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Voorwoord

Mijn proefschrift is mede tot stand gekomen door de inzet en het ver-
trouwen van veel betrokkenen. In dit voorwoord wil ik mijn dank uit-
spreken voor jullie aandeel in dit resultaat.

Ten eerste een groot woord van dank aan mijn promotores. René heeft 
mij geholpen om verder te kijken dan de interventie zelf, door mogelijke 
wegen aan te geven die ik met mijn onderzoek in kon slaan. Helaas heeft 
hij het eindresultaat niet meer kunnen zien, maar postuum ben ik hem 
dank verschuldigd voor de kritische noten en het meedenken. Paul en 
Marijn hebben mij gestimuleerd om nieuwe kansen aan te grijpen en 
het onderzoek te verdiepen. De snelle en scherpe feedback van Marijn 
dwong mij om precies te formuleren en verdieping op te zoeken. 
Marijn, je bent als co-promotor nauw betrokken geweest bij mijn onder-
zoek, zowel in de opbouwfase, de uitvoering als de schrijffase. Door jouw 
motiverende woorden en kalme uitleg wist ik welke volgende stappen 
ik kon zetten. Je gaf mij het vertrouwen dat het uiteindelijk wel goed 
zou komen. Paul, door jouw creativiteit is het onderzoek soms een heel 
andere kant op gegaan dan dat ik vooraf had kunnen voorspellen. Elke 
keer zag jij weer nieuwe manieren om de data te behandelen en verwer-
ken. Jullie zijn beide fijne mensen om mee te werken en daarom bedank 
ik jullie hartelijk voor de fijne samenwerking en de begeleiding in de 
afgelopen jaren.

Dan een woord van dank voor de Fryske Akademy. Zij hebben mij vier-
en-een-half jaar een plek gegund om mijn werk te kunnen doen. Rei-
nier, Cor en Alex, bedankt voor het vertrouwen in mij en dat jullie dit 
mooie project aan mij gegund hebben. Na mijn aanstelling in januari 
2009 kreeg ‘Meer Taal, Meer Kans’ vorm. Zonder de input van Claire de 
Jong (gemeente Leeuwarden), Alian Akkermans (Afûk) en verschillen-
de mensen van Stichting Antillen Positief had ik niet geweten waar ik 
moest beginnen. RadarVertige, mede verantwoordelijk voor de ontwik-
keling van de training voor de taalcoaches, kwam met een rugzak vol 
enthousiasme, kennis en vaardigheden. Dirk en Sylvia, dank voor jullie 
inhoudelijke input en jullie energie voor, tijdens en na de training. Voor 
de ontwikkeling van de tweetalige materialen mocht ik samenwerken 
met de Afûk. Elke keer weer hebben jullie ervoor gezorgd dat er een 
fantastisch nieuw boekje lag, op tijd en helemaal zoals afgesproken. Wat 
heerlijk om daar geen zorgen over hoeven te hebben. Alle medewerkers 
van de Afûk die betrokken waren bij ‘Meer Taal, Meer Kans’: bedankt!
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In de loop van de jaren zijn zowel gemeente Leeuwarden als gemeente 
Rotterdam onmisbaar geweest. Jullie gaven aan vertrouwen te hebben 
in het project en het onderzoek en zorgden er met de subsidietoeken-
ningen voor dat wij ons werk konden doen.

Voor de uitvoering van de interventie was ik nergens zonder de to-
meloze inzet van mijn taalcoaches. Niet alleen waren jullie van belang 
voor mijn brug naar de Antilliaanse gemeenschap, jullie hebben mij 
ook enorm geholpen met de dataverzameling voor het onderzoek en 
mij vele waardevolle informatie over het werkveld gegeven. Regi, Shaika 
en Lysette, jullie zijn kanjers en ik zal nooit vergeten wat jullie voor 
mij hebben gedaan. Ook de andere beoogde taalcoaches, die voordat 
de dataverzameling begon een andere weg ingeslagen zijn, hartelijk 
dank voor jullie interesse en het inbrengen van je eigen ideeën. In Rot-
terdam was mijn uitvoerende partner Stichting de Meeuw. Lysette was 
bij hen in dienst. Alle werkbezoeken, telefoontjes en mailtjes over en 
weer lieten blijken dat jullie gemotiveerd waren om mij te helpen in 
mijn onderzoek. Jeane en Francis, dank voor het meedenken en het 
fijne contact.

