their children in the
activities. I made a very odd mental note when I left the event because the entryway and parking
lot were not lit. It did appear that the parking lot had lights, but they were not on at the time. As
this event took place in the evening, it was already dark in February when the event ended. It
made me feel uncomfortable to leave, and when looking back on the building, even though the
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interior lights were on, it still seemed somewhat spooky and unwelcoming. I could understand if
it made some individuals feel uncomfortable.
Compared to the two previous family events (the parent meetings) that I was able to
attend, the attendance was completely different, although it was still described to me as low in
contrast to other family events. When I watch arrivals, there was a long line of families waiting
to sign-in and enter the site. It is important to note that this event did take place in the evening,
whereas the parent meeting I observed took place in the morning immediately after families were
dropping their children off. This would indiciate coming back, after-hours for an event is not
always a barrier that exisits for some families.
Observation Analysis and Themes
As part of the observation analysis, I reviewed all of my researcher notes and reflections
from the events for different themes and as a way to compare or contrast each event. When I
reviewed the documents using the MAXQDA software for keywords, barriers, attendance, and
communication emerged most often. Within institution and personal barriers, from the
observations, I noted themes of communication with parent, lack of attendance, and lack of
participation in planning or decision making with the ECE center.
In each of the observations, administrators tried to explain that the low attendance was
not typical for that type of event. Reasons given were weather, illness, and other events that
siblings had at their schools. The lack of communication with the parents related to these
meetings and events emerged as a theme
While helpful information was presented in each parent meeting, the benefit is limited
since the information was not available to the full group of parents or was not preserved to share
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in the future. Eskelsen Garcia and Thornton (2014) discussed that the most significant type of
parental or family engagement was what parents do at home. If all the parents had access to the
information shared in the meeting then they could choose whether to put the information into
practice. Without access to this information within their schedule or another venue to access it,
the information is lost.
Another observation in the meeting was that the parents do not have a voice or are active
in creating the agenda or planning for these meetings. Because the parents are not involved with
what is share, those in attendance may not find the information personally beneficial. One parent
shared that when the meetings were broadcast via Facebook Live, it was “much easier to watch
in the evening when I was at work and could not be there.” Asking the parents for feedback as to
venue, time, and means of communication is something that was missing in the study. Parents
felt that they did not have a voice for the planning of the meetings and the teachers and
administrators did not seem concerned that parents had no opportunity for feedback in this way.
While direct engagement with the parents may be most convenient for the staff members
during working hours, parents or caregivers may be able to engage indirectly through email or
notes home to be involved in the planning process. It was clear that parents did not have any
input in the program planning process. No one mentioned it or even considered it in the
interviews.
Additionally, there was no direct modeling to the parents in the activities presented at the
events. Parents were merely passive observers in the events. The family events served as a small
break in which the parents could sustain an adult conversation while their children were in a safe
environment.
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Not allowing parents to participate in planning or decision making regarding times and
events for families contradicts the theories related to family engagement. Joyce Epstein (1995)
identified one type of engagement as decision making: contributing, considering, and judging. If
parents are not involved, they will not participate in the event.
This experience is a crucial lesson in parent involvement. Part of many courses and
training opportunities related to parent engagement relates to making sure that families are made
to feel welcome and feel like they are a part of the program. It would seem as if a direct
application of knowledge is not taking place.
Interview Findings
This study was challenging to conduct due to the timing and lack of cooperation from the
first research site. Observing the parents, teachers, and administrators at the previously described
meetings led me to recognize a disconnect between the three groups. They did not seem to
engage well at the events, possibly due to the power dynamics that exist amongst the groups.
Additionally, not all staff members are required to be at each event. The ones needed to be there
are given tasks to complete, resulting in little ability to converse and interact with families.
I was hopeful that the interviews would be a more engaging way to uncover the
perspectives and understandings of barriers to parental involvement. However, collecting
interview data for this study was much more challenging than initially expected. The lack of
participation from all stakeholders in the Healthy Minds Center was not anticipated. No
interviews were conducted at the Healthy Minds Center. Then the COVID-19 pandemic closed
the Rainbow Center in the midst of interviewing the stakeholders. Fortunately, ten interviews
were conducted at the Rainbow Center before the closure. These included: three interviews with
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parents/caregivers; three interviews were conducted with teachers, and four interviews were
conducted with administrators. I used the interview data better to understand each group's
perspective about parental involvement barriers and then sought to compare and contrast each
group.
It is relevant to note again that the two final interviews conducted took place via a phone
conversation. This format created a couple of issues. The first issue was that the interviews were
not recorded, and data from these interviews is exclusively from researcher notes. Additionally,
these parents were participating from home as well. Due to the site closure, they were home with
their children. This format did create a distraction. Distractions and inability to read body
language to ask a follow-up question resulted in shorter interviews effectively.
Interview Analysis and Themes
As part of the interview analysis, I reviewed all the transcripts and notes for different
themes, both among each group and as a comparison/contrast among each group. First, I
reviewed the documents using the MAXQDA software for keywords discussed related to each of
the research questions. These words included barriers, experience, communication, engagement,
influence. Once I identified areas related to these themes, I worked to further delve into these
themes. In the identified portions of data under barriers, I noted institutional or site barriers and
personal barriers. Within institution barriers, I noted themes of communication, power, licensing.
I noted themes of transportation, sibling, jobs/work, and family issues within personal barriers.
On an additional review of the data, I pulled out ideas related to the definitions provided
by each group for family engagement and benefits noted by each group. I also located any
suggestions that were provided to discuss. Upon review of teacher data, two additional themes
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emerged. These themes were their role relating to engagement and how engagement with
families looks in their classroom environment. These themes are now further discussed in greater
detail.
Interview Responses from Parents (Faith, Kate, Tess)
The parents reported that they each heard of the program through community
advertisements and word of mouth. They shared that they had heard positive reviews of the
program from other parents, and since the base program is offered at no cost to families, this
made the choice of The Rainbow Center easier to make. Extended care is provided to the
employees who have a child in the program. This option is offered outside of the regular
schedule, and while there is an associated cost, it is at a discounted rate for employees. When
they applied, each was put on the waitlist, and their child eventually gained a spot in the
program. It is unknown how long each participant's child spent on the waitlist; however, the
waitlist for children under three can range from months to more than a year. During the
interviews, there was no discussion of any issues that have been experienced by the parents while
their children have been in the program.
