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PART C. JUSTIFICATION OF THE ECLS-K QUESTIONNAIRES

C1.
Introduction

This section presents the content of the four Early Childhood Longitudinal Study-Kindergarten Class of 1998-99 (ECLS-K) third grade questionnaires in detail. The four instruments are:

· Parent Interview—to be administered to all parents/guardians of children in the study. The parent instrument asks about family structure, child care, family practices, and parent involvement in school. Parents provide assessments of children’s social skills that are comparable to those in the teacher questionnaire and also report on their children’s level of physical functioning, health, and disabilities.

· School Principal/Director Questionnaire—to be completed by the principal or director of each school attended by a child in the study. This instrument includes a broad range of questions about the school setting, policies, programs, and practices at the school level and in the target grade of study children and questions about the principal and about the teaching staff.

· Teacher Questionnaire—to be completed by all teachers of children in the study. The teacher questionnaire is split into three sections. The first section includes questions about the classroom and student characteristics, class schedules, materials, practices, and curriculum. The second section includes teacher’s background, teaching experience, and attitudes. The third section is completed for each study child and includes the teacher’s assessment of the child’s academic and cognitive abilities and behaviors and social skills and information about placements and special services that each child may receive.

· Special Education Teacher Questionnaire—to be completed by the special education teacher or service provider for children in the study who have Individual Education Plans (IEPs). This questionnaire is split into two sections. The first section includes questions about the teacher’s background and training. The second section is completed for each child who has an IEP and includes child characteristics and services the child receives.

Section C3 presents the content of the fourth/fifth grade field test. This content is more limited than the main study, consisting only of the teacher-completed rating scale on children’s academic and cognitive skills and the child-completed rating scale about self-esteem and perceptions of competence and social support.

Section C4 presents the research questions for ECLS-K and relates the constructs to the key questions in the instruments.

C2.
Third Grade Data Collection

C2.1
ECLS-K Parent Interview

The ECLS-K is a longitudinal study of more than 21,000 children who will be followed from kindergarten through the fifth grade. Thus far, data collection has been completed for kindergarten and first grade. No data were collected for children in the second grade. The current OMB submission includes questionnaires that will be used for children in the spring of third grade. 

The children in the study are from a broad range of family and community backgrounds and entered kindergarten with widely differing abilities and levels of preparation for school. Understanding these variations and examining the ways in which home and school environments interact in relation to them as children progress through school is a key goal of the ECLS-K. Conducting interviews with parents is central to obtaining the information necessary to measure these constructs over time. 

The role of the parent in these interviews is twofold. First, because of the young age of the children, parents will act as proxy respondents for their children on many issues during the first few years of data collection.
 Second, parents will provide information on the home environment, including parenting practices, expectations for behavior and performance, and the family’s involvement with the school. In addition, the parents will be primary informants concerning their neighborhood and will be asked questions to supplement available census data. The ECLS-K defines the parent to be interviewed as the child’s primary caretaker at the time of the interview. Information will also be collected about other parental figures in the household.

The parent questionnaire is included in appendix A. In order to provide continuity with measures used with parents of kindergartners and first graders in the first 2 years of the study, much of the content from earlier data collection points is repeated. Some questions have been modified slightly to be appropriate to third graders; however, most questions were originally written to be appropriate for the entire course of the study and thus no changes were needed. Items new to the ECLS-K and their sources are shown in the questionnaire above the new question. Those that have been changed for the ECLS-K are listed as “modified.” 

The sections of the parent questionnaire and abbreviations are shown below:

· Introduction (section INQ);

· Parent Involvement (section PIQ);

· Family Structure (section FSQ);

· Home Environment, Activities, and Cognitive Stimulation (section HEQ);

· Social Skills, Problem Behaviors, and Approaches toward Learning (section SSQ);

· Critical Family Processes (section CFQ);

· Child Care (section CCQ);

· Discipline, Warmth, and Emotional Supportiveness (section DWQ);

· Non-resident Parent Questions (section NRQ);

· Child Health and Well-being (section CHQ);

· Parent’s Psychological Well-being and Health (section PPQ);

· Food Security (section FDQ);

· Parent Education (section PEQ);

· Parent Employment (section EMQ);

· Welfare and Other Public Transfers (section WPQ);

· Parent Income and Assets (section PAQ); and

· Child Mobility and Plans to Move (section CMQ).

Parent’s Involvement with the Child’s Education (PIQ.005-PIQ.065, PIQ.120, HEQ.090-HEQ.107OS). Parental involvement in education has proven to be a critical influence on school outcomes for both preschool and school-age children (Stallings and Stipek, 1986). However, parent involvement is not a single construct but rather refers to many diverse types of home-school interaction. One type of parent involvement involves parents working with their child on homework or educational activities at home or arranging for other persons inside or outside the household to help with homework or tutor the child. Other ways that parents are involved with their children include negotiation with school systems and teachers on behalf of their children; parents’ knowledge about and interaction with teachers and school administrators; parental participation in organized school activities or school management; and parents’ representations to their children about the value of school and school work, including the way in which parents interpret grades and feedback from the school to children (Lareau, 1989).

The research on parent involvement describes not just how parents are involved with schools but also how schools work to involve parents. Many recent programs designed to increase the effectiveness of schools have developed procedures for increasing parent involvement (Comer, 1988; Madden, Slavin, Karweit, Dolan, and Wasik, 1993). The ECLS-K will ask parents about school practices designed to increase involvement and communicate with parents and ask them to evaluate how well their child’s school does these practices. Questions will also be asked about barriers to involvement such as language barriers, safety problems going to the school, or inconvenient meeting times. Questions will also be asked about school climate to provide a context for parent involvement and school practices.

One question of interest is how school practices, parent education, and parent involvement are related. Past research has shown positive correlations between parental education and the extent of their contacts with teachers on academic issues (Lareau, 1989; Schneider and Coleman, 1993). The ECLS-K will provide information about whether schools and teachers that work hard to involve more parents are successful in reducing the social class differences in participation.

The following data about parent involvement will be collected (addressed in Research Question IX-1):

· Parent’s choice of school for child;

· Parent contact with teachers or school;

· Parent attendance at parent-teacher conferences and meetings

· Parent participation in school activities;

· Parent’s evaluation of school practices to communicate with parents;

· Barriers to involvement with the school;

· Parent networks;

· School practices;

· School climate;

· Involvement of parents or other persons in helping with homework; and

· Use of tutoring services.

Parental Monitoring (PIQ.065). Another area of interest in the study is parental monitoring that extends beyond the school setting. In a review of the literature on this topic, Maccoby and Martin (1983) note that during middle childhood, parents’ awareness of the children’s whereabouts, activities, and associates when away from home is a contributor to children’s social development. For example, Dishion (1990) found that parental monitoring is positively related to peer acceptance in the early school years. One way that parents can effectively know about where their children are and what their activities are is by knowing and communicating with other parents of their children’s friends. As a measure of this, the third grade parent interview will include an item about the parental contact that was used previously in the study. 

· Contact with other parents of children in child’s class.

Parental Beliefs and Expectations (PIQ.070,PIQ.090-100). Parents’ beliefs and expectations about their children are another area of interest in the ECLS-K. Parents’ expectations for student performance and their ideas about children’s ability are powerful predictors of children’s ideas about their own academic competence in elementary grades (Entwisle and Baker, 1983; Parsons, Adler, and Kaczala, 1982). Indeed, parental perceptions of their children’s ability have a greater influence on children’s academic performance in grades five through nine than their actual ability as measured by standardized tests (Parsons, Adler, and Kaczala, 1982).

The parent questionnaire will address the following beliefs and expectations:

· Parent’s educational expectations for child; and 

· Parent’s appraisal of child’s school performance.

Family Structure (INQ.020, FSQ.010-FSQ.310, CMQ.010, CMQ.675). Family structure affects the economic, social, and psychological resources available to the family for child rearing purposes. Single-mother families are not only more likely to be poor (Garfinkel and McLanahan, 1986) but also to be persistently poor (Bane and Ellwood, 1983). Research indicates that a wide range of outcomes for children under 18, including academic performance, are more optimal in families comprised of two biological parents who interact with minimal conflict (Dawson, 1991; McLanahan and Sandefur, 1994; Peterson and Zill, 1986; Morrison and Cherlin, 1992).

The size of the family may also influence child outcomes. Gottfried and Gottfried (1984) found that children between the ages of 1 and 4 from smaller families scored higher on standardized tests of ability and had more favorably rated home environments.

Effects of family structure are not static, however. Structural conditions need to be looked at over time, because family turbulence—changing schools, residence, family composition, or even child care arrangements—has a negative influence on children’s outcomes (Haurin, 1992; Peterson and Zill, 1986; Howes and Stewart, 1987).

A child’s family background and demographic characteristics will be important elements in addressing many research questions. For example, Research Question I-B relates these aspects of family social background to children’s developmental status at the beginning of school and to later school success as well. Various theories have been suggested to account for the differential school performance of children from varying racial and ethnic backgrounds. A persistent reality of the U.S. educational system is the existence of disparities among racial groups in school achievement (Entwisle and Alexander, 1994; Dreeben and Gamoran, 1986; Fernandez and Nielson, 1986). The ECLS-K will gather data on the following aspects of family structure:

· Updated current household roster (including race, gender, and age of all new household members);

· Information about why any previous household members left the household;

· Marital status;

· Family structure change and loss in the last 2 years (e.g., remarriage, divorce, death, and homelessness);

· Contact with biological/adoptive parent no longer living in household;

· Number of times child has moved from one home or school to another since the date of the last interview; and

· Tenure at current address (based on how many data collection points the child has the same address).

Immigration Status (FSQ.240-FSQ.260). Differences have been found in cultural ideals among immigrant groups regarding child-rearing beliefs, the meaning and importance of cognitive ability,


and educational objectives in the early grades (Okagaki and Sternberg, 1993). To address issues regarding immigration status, the ECLS-K will gather the following information:

· U.S. residency; and

· Length of residence in U.S. and citizenship. 