Natuurlijk vergeet ik alle deelnemers aan ‘Meer Taal, Meer Kans’ niet. 
Alle kinderen, moeders, vaders, oma’s, gastouders en anderen, hartelijk 
dank voor uw medewerking. Zonder u had ik dit onderzoek niet kun-
nen uitvoeren.

Ik wil mijn mede-aio’s en andere collega’s van de afdeling Ontwik-
kelingspsychologie in Groningen bedanken voor jullie openheid en 
gezelligheid. Er was altijd tijd voor een ‘after-weekendpraatje’ of een 
inhoudelijke vraag. Ook al was ik alleen op maandag fysiek aanwezig, 
jullie gaven me niet het gevoel dat ik ‘extern’ was. Hannah Beth heeft 
mij geweldig geholpen met het transcriberen en coderen van de video-
opnames en heeft hierover een mooie masterthese geschreven. Bedankt 
voor je hulp en je frisse kijk op de data.

Mijn collega’s van het FSW/Mercatorteam, wat hebben we veel beleefd 
samen. Vier-en-een-half jaar is een lange tijd om met elkaar te delen. 
Er was altijd wel iemand om tegenaan te mopperen, mijn hart bij uit te 
storten of successen mee te vieren. Jelske, Mirjam en Marrit, we hebben 
een deel van onze promotietrajecten kunnen delen. Ik heb inhoude-
lijk en persoonlijk heel veel aan jullie gehad, dank daarvoor. Edwin, 
bedankt dat ik je mocht gebruiken als statistiekvraagbaak en voor alle 
praatjes, on-, dan wel off-topic. Mirjam… tsja, waar moet ik beginnen. 
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Om te zeggen dat we het een en ander hebben meegemaakt is wellicht 
een understatement. Het was een belevenis, zullen we het daar maar 
op houden?! Ook mijn vrienden buiten het werk wil ik bedanken voor 
hun bemoedigende woorden, het uitgesproken vertrouwen en de aflei-
dingsmanoeuvres. Mirjam en Jelske, bedankt dat jullie mijn paranim-
fen wilden zijn!

Heit en mem, jullie waren altijd de eerste die mijn klaagzang aan moes-
ten horen. Mijn eerste halte als ik het niet meer zag zitten maar ook 
als het wel goed ging. Nooit hebben jullie de deur dichtgehouden of 
de telefoon laten rinkelen. Altijd kon en kan ik bij jullie terecht, in alle 
omstandigheden. Wat is er nou mooier dan dat? Door jullie vertrouwen 
in mij geloof ik er ook in dat ik het kan. Bedankt dat jullie mij zover 
gebracht hebben.
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Chapter 1
Introduction

Joint book reading is seen as an important child language stimulant in 
the Dutch society, as it is in most (western) societies. It is considered 
an activity that  not only enhances language development, but also the 
emotional bond between parent and child. Book reading is encouraged 
in many different ways;  the year 2013, for instance, has even been de-
clared ‘the year of book reading’ in the Netherlands and Belgium. The ti-
tle of this dissertation, ‘Read all about it!’ refers to this book reading, al-
though the study goes beyond analysing this activity as an isolated event.
This introduction serves two purposes. The first is to define the research 
setting, which is an intervention called ‘More Languages, More Oppor-
tunities’. The target group of this intervention consists of Antillean tod-
dlers and their mothers. Delinquency, financial issues, difficult family 
circumstances and school dropouts are overrepresented problems in 
the Antillean community in the Netherlands, as will be clarified later on. 
However, instead of focusing on problems, the intervention focuses on 
opportunities and positive experiences. In the intervention, the bilingual 
(Papiamentu/Dutch) situation of the Antillean families is addressed from 
a positive approach as a window for change. The second purpose of this 
chapter is to introduce the central concepts of the study. These are: 1) the 
parental (reading) beliefs of the participating mothers, 2) the mother-child 
interaction, and 3) the (bilingual) language use of both mother and child. 
The chapter ends with a short description of the operationalisation of 
these concepts and states the accompanying research questions.