Parent Definitions/Understanding of "Engagement"
The parents were asked about their views on family engagement. Faith stated that she
viewed families participating as, "Just participation in the child's education, what they're doing at
school, are they being consistent at home? Just do they care enough to be a part of it." Kate was
unsure and hesitant to respond other than "just making parents feel welcome. Tess shared that
her definition was being flexible with families and allowing them to do stuff in the school.
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Communication Barriers to Parents Being Involved
Kate shared that she would like to be involved more, but due to her child being at a
partner site, there is a lack of communication. It was frequent that the sites did not receive events
until a couple of days before the event took place. She shared her experiences.
There were family events at The Stepping Stone Childcare, but I was not aware of events
here. There was a lack of communication and not getting paperwork. I would have went
if I had known. Our family support services person for the partnership switched often – at
least four before I started working here.
Tess, also she said that paper is not the best way to communicate with families. She
shared that it is quicker and easier to respond to a text with many people, and it does not get lost.
Barriers with Volunteering and State Licensing
Faith shared an unexpected barrier to family involvement. She shared that as a part of
state licensing, parents in the classroom as considered volunteers. Volunteers are only allowed to
be present up to 8 hours before additional fingerprinting, TB testing, and a physical are required.
While the site will absorb the fingerprinting cost, the physical and TB test cost is left to the
volunteer or parent.
Barriers with Transportation
Additionally, Faith mentioned transportation, siblings, and work as barriers for families.
She has heard about multiple issues from other parents.
Transportation is like the mega issue. We have parents who ride the bus, so they wait on
the bus at 7:30 In the morning, ride the bus here, drop their kid off and then wait for the
bus to come back. Get on it, go home. Couple hours later, start it again. So that's twice a
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day for five days out of the week, so the majority of their day is riding the bus. Then we
have a lot of parents who have car problems, car breakdowns, not reliable, don't have
insurance, don't have a driver's license. You know, "It's not legal for me to drive."
Barriers with Siblings
Kate also mentioned that another barrier included siblings who were involved in sports or
other obligations that conflicted. This did not correspond with the assumptions of the
administrators.
Reasons Why Parents Participate or Not
The idea of knowing about and attending events differed. Faith shared that she decided to
participate in events based on whether they would be interesting to her young child. She believed
events were better attended when incentives were provided, such as food and gift cards.
Kate explained that she heard others say, "the events are not a priority." Faith suggested
that the events should be presented, "More like a requirement, make it seem like it is less
optional."
Tess said she enjoyed the family engagement events. She stated, "I like to get to know the
other kids-the ones I am always hearing about." She also enjoyed participating as she can often
bring her parents, who also get involved in her children's schooling. Tess also shared that events
should be fun and not always a training opportunity for the families. If they have worked all day,
they want to relax.
If Tess has to work, her mom participates in events. She also recognized that
grandparents who are primary caregivers for grandchildren might feel uncomfortable attending
these events due to judgment they may face.
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When asked, why do you/do you not participate? Faith shared that,
So, I participate because I'm a parent and because I want to know. Because I only have
one kid, I have no idea. I'm still kind of lost. So, I like to come to this stuff because if I
can learn something, then it's going to be good, and then like same for a parent. Like I
said, I am lost some days, so any type of free education I can get, and it will benefit my
son and my family, I'm all for it.
Suggestions for Increasing Family Participation
When asked what else could be done to increase engagement, it was shared that during
the previous year, parent meetings were "live" on Facebook, and more parents would watch, and
this was attributed to wanting to be comfortable in their own space. However, this "live" option
was not happening this school year. Kate also shared some additional ideas that she felt could
increase the involvement in other events offered at the site. She offered
It should be more like a requirement; make it seem like it is less optional. The parent is a
teacher as well. Maybe provide incentives, they do for 'normal' volunteers, but not always
parents. Acknowledge them to encourage others to participate. Encourage another
relative to bring the child. Switching the hours more-more events. Three or more eventsgive gift card-coupon encourage more family involvement.
Interview Responses from Teachers (Tina, Tori, and Uma)
In this section, the teachers' responses are discussed, including their experiences and
expectations relating to family engagement.
Teacher Definitions/Understanding of "Engagement"
In the interviews, we began by defining family engagement. Uma shared,
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Well, I think family engagement is bringing the family in is trying to connect them with
the school that way you know to make us all pretty much a team because they're, they're
sending their children with us and different things like that. We, I feel like the
engagement is bringing them in. This is what we're doing. A child is going too far from
my personal opinion, is going to really succeed if we're all on board and doing family
engagements. What makes the parents feel welcome, make them feel a part of everything.
And I think that that's the way I look at family engagement.
Tori defined it as a "team effort," and Tina shared it is making the families feel
supported, "I think family engagement is understanding, supporting, and being in the know of
what is happening with our child. Also, for the teacher, creating a relationship makes the parents
feel supported and comfortable. In turn, it makes the parents engage in the classroom and at
home, which in the beginning, we had to build that. But and I also think it's building trust with
the parents."
Description of "Family Engagement" in the Classroom
I asked the teachers to expand on this idea and ask them how family engagement looks in
the classroom. Tori and Uma, the co-teachers, shared that they wish that parents were in the
classroom more. They believed the planned events are essential, but they want to see their
children in a different environment. Tina shared that she would like more communication, which
is the first step to building relationships and engagement. Tina also elaborated on a perfect
example of family engagement:
In a perfect world, I would like to have a volunteer in my classroom every single day and
rotate and have readers come in. Have our parties, our rooms full to the max of
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everybody. That wouldn't happen with work and everything. But also having parents
fully invest their time in the In-Kind sheets or me being better, which should be a
personal goal. Getting book buddies ready or getting packets sent home that they're able
to do. Because sometimes I feel parents are unsure on how to connect. Especially at home
when they've got dinner and baths and all these different things that they have to do after
school. I feel like they're unsure or not educated on how to connect over activities. So,
everybody like putting in more of an effort.
It was also asked if they see parents as part of the planning process to explore this idea.
Tori shared,
We go and do; we do home visits twice a year, and we also do parent-teacher
conferences. The parents tell us what they would like their children to work on. So, for
example, the first home visit, we do an ASQ assessment, and the parent does it. So,
they're giving their what they see, and then we go over the assessment and then the
parents we talk, and then the parents let us know, you know what they want us to work
on. It's the same thing with parent-teacher conferences. I give them what I see, and then
they give. So, they are as far as planning, yes, they do. I've had volunteer parents come in
here and actually plan activities for my children, and I have a parent, matter of fact, that
comes in here that I had last year that comes to my room to plan still for me.
The Teacher's Role
I also asked about their role as a teacher in family engagement. Each teacher shared that
they must be on an event committee for a monthly event to plan and work at that event.
Additionally, each teacher shared what strategies they utilize to promote family engagement.