This information has been gathered in past rounds of the study for focal children, the respondent, and the respondent’s spouse or partner. Because the information will already have been collected for all children in the study, in the third grade it will be collected only for new respondents and new spouse/partners.

Home Environment, Activities, and Cognitive Stimulation (HEQ.010-HEQ.075). The activities and relationship between parent and child represent the direct linkage between parental characteristics and the child’s development. The parenting practices of the mother are closely associated with the development of the child (see Maccoby and Martin, 1983, for a review), but the practices of the biological father and other parent figures in the household such as step-parents and grandmothers may also be critical.

Many studies have examined the importance of the quality of the home environment (including both cognitive stimulation and emotional supportiveness) for children’s development. For example, in a multisite collaborative study involving white, black, and Mexican-American families, Bradley et al. (1989) found that the quality of the home environment (including parental responsivity and availability of stimulating play materials) was more strongly related to children’s IQ at age 3 than were measures of parental socioeconomic scale (SES). These data suggest that it is not social class per se but rather the types of home environments provided by parents that are important in children’s development. In fact, research points to wide variability in the home environment of children within the same socioeconomic class.

Children’s literacy is positively correlated with the frequency with which parents read to their children and also with nonliterary, social activities that can contribute to the development of reading skills (e.g., grocery shopping). Teale (1984) reviewed evidence for three ways in which parents indirectly influence their children’s literacy skills: access to reading and writing materials such as alphabet books and trips to the library, their own reading habits (with parents who read more tending to have children who read at earlier ages), and through parental enforcement of television viewing rules.

The following ECLS-K constructs will address questions concerning how the home environment influences children’s cognitive and social development (see Research Question I-C):

· Frequency of cognitive activities (reading, storytelling, etc.);

· Outings and activities with child;

· Literacy materials in the home;

· Library use;

· Parent’s reading habits

· Availability and use of a home computer; and 

· Parental monitoring of television viewing.

Neighborhood (HEQ.400-HEQ.410). In work by Brooks-Gunn, Duncan, Klebanov, and Sealand (1993), evidence was found in two data sets (the Infant Health and Development Program and the Panel Study of Income Dynamics) of effects of neighborhood demographics (especially the proportion of middle-class households and female-headed families) on childhood IQ, teenage births, and school leaving. The concentration of poverty in defined geographic segments of urban areas has received considerable attention (Wilson, 1987). Gabarino and Kostelny (1993) found that the rate of reported child abuse in the poorest areas is four times higher than the rate in more affluent areas. Children in poor neighborhoods, especially public housing developments, are also more likely than their peers to witness or be victims of violent crime. Parental adaptations to the immediacy of violence in the poorest urban areas include staying close to their children, as well as restricting children’s movement in the neighborhood.

The ECLS-K parent questionnaire focuses on these aspects of neighborhood safety and problems. (Neighborhood issues are addressed in Research Question VI-1.) The ECLS-K questionnaire data will be combined with census data to provide a rich, comprehensive picture of the neighborhood context. The following construct will be used:

· Neighborhood safety and problems.

Social Skills, Problem Behaviors, and Approaches Toward Learning (SSQ.010, PIQ.110). Social skills have been found to be significant predictors of academic achievement (Clark, Gresham, and Elliot, 1985). Problem behaviors, such as aggression or withdrawal, are consistently correlated with negative outcomes for children, including rejection by their peers (for a review of this research see Meisels, Atkins-Burnett, and Nicholson, 1995). Based on work by Meisels and his colleagues, the ECLS-K assesses children’s skills in five areas (cooperation, assertion, responsibility, empathy, and self-control) using items adapted from the social skills rating system (SSRS) (Gresham and Elliot, 1990). In addition, parents provide information about children’s problem behaviors, including externalizing problems, internalizing problems, and hyperactivity.

The ECLS-K also includes measures of approaches toward learning. Learning styles include intellectual openness and curiosity, task persistence and attentiveness, reflection and interpretation, and imagination and creativity. Although many of these constructs are difficult to measure reliably (Meisels, Atkins-Burnett, and Nicholson, 1995), some indicators have been demonstrated to affect children’s academic performance. As in past years of the study, the ECLS-K will continue to use the SSRS, and several suggested additions to the SSRS developed by Meisels and his colleagues, to measure children’s socioemotional development and approaches toward learning. 

In the third grade, the ECLS-K will also include questions about the child’s behavior in reference to school. These items were used in the base year of the study and were originally intended as a measurement of children’s adjustment to kindergarten; however, in the third grade they will be used as a check on how children in the middle of their elementary school years feel about school (items ask whether the child complained about school, was upset or reluctant to go to school, pretended to be sick to stay home, said good things about school, said he/she liked the teacher, and looked forward to going to school). 

Thus, the constructs in this section in the third grade are:

· Social skills, problem behaviors, and approaches toward learning; and

· Adjustment to school.

Critical Family Processes (CFQ.020-CFQ.100, HEQ.110-150). Primary care givers need to provide for children’s basic material needs, nurturance, and protection. Parents are less able to perform as effective care givers when the family is dysfunctional. A variety of family circumstances pose threats to the healthy functioning and development of children, for example, family illness and disability and high levels of interparental conflict (Shonkoff, 1992; Peterson and Zill, 1986).

Conflict between parents negatively influences the psychological adjustment of school-age children, whether parents live together or not (Grych and Fincham, 1990). Social and material supports for parenting, both on a regular basis and in case of an emergency, may improve parenting styles and enhance parents’ ability to foster their child’s development.

Family routines and the regularity of family life play an important role for school-age children. Family routines provide a source of stability, especially during periods of stressful transitions. Parental activities to teach children about their cultural/racial/ethnic identity may also improve emotional and social development.

The following constructs will address research questions having to do with how family processes influence children’s development:

· Social, material, and emotional support; 

· Marital satisfaction; and

· Family routines.

Child Care (CCQ.003–CCQ.420). Evidence indicates that the quality of child care received during the early school years has implications for functioning in the elementary school grades. For example, Howes (1988) found that with family characteristics controlled, higher quality early child care (center or family daycare) was predictive of better academic progress and school skills and fewer behavior problems in boys and of better school skills as well as fewer behavior problems in girls at the end of first grade. Similarly, preschool children in model child care centers exhibited more complex play patterns than their peers at marginally adequate centers (Howes and Matheson, 1992). Throughout the study, the ECLS-K will collect information on the number, consistency, and variety of formal before and after school care arrangements that the children currently experience. As children move further in to the school-age years, families may rely more often on nonparental care arrangements—particularly self-care. Information on the amount of time that children spend in self-care, both before and after school, will also be collected.

Data will be collected on the following:

· Current child care arrangements; and

· Hours per week child spends in self-care.

Discipline, Warmth, and Emotional Supportiveness (DWQ.010-DWQ.120). Warm, accepting maternal behaviors are positively linked to children’s intellectual and emotional development (see Maccoby and Martin, 1983 for a review; Baumrind, 1971a, Baumrind, 1971b). The use of harsh, controlling disciplinary techniques is negatively associated with children’s adjustment. For example, Hess and McDevitt (1984) found that mother’s use of direct control tactics at age 4 negatively predicted children’s school-related abilities at ages 4, 5, 6, and 12 (in Powell, 1992). Similarly, Dornbusch, Ritter, Leiderman, Roberts, and Fraleigh (1987) found that authoritarian parenting (which stresses obedience) is negatively associated with school grades among adolescents.

Greater warmth and support predict more positive child outcomes, regardless of income level (Moore, Zaslow, Miller, and Magenheim, 1995). Research has identified listening and communication as key aspects of parental warmth (Global Exchange, Inc., 1995).

The ECLS-K will provide information about how the following variables relate to both family background and children’s successful development:

· Warmth;

· Aggravation in parenting;

· Disciplinary practices; and

· Listening and communication.

Involvement of Nonresident Parent (NRQ.050-NRQ.270b). Asking questions about nonresidential parents is of great interest to experts on family involvement. Nearly a third of all children are born outside of marriage, and the majority of these children do not live with their fathers. The high incidence of divorce and separation in this country leads to more children living apart from one of their parents. 

Although many fathers who do not live with their children lose contact with them over time and tend to play a smaller role with their children than do resident fathers, a significant proportion of nonresident fathers do remain involved. Moreover, their involvement is important to children’s lives (Amato, 1998; Nord, Brimhall, and West, 1998). Although the majority of nonresident parents are fathers, an increasing number of children have nonresident mothers. For both policy reasons and to understand children’s development, it is important to learn more about both fathers and mothers who live apart from their children. 

Several studies have shown a link between receipt of child support and educational attainment and academic achievement (Knox and Bane, 1994; Baydar and Brooks-Gunn, 1994). Payment of child support also appears to be associated with a lower level of school behavior problems (McLanahan et al., 1994). Most studies focus on formal child support payments, but nonresident parents may also provide support informally. One study found that among mothers with no child support awards, 24 percent of divorced or separated mothers and 47 percent of mothers of children born outside of marriage received some monetary support from fathers (Argys, Peters, Brooks-Gunn, and Smith, 1996). Other studies have found that fathers, particularly those who are economically disadvantaged and therefore cannot make regular support payments, contribute to their children in other ways such as buying food or clothing (Sullivan, 1993; Achatz and MacAllum, 1994).

The following data about nonresident parents will be collected in the third grade questionnaire:

· Current contact; 

· Distance from the nonresident parent’s home to the child’s home;

· Establishment of paternity;

· Child support; and

· Payment of other bills and expenses. 

Child’s Health and Well-Being (CHQ.010-CHQ.730). The importance of children’s health for school success is well established. Chronic conditions and disabilities, such as hearing impairment and physical handicaps not only “flag” youngsters for administrative attention, they also shape the way that parents, peers, and school personnel relate to the child (Alexander and Entwisle, 1988). Even relatively mild conditions, such as earaches or allergies, may affect children’s performance in school if left untreated.