1.1  Intervention outline; target group and reasons for developing the in-
tervention

1.1.1 Target group: The Antillean community in the Netherlands

The Antillean community is one of the larger minority groups in the 
Netherlands. In 2011, around 141.500 Antilleans were registered in the 
administration system of Dutch municipalities. Of these, circa 83.000 
Antilleans are first generation migrants. In the areas of origin of the 
Netherlands Antillean migrants, the former Netherlands Antilles and 
Aruba, a total of approximately 276.000 persons are registered. Most of 
the immigrants from the former Netherlands Antilles and Aruba pri-
marily live in the larger cities of the Netherlands. The Dutch Central 
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Bureau of Statistics includes persons from Bonaire, Curacao, Aruba, 
Saba, Saint Eustatius and Saint Martin as immigrants from the Nether-
lands Antilles and Aruba. The vast majority of these migrants originally 
come from Curacao (CBS, 2010). In the current study, only the Antil-
lean migrants from Bonaire, Curacao and Aruba are included (which 
are the largest groups). Papiamentu is the first language for many of 
these people. It is a creole language, which originated in language con-
tact between Dutch, Spanish, Portuguese and African people (Vedder 
& Kook, 2001). Papiamentu is the home and street language on Aruba, 
Bonaire and Curacao. Dutch is also an official language on the former 
Netherlands Antilles, because the Dutch colonised the islands in the 
17th century. Papiamentu and Dutch are meaningful languages in sepa-
rate situations in the Dutch Antilles. Dutch is predominantly seen as a 
school language and is used in more official situations, whereas Papia-
mentu is considered the daily used language and the language of the 
culture (Vedder & Kook, 2001).
 Most Antilleans immigrated to the Netherlands in the 1960s and 
early 1970s. This group consisted mainly of better-educated and highly 
motivated individuals who were looking for better opportunities for 
jobs and higher education (Odé, 2002). The second generation of these 
immigrants was still motivated to climb up the social ladder and suc-
ceed in education and work contexts. However, when a new immigra-
tion wave started in the 1990s, new problems arrived as well. Many of 
these Antilleans already lived in poorer conditions in their areas of ori-
gin, and generally had poorer levels of education. Their motive for im-
migrating was different from the previous wave – e.g. aimed at finding 
a social safety net - which made integration in the Netherlands more 
difficult (Odé, 2002). Research concerning the latter immigration group 
revealed serious problems, especially within the group of young men 
and single mothers, who had lower educational levels (Odé, 2002).

1.1.2 Specific problems and possible explanations

The annual integration report of 2010 (CBS, 2010) reveals a high num-
ber of unemployment, a large dependence on welfare, a large number of 
teenage and single mothers and an overrepresentation of delinquency 
in the Antillean community in the Netherlands. Odé (2002) concluded 
that problems with Dutch language contribute significantly to the risk 
of unemployment in the Netherlands. In the Caribbean group, consist-
ing of Surinamese and Antillean persons, a relation was found between 
unemployment and language problems. Another source of worry is the 
relatively low academic achievement of Antillean children in primary 
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schools. Whereas other migrant groups seem to have made up in most 
arrears (such as in mathematics and Dutch language proficiency), the 
group of Antillean children seems to fall further behind (Gijsberts & 
Dagevos, 2009).
 A recent report showed that, on average, Antillean children in 8th  
grade (who are approximately 12 years old) have a two-year Dutch 
language development delay (Gijsberts & Herweijer, 2009). It is often 
thought that Surinamese and Antillean children have an approximate 
equal language proficiency in Dutch, because of the similar colonial 
history with the Netherlands (Odé, 2002), but this is not the case. Antil-
lean children already enter second grade (age 5) with a significant Dutch 
language delay (Gijsberts & Herweijer, 2009), a delay which is not rep-
resented in the group of children originating from the Surinam area. 
The mathematic skills are worse; here the group of Antillean school 
children score lowest in comparison to all other migrant and autoch-
thonous groups. Furthermore, of the four largest migrant groups in 
the Netherlands - Turks, Moroccans, Surinamese and Antillean - the 
number of school dropout is the highest in the Antillean group.
 In one of the main studies within the group of Antillean persons, 
Vedder (1995) interviewed several key figures from within the commu-
nity. One of the findings of this study is that some of the adaptation 
problems are thought to be caused by differences between the Dutch 
and Antillean society, for instance in the school situation. Dutch teach-
ers often implicitly expect the children to have received a sufficient 
language base at home. It is expected and assumed that parents have 
read to their child, and are aware of their own influence on the lan-
guage development of their child. Yet, the Antillean key figures report 
that many Antillean mothers think the teaching of scholarly skills - like 
reading and writing - is not their, but the school’s responsibility. Fail-
ure to succeed in school is considered to be the result of the child’s lack 
of giftedness or motivation (Vedder, 1995). Following this statement it 
may be concluded that these Antillean parents do not specifically value 
their role in children’s learning, and they do not strongly believe in the 
power of offering a rich home linguistic environment, which might 
lead to adaptation problems when the child starts  attending school. It 
is of course possible, though not very likely, that these findings, which 
were reported almost 20 years ago, no longer apply to the target group. 
However, since there are no more recent findings to contradict them, it 
is assumed that the main conclusions of this research still hold.
 Problems with the Dutch language emerge as a factor of explanation 
for a significant number of other problems, for instance with school 
development delays and unemployment rates (Odé, 2002). It is sug-
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gested that the Dutch language is often not stimulated successfully in 
the home environment of young Antillean children (Vedder, 1995). In 
practice, all Antillean children are raised bilingually, depending on the 
language proficiency of their caretakers and depending on the context. 
There is some research concerning the bilingual language develop-
ment of Antillean children, though the results might be somewhat 
dated. It is suggested that a faster language development in Dutch 
was determined by the higher level of Papiamentu before the children 
entered kindergarten (Narain, 1995). Therefore, it was recommended 
that more attention is paid to the development of Papiamentu in 
preschool-aged Antillean children in the Netherlands (Narain, 1995). 
However, Papiamentu language measures have not been included in 
this study, which suggests that there is insufficient evidence to support 
this statement.