79

Una and Tori said that they use the program's Facebook page and a printed calendar for families.
Tina explained that she uses printed communications, as well. Additionally, they try to utilize
drop-off and pick-up times to communicate, but with all twenty parents picking up at the same
time, this is challenging to accomplish on a routine basis.
To expand on their role, an additional question was asked about the opportunities they
have to learn about family engagement. Tina shared, "So I've been to a few conferences like with
NAEYC. And then I feel at the beginning of this school year we talked a lot about family
engagement and how to involve our parents coming in." She also added,
The local college really set me up for success. Specifically, one class was Working With
Families. And I had never been taught or heard stories where families were so far
removed because of experiences that were happening in their life. But having the help
from the teachers and the staff and the school itself, having family engagement nights,
helps those parents. So, I think those stories and understanding how as a teacher and just
as a person, I can help those parents fully prepared me to be ready to it.
Tori shared her opportunities for growth related to family engagement as well,
I have learned more about family engagement since I've been here than any other facility
that I've worked at. They are, I would have to say this program is more about the families
being involved and I've worked in a few different places, but I, I think this one is really,
they really go after that, and I think that's important.
Siblings as a Barrier
The biggest takeaway came when I asked what barriers exist for family engagement was
similar to a barrier shared by administrators and parents. Uma and Tori shared that "jobs and
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siblings" present the most significant barrier for families. They told a story of a family with two
children; one who is enrolled in the program and one who is not. The parents want to participate,
but since the second child could not attend the event, the parents took turns in the car with the
younger sibling while the other parent went into the event. Unless the event took place after
hours or a spot opened for the younger child to enroll, both parents would not be able to
participate in an event simultaneously. It is because of this that Tori stated that "there is room for
improvement," as it relates to family engagement at the site and that all planned events should
take place in the evening. One area Tina shared that there is room for improvement is, "I think
that we could as a staff as a whole, work harder on getting that out there."
Family Issues as a Barrier
Tina shared that the most significant barrier she observes is "work, more than one child,
and family issues." I asked Tina for further explanation on family issues to better understand
what was meant. She added, "I don't want to say drama, but family issues that prevent them from
helping and then things that I've seen obviously, like one parent not being there, it's like a singlefamily home." She also shared that almost all 20 children in her classroom have siblings. Finally,
all teachers shared that they think daytime events would have increased attendance if there were
a way to allow siblings and parents were encouraged to be more of the planning process. Uma
also shared that for many families and her as a mother, "I have four kids. Food is an incentive. If
you, there's going to be free food, I'm coming; it's just a true story." Administrators also
discussed this idea as an influencing factor in engagement.
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Benefits for Participating
Despite the barriers that exist, the teachers understand and articulate the benefits for
families when they participate. Tina shared,
Oh my gosh. One, I feel they're educational, I don't want to say process, but their
educational career. I feel that it's from that when their family is engaged, willing to play
games, willing just to talk when they're going through transitions, or talk about school.
Also, their self-confidence really bursts. Their socialization and their communication
skills go through the roof when their families engaged. And then having the
understanding that their family, not that they don't feel that way before, but knowing they
have that love. That connection that some children don't have if their family isn't engaged
in their education.
A critical statement came from Tori when she shared,
Interview Responses from Administrators (Lori, Stacy, Olivia, Elizabeth)
Administrator Definitions/Understanding of "Engagement"
All four administrators were eager to share their thoughts and experiences. Each
administrator had a slightly different definition for family engagement, but they were still
similar. Olivia felt that it means that families are involved in every aspect. Stacy further defined
every aspect as,
Just families being involved in every aspect of the program, not just attending the meetand-greets, but also are they bringing their child to school on a regular basis? Are they
doing the family in-kind activities? Our classrooms have monthly family days now, so
that is one of the requirements we set forth from some workshop or something we
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attended. Are they participating in that? Are they attending the family nights? Are they
participating in our home visits? Are they assisting with the parent-teacher conference?
Are they engaging in those? Are they helping set goals for their children?
Lori had a deeper definition in that it is not just attending events but also developing
relationships with families and helping them gain new knowledge about their children. She said,
What they don't understand is they're a toddler, or they're a preschooler, or they're acting
appropriately for their age. So, this is to help them understand what expectations they
should have and not to expect a two-year-old to sit there with their hands folded and, you
know.
Suggestions for Increasing Family Participation
Elizabeth said to have family engagement, there must first be an effort to get families
interested and want to be involved, and she furthered shared that there is always a discussion of
how to do this:
During our staff meetings and things like that, we always talk about how to get parents
involved, what other teachers are doing, or anything to help other teachers know some
ideas. I believe there's a committee formed right now too that they're looking at how to
grow that area as well. What we can do to get parents more involved in the program and
their child's development?
As a follow-up to this question, I asked if parents/families are surveyed about what they
want to see within the program related to their involvement. Olivia shared there is a parent
interest survey that each family completes at the beginning of each year. I question further,
asking, "Have you ever thought of doing an exit survey or after the event asking families what
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they thought?" As a response from Olivia simply stated, "No," and Stacy responded, "That's a
good idea. That's a good idea. And maybe we will start."
Relationships
As for relationships, she shared,
Well, first of all, it's to develop relationships with them. In other words, I mean, even if
it's just seeing me at the door when they come in, just say hi to them so they can put a
name with the face, that kind of thing. I go to the family nights and all the activities and
things that they have so I can be there and be present. I visit the different sites and go
around and talk with parents as they're dropping off or picking up their children and that
kind of thing and just try to start that rapport first.
Father/Male Involvement
There is also a push to get more men involved/engaged in the program. Elizabeth shared,
"when dads come in, dads or grandpas that is so big for the kids. They just totally love for men to
come in the room because I mean, you look around our building, we have all females." With this
as well, Stacy added that "if the children see that the parents are taking that time, then they can
see that the parents are valuing. So, they're kind of instilling values. If the parents are here
participating, then that puts a positive experience in for the child."
In my interview with Lori, she echoed this as well, as she is leading the father initiative
and how she is working to involve male role models for the children. She shared
And pretty much when you're in this setting, you're around a bunch of women so, yeah.
So, we're starting that, and then we'll meet every month, and we'll get a program set up to
try to enhance and have them involved in fatherhood program. They'll do things like...
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Just to use an example, I use this a lot. Dads would rather have, and I hate to sound
stereotype, but they'd rather have us have a basketball mind with their kids than to have a
cute little bear. They're going to have better ideas than what a 60-year-old woman
something wants to do. So that's a big push. We're starting to meet, and then we're going
to meet monthly, and then we're going actually to put the program into effect this coming
school year.
Benefits to Parents
Additionally, there is an added benefit when parents are engaged in the classroom
environment, which was described by Stacy;
So also when the families are in the classrooms, they can see different strategies,
techniques as far as guidance and approaches to learning, developmentally appropriate
activities that they can then take home and engage with their children at home or try some
of those conscious discipline techniques or the choices, just different strategies to
attempt.
In response to this, Olivia shared;
Another benefit is a lot of these parents if they're coming in here, they're volunteering,
whether it's in the classroom, family services, office, anything like that, then they're
learning those new skills, and they're taking those skills and maybe even turning them
into something productive, like even getting employment here or somewhere else.
Planning
In the next part of the conversation, I asked if families are invited to participate in the
planning process for family engagement events. Similarly, to the teachers, each person stated that
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for center events-they are asked to participate, but it is limited in nature. This response was in
contrast with Lori's statement in which she said families "want more fun events." I also inquired
as to what they noticed that increased family attendance. Most agreed that serving a meal creates
a considerable increase in attendance. However, they recognized that this increased the cost of
hosting monthly events.
Developing New Ideas
When asked about how their employer allows them to develop new ideas for family
engagement, each participant eagerly shared how they are encouraged to participate in local and
national events, webinars, and conferences to gain new strategies and ideas. These ideas are then
brought back for teachers and staff to implement. There are also the needs for the evolution of
family engagement as families evolve within the program. To speak to this, Stacy described the
process.
Every year we just try to do different things and try to beef up what we've done to make it
better. How can we make it better? This year our Pasta For Parents, we're not having it
during the day. We're having it in the evening. There were several factors that played a
part of that, but one of that is sometimes families can't come because of the younger
sibling. So, if we have the Pasta for Parents in the evening, then our facility, we can have
those younger siblings, and it can be a family thing. So just looking at ways to improve
what we're doing. We've tried parent meetings at different times, different days,
workshops. I mean, our most recent workshop we did on a Saturday, thinking that that
might pull in more. And we had four families show up to that. So, I'm not sure that it