Other important indices of children’s well-being include rate of growth, physical fitness, health care utilization, and the consequences of the irregular medical care received by some poor school-aged children (Newacheck and Hallfon, 1988).

A number of health risks, such as poor nutrition, exposure to lead, and accidental injuries, have detrimental effects on children’s school performance. For example, children who are exposed to even moderate amounts of lead in early childhood later exhibit sevenfold increases in school drop-out rates, sixfold increases in reading disability, and lower final high school class standing (Needleman, Schell, Bellinger, Leviton, and Allred, 1990).

The ECLS-K will collect the following data addressing children’s current and retrospective health status:

· Behavioral and attention problems;

· Disabilities;

· Diagnoses;

· Chronic illness or other conditions;

· Special equipment and services

· Child’s general health status;

· Routine health and dental care;

· Childhood health conditions and treatments used;

· Childhood injuries;

· Health insurance coverage; and

· Exercise/physical activities.

Parent’s Psychological Well-Being and Health (PPQ.100-PPQ.240). Parents who are depressed or highly stressed are less likely to provide emotional support and more likely to employ harsh disciplinary practices (Puckering, 1989; Moore, Zaslow, Miller, and Magenheim, 1995). Maternal emotional distress is associated with a lower frequency of positive behavior toward the child and a higher frequency of negative behavior. In interactions with preschool children, depressed mothers are more critical, less responsive, and less active and spontaneous (McLloyd and Wilson, 1991). Such parenting styles are consistently associated with poorer child outcomes (see Maccoby and Martin, 1983 for a review of this literature).

These important dimensions of parent’s psychological well-being will be included in the ECLS-K:

· Depression or subjective well-being;

· General health status; and

· Family health limitations. 

Parent Education and Human Capital (PEQ.010-PEQ.060). Parent’s educational attainment has a strong influence on the child’s odds of attaining a given level of schooling, for example, completing high school or college. (e.g., Hauser and Mossel, 1985; Sewell and Hauser, 1976; Bowles and Gintis, 1976). Parental education also predicts the child’s success in the early primary grades (Alexander and Entwisle, 1988).

Possible mechanisms for the effect of parental education are inherited ability, access to educational resources, differences in the value the parent places on education for the child, and ascriptive biases in both the formal organization of instruction and informal social relationships within the school setting (Bidwell and Friedkin, 1988). Time use studies have shown that maternal education is a strong predictor of the amount of time mothers spend playing with children under 18, teaching them, and taking them on outings (Hill and Stafford, 1980). Other research has suggested that the interaction between a parent and child, especially the amount the parent speaks to an infant or small child, dramatically affects the child’s vocabulary development (Huttenlocher, Haight, Bryk, Seltzer, and Lyons, 1991).

As in past data collections for the ECLS-K, educational attainment data will be collected for the child’s parents (or the respondent and his/her spouse/partner if there are no parents in the household). The following data will be collected or updated:

· Diplomas or degrees obtained (collected for new persons to the study and updated for those who were in the study previously);

· Parents’ current school attendance; and 

· Parents’ current job training.

Parent Employment (EMQ.010-EMQ.150). Parental employment status affects the amount of material resources available to the child. Meta-analyses of several studies document that socioeconomic status (parent occupation and education) is positively associated with the quality of stimulation that parents provide their children (Gottfried, 1984). As in past data collections for the ECLS-K, information will be collected about the following:

· Parents’ current employment;

· Occupation and industry (collected for new persons to the study and updated for those who were in the study previously); and

· Parents’ work schedule (total hours per week worked).

Welfare and Other Public Transfers (WPQ.100-WPQ.220). Receipt of welfare benefits, particularly if receipt is long-term, reflects a high level of economic deprivation and generally low human capital on the part of the mother (Zill, Moore, Smith, Stief, and Coiro, 1991; Bane and Ellwood, 1983). McLoyd and Wilson (1991) found that poor single mothers were substantially more likely to be depressed and to provide a nonstimulating environment to their children ages 10 to 17. Subsequently, children of welfare families demonstrate poorer outcomes across a variety of domains, compared to more advantaged children (Moore, Zaslow, Coiro, and Morrison, 1993). On the other hand, net of welfare status and income, the receipt of associated benefits such as Food Stamps, Women, Infants, and Children (WIC), and Medicaid should have positive implications for children’s physical health. 

One question to be considered is how the pattern of welfare receipt over time affects children’s adjustment to and progress through school. For many children, poverty is not a persistent fact of life but a temporary event (Duncan, 1991). In analyzing patterns of poverty among children under 4 for the subsequent 15 years, Duncan and Rodgers (1988) found that black children lived in poverty for an average of 5.5 years, while non-black children lived in poverty 0.9 years. The duration of poverty has been found to have a powerful effect on both cognitive development and behavior among children under 5 (Duncan, Brooks-Gunn, and Klebanov, 1994). The following questions will be asked: 

· Temporary Assistance to Needy Families (TANF) receipt since child’s birth and in last 12 months;

· Receipt of Food Stamps during past 12 months;

· Work or other requirements for receiving TANF/Food Stamps; and

· Participation in Federal School Lunch or Breakfast Program.

Parent Income and Assets (PAQ.100-140, FDQ.100-250). Family income, the net of parent education and employment, affects the family’s material standard of living, neighborhood and housing quality, opportunities for stimulating recreation and cultural experiences, and the stress and psychological well-being of the parents. Youngsters from more economically advantaged households tend to be more successful in the primary grades compared to their less advantaged peers (Alexander and Entwisle, 1988).

One area of concern is the impact of income volatility on children’s development and adjustment to school. Duncan (1991) has found that many households with children under 5 experience extreme ups and downs in the amount of money available to the family, especially as a result of divorce or remarriage. Over a quarter of all children under 5, and over a third of black children, lived in households in which the ratio of income-to-needs dropped by more than half at least once during a 10-year period. Clearly, income is not a stable background characteristic but rather a dynamic force. The consequences for children of changes in income levels merit further scrutiny.

One consequence of particular importance to examine is food sufficiency. Adequate nutrition is critical for children’s growth and development. Children of low income or poverty level families, children of adolescent mothers, and children whose parents are receiving welfare may be at risk of undernourishment. Furthermore, because of the current emphasis on welfare reform, children may be at even greater risk of undernourishment. 

The following constructs will be measured by the ECLS-K in this area:

· Total family income for year; and

· Food sufficiency.

C2.2
School Administrator Questionnaire

The ECLS-K will collect data in spring 2002, when most children in the study will be enrolled in third grade, on school composition, policies, and practices from elementary school principals in schools attended by ECLS-K participants. The student is the central unit of analysis, and school component data will be used to illuminate the school context of ECLS-K children and investigate the influence of school and administrator attributes on student outcomes. The school administrator questionnaire is contained in appendix B. The instrument is very similar to the administrator questionnaires for the base year (kindergarten) and first grade data collections; no additional constructs have been introduced. The items included in the instrument are described in more detail below. 

School Characteristics, Facilities, and Resources. The number of days the school is in session sets bounds on the quantity of school children receive and thus can influence learning outcomes. School size, average daily attendance, and the numbers of students enrolling in or leaving the school during the school year influence the stability in classroom membership experienced by an individual student. Grade span has important implications for children’s school experiences, dictating the number of school transitions they must make between levels of schooling and the age range of their potential school friends. These data will allow comparisons of schools that vary by these organizational features. 

The remaining school characteristics measure the following attributes of schools:

· School type (public or private);

· Special mission or philosophy, including magnet status;

· Total enrollment;

· Ethnic and racial composition of the student population;

· School breakfast and lunch programs and the percentage of children eligible for free or reduced-price meals; 

· Standardized test score data;

· Receipt of Title 1 funding; 

· Adequacy of the physical plant; and

· Availability of computers.

This set of items broadly defines the charter and basic resources of the school. These factors help determine the student clientele, the goals and purposes of instruction, time and resource constraints, and opportunities and resources to meet educational objectives.

The type of school attended has important implications for student experience and achievement. Most public elementary schools are not selective, enrolling all children within predefined attendance zones. Private schools, by contrast, typically have some kind of admission policy and therefore can be more selective in their enrollment. Of nonpublic schools, parochial schools, especially Catholic schools, have received the most research attention (e.g., Bryk, Lee, and Holland, 1993). Catholic schools tend to have high student commitment (reflected in low absenteeism rates and, for high school students, low dropout rates) and high academic achievement, despite a high level of heterogeneity in the student body. This success has been attributed to a number of factors, among them uniformly high academic and behavioral standards, common goals, and a sense of community shared with teachers, children, and parents. The ECLS-K data will provide important opportunities to contribute to the literature on effects of school type. Not only will analysts have information about sector, they will also know whether schools include magnet programs, if they are charter schools, and if they are schools of choice. Because much of the research on school type has been conducted at the high school level, these data will provide important new opportunities for research in this area.

The composition of the student body will have important consequences for the types of programs and services that schools offer. The diversity of student populations with respect to social and economic background, preparation for school, needs for special services, and levels of proficiency in English has created a number of challenges for schools. ECLS-K will allow analysts to examine how schools have responded to student diversity.

Apart from its effects on program delivery, the composition of the student body may influence student achievement and attitudes. Previous research suggests that attending a school with a higher average ability level tends to depress children’s expectations and self-conceptions of ability slightly because of the increased competition within the school. On the other hand, children in higher SES schools benefit from access to more higher level courses and interactions with achievement-oriented peers (Alexander and Eckland, 1975; Jencks et al., 1972). Most of the research on school composition, however, has been conducted in high schools; ECLS-K will allow researchers to examine similar processes in early elementary school.