1.1.3 Reason for developing ‘More Languages, More Opportunities’

From the literature, it can be concluded that the language and social 
situation of a part of the Antillean population in the Netherlands is 
fragile. As stated before, the delay in Dutch language proficiency is 
thought to be an important factor in most of these problems. Most 
notable is the fact that many Antillean children start primary school 
with a severe Dutch language delay, which they do not seem to catch up 
during these school years. From this observation, it can be concluded 
that language delays already start in the pre-school years, and that for-
mal schooling alone is not sufficient to enhance the Dutch language 
to an acceptable standard. For this reason, ‘More Languages, More Op-
portunities’ was developed to enlarge and enrich the home linguistic 
environment of Antillean pre-schoolers. Since the everyday language 
of the Antillean community is Papiamentu, and the project aimed to 
connect to the primary (linguistic) environment of the families, both 
Papiamentu and Dutch were stimulated simultaneously (also following 
the recommendation of Narain (1995), see section 1.2, who stated that a 
higher proficiency in Papiamentu was related to a faster language de-
velopment in Dutch).

1.2  Intervention framework: Ingredients of ‘More Languages, More Op-
portunities’
In order to introduce ‘More Languages, More Opportunities’, this sec-
tion will focus on the development of the intervention within the Dutch 
preschool programme system.
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1.2.1 Preschool programmes in the Netherlands

There are three distinct categories of preschool programmes in the 
Netherlands: a centre-based, a home-based and a combined centre- and 
home-based. Although the goals of the different categories are all relat-
ed to child development, the focus differs across categories. A primary 
goal of the combined approach, for instance, is to enhance the func-
tioning of the family as a system and to buffer risk factors threatening 
the optimal family system (Leseman & Blok, 2004). Programmes aimed 
at improving the home linguistic environment are usually home-based, 
sometimes supplemented with group sessions at day care arrangements 
(see for an overview of Dutch preschool interventions www.nji.nl).
 Within preschool programmes, especially those aimed at children 
from less optimal environments, one of the goals is to emphasise the 
protective factors for child development. In the case of language de-
velopment, there is an emphasis on language use in both day care cen-
tres and at home. In the target families of these preschool programmes, 
there is often an accumulation of risk factors (e.g. a combination of, 
for instance, low socioeconomic status of the parents, living in a poor 
neighbourhood, having limited resources to buy educational toys for 
the child, etcetera). Stimulating the language development is consid-
ered to create a buffer against these risk factors and hence to promote 
a more optimal development. In order to stimulate qualitatively and 
quantitatively rich language in the home setting, parents are offered ad-
vice and materials. These types of intervention programmes are called 
‘strengths-based’; they focus on the assets of the family as a system 
(Hermanns, 2004), which fits in nicely with the primary goal of the com-
bined approach.