86

mattered that we did it on a Saturday and provided childcare. I think we could've done it
during the week and would've had just as many.
Communication
However, these changes cannot be done without teachers communicating with families
and encouraging "more family time and interaction." Elizabeth believes "some family events are
more significant than others." She detailed a recent Grandparents Day event as "crazy" where the
line stretched down the front entryway, outside, along the building and the parking lot was full,
with attendees parking in the grass. Stacy also shared that there is a hope to implement classroom
incentives for the classrooms who have to most participate in events because, as Elizabeth also
shared, "some of the classes have better turnouts than others because teachers are more excited
about it.
Participants were asked if one type of engagement was more significant than others.
Stacy and Olivia shared that they feel the home visits are substantial. This engagement helps
families and family members volunteer in the classroom because it allows them to see various
classroom strategies. Lori shared that she felt "all have benefits." Elizabeth shared an event like
Grandparents Day, which helps non-traditional family members attend, seems significant.
The biggest takeaway came when asked what barriers are believed to exist to family
engagement. Stacy and Olivia shared that it is three things: "work, school, siblings. As far as
volunteering here, they have work, have school, or have little children because, being a licensed
center, they can't bring siblings. So, if they don't have anybody to watch the sibling, they're not
able to come. So, I think those are our three biggest barriers." When asked for additional
explanation, it was shared that children who are not enrolled in the program cannot be present
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when the center is open due to state licensing requirements. This requirement prevents many
families from participating during daytime events. Lori had many of the same beliefs about
barriers and stated that "work and other children limit the availability." However, she also added
transportation as a barrier. Elizabeth also echoed these with "work and school." However, she
also added technology as a barrier by suggesting;
a lot of parents are involved in the video games and stopping long enough to do what
really counts instead of playing those video games. I know it's very easy to sit down in
front of the TV and stay there for several hours. So, a matter of turning off that
technology, and we have our phones now, and we even see it with parents walking up to
the door, they're on the phones walking up, or the kids are on their phones. So, I think
technology is a big barrier that we have anymore.
Themes from the Data Findings
Experiences with Family Engagement (RQ1)
Each group was also asked about the experiences they have with family engagement in
their role (administrator, teacher, parent/family). Administrators shared their experiences with
various training opportunities that impact their approach. Olivia included the following in her
training summary,
I do a lot of webinars online, so I do a lot of family engagement webinars. I went to the
Indiana Youth Institute trainings. I've been to the DCS training that they have in
Bloomington a couple years ago. There was a three-day training just on family
engagement last January that I went to. It was a three-day training that both (omitted) and
I went to. So that was very informative, and that whole thing was around family
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engagement and different things that we were going to do with family engagement. It's
where we got the family engagement and strength assessment that we now are using with
our families; got that from that training. So usually we go to trainings, and we're able to
bring a lot of things back. So very beneficial.
For teachers, there were various accounts of experiences. While there was a discussion of
educational influence, much of the discussion on their experiences relating to learning about
family engagement focused on experiences from their time in the classroom as a teacher and
information passed down from the administration. This statement highlights a need to train the
trainer opportunities relating to family engagement, discussed in detail in chapter 5.
For families, the experiences are highlighted with barriers such as work schedules and a
lack of communication. While the parents did not have a focused background in education, they
rely solely on teachers' information, which, as previously discussed, is shared primarily from
administrators. This information highlights the need to build trust and relationships with families
before programs can pass on information to the importance of increasing family engagement in
the classroom and center setting.
Barriers to Family Engagement (RQ2, RQ3)
In each group, participants were explicitly asked what barriers they believed existed to
family engagement/involvement. The image below showcases the barriers by the group. While
work was identified across all three groups, the remaining barriers were not consistent. In the
figure below, you will see the overarching themes identified from each group of individuals
interviews. The three barriers to family engagement fell under the themes of work, siblings, and
school with administrators. For teachers, the four barriers to family engagement fell under the
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themes of work, siblings/more than one child, event timing, and family issues. For parents, the
three barriers to engagement fell under the themes of communication, volunteer requirements,
and work.
Figure 2:
Identified Barriers to Engagement

These barriers can also be broken down further into two broader personal and
institutional categories, as shown in the image below. The personal barriers refer to barriers
experienced by families in which the center has no control over. Institutional refers to barriers
experienced that the center could influence. Barriers identified as others are those that both the
center and family have no control over. Institutional barriers identified by participants in this
study were communication and event timing. Personal barriers were identified as work, school,
and family issues. Some barriers did not fall into either category, and these barriers were siblings
and volunteer requirements. While the parents could overcome these barriers, they are enforced
but not created by the site.
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Figure 3:
Institutional and Personal Barriers

Communication (RQ4)
While parents do not appear to be a part of the planning process for events and
opportunities for engagement, the willingness for this form of engagement is present from
teachers and administrators. However, despite this, the opportunities for family engagement can
have a positive impact on families. When the families are involved, they can not only see their
children learning but also learn. This idea is related to approaches to supporting their child in the
home, but they are learning about what to expect from their child and their friends. In most of the
interviews, it was shared that the parents are additional employees at the site. One teacher was a
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former parent. And all the administrators interviewed were parents, then teachers, and now in
their current positions.
Summary
In this chapter, I presented the findings and interpretations, as supported by my research
questions. I described and reflected on the observations of events and meetings for parents. I
shared key findings and themes from interviews with parents, teachers, and administrators. Then
I looked across the three groups of stakeholders to see commonalities and differences in their
perception and understanding of family engagement and barriers to participation.
In chapter 5, I will make connections with the findings and the literature while offering
recommendations to the different stakeholders – parents/caregivers, teachers, administrators, and
to the field overall, educators of early childhood workers, and researchers.