The other variables in this set provide the “backdrop” for educational processes occurring within the school. Total enrollment, school capacity, sources of funding, and adequacy of the physical plant define both the size of the population to be served and the resources to do so. Overcrowding can be a serious problem, as can inadequate facilities and low levels of funding. Transfers in and out of the school measure stability of enrollment. Having a relatively unstable population of children can potentially make the educational mission much harder, as can having a high rate of absenteeism. Altogether these variables define important differences between schools.

Community Characteristics and School Safety. Elementary schools tend to be smaller, more local, and have larger grade spans than either middle or high schools. The smaller catchment area of elementary schools, combined with the longer grade span, suggests a long-term cumulative influence of the local neighborhood on both children and their schools. School-level characteristics are likely to parallel those for the local neighborhood (demographically, but also, importantly, in terms of attitudes, values, and expectations), allowing a long-term, mutual reinforcement less possible in the larger, more diverse middle and high schools. The community characteristics items in the school questionnaire focus on school and neighborhood safety. Schools in crime-ridden areas may have to prioritize security within and around the school, preventing outdoor play periods or field trips around the neighborhood.

The ECLS-K items that characterize community contexts include questions about:

· Neighborhood problems (racial tensions, garbage or litter, and crime);

· School safety; and

· Measures taken to ensure school safety.

The neighborhood questions ask about the neighborhood that the school is located in. The data in the questionnaires can be combined with census data that characterize the neighborhood in other ways (by racial composition, employment, and so on).

School Policies and Practices. Policies regarding behavior, dress, testing, and grade retention can create quite different learning environments, with associated differences in children’s opportunities to learn. Variables included in ECLS-K are:

· School rules regarding uniforms;

· Standardized testing; and

· Retention policies and practices.

Although there have been claims that school uniforms promote safety and thus facilitate learning, there is little evidence that directly addresses the issue. ECLS-K will allow researchers to evaluate the effectiveness of a uniform policy on school safety and on academic outcomes. 

Evaluation takes a number of forms and has a range of short-term and long-term purposes. Standardized tests and formal report cards are joined by teacher praise, stars and happy face stickers, check marks, and so on. The purposes and use of these forms of evaluation differ, however. For example, standardized test scores may guide placements and special service delivery or certify that children are prepared to move on to the next level of education. 

Although there are strong opinions on both sides of the issue, the efficacy of retention as a practice aimed at remediating the academic or social difficulties of young children is unresolved. Schools and school districts mirror this uncertainty, some favoring the use of retention in certain circumstances, others having a “no retention” policy. ECLS-K will collect data on retention policy and remediation and/or support practices at the school level and gather information about the number of children retained in each class from the teachers at each target grade level. The study children’s retention history will be constructed from their school records. These data will address a number of issues about retention: the effects of retention for individual children, the influence of the proportion of the class that has been retained (the idea being that if retention is not a rare event, it should have fewer emotional costs for retained children), and the influence of retention as a school-level variable on academic outcomes.

School-Family-Community Connections. Some schools have responded to community needs for daycare and before- and after-school child care services by offering these services at the school building. Schools may run child care programs themselves or through the Parent Teacher Association or may allow independent child care providers to operate on site. These services may be important for children of working parents; on site child care allows continuity between the school day and their before- and after-school daycare arrangements.

Parent involvement in children’s education is multidimensional, occurring both at school and at home, and initiated by either school personnel or parents. When teachers actively promote parent involvement, parents may become more involved and be more aware of school and classroom activities and of their own child’s instructional program.

School Programs for Special Populations. Because ECLS-K provides longitudinal data on a nationally representative sample of children, including children with special educational needs, information will be needed on special programs in which children in the study may participate. Because programs serving, special populations often vary widely in content and organization—differences that may in turn have consequences for both children’s opportunities to learn and their progress in school—basic characteristics of these programs need to be documented. Services to families of children in special programs should also be documented. The use of special staff—e.g., social workers, parent liaisons—home visits, parenting education, and other efforts to involve parents in support of their children’s success in school are among the topics included. These will provide data to address issues of how schools can best serve parents of children with special needs. ECLS-K variables include:

· Delivery of instruction to language minority children;

· Delivery of special education and related services to children with disabilities; and

· Delivery of instruction to gifted and talented children.

The following characteristics of the delivery of instruction to LEP children will be measured: the proportion of LEP children in the third grade and the total school, the number of children receiving bilingual education or ESL services, and the types of services provided to families of LEP children.

Because baseline data were collected during the kindergarten year, a point when many children with disabilities had not yet been identified by schools, ECLS-K will be able to shed light on how children come to be classified as having a particular disability. Information on where children with disabilities are served (i.e., in the classroom—“inclusion”—or in special pull-out classes) is also important information to be gathered in ECLS-K. Enabling children to function effectively in a regular classroom setting is a goal of many special education programs. Although some children spend all of their time in separate special education classes or schools, many children move in and out of a regular class daily, receiving services in pull-out classes and returning to the classroom for the rest of the day. How best to provide services to children with disabilities is an important question, yet there are few data currently available to address the issue. The ECLS-K data on special education placement and practices will provide critical information about the range and effectiveness of options for special education delivery.

The needs of gifted and talented children mirror many of those for other special needs children. ECLS-K school component will gather information about the number of gifted and talented children in the school and what grade levels are included in the gifted and talented program. Most data about the delivery of services to gifted and talented children will be collected from teachers.

Staffing and Teacher Characteristics. The ECLS school-level data on teacher characteristics will allow researchers to evaluate the importance of the following elements of the teaching 


staff for very young children, aside from the characteristics of their own teacher (which will be addressed on the teacher questionnaire):

· Total number of full- and part-time teachers, specialists, nurses, and paraprofessionals; and

· Racial and ethnic composition of teaching staff.

School Governance and Climate. Bryk, Lee, and Holland’s (1993) influential study of Catholic high schools identified expectations for student achievement as a central element contributing to the success of the Catholic model. These expectations have direct effects on how children are educated in Catholic schools. For example, Catholic schools tend to be far less internally stratified than public schools, reflecting the belief that high academic standards are appropriate for all children.

In addition to teacher expectations, schools can be characterized by the goals they set for themselves and their children: for example, whether they have high academic standards (expectations) or focus more on social development (self esteem, etc.). Clear, mutually agreed upon academic goals, sometimes referred to as “academic press” are associated with higher average student achievement. The ECLS-K will gauge school goals, expectations, and climate:

· Principal’s goals and expectations for teachers; and

· School climate.

Principal Characteristics. Characteristics of a school’s staff influence the quality of the educational environment. The principal has an especially large part to play: conveying and implementing state and district requirements and initiatives, assuming the role of inspirational leader for the staff, coordinating reform efforts, and managing the day-to-day operations of the school. Many principals also have additional teaching or administrative duties. How principals exercise these duties may influence teachers’ motivation, enthusiasm, and commitment to education.

Although there is an extensive literature on how leadership skills create conditions conducive to effective schools, there is little evidence addressing the importance of variation in the 


following principal characteristics. The following variables might help explain why certain principals are especially successful, however:

· Principal’s gender;

· Principal’s age;

· Principal’s race-ethnicity;

· Principal’s years at this school;

· Principal’s years in the role of principal;

· Principal’s years of teaching experience; and

· Principal’s formal education.

C2.3
Teacher Questionnaire

Although parents and the social context of the home profoundly shape the development of the child, school experiences are also of great importance. Following the pattern of the National Education Longitudinal Study of 1988 (NELS:88), ECLS-K will collect information from the teachers of the sampled children. Teacher questionnaires are included in Appendix C. The primary purpose of these data is to help describe and explain developmental opportunity and outcome differences among the sampled children. 

In addition, teachers will be asked to provide information on the study participants who are in their classes, completing one form for each ECLS-K child. The ECLS-K assessment battery provides an objective assessment of academic outcomes for the nationally representative sample of children. Teachers can provide another perspective, albeit a less objective perspective, on children’s abilities and behavior because they spend a great deal more time with the children under far more routine conditions. 

The ECLS-K teacher questionnaire remains very similar to the ones administered in the kindergarten and first grade years. Items relating to transition from kindergarten to first grade have been omitted. Other items have been revised to reflect the instruction and skills appropriate to third graders rather than to younger children. Some of the more complex items have been simplified. Finally, items have been added in the following areas: time children spend working collaboratively in heterogeneous groups (that is, not grouped by ability level), number of computers available to the students; accessibility of standardized test scores to teachers and parents; and likelihood of individual children’s promotion to the next grade at the end of the school year.

A large number of small-scale studies have identified relationships between various kinds of early schooling experiences and learning outcomes. ECLS-K will make two major contributions to our understanding of these relationships. One is the assessment of the generality of the results: Do the findings from the smaller-scale, usually local, studies hold for children across the country? A second contribution is that ECLS-K will allow researchers to assess the relationships more rigorously. This is because ECLS-K collects a much broader range of variables and collects that information longitudinally. The broader range of variables allows one to study simultaneously the relationships of several variables with the outcomes and thus assess the relative importance of particular schooling variables compared to other schooling and family background variables. The longitudinal nature of the ECLS-K design allows one to link children’s classroom experiences to changes in their cognitive achievement and attitudes.

The ECLS-K classroom component will ask teachers to provide information on classroom and student characteristics, instructional practices, and their teaching qualifications and background. To a limited extent, the teachers will also provide information on school policies and practices. Most of the data on school-wide policies and practices, however, will be collected from the school principals. Information on the children’s special education services will be gathered from special education teachers and related service providers. Information from the teachers will be obtained primarily through self-administered questionnaires. Teachers will be asked to complete the questionnaires during the spring of the third grade year.

The ECLS-K teacher questionnaire parts A (information about the class and instruction in the classroom), B (teacher-specific information), and C (student-level information) appear in appendix C. 