CHAPTER 5:
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS

Introduction to the Chapter
This chapter's focus is to discuss conclusions that can be made from the completion of
this research study. In this chapter implications from the research and recommendations for each
group of participants are presented as a whole in the field of early childhood education. Also
included are ideas for future research related to this study and a call to action about family
engagement in early childhood education. While this is a small sample and a qualitative study,
the findings and analysis can inform the field and add to the body of literatuer.
Discussion
Family engagement was defined by H.R. 1821 (112th): Family Engagement in Education
Act of 2011:
The term family engagement in education means a shared responsibility . . . of families
and schools for student success, in which schools and community-based organizations are
committed to reaching out to engage families in meaningful ways and families are
committed to actively supporting their children's learning and development. (Section 12)
While participants did not give all of this definition in their interviews, many critical
components were still there. Elizabeth defined engagement as "Getting families involved,
interested, in what's going on in their child's development at school." Tori also shared that it is
"making the parents feel supported and comfortable. And then, in turn, makes the parents engage
in the classroom." Despite knowing the critical pieces of the definition, this is not stopping
acknowledging the barriers that prevent this idea of engagement from becoming a reality. This
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acknowledgment is why the barriers matter and need to be recognized. These barriers prevent
engagement from taking place and not allowing for children and families to grow and develop
fully. As a key component of the definition of engagement, shared responsibility is present and
these barriers prevent a shared responsibility of learning from taking place.
The findings in this study echo previously discussed barriers, which according to the
National PTA (2017), included: "not knowing how to contribute; not understanding the school
system; parents in need; childcare; language barriers; special needs; transportation" (para 3).
Childcare and transportation barriers were outlined as key barriers in this program. These
barriers are being experienced by families and being noticed by teachers and administrators.
What can be done?
Implications
In the previous chapter, the barriers identified by participants in the study were divided
into different categories: personal, institutional, and other. The personal barriers refer to barriers
experienced by families in which the center has no control over. Institutional refers to barriers
experienced that the center could influence. Barriers identified as other are those that both the
center and family have no control over. Institutional barriers identified by participants in this
study were communication and event timing. Personal barriers were identified as work, school,
and family issues. Some barriers did not fall into either category, and these barriers were siblings
and volunteer requirements. While the parents could overcome these barriers, they are enforced
but not created by the site.
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Licensing
There was a considerable concern raised across several groups for the other barriers, and
the was a licensing rule that states children not enrolled in the program cannot be on-site during
open hours. This rule would be one of the more formidable barriers to overcome, and it is
beyond the parents, teachers, and site's control. A solution would need to come from the state
level. And this would not be easy. Multiple aspects must be considered when caring for young
children, which is why the rules exist in the first place. It seems that this could be something to
be considered in a post-COVID-19 environment to allow more families the opportunity to
participate. In addition to allowing families to participate at an increased level, allowing siblings
on-site for a limited time for special events would let them benefit and see the positive
interactions and learning of new skills shown while they are present.
Communication
For the institutional barriers, they could be addressed or changed. For example, one
barrier previously identified and discussed was communication. An event and communication
plan could be created and followed. It would need to contain action items and note the individual
responsible for each step. This plan would hold administrators and teachers accountable for
communicating event information to increase engagement.
Additionally, along with action items and assignments, a timeline to communicate would
need to be included as well. This time would need to be established at the beginning of the
program year, ideally sharing the event's exact date and time. From that point forward,
communication should continue to take place in a variety of formats. It would also need to be
ensured that families receive any additional information on changes of dates/times well in
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advance to allow for a work time-off request if required. Giving families a two-week notice is
not acceptable for working families, as the employment standard is a minimum of two weeks'
notice. Also, communication methods should be multiple forms, including, but not limited to,
phone, text, email, in-person contact, and written notes sent home.
Power
Both communication and licensing can be connected to the idea of power with in the
early childhood classroom. Power is very significant and the question is raised of who holds the
power – especially if sites are not inviting parents to help plan events that are taking place where
the expectation is that parents attend. As previously discussed, according to NAEYC, teachers
build family relationships. They "use this understanding to b) create respectful, reciprocal
relationships that support and empower families, and c) to involve all families in their children's
development and learning" (NAEYC, 2010, p. 50). This standard cannot be achieved with the
current situation. From the study there was a clear lack of balance of power between the center
staff and the parents. Given the inequity of power and no opportunity to engage in planning,
there was a corresponding lack of engagement at events.
Recommendations
In this section, recommendations for each group of participants are outlined.
Additionally, recommendations are presented for the field of early childhood education,
individuals in higher education programs of early childhood education, and future researchers.
Administrator/Site Recommendations
Administrators in the study do not seem concerned about the communication or lack
thereof with the parents. If the administrator believed that certain programs or specific
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information was valuable to the parents, they should provide as much access to that information
as possible. For example, through recording it via Facebook Live. One parent explained it was
"much easier to watch in the evening when I was at work and could not be there." A
recommendation could be to explore continuing wth this option or developing better ways to
communicate the information with parents and community members. Depending on the subject,
the content could benefit teachers and the greater community. The subsequent recommendation
would be to find a secure format to allow families to view these meetings in a comfortable
location to them at a time convenient.
Another idea to overcome barriers, could be to hold a a multiple day institute in the
summer or when parents are not working. This experience would benefit Head Start programs
that are typically not operating in the summer months or programs that experience low summer
enrollment due to family time off or older children out of school.
The Rhode Island Early Childhood Institute is an example of this type of program has
been used and seen success. It is "an intensive 5-day in-service professional development
program designed for educational leaders from various sectors of the early care and education
field" (Horm et al., 2003, p. 269). As an additional benefit, "participants choose to earn
University of Rhode Island (URI) graduate credits or professional development credits approved
by the Rhode Island Department of Education" (p. 270).
If expanded and utilized, a program of this nature could also be offered to
parents/caregivers to help familiarize themselves with a program or in the field of education. It
eould be critical to include a parent and/or family perspective and insight in to this training
opportunity. Even without this type of intense training being offered, there is still a need for
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more understanding from the family perspective and this could be implemented into a training of
it’s own for administrators and teachers as well.
An additional suggestion would be to explore the option of holding events in a different
space or location that would allow for families to participate with siblings and not just the
immediate caregiver. Churches or community centers may be valuable partners in this
recommendation.
Teacher Recommendations
Build family relationships. This statement is the simplest way to describe this
recommendation. Not only is it an overall good idea, but it is also recommended by one of the
leading agencies in Early Childhood Education, NAEYC. It is also essential to recall that
NAEYC is the accrediting body for early childhood programs, including The Rainbow Center.
According to NAEYC, teachers "use this understanding to b) create respectful, reciprocal
relationships that support and empower families, and c) to involve all families in their children's
development and learning." (NAEYC, 2010, p. 50). Additionally, teachers are to "understand and
use positive relationships and supportive interactions as the foundation for their work with young
children and families" (NAEYC, 2010, p. 53)
I hoped to find literature that discussed the current trends and issues related to
professionalism in Early Childhood Education. What can be found shares that pay and
appreciation of those in the field is lacking. "While seeking professional status is expected to
improve the quality of childcare programs and worker compensation, the relationship between
quality, compensation, and professional development training has not been fully explored (Boyd,
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2013, p. 1). This barrier is that individuals in the field are not recognized as professionals
concerning recognition and compensation.
To retain the most qualified and motivated early childhood educators, pay and working
conditions must be improved. Obtaining professional status and credentials for early
education and care workers is not enough. Substantial increases in wages and benefits
must be central to this movement; anything less suggests exploitation, not
professionalization (Boyd, 2013, p. 1).
It is not as easy as just raising the wage of individuals in the field. When it comes to
paying professional degreed teachers, this comes at a higher cost. However, in many states, an
advanced degree is not even to work with children in early childhood.
Numerous studies have found that preschool teachers' education levels and specialized
training in early childhood education predict teaching quality and children's learning and
development.1 However, fewer than half of all early education teachers hold a four-year degree,
and many have no college education.2 In most states, a high school diploma is all a person needs
to teach in a licensed child care center.3 As a result, many preschool teachers are not adequately
prepared to be educationally effective. If a college degree is considered essential for teaching 5year-olds in kindergarten, why isn't it required for teaching 3- and 4-year-olds? Many people are
unaware of the evidence, and there is a reluctance to view preschool teachers as professionals
and pay them accordingly (Barnett, 2004, p. 2-3)
Along with this is an additional recommendation for teachers to advocate for professional
development opportunities for themselves. This support could be in the form of allowing release
time to return or continue higher education or supplementing the cost of attending events to help
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teachers learn how to build effective relationships with families better. In this role, teachers
could also partner with administrators to help engage families from a position within the site.
This education should also learn and understand how to work with adult learning and connected
learning theories.
And, "Given that teachers interact with dozens of parents and students each year, teacherfocused training that addresses parent involvement also has the advantage of broader, class-wide
impact than interventions delivered individually to parents" (Herman & Reinke, 2017, p. 91). this
knowledge needs to be better understood to share with educators, and also the barriers that limit
involvement should be explored.
Family Recommendations
These are the most challenging recommendations to provide as many of the barriers
encountered by families do not exist on their end or cannot change. For example, families
cannot, on their own, change licensing regulations. However, it is recommended that parents and
families ask questions, challenge the status quo. While it will not be easy, and it will likely take
assistance from administrators and teachers, change can be accomplished. Families can also
influence political policies in a way that organizations just cannot achieve. This power could
lend itself to changing existing licensing regulations.
I recommend that families work with teachers to encourage administrators to connect
families to those in charge. This connection will help shift the power dynamic. It could
encourage and allow parents to develop the voice that they already have. I always found value in
volunteering in my child's classroom. I recommend all parents try to do at least a little experience
in the classroom with their child, even if it is just staying the extra 15 minutes for breakfast.
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Outside of the early childhood site, families can also push employers to develop a
scheduling system that will allow them to participate in the child's educational environment.
Higher and Adult Education Recommendations
The basis for this study was not only rooted in early childhood education but was
connected to adult learning theories as well. Two theories used in this study are andragogy and
experiential learning. Knowles (1990) defined andragogy as "the art and science of helping
adults learn" (p. 30).
There are many ways that both of these theories can be applied to help future early
childhood teachers develop their skills in working with families. Adult educators can use these
theories to build upon educators' current knowledge and skills to encourage involvement, which
leads to higher success for children. Practitioners working with pre-service teachers or those who
work with or create professional development opportunities for teachers and educators in the
field need to be aware of these adult learning theories and understand their potential applications.
Then educators can be informed to know how parents are adult learners as well.
Teachers and administrators, as adult learners, are trying to do precisely this. But if
parents are not there to learn, effectively they are doing it. Parents need to be identified as adult
learners, as well. As such, opportunities need to create and provide to parents to help build their
knowledge and understanding. While this can take place within site, outside options should be
available and encouraged. This opportunity can also benefit the sites with job openings. It is
often seen that when parents become engaged in early childhood education, this leads to training
and future employment, as was seen in the cases of many of the individuals interviewed.
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By understanding these barriers to family engagement, teachers and administrators can
increase adult learning. However, administrators and teachers need to know how to help adults
learn and be a part of this unfamiliar environment. Subsequently, it can be seen that benefits will
exist for children and families. By understanding these theories, I would recommend that
administrators participate in training to emphasize adult learning's unique assumptions.
In experiential learning, learning is "the process whereby knowledge is created through
the transformation of experience. Knowledge results from the combination of grasping and
transforming experience" (Kolb, 1984, p. 41). There are many ways that Kolb and Knowles'
theories can be applied to help future early childhood teachers develop their skills in working
with families. Adult educators can use these theories to build upon educators' current knowledge
and skills to encourage engagement, which leads to higher success for children. Practitioners
working with pre-service teachers or those who work with or create professional development
opportunities for teachers and educators in the field need to be aware of these adult learning
theories and understand their potential applications and teaching educators to know how
parents/caregivers are adult learners as well.
Early childhood educators can influence the adults in the child's lives, such as parents,
teachers, and administrators, through teacher training and understanding of andragogy and
experiential learning. According to Murray (2013),
The amount of time spent learning about and with the families was reported by
educational professionals participating in this study as critical for the growth in their
understanding of family perspectives. Teacher education and school psychology programs must
allow teachers and school professionals to have access to learning opportunities that adequately
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prepare them to understand the school communities' complexity and the relationships between
the stakeholders (p. 232).
Adult educators recognize the value of family literacy programs and the influence that
parents and family members have on the learning within the early childhood years. Therefore,
adult educators work with early childhood educators to build upon educators' current knowledge
and skills encourage engagement, leading to higher success for children.
Given that teachers interact with dozens of parents and students each year, teacherfocused training that addresses parent involvement also has the advantage of broader,
class-wide impact than interventions delivered individually to parents (Herman &
Reinke, 2017, p. 91).
However, Edwards (2018) acknowledged that "it was not until the late 1990s that there
was an increase in states requiring that teachers gain knowledge and skills regarding parent
involvement" (p. 397). Adult learning theories, especially those of andragogy and experiential
learning, should be taught to and applied by practitioners working with pre-service and current
teachers in the field working with families. With this understanding, society can begin to reap the
benefits.
Early Childhood Education
The most significant recommendation related to this research for the field is to continue
to professionalize the profession. While seeking professional status is expected to improve the
quality of childcare programs and worker compensation, the relationship between quality,
compensation, and professional development training has not been fully explored (Boyd, 2013,
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p. 1). This barrier is that individuals in the field are not recognized as professionals concerning
recognition and compensation.
To retain the most qualified and motivated early childhood educators, pay, and working
conditions must be improved. Obtaining professional status and credentials for early education
and care workers is not enough. Substantial increases in wages and benefits must be central to
this movement; anything less suggests exploitation, not professionalization (Boyd, 2013, p. 1).
By continuing this initiative of professionalizing early childhood education, teachers and
administrators will have increased training access. Teachers may be taken more seriously by
families who view childcare as merely 'babysitting.' Using these terms creates an issue in
eliminating what many in the profession deem to be offensive terms (i.e., babysitter-we do not sit
on babies and day care-we care for children, not days). Additionally, there is a lack of
consistency in what the field is called. There are the terms of Early Childhood, Early Childhood
Education, Early Education, Childcare, Preschool, Child Development, Early Intervention, and
Nursery School, just to name a few. The list could continue on and on. Also, within the field with
many names, there are various settings where children receive services, which includes, but is
not limited to, in-home settings, faith-based settings, center-based settings, and school settings.
These settings may also be non-profit, for-profit, or government-funded. Families also pay for
services through government funding, private pay, scholarships, and more.
But what is a professional? Looking at barriers that teachers face when becoming
professionals in the early childhood education workforce, there is a clear definition of
professionalism. What is found varies greatly or does not explicitly exist at all. According to
Taylor (2012), professionalism can be identified as having the elements of "qualifications,
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relationships, autonomy (although this is at times replaced with accountability) and adherence to
a code of ethics (p. 87). One resource where this information could be found is from the National
Association for the Education of Young Children (NAEYC). This organization is considered one
of the most prominent in the field. "NAEYC is a professional membership organization that
works to promote high-quality early learning for all young children, birth through age 8, by
connecting early childhood practice, policy, and research. We advance a diverse, dynamic early
childhood profession and support all who care for, educate, and work on behalf of young
children. The association comprises nearly 60,000 individual members of the early childhood
community and more than 300 regional Affiliate chapters; all committed to delivering on the
promise of high-quality early learning. Together, we work to achieve a collective vision: that all
young children thrive and learn in a society dedicated to ensuring they reach their full potential"
(NAEYC, 2018). As it relates to higher education and pre-service education programs, NAEYC
states the following "High-quality early educators serve a vital role in ensuring all young
children have equitable access to developmentally appropriate, high-quality early learning.
NAEYC promotes a shared vision of excellence in preparing early childhood professionals
through accreditation and other initiatives that are responsive to the needs of individual children
and communities. NAEYC's higher education accreditation and recognition systems provide an
objective external evaluation of programs preparing early childhood professionals (NAEYC,
2018). Despite this vast information, there was not a direct definition of professionalism.
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Future Research
In addition to recommendations for different groups of stakeholders, there are also
opportunities for future research. Ideas for future research are discussed by understanding the
limitations of this study and ideas for the future.
Limitations of this Study
The study's limitations included gaining access to early childhood education sites and
recruiting all needed participants: administrator, teacher, and parent/caregivers from the same
school setting for interviews. Additionally, this study was limited to two programs in a small
mid-western town. It is also limited in being able to obtain repeated [initial and follow-up]
interviews with individuals that take place before and following a family engagement event. This
limitation was due to the COVID-19 pandemic at the second site (The Rainbow Center) and the
site's subsequent closing. At this time, no other events or interviews were able to be conducted.
Due to this study's nature and the small sample of participants, the results have limited
generalizability.
It is important to note that only barriers to family engagement within early childhood
settings are examined within this context. This idea does not minimize the impact of
parents/caregivers as the child's first teacher within the home environment and the positive
effects that can be linked back to this. It is not the intent to minimize the impacts that teachers
and administrators can have due to relationships to support the family at home.
To expand on this study, I would hope for a different set of circumstances in which my
research study and data analysis ended. It would have beneficial to obtain the thoughts from
additional teachers and parents/family members. I would also spend more time observing at
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different events offered. Additionally, I would have liked the opportunity to observe other daily
interactions between administrators and families, teachers and families, and administrators and
teachers. I feel this would have allowed for a deeper understanding of the site environment and
dynamics.
Ideas for Future Research
When this study first began, I could have never anticipated being uprooted by the
worldwide COVID-19 pandemic. It is a concern that the impact of COVID-19 will be longlasting on programs in early childhood. One of these concerns is from a new guideline and policy
implemented at one site—this new policy limits access of the site to families. Children in many
programs are now dropped-off and picked up at the doors. Due to the nature of having multiple
classrooms of many children to release, this limits families' ability to converse directly with their
child's teacher(s). It would be an opportunity to research what sites and teachers planned to
overcome this communication challenge during COVID-19.
An additional opportunity would exist as a longitudinal opportunity with site directors
and administration to discuss the progression of what they did to maintain or increase
engagement during and after the pandemic forced closings and reduced enrollments. A similar
opportunity for a longitudinal study would exist for parents and discuss what new barriers were
put in place related to COVID-19 and what they/sites did to overcome these challenges to
communication and engagement. It would also be an interesting discussion to see if parents had
any input in re-opening childcare programs.
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Call to Action
Change can begin with continuing the movement for a unified voice and clarification on
barriers and what is experienced by the various members (administrators, teachers, and families)
in early childhood education. A change for these challenges cannot be found and implemented
overnight, nor is there an easy solution to overcoming these barriers. This change will also allow
more teachers to opportunity for career development to continue increasing quality and
professionalism in the field. As a community that cares for young children, we need to overcome
these barriers so that benefits such as those that ALL can realize Henderson and Mapp (2002).
They can:
•