Classroom and Student Characteristics. The first set of constructs concerns organizational features of the class. These help determine the structure of the class and undoubtedly have some influence on classroom practice. Whether the class is self-contained (one teacher teaching multiple subjects to the same class of students all or most of the day) or is configured differently (e.g., team teaching, departmentalized instruction, etc.) influences scheduling, curriculum coverage, and so on. In addition, some classes will contain only a single grade (third grade taught separately, for example), while other classes will be multigrade, including two or more grades in the same classroom. Again, these types of arrangements may lead to important differences in curriculum and classroom practice, which in turn could affect children’s academic and social outcomes.

ECLS-K will include the following constructs to gauge these classroom characteristics:

· Organization of the class, and

· Grade levels of classes.

The total number of children enrolled in a class is a widely used index of instructional quality at all levels of education. Class size is usually considered important because of the constraints it places on teacher-child interactions. The time available for individuation and small-group supervision is reduced as class size increases, and this is widely believed to result in lower student achievement levels.

Most research on school-age children has analyzed correlations between school-wide ratios and student outcomes. Because the school average can be very different from what most children in the school actually experience, measurement error is clearly a problem in this research. Not surprisingly, then, the record shows mixed results. Characteristics of children in the classroom will include:

· Current classroom enrollment;

· Age range of children in class;

· Race-ethnicity;

· Gender;

· Number eligible for free or reduced-price meals;

· Number who enter or leave during the school year;

· Number with above or below grade level reading and mathematics skills ;

· Number of language minority children and the number receiving services ;

· Languages spoken in the classroom;

· Numbers of children with disabilities by category;

· Number of children who need additional help;

· Number of children tardy or absent; and

· Overall behavior of the class.

The effort to include all children in regular education programs presents challenges to teachers at all levels of education. “Special needs” children include those with physical and cognitive disabilities, as well as LEP and gifted and talented children. ECLS-K is well-positioned to collect information on how these children are treated and the consequences of treatment differences for both special needs and regular children. The special needs of LEP children center around how to allow children to keep up with the early elementary school curriculum and to become functional in English at the same time. 

The needs of special education children overlap some of those of LEP children, but there are significant differences as well. Special education children do not have the same kinds of language difficulties as LEP children, although many have specialized problems with spoken or written language (e.g., hearing loss, dyslexia). The range of specific disabilities included under the special education label makes it particularly important to find out how schools and teachers accommodate children with disabilities. As more schools move toward inclusion of children with disabilities in regular classrooms, data evaluating the extent and efficacy of these efforts need to be collected and evaluated.

Moreover, because ECLS-K began collecting data just as children entered the educational system, this study is perfectly positioned to examine the placement process itself. For many children, ECLS-K will provide data that precede their assignment into special education classes, and therefore their performance and learning environments both before and after placement can be assessed. ECLS-K will gather most of the information on special education services from the children’s special education providers, but some information is needed from the classroom teacher as well.

Most teachers employ various techniques to hold children’s attention and to increase engagement. These are often subtle and may be difficult to measure in a survey format. Moreover, how often teachers use particular disciplinary methods relates both to the teacher’s own disciplinary “style” (including her expectations for classroom behavior) and the actual behavior of the class. A teacher who disciplines frequently may do so either because she has very high standards of behavior, her class is very unruly, or both. To partially overcome this ambiguity, ECLS-K also asks teachers about the numbers of children who are frequently tardy or absent and to rate the overall behavior of their class. Despite the difficulty in adequately measuring them, classroom management and appropriate disciplinary procedures are strong correlates of student outcomes (Brophy and Good, 1986; Purkey and Smith, 1983).

Instructional Activities and Curricular Focus. This section of the teacher questionnaire contains the following constructs:

· Arrangement of desks;

· Time allocation and content coverage;

· Amount of homework.
· Use of grouping within the class;

· Availability of adults in the classroom in addition to the responding teacher (aides, volunteers), activities performed, and qualifications; and

· Adequacy of resources and use of resources.

The appearance and physical arrangements of early elementary classrooms are issues of some concern in the literature. Materials and furnishings should be varied and flexible enough to allow for a variety of activities and experiences. Children who have opportunities to use a variety of manipulative materials in meaningful and stimulating ways are more involved in their environments, and their teachers are more sensitive to their needs, are friendlier to them, and interact with them more frequently (Clarke-Stewart, 1987).

Early childhood environments that contribute to positive child outcomes share several common characteristics regarding time allocation and content coverage. These include consistent scheduling and a variety of daily routines, activities that are simultaneously structured but that allow for children to make choices about how to engage the activity, and few opportunities for children to engage in unoccupied behaviors or aimless wandering (Clarke-Stewart, 1987; Howes and Marx, 1992; McCartney, Scarr, Phillips, and Grajek, 1985; Vandell, Henderson, and Shores Wilson, 1988). Several studies suggest that large amounts of free play and unstructured time are negatively related to children’s cognitive and language development (McCartney, 1984; Ruopp, Travers, Glantz, and Goelen, 1979). The research on scheduling and program organization suggests that programs that are carefully planned and structured and offer a balance between adult-directed and child-initiated activities provide the highest quality environments for children (Hayes, Palmer, and Zaslow, 1990).

A large number of studies over the past several years have emphasized the importance of “time on task” for student achievement (Greenwood, 1991; Greenwood, Arreaga-Mayer, and Carta, 1994; Wang, Haertel, and Walberg, 1990). Children achieve more (as measured by achievement tests) in classrooms where a higher proportion of time is spent in academic instruction and where they are engaged in their work with few interruptions or few periods of unoccupied time (Crocker and Brooker, 1986; Greenwood, 1991; Powell, 1980; Soar and Soar, 1979; Teddlie, Kirby, and Stringfield, 1989).

Time on task extends beyond the school day when teachers assign homework and children complete the assignments. Studies of achievement among secondary grade children show that outcomes are slightly higher for children who do more homework (Gamoran, 1987; Hoffer and Moore, 1995). In kindergarten and early elementary school, suggested activities sent home with the student may also be important.

Most elementary classes from first grade on divide into small groups for instructional, purposes for some portion of the day. Grouping is first used for reading, followed by grouping for mathematics in the second or third grades. Subjects such as geography and science are usually not grouped in the elementary years. Some schools do not institute grouping for mathematics until fifth or even sixth grade. Important aspects of such groups include grouping by ability or another factor, number of within-class groups, and how often the groups are used. 

The following items are used to characterize a classroom in terms of the availability of adults in the classroom and the adequacy and availability of physical space and materials: 

· Use of team teaching;

· Number of aides assisting in the classroom and for what purposes;

· Aides’ education and level of fluency in English;

· Number of volunteers;

· Adequacy of physical space and resources; and 

· The use of materials in the classroom.

Team teaching, where two teachers work together with a single class, and use of instructional aides allow for greater individuation of instruction and personal attention. Characteristics of the aides (especially level of fluency in English and educational background) are relevant for how well they can perform educational tasks. The number of adults and the number of children have been combined in studies focusing on the consequences of teacher-to-student ratios for classroom management and student outcomes.

In schools that are obliged to enroll more children than they were constructed to accommodate, class size may cause serious problems. Similarly, classes are likely to vary in terms of the availability of instructional materials and supplies. Because standards of adequacy for many resources depend on many conditions, it is probably best to ask the teachers about the degree to which they believe various resources are adequately provided to their classes.

Content Coverage for Language Arts, Mathematics, Science, and Social Studies Instruction. The content of instruction is usually conceptualized in terms of both concepts and intellectual skills. Short concept inventories have been used to measure learning opportunities in studies of middle and secondary grade students but have not proved to be particularly useful for explaining differences in student learning in the NELS:88 study. A much more powerful prediction is gained from asking teachers whether children have covered material that would allow them to answer correctly the particular items included on the children’s tests (Husen, 1967; McKnight, et al., 1987). Very strong relationships between coverage and learning are also found when classroom observers have monitored elementary teachers’ lessons (Barr and Dreeben, 1983). ECLS-K content coverage questions combine content that is included on the ECLS-K child assessment batteries with other content areas that elementary school teachers cite as central to the elementary school curriculum. The ECLS-K teacher questionnaire measures what is taught and how it is taught (i.e., using what materials and activities). This information should prove useful for understanding the complex ways that opportunity to learn influences children’s academic development, as well as documenting differences in those opportunities.

The ECLS-K also includes a series of questions about the availability of electronic technologies, an increasingly important issue in the early elementary grades. The National Council of Teachers of Mathematics (NCTM), the main association of mathematics teachers in the United States, recommends that teachers begin to integrate use of calculators and personal computers into elementary (grades K-4) mathematics (NCTM, 1989, p. 19). ECLS-K will be able to see how well these goals have been implemented for mathematics and in-classroom practice more generally.

The following constructs measure students’ opportunities to learn in various academic subjects. 

· Time spent on each subject area (reading, writing, mathematics, science, and social studies); 

· Materials used for each subject area;

· Emphasis on topics within each subject area; and

· Activities used for each subject area. 

Student Evaluation. The incentives for children to learn and behave properly in class consist of both formal and informal arrangements. For children at the earliest ages, the incentives are mainly receipt of praise from adults and recognition from peers, while sanctions consist primarily of disapproval. Formal arrangements include grades, progress reports to parents, portfolios, and report cards. For these mechanisms, the most important variables are the criteria for grading, the frequency of feedback, and whether constructive advice on how to improve is included. The following are measures of child evaluation included in ECLS-K:

· Standards against which teachers evaluate students;

· Methods of assessing children’s progress; 

· Use of standardized tests; and

· Access to and usefulness of test scores. 

Parent Involvement. Research in recent years has increasingly emphasized the importance of parental involvement in explaining differences in student educational outcomes (see Schneider and Coleman, 1993). Constructs in this area include both actions that schools take and parental actions, including the following:

· Sharing information with parents about children’s test scores; 

· Frequencies of scheduled parent-teacher conferences;

· Volunteers in the classroom; and

· Parents participating in other school activities.

Collegial Relations and Opportunities for Professional Development. Much of the recent reform literature has stressed the importance of collegial relations among teachers and of instructional leadership from the principal. One mechanism through which these variables can affect student outcomes is through the greater information available to teachers about alternative conceptions and methods of teaching, as well as details on particular children (Kilgore and Pendleton, 1993). Discussions among colleagues can also lead to more clearly defined norms about what should be taught and how it should be taught (Bidwell and Bryk, 1994; Talbert and McLaughlin, 1994). Strong leadership by the principal is often cited as a key element of effective schools (Edmonds, 1979).

Many teachers receive in-service training designed to improve teaching techniques and content knowledge. Although reliable information on the specific content of the programs would be difficult to collect, ECLS-K can find out about the kinds of in-service training in which teachers have participated and the extent to which they consider that training useful. 

Another aspect of the schedule is the time allocated for teachers to plan and prepare their daily lessons. Elementary teachers have traditionally had very limited planning time, a point of some concern as reform proposals call for additional work from teachers.

The following constructs measure collegial relations and opportunities for staff development:

· Frequency of meeting with other teachers and specialists;

· Participation in staff development and its usefulness; and

· Planning and preparation time. 

Teachers’ Views on Teaching, School Climate, and Environment. Teachers’ satisfaction with the amount of autonomy afforded them and the amount they feel supported has a strong effect on teachers’ overall job commitment and interaction styles with children (Manlove, 1993; Rosenthal, 1991; Webb and Lowther, 1993). A teacher’s sense of professional efficacy is associated with student outcomes. In ECLS-K, teachers’ autonomy, input into school policies, and sense of efficacy will be measured. These 


can then be used to address questions having to do with how these relate to teaching practices and ultimately to child outcomes, such as the following:

· Teachers’ influence over school policies;

· Teachers’ control over classroom planning and teaching;

· Teachers’ sense of efficacy; and

· Teachers’ perception of school climate.

Teacher Background. Teacher demographic variables are mainly of interest in the context of fit with children’s backgrounds. Although teacher race-ethnicity and gender are not likely to make much difference to student achievement generally, they may interact with student background variables to produce interesting results. 

Although studies have found substantial variation in teacher training at the preschool level, the differences tend to be smaller at the elementary level. Moreover, the differences that are found on such conventional yardsticks as highest degree earned and major field of study are at best weakly related to student cognitive outcomes (Hedges, Laine, and Greenwald, 1994). Nonetheless, these indicators continue to be used as bases for salary differences and hiring decisions and should be included in 
ECLS-K. 

The teacher’s years of teaching experience are also a variable that is taken very seriously in schools but that have only weak systematic relationships with student test scores (Hedges, Laine, and Greenwald, 1994). Questions are included that tap the number of years total and the number of years at the current grade level. 

The following demographic, training, and experience variables will be collected as part of ECLS-K:

· Teacher’s gender;

· Teacher’s age

· Teacher’s race-ethnicity

· Total years teaching experience, overall and in this grade; 

· Total years teaching experience at this school;

· Teacher’s education; and

· Type of teaching certification held.

Student-Level Information. Part C of the teacher questionnaire asks the teacher to rate each ECLS-K child’s academic skills and social behavior as well as to provide information about the specific services the child receives, his/her classroom performance and achievement groups, and interactions with the child’s parents. The academic rating scales are based on the ECLS-K assessment battery. 

The following student-level variables will be gathered from teachers in ECLS-K:

· Language and literacy academic rating scale;

· Mathematical thinking academic rating scale;

· Science academic rating scale;

· Social studies academic rating scale;

· Social rating scale;

· Services the child receives, including tutoring, ESL, gifted and talented program, special education, and counseling;

· Instruction before or after school, on weekends, and during the summer;

· Participation in Title I programs or services;

· Physical activity;

· Participation in grade-level assessment with or without accommodations; 

· Teacher’s perception of the child’s performance relative to his/her abilities;

· Reading group placement (if achievement groups are used);

· Meetings the teacher has with other staff about the child;

· Communication between the teacher and the child’s parents; and

· Likelihood of the child’s promotion to the next grade. 

C2.4
Special Education Teacher Questionnaire

Like their regular classroom teacher counterparts, teachers who provide special education and related services to study participants will be asked to complete a questionnaire. Special education teacher questionnaire is presented in appendix D. The first part of the questionnaire gathers data on teacher background, training, and experience; the items are parallel to those on the teacher questionnaire. On the second part of the questionnaire, these teachers are asked to provide information on the study participants with whom they work, completing one form for each ECLS-K child who has an IEP.

Teacher Background. The following demographic, training, and experience variables will be collected from special education service providers of ECLS-K children: 

· Teacher’s gender;

· Teacher’s age;

· Teacher’s race-ethnicity;

· Total years teaching experience;

· Total years as a special education teacher; 

· Total years teaching experience at this school;

· Teacher’s education, including degrees and coursework; 

· Type of teaching certification held; 

· Specific position held in the school; 

· Locations in which the teacher delivers services within the school; and

· Number of students with IEPs with whom the teacher works during a typical week.

Student-Level Information. Part B of the special education teacher questionnaire asks the teacher to provide the following student-level information:

· Child’s disabilities; 

· Goals contained in the child’s IEP;

· Child’s classroom placement;

· Type and amount of special education services the child receives;

· Teaching methods and materials used, including assistive technologies;

· Communications with other teachers about the child;

· Communication with the child’s parents; 

· Individual evaluations;

· Extent to which the IEP goals have been met; and

· Performance and achievement groups and interactions with the child’s parents. The academic rating scales are based on the ECLS-K assessment battery. 

C3.
Fourth/Fifth Grade Data Collection

C3.1
Student-Level Information from Teacher

The field test teacher questionnaire asks the teacher to rate academic skills and social behavior for five students in his/her classroom. The academic rating scales are based on the field test assessment battery. The field test questionnaire is presented in appendix H.

The following student-level variables will be gathered from teachers in the field test:

· Language and literacy academic rating scale;

· Mathematics academic rating scale;

· Science academic rating scale;

· Social studies academic rating scale, and;

· Social rating scale.

C3.2
Student-Level Information from Students

The field test self-description questionnaire asks the students to rate their ability and their interest and enjoyment of reading, mathematics, and all school subjects as well as their perception of their popularity and ability to make friends.

The following student-level variables will be gathered from students in the field test:

· Reading ability and interest;

· Mathematics ability and interest;

· General school subjects ability and interest;

· Peer relations; and

· Problem behaviors.

C4.
Research Questions for the Early Childhood Longitudinal Study-Kindergarten Cohort (ECLS-K)

The following research questions served as a guide for the instrument development. The questions themselves derive from the original formulation of the issues that ECLS-K was designed to address and from recommendations from the original ECLS-K Technical Review Panel. The questions were designed to apply to the entire grade span of the study, and some of them reference constructs that were only relevant at kindergarten entry. Questions about kindergarten entry and readiness have been left in this OMB submission to provide context for questions that are appropriate to the third grade. However, the mapping of questionnaire items to construct areas is only done for third grade questionnaires. Please see earlier OMB submissions for the ECLS-K for mapping of items in kindergarten or the first grade.

Below each set of research questions is a list of the constructs most directly related to the set of questions. A key is included for each construct, directing the reader to the location of the referenced questions in each instrument. All parent questionnaire items begin with PQ, all teacher questionnaire items with TQ, and all school administrator questionnaire items begin with SQ. Following the questionnaire identifier are the questionnaire section and question number for each item. In addition, school records are referenced and refer to the Student Record Abstract (SRA) and Facilities Checklist, which are presented in appendices E and F, respectively.

I.
Children’s Developmental Status at Entry to Kindergarten and in Later Grades

A.
Children’s Developmental Status

· What is the status of children’s development (as defined by cognitive, socioemotional development, behavior, and physical status measures) at entry to kindergarten?

a. How does children’s development vary by age (in months), sex, 
race-ethnicity, separately and in interaction?

· How do variations in children’s developmental status (as defined by ECLS cognitive, socioemotional, and physical measures) at kindergarten entry affect later success in school? 


Constructs

Child’s Developmental Status: cognitive development (quantitative and relational concept skills, numeracy and literacy skills, science knowledge; measured by child assessment instruments); language development (vocabulary and pragmatic communication skills; measured by child assessment instruments); physical and motor development (height and weight; measured by child assessment instruments); and socioemotional development (measured by a self-descriptive instrument that asks about the child’s perception of him/herself on a variety topics related to school and home).

Social Skills, Problem Behaviors, and Approaches Toward Learning: SSRS and additions to SSRS (cooperation; assertiveness; responsibility; empathy; self-control; problem behaviors; creativity; enjoyment of learning) [Teacher Rating Scales (SSRS); Parent Rating Scales (SSRS) (PQ: SSQ.010 a-x); Child Rating Scale (SDOI)].

Child’s Health and Well-Being: routine health and dental care (PQ: CHQ.550-CHQ.555); health insurance coverage (PQ: CHQ.695); physical and mental functioning and disabilities (PQ: CHQ.010-CHQ.500; CHQ.560-CHQ.693); participation in physical or recreational activities (PQ: CHQ.700-CHQ.730); special services received or special equipment used by children with special needs (PQ: CHQ.510-CHQ.545).

Child Demographics: gender, age, race/ethnicity [PQ: FSQ270-FSQ.280 (race only); school records].

School Outcomes: child’s standardized test scores relative to other children in class (school records); child absenteeism (school records; PIQ.120c); child tardiness (school records; PQ: HEQ.130); retention/promotion decisions (school records); special placements or referrals (e.g., regular classroom, resource room, special programs, special education, English as a Second Language, gifted/talented) (school records); teacher ratings of classroom performance (including grades) (teacher rating scales); child’s participation in extracurricular activities (PQ: HEQ.020a-f;).

B.
Effects of Family Sociodemographic Variables on Children’s Developmental Status

· How are variations in children’s developmental status at kindergarten entry related to the family’s social, demographic, and contextual variables at the time of kindergarten entry?