Earn higher grades and test scores, and enroll in higher-level programs;

•

Be promoted, pass their classes, and earn credits;

•

Attend school regularly;

•

Have better social skills, show improved behavior, and adapt well to school;

•

Graduate and go on to postsecondary education. (p. 7)
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APPENDIX A:
INFORMED CONSENT

Study Title Identifying and Overcoming Perceived Barriers to Family Engagement in
Early Childhood Education
Study Purpose and Rationale
The purpose of this study is to understand the perceived barriers of administrators, teachers, and
families as they relate to participation in their child's early childhood education. It has been
found that where there is a connection and mutual support between the school, family, and
community, students are more likely to earn higher grades, graduate, attend school routinely, and
have higher self-esteem (Henderson & Mapp, 2002).
Research is widely available showing the benefits of family involvement/engagement, but
research is lacking in identifying barriers that exist that may prohibit family engagement in the
area of early childhood education. Data gathered will provide insight into these barriers and what
can be available at a community level to overcome these barriers.
Inclusion/Exclusion Criteria
Inclusion: At the time of the study, participants must be over the age of 18 and a current
administrator, teacher, or parent of a child, in an early childhood education setting.
Exclusion: Subjects may not participate in the study if they are under the age of 18 and may not
participate if they are not current, administrator, teacher, or parent of a child, in an early
childhood education setting.
Participation Procedures and Duration
The participant(s) will take part in a face-to-face interview for approximately 60-120 minutes.
Audio or Video Tapes (if applicable)
Audio recordings may be utilized with permission. All data will be held confidential. Data will
be stored using Box.com, which is password protected online storage and is only accessible to
the Principal Investigator. Informed consent will be stored in a Locked Cabinet in my Home
Office.
Data Confidentiality or Anonymity
All data will be held confidential. Data will be stored using Box.com, which is password
protected online storage and is only accessible to the Principal Investigator. Informed consent
will be stored in a Locked Cabinet in my Home Office. Confidential data will be used for the
interview.
Storage of Data and Data Retention Period
All data will be held confidential. Data will be stored using Box.com, which is password
protected online storage and is only accessible to the Principal Investigator. Informed consent
will be stored in a Locked Cabinet in my Home Office for a period of no more than five years.
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Risks or Discomforts
There are no perceived risks for participating in this study.
Who to Contact Should You Experience Any Negative Effects from Participating in this
Study?
If medical or counseling services are necessary as a result of participation, please contact a local
provider such as Meridian Health Services in Muncie, Indiana.
Benefits
There are no perceived benefits for participating in this study.
Voluntary Participation
“Your participation in this study is completely voluntary, and you are free to withdraw your
permission at any time for any reason without penalty or prejudice from the investigator.
Please feel free to ask any questions of the investigator before signing this form and at any
time during the study.”
IRB Contact Information
For one’s rights as a research subject, you may contact the following: For questions about your
rights as a research subject, please contact the Director, Office of Research Integrity, Ball State
University, Muncie, IN 47306, (765) 285-5070 or at irb@bsu.edu.
Study Title Identifying and Overcoming Perceived Barriers to Family Engagement in
Early Childhood Education
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. . **
Consent
I, ______________________, agree to participate in this research project entitled, (Identifying
and Overcoming Perceived Barriers to Family Engagement in Early Childhood Education)
I have had the study explained to me and, my questions have been answered to my satisfaction. I
have read the description of this project and give my consent to participate. I understand that I
will receive a copy of this informed consent form to keep for future reference.
To the best of my knowledge, I meet the inclusion/exclusion criteria for participation (described
on the previous page) in this study.

________________________________

_________________

Participant’s Signature

Date

Researcher Contact Information
Principal Investigator:
Sarah Haisley, Graduate Student
Adult & Community Education
Ball State University
Muncie, IN 47306
Telephone: (765) 228-6479
Email: smhaisley@bsu.edu

Faculty Supervisor:
Dr. Michelle Glowacki-Dudka
Educational Studies
Ball State University
Muncie, IN 47306
Telephone: (765) 285-5348
Email: mdudka@bsu.edu

APPENDIX B:
INTERVIEW GUIDE:
ADMINISTRATOR

Date/Time______________________
Participant______________________
Hello,
Thank you again for agreeing to participate. I greatly appreciate your willingness to
participate. Please feel free to stop and ask questions at any point during the interview. I
anticipate the interview taking approximately 60-120 minutes.
The purpose of this study is to understand the perceptions about family
involvement/engagement and barriers in early childhood education from administrators, teachers,
and parents. Please take a minute to review the informed consent form. If you have any
questions, please ask. If you still consent, please sign the form and return it to me. Also, as a
reminder, all information will be kept confidential.
Questions
1

Tell me about yourself.

2

Tell me about your role in the field of early childhood education?

3

Have you attended in-service training/workshops regarding parent
involvement/engagement? If so, was the information beneficial? In what ways?”

4

How do you define family engagement? What about participation?

5

Do you know the benefits of family engagement? Can you name any? Have you seen
any outcomes as a result of family engagement firsthand?
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6

Do you feel some family engagement is more significant than others? Why or why
not?

7

How have you seen family engagement evolve as you have been a part of the
program?

8

Are families part of the planning process? If yes, how? If no, why not?

9

Can you tell me how being involved has benefited you? Your program?

10 What strategies are being used by your program that have been effective and viable
to increasing family engagement and involvement? (administrator/teacher)
11 Do you feel that family engagement could be deepened? If so, how, If no, why not?
12 Knowing the barriers, how would you handle family engagement differently?
13 Can you tell me about your educational experiences and how you were prepared for
involving families in your classroom/program?
14 Can you tell me how you would like to see families involved?
15 What experiences does your site provide to encourage family engagement?
16 What barriers do you believe to exist the prohibit family engagement?
17 If these barriers were eliminated, knowing the benefits of family engagement, would
you participate differently?
18 What experiences have you encountered that families stated were a barrier to
engagement?
19 What community resources do you know of that are available to assist with these
barriers?
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20 Is there anything else you would like to share with me about your experiences
related to family engagement?
Prompt Questions may also be utilized and may include the following:
•

“How did that make you feel?”

•

“What did you think when that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”

Thank you for your time. It is greatly appreciated. Please reach out to me if you have any
questions and have a great day!
The above guide will be utilized in the initial interview. While some questions may be
utilized in the follow-up interview, many of these questions will be determined from the
observations and interactions observed during the family engagement event.
One example of re-utilizing a question will be:
21 Was this event effective and viable in increasing family engagement and
involvement? (administrator/teacher)
22 Were any barriers present that could have/do prohibit family engagement in this
event?
However, Prompt Questions may also be utilized and may include the following:
•

“How did that make you feel?”

124

•

“What did you think when that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”
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INTERVIEW GUIDE:
TEACHERS

Date/Time______________________
Participant______________________
Hello,
Thank you again for agreeing to participate. I greatly appreciate your willingness to
participate. Please feel free to stop and ask questions at any point during the interview. I
anticipate the interview taking approximately 60-120 minutes.
The purpose of this study is to understand the perceptions about family
involvement/engagement and barriers in early childhood education from administrators, teachers,
and parents. Please take a minute to review the informed consent form. If you have any
questions, please ask. If you still consent, please sign the form and return it to me. Also, as a
reminder, all information will be kept confidential.
Questions
1

Tell me about yourself.