· How do family sociodemographic and contextual variables influence later success in school within and across outcome domains and within gender and race/ethnicity subgroups?


Constructs

Family Structure: current household roster (PQ: FSQ.010-FSQ.180); historical household roster (PQ: FSQ.010-FSQ.180); contact with biological parent no longer living in household (PQ: NRQ.050-NRQ.117); number of times child has moved from one home or school to another (PQ: CMQ.010; CMQ.675).

Neighborhood Characteristics: neighborhood safety and problems (PQ: HEQ.400-410). 

Parent Education and Human Capital: diplomas, degrees, certificates, and licenses obtained (PQ: PEQ.010-PEQ.020); parents’ current school attendance (PQ: PEQ.030-PEQ.040); parents’ current job training (PQ: PEQ.050-060).

Parent Employment: parents’ current employment (PQ: EMQ.010-EMQ.040); parents’ work schedule (total hours per week worked) (PQ: EMQ.050).

Race/Ethnic Background and Immigration Status: race of all members of the household (from household roster) (PQ: FSQ.190-FSQ.198); country of origin (child/respondent/respondent’s spouse or partner) (PQ: FSQ.240); length of residence in the United States and U.S. citizenship (respondent/respondent’s spouse or partner) (PQ: FSQ.250-FSQ.260).

Parent Income and Assets: total family income for year (PQ: PAQ.100-PAQ.120; family hardships (unable to feed family) (PQ: FDQ100-FDQ.150); child support and paternity agreements (PQ: NRQ.261-NRQ.270b).

Welfare and Other Public Transfers: AFDC receipt since child’s birth and in last 12 months (PQ: WPQ.100-WPQ.106); receipt of food stamps during past 12 months (PQ: WPQ.110-WPQ.130); participation in federal school lunch or breakfast program (PQ: WPQ.150-WPQ.220).

C. Effects of Family Processes and Parenting Practices on Children’s Developmental Status

· Over and above the effects of sociodemographic variables, what are the effects of family processes and parenting practices (home environment, activities, and cognitive stimulation) on children’s readiness, developmental status, and socioemotional adjustment?

a.
What do parents do to prepare their children for school? How are these actions related to children’s developmental status at entry to kindergarten?

· How do critical family processes and parenting practices influence later success in school? 


Constructs

Parent’s Involvement with the Child’s Education: parent attendance at parent-teacher conferences (PQ: PIQ.020c); parent participation in school activities (PQ: PIQ.020e-PIQ.020f); frequency and form of contact with parents by teacher or school (PQ: PIQ.030-045; PIQ.060); barriers to involvement with the school (PQ: PIQ.050); parent networks (PQ: PIQ.065); parent involvement with homework (PQ: HEQ.091-HEQ.098); parent’s choice of school for child (PQ: PIQ.006-PIQ.007); how child gets to school (PQ: HEQ.121); child tardiness (PQ: HEQ.130).

Parental Values, Beliefs, and Expectations: parent’s educational expectations for child (PQ: PIQ.070); parent’s expectations regarding child’s school performance (PQ: PIQ.090-PIQ.100).

Home Environment, Activities, and Cognitive Stimulation: frequency of cognitive activities (reading, storytelling, etc.) (PQ: HEQ.010a-c; e-i; HEQ.015-HEQ.016); literacy materials in the home (PQ: HEQ.021-HEQ.022); outings and activities with child (PQ: HEQ.017); library use (PQ: HEQ.023-HEQ.028);TV viewing/educational programs (child) (PQ: HEQ.060-HEQ.070); parental monitoring of TV viewing (PQ: HEQ.075); availability and use of a home computer (PQ: HEQ.040-050).

Parental Monitoring: parental communication with parents of child’s friends (PQ: PIQ.065).

Discipline, Warmth, and Emotional Supportiveness: warmth (PQ: DWQ.010a-g); listening and communication (PQ: DWQ.120); aggravation in parenting (PQ: DWQ.010h-n); disciplinary practices (PQ: DWQ.100-DWQ.110).

Parent’s Psychological Well-Being and Health: depression or subjective well-being (PQ: PPQ.100); family health limitations (PQ: PPQ.220-PPQ.240).

Critical Family Processes: marital satisfaction (PQ: CFQ.100); social support (for child) (PQ: CFQ.020a-d); social, material, emotional support (for parent) (PQ: CFQ.020e-f); family routines (PQ: HEQ.110-HEQ.150).

II.
Criteria, Expectations, and Practices with Respect to Children’s Status at Entry to Kindergarten

1. What are school’s criteria for kindergarten entry?

· How do schools and teachers adapt to the diversity of entering children?

2. What are parents’ and teachers’ definitions of readiness—i.e., what beliefs and standards do they have for children’s behavior and academic performance at entry into kindergarten?

· How do definitions of readiness differ by parental SES or race-ethnicity?

· What are parents’ and teachers’ assessments of individual children’s readiness for and adjustment to school?


Constructs

School Policies and Practices Regarding Kindergarten: age requirements for kindergarten entry (SQ: 4-5); school administration of kindergarten readiness tests (SQ: 4-13); testing and screening (how tests are used) (SQ: 4-14); kindergarten enrollment and schedule by class type (e.g., full-day, half-day, transitional or readiness kindergarten) (SQ: 4-6); retention policy (SQ: 4-17). No additional data collected in third grade.

Transitions to Kindergarten and First Grade: early childhood programs and services offered by school (e.g., Head Start, prekindergarten; hearing or vision screening) (SQ: 4-16); transition into kindergarten (communication/procedures) (TQ: 1-7); number of children who attended preschool (TQ: 1-6); transition activities (into kindergarten; from kindergarten to first grade) (TQ: 5-4; 5-7); number of children repeating the kindergarten year (TQ: 1-8); special help for lower achieving children (SQ: 4-15; TQ: 2-18). No additional data collected in third grade.

Beliefs about School Readiness: teacher’s beliefs about “readiness” (skills and preparation needed at kindergarten entry) (TQ: 5-5; 5-8); teacher’s response to children who are not considered “ready” for kindergarten (TQ: 5-6); parent’s expectations regarding school readiness (PQ: 8-4). No additional data collected in third grade.

Parent SES, Race or Ethnicity: parent education and human capital (PQ: PEQ.010-PEQ.060); parent employment (PQ: EMQ.010-EMQ.150); parent income and assets, family hardship (PQ: PAQ.100-PAQ.140); welfare and other public transfers (PQ: WPQ.100-WPQ.220); race-ethnicity (from household roster) (PQ: FSQ.190-FSQ.198).

Assessments of Individual Children’s Readiness for and Adjustment to Kindergarten: teacher’s evaluations of child’s performance (including grades) (teacher rating scales); child’s social skills, problem behaviors, and approaches toward learning [teacher rating scales (SSRS)]; parent SSRS (PQ: SSQ.010a-x); special referrals or placements (e.g., regular classroom, resource room, special programs, special education, English as a Second Language, gifted/talented) (school records); retention/promotion decisions (school records). No additional data collected in third grade.

III.
Classroom Practices

1.
How do instructional practices, content coverage, time on task, and methods of providing feedback differ across classrooms or schools in kindergarten, first, and second grade?

· What are the consequences of those differences for children’s academic and social development?

· Are differences in instructional practices or methods of providing feedback associated with children’s social background characteristics?

2.
How do teachers and schools deal with the diversity of children’s skills?

· What effects do the different arrangements have on children’s progress through school?

3.
How do children’s opportunities to learn differ across classrooms and schools, and what are the consequences of those differences for children’s development?

· Are children’s opportunities to learn in the early elementary grades associated with family social background variables?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research Question 1.)

Use of Grouping and Individualization: whether ability grouping is used and how often by content area (TQ: 2-10); whether another form of grouping is used and how often by content area (TQ: 2-11); number of within-class instructional groups (reading and math) (TQ: 2-12; 2-16); number of children in each reading group (highest to lowest) (TQ: 2-13); frequency of reassignment to a lower or higher reading group (TQ: 2-14).

Class Activities: hours per day spent on subject instruction (TQ: 3-2); hours per day spent in individual, small, or whole group activities (reading, math, social studies, science) (TQ: 3-3 to 3-6); types of instructional materials available and frequency of use (TQ: 3-7); frequency of specific reading/language arts activities (TQ: 3-8); time spent on math activities (TQ: 3-9); amount of homework assigned (TQ: 3-10); classroom management strategies (time spent in child-initiated and teacher-directed activities) (TQ: 3-12); frequency of library use (TQ: 3-13).

Topics Covered and Evaluation: emphasis an math topics (TQ: 4-1); emphasis on English/language arts topics (TQ: 4-2); emphasis on science and social studies topics (TQ: 4-3); goals of computer use (reading and math) (TQ: 4-4; 4-5); methods of assessing children’s progress in math (and frequency of use) (TQ: 4-6); methods of assessing children’s progress in reading (and frequency of use) (TQ: 4-7); grading criteria (TQ: 4-8); evaluation and grading practices (TQ: 4-9).

IV.
Time in School

1. How does the length and schedule of the school year affect children’s progress, especially cognitive gains?


Constructs

(See School Outcomes under Research Question 1.)

Length of School Year: school calendar year (SQ: 1-1SRA); days in session (SQ: 1-9).

Length of School Day/Week: kindergarten schedule (SQ: 4-6; TQ: 1-1); length of school day (first and second grades) (SQ: 4-9).

V.
Children with Special Needs

1. What are the varieties of service delivery models in place for special education?

· How do these varieties of programs affect child outcomes?

· What is the effect of inclusion on children’s progress through the early grades?

2. How do schools teach children who have little or no proficiency in English?

· How do these program variations related to differences in children’s academic or social development?

· How do schools respond to the needs of parents with little or no English proficiency?

3. How and when do schools provide services to children identified as gifted and talented?

· What effects do gifted and talented programs have on early elementary school aged children’s academic and social development?

4. What kinds of programs do school provide to children who are falling behind academically?

· What are the effects on children’s academic development of remediation programs or services?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research question 1.)

Special Education Programs/Services: children receiving special education through an IEP (SQ: 2-9); numbers of children with disabilities by category (SQ: 2-10; TQ: 1-5); location of services for children with severe disabilities (SQ: 2-11); special education policies (SQ: 2-12); numbers of children receiving special services (TQ: 2-22); numbers of children referred for evaluation for special services (TQ: 2-24); number of children with disabilities who need additional help (TQ: 2-23); adequacy of materials, support staff, and services for children with disabilities (TQ: 2-25).

English-as-a-Second-Language (ESLI/Bilingual Programs/Services): number of limited-English proficient (LEP) children (SQ: 2-4; TQ: 2-19); number of children receiving bilingual education or ESL services (SQ: 2-5); types of services provided to families of LEP children (SQ:2-6); length of ESL program participation (first graders) (SQ: 2-7); length of bilingual program participation (first graders) (SQ: 2​8); organization of instruction for LEP children (TQ: 2-19); languages other than English used in the classroom (and frequency of use) (TQ: 2-20); availability of resources for LEP children (TQ: 2-21).

Gifted and Talented Programs/Services: gifted and talented programs and numbers of children identified as gifted and talented (SQ: 2-13); organization of instruction for gifted and talented children (TQ: 2-26).

Remediation Programs/Services: remediation services for children who are failing behind (SQ: 4-15); services provided to lower achieving children (TQ: 2-18).

VI.
Neighborhood and School Characteristics

1. How do neighborhood or community differences influence children’s development?

2. How do basic demographic and organizational differences between school’s influence children’s academic and social development in the early elementary school years?

3. Does the school or administrative climate, teacher’s opportunities for staff development, or school goals for teacher’s progress in the classroom influence children’s development in the first three grades of school?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research Question 1.)

Community Characteristics: size and type of community (SQ: 1-15); neighborhood problems (crime, racial tensions, noise) (SQ: 1-16; 1-17).

School Characteristics: school calendar year (SQ: 1-1); grades taught (SQ: 1-2); organization of grades (single-grade, multigraded; ungraded) (SQ: 1-3); school type (public or private); special mission or philosophy (SQ: 1-4); total enrollment (SQ: 1-5); school capacity (SQ: 1-6); child mobility (transfer in and out) (SQ: 1-7; 1-8); days in session (SQ: 1-9); average daily attendance (SQ: 1-10); school assignment practices (SQ: 1-11); admission requirements (SQ: 1-12); sources of funding (SQ: 1-13); adequacy of physical plant (SQ: 1-14); school safety (SQ: 1​18; 1-19).

Child Characteristics: ethnic and racial composition (SQ: 2-1); number of children receiving free or reduced price meals (SQ: 2-2); standardized tests (child scores) (SQ: 2-3); number of LEP proficient children by grade (SQ: 2-4); number of children receiving bilingual education or ESL services. (SQ: 2-5); children receiving special education through an IEP (SQ: 2-9); number of children with disabilities by category (SQ: 2-10); numbers of children identified as gifted and talented (SQ: 2-13).

Staffing Characteristics: total number of full- and part-time teachers (SQ: 3-1); racial and ethnic composition of teaching staff (SQ: 3-3); teachers by highest levels of education (SQ: 3-4); principal’s gender, age, race/ethnicity (SQ: 5-1 to 5-3); principal’s years as principal (SQ: 5-4); principal’s teaching experience (SQ: 5-5); principal’s formal education (SQ: 5-6).

School Governance and Climate: responsibility for school decisionmaking (SQ: 6-1); school reform activities (SQ: 6-2); school and administrative climate (SQ: 6-3); principal’s goals and expectations for teachers (SQ: 6-7); helpfulness of colleagues and principal (TQ: 5-9); time spent meeting with other teachers and planning and preparation time (TQ: 5-10; 5-11); staff development opportunities (TQ: 5-12; 5-18; 5-19); teachers’ opinions about characteristics of the school and, school administrator (TQ: 5-16); staff supportiveness and relations between groups (TQ: 5-17); teachers’ influence over school policies, control over classroom planning and teaching, and sense of efficacy (TQ: 5-20 to 5-22).

VII.
Classroom Characteristics and Resources

1. Do teachers’ age, gender, or race-ethnicity influence children’s outcomes on average or in interaction with children’s social backgrounds?

2. What are the effects for children’s academic development of teachers’ educational background or experience?

3. How do class size, child-to-teacher ratio, use of aides or volunteers, and use of team teaching influence children’s progress through school?

4. How does the physical space in the classroom influence child outcomes (including the orientation of desks, the availability of learning centers, etc.)?

5. Are differences in classroom materials and supplies related to differences in children’s outcomes?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research Question 1.)

Demographic Characteristics of Teacher: teacher’s gender (TQ: 6-1); teacher’s age (TQ: 6-2); teacher’s race/ethnicity (TQ: 6-3); teacher’s teaching experience (TQ: 6-4; 6-5); teacher’s education and certification (TQ: 6-6 to 6-8).

Classroom Characteristics and Resources: current class enrollment (TQ: 1-2); use of team teaching (TQ: 2-1; 2-2); number of aides assisting in the classroom (TQ: 2-3); aides’ fluency in English and educational attainment (TQ: 2-4; 2-5); availability of areas for child-oriented activities (TQ: 2-6); arrangement of desks (TQ: 2-7); adequacy of instructional materials and supplies (TQ: 2-8); use of classroom volunteers and volunteers’ responsibilities (TQ: 5-3).

VIII.
Child Care Arrangements (Including Prior Head Start Program Attendance)

1. What are the child care arrangements for children in the early grades?

2. How do child care arrangements differ by family sociodemographic factors, SES, and race-ethnicity?

· How are these arrangements related to children’s progress through school?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research Question 1.)

Relative Care: child care received on a regular basis from a relative (currently; ever) (PQ: CCQ.010-); current regular care arrangements with relative (PQ: CCQ.060); relative who provides the most hours per week of care (PQ: CCQ.065); place where relative provides care (PQ: CCQ.070); when child receives care from relative (PQ: CCQ.075); regularly scheduled weekly care by relative (PQ. CCQ.080); days per week child receives care from relative (PQ: CCQ.085); hours per week child is cared for by relative (PQ: CCQ.090); number of children cared for together, by relative (PQ: CCQ.095); number of adults who care for child with relative (PQ: CCQ.100); total hours per week child is cared for by other relatives (PQ: CCQ.140).

Nonrelative Care: child care received on a regular basis from a nonrelative (currently; ever) (PQ: CCQ.150); current regular care arrangements with nonrelative (PQ: CCQ.165); place where nonrelative provides care (PQ: CCQ.170); when child receives care from nonrelative (PQ: CCQ.175); regularly scheduled weekly care by nonrelative (PQ: CCQ.180); days-per week child receives care from nonrelative (PQ: CCQ.185); hours per week child is cared for by nonrelative (PQ: CCQ>190); number of children cared for together by nonrelative (PQ: CCQ.195); number of adults who care for child with nonrelative (PQ: CCQ.200); total hours per week child is cared for by other nonrelatives (PQ: CCQ.250).

Center-Based or School-Based Care: child’s attendance at daycare center or before/after school programs (current; ever) (PQ: CCQ.260); number of daycare centers or school-based programs child currently goes to (PQ: CCQ.325); location of primary daycare center or school-based program (PQ: CCQ.330); when child attends daycare center or school-based program (PQ: CCQ.335); regularly scheduled weekly center or school-based program attendance (PQ: CCQ.340); days per week child attends daycare center or school-based program (PQ: CCQ.350); hours per week child attends daycare center or school-based program (PQ: CCQ.355); number of children in child’s room/group at center or school-based program (PQ: CCQ.360); number of adults in child’s room/group at center or school-based program (PQ: CCQ.365); total hours per week child attends other centers or school-based programs (PQ: CCQ.403).

Self-Care: child regularly spends time in self-care during the week (PQ: CCQ.410); hours per week child spends in self-care (PQ: CCQ.420).

IX.
Family-School Interactions

1. How does parental involvement in children’s education affect school performance over the course of the early grades?

· What forms of parent involvement are most influential for children’s outcomes (volunteering and being active at the school building or helping with homework and setting up positive learning environments at home)?

2. What affects the extent of parental involvement?

· Do parental involvement levels differ by sociodemographic factors, SES, or race-ethnicity?

· Do school or teachers’ practices to involve parents result in higher levels of parent involvement?

3. What kinds of extra services or programs do schools provide to families, children, or community members?

· Does the availability of these services increase the level of parent involvement in the school?


Constructs

(See Child’s Developmental Status, Social Skills, Problem Behaviors, and Approaches Toward Learning and School Outcomes under Research Question 1.)

Parent Involvement at the School Building: level of parent involvement rated by teacher (TQ: 5-1); parent attendance at school activities (KIA-2).

Parent Involvement at Homes: frequency helping child with school-related activities (PQ: HEQ.090-HEQ.098.); frequency of cognitive stimulation at home (PQ: HEQ.010a-c; e-i; HEQ.015-HEQ.016); outings with child (PQ: HEQ.017).

Barriers to Parent Involvement: teacher sends home notes translated into native language (PQ: PIQ.045); barriers to involvement with the school (PQ: PIQ.050).

Activities by Schools and Teachers to Increase Parent Involvement: scheduling of parent-teacher conferences (TQ: 5-2); methods of informing parents about their children’s progress (SQ: 4-18); frequency and form of contact with parents by teachers or school, including sending home ideas for things to do at home (PQ: PIQ.030-PIQ.060).

School/Community Services and Programs: programs and services offered by the school (SQ: 4-16).
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� Beginning in the third grade, information about children's self-esteem, perceived competence, and perceptions of social support will also be collected directly from children. This questionnaire is included in appendix G.
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