2

Tell me about your role in the field of early childhood education?

3

Have you attended in-service training/workshops regarding parent involvement or
engagement? If so, was the information beneficial? In what ways?”

4

How do you define family engagement? What about engagement or participation?
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5

Do you know the benefits of family engagement? Can you name any? Have you seen
any outcomes as a result of family engagement firsthand?

6

Do you feel some engagement is more significant than others? Why or why not?

7

How have you seen family engagement evolve as you have been a part of the
program?

8

Are families part of the planning process? If yes, how? If no, why not?

9

Can you tell me how being involved in your child’s education has benefited you?
Your program?

10 What strategies are being used by your program that have effective and viable to
increasing family engagement and involvement?
11 Do you feel that family engagement could be deepened? If so, how, If no, why not?
12 Knowing the barriers, how would you handle family engagement differently?
13 Can you tell me about your educational experiences and how you were prepared for
involving families in your classroom/program?
14 Can you tell me how you would like to see families involved?
15 What experiences does your site provide to encourage family engagement?
16 What barriers do you believe to exist the prohibit family engagement?
17 If these barriers were eliminated, knowing the benefits of family engagement, would
you participate differently?
18 What experiences have you encountered that families stated were a barrier to
engagement?
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19 What community resources do you know of that are available to assist with these
barriers?
20 Is there anything else you would like to share with me about your experiences
related to family involvement or engagement?
Prompt Questions may also be utilized and may include the following:
•

“How did that make you feel?”

•

“What did you think when that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”

Thank you for your time. It is greatly appreciated. Please reach out to me if you have any
questions and have a great day!
The above guide will be utilized in the initial interview. While some questions may be
utilized in the follow-up interview, many of these questions will be determined from the
observations and interactions observed during the family engagement event.
One example of re-utilizing a question will be:
21 Was this event effective and viable in increasing family engagement and
involvement? (administrator/teacher)
22 Were any barriers present that could have/do prohibit family engagement in this
event?
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However, Prompt Questions may also be utilized and may include the following:
•

“How did that make you feel?”

•

“What did you think when that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”
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INTERVIEW GUIDE:
PARENT/FAMILY

Date/Time______________________
Participant______________________
Hello,
Thank you again for agreeing to participate. I greatly appreciate your willingness to
participate. Please feel free to stop and ask questions at any point during the interview. I
anticipate the interview taking approximately 60-120 minutes.
The purpose of this study is to understand the perceptions about family
involvement/engagement and barriers in early childhood education from administrators, teachers,
and parents. Please take a minute to review the informed consent form. If you have any
questions, please ask. If you still consent, please sign the form and return it to me. Also, as a
reminder, all information will be kept confidential.
Questions
1

Tell me about yourself.

2

Tell me about your role in the field of early childhood education?

3

How do you define family involvement? What about engagement or participation?

4

Do you know the benefits of family engagement? Can you name any? Have you seen
any outcomes as a result of family engagement firsthand?

5

Do you feel some engagement is more significant than others? Why or why not?
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6

How have you seen family engagement evolve as you have been a part of the
program?

7

Are families part of the planning process? If yes, how? If no, why not?

8

Can you tell me how being involved in your child’s education has benefited you?
Your child? Your family?

9

In what ways have you been involved?

10 Knowing the barriers, how would you handle family engagement differently?
11 What experiences does your site provide to encourage family engagement?
12 What barriers do you believe to exist the prohibit family engagement?
13 Can you think of a time when a barrier prevented you from being involved?
14 If these barriers were eliminated, knowing the benefits of family engagement, would
you participate differently?
15 How do you engage with your child at home?
16 What experiences have you encountered that families stated were a barrier to
engagement?
17 What community resources do you know of that are available to assist with these
barriers?
18 Is there anything else you would like to share with me about your experiences
related to family engagement?
19 If the program would make changes, are there other barriers that would prevent you
from participating?
Prompt Questions may also be utilized and may include the following:
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•

“How did that make you feel?”

•

“Why did you think when that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”

Thank you for your time. It is greatly appreciated. Please reach out to me if you have any
questions and have a great day!
The above guide will be utilized in the initial interview. While some questions may be
utilized in the follow-up interview, many of these questions will be determined from the
observations and interactions observed during the family engagement event.
One example of re-utilizing a question will be:
20 Was this event effective and viable in increasing family engagement and
involvement? (administrator/teacher)
21 Were any barriers present that could have/do prohibit family engagement in this
event?
However, Prompt Questions may also be utilized and may include the following:
•

“How did that make you feel?”

•

“What did you think that occurred?”

•

“Can you provide an example?”

•

“Tell me more.”

APPENDIX C:
PARTICIPANT RECRUITMENT SCRIPT

I was hoping to talk to you today for a couple of minutes about your availability to
participate in a research study. As you know, I am a doctoral student at Ball State University. As
part of a course requirement, I am completing a qualitative research study.
The purpose of this study is to understand the perceptions about family involvement and
barriers in early childhood education from the perspectives of administrators, teachers, and
caregivers.
I am hoping that you will agree to participate. This study has been approved by Ball State
University’s Institutional Review Board. Your participation would include one face-to-face
interview lasting approximately 60-120 minutes in a mutually agreeable location.
As part of participation, you will be asked to sign and return an informed consent form. If
you have any questions about this form or participation, feel free to contact me.
Would you like some time to consider your participation? If you are willing to participate, please
let me know.
Thanks.

APPENDIX D:
2010 NAEYC STANDARDS FOR INITIAL & ADVANCED EARLY CHILDHOOD
PROFESSIONAL PREPARATION PROGRAMS

STANDARD 2. BUILDING FAMILY AND COMMUNITY RELATIONSHIPS
Candidates prepared in early childhood degree programs understand that successful early
childhood education depends upon partnerships with children’s families and
communities. They a) know about, understand, and value the importance and complex
characteristics of children’s families and communities. They use this understanding to b)
create respectful, reciprocal relationships that support and empower families, and c) to
involve all families in their children’s development and learning. (p.50)
STANDARD 3. OBSERVING, DOCUMENTING, AND ASSESSING TO SUPPORT
YOUNG CHILDREN AND FAMILIES Candidates prepared in early childhood degree
programs understand that child observation, documentation, and other forms of
assessment are central to the practice of all early childhood professionals. They a) know
about and understand the goals, benefits, and uses of assessment. They b) know about
and use systematic observations, documentation, and other effective assessment strategies
c) in a responsible way, d) in partnership with families and other professionals, to
positively influence the development of every child. (p. 51)
STANDARD 4. USING DEVELOPMENTALLY EFFECTIVE APPROACHES
Candidates prepared in early childhood degree programs understand that teaching and
learning with young children is a complex enterprise, and its details vary depending on
children’s ages, characteristics, and the settings within which teaching and learning
occur. They a) understand and use positive relationships and supportive interactions as
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the foundation for their work with young children and families. Candidates b, c) know,
understand, and use a wide array of developmentally appropriate approaches,
instructional strategies, and tools to connect with children and families and d) positively
influence each child’s development and learning. (p. 53)
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APPENDIX E:
FAMILY ENGAGEMENT, DIVERSE FAMILIES, AND EARLY CHILDHOOD
EDUCATION PROGRAMS: AN INTEGRATED REVIEW OF THE LITERATURE

Please visit: http://nieer.org/wp-content/uploads/2011/09/EDF_Literature20Review.pdf