1.2.2 Effects of preschool programmes

In the past decades, a larger number of intervention programmes were 
developed in the Netherlands, and interventions which were proven to 
be effective in other countries were implemented in Dutch situations. 
In order to understand which programmes were most effective, several 
effect studies were conducted (Meij, Mutsaers & Pennings, 2009). The 
results show that the effects of preschool programmes in the Nether-
lands (such as ‘Taallijn’ and ‘Opstap’) are often modest, or were only de-
tectable immediately after the intervention but faded afterwards. Model 
programmes (pilot programmes that typically have more encouraging 
implementation possibilities, a larger budget and smaller partici-
pant group) generally resulted in stronger and longer lasting effects 
(Leseman, 2002). In the next section, the effective elements of preschool 
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programmes are evaluated. Special attention is given to the implemen-
tation of the programmes within a specific intervention group.
 Of the three categories of programmes, centre-based and combined 
programs generally resulted in stronger effects than home-based pro-
grammes. A meta-analysis pointed out that this was mostly evident 
for socio-emotional and cognitive (academic) domains (Blok, Fukkink, 
Gebhardt & Leseman, 2005). An explanation is that home-based in-
terventions, and thus programmes in which the parent is actively in-
volved, rely on the already acquired skills of parents, which they may 
not possess (for instance, reading with interesting intonation, in order 
to retain the attention of the child). Poverty, a large number of young 
children, marital problems or socio-emotional problems may also in-
terfere with the most optimal execution of a programme in the home 
context (Leseman, 2002). On the other hand, when lasting effects were 
found, this was most likely due to post-programme influences, such as 
good schooling situations which were not direct effects of the interven-
tion itself (e.g. Leseman, 2007). Though most preschool intervention 
programmes have a solid background and should be effective in theory, 
this does not imply that they always produce favourable and long-last-
ing effects. The daily practice should prove how effective a programme 
is, and why some programmes are more effective in some groups. Es-
pecially in home-based programmes, small or inexistent effects were 
thought to be related to implementation problems and/or language 
difficulties (Leseman, 2007).
 The exact execution and conditions expected and offered by the 
home visiting programmes differ considerably. The meta-analysis of 
Sweet and Appelbaum (2004) showed positive effects of the presence of 
home visiting. Parents developed more positive parenting attitudes and 
behaviour, which should again benefit the children’s development. The 
children who were enrolled in home visiting programmes had higher 
socio-emotional and cognitive outcomes than control groups. How-
ever, the meta-analysis encountered a large variation in intervention 
execution and target groups, that is, the conclusion remains ambiguous 
concerning the used target outcomes and control groups. This led the 
researchers to conclude that programme and delivery implementation 
analysis is needed in order to identify which elements of home visit-
ing programmes are effective, including individual approaches to de-
tect which families are (more likely to be) affected by the intervention 
(Sweet & Appelbaum, 2004).
 Some studies analysed specific aspects of intervention implementa-
tion in relation to child development outcomes. Lange and Carr (2002) 
concluded that intervention programmes with a duration of between 1 
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and 3 years are most successful in enhancing different aspects of child’s 
cognitive development. Van Hell (2004) suggests that programmes are 
most effective when they start when children are very young (between 
2 ½ and 3 years old). More generally, an early start in repressing devel-
opmental delays is considered one of the most important precondi-
tions of the effectiveness of a programme (Leseman, 2007). Also, in-
terventions should run for a longer time and be high in intensity and 
regularity. More specifically, research on preschool intervention pro-
grammes has shown that weekly contact moments are more effective 
than programmes with fewer gatherings (Lange & Carr, 2002). Wagner 
and Clayton (1999) studied the relation between the effect of the pro-
gramme and the number of home visits that took place. They reported 
that each additional home visit led to a significant progression in the 
scores on language development, cognitive development and socio-
emotional development. Liaw, Meisels and Brooks-Gunn (1995) re-
ported a significant relation between motivational involvement of the 
parent and cognitive development of the child. The authors concluded 
that the more involved the participant is, and the more contact mo-
ments there were with the (para)professional, the more positive effects 
were achieved.

1.2.3 Implementation issues

For any type of intervention, the context in which it is executed is cru-
cial. For instance, a failing support system (because the professionals re-
ceived poor training) or a parent’s lack of motivation (because he or she 
experiences negative distractions when trying to follow a programme), 
may impede the execution of the intervention. Recent effect research 
focuses more on implementation issues (Harskamp, 2004). When ig-
noring implementation issues, some desired or undesired side-effects 
can be missed. For instance, Van Tuijl, Lesemans and Rispens (2001) 
evaluated the programme ‘Opstap Opnieuw’. The group analysis of this 
study showed no positive effect at all in the group of Moroccan moth-
ers and children. When analysing the implementation, it became clear 
that a large number of Moroccan mothers could not read the Dutch 
instruction of the programme, which obviously made it difficult, if not 
impossible, to perform the tasks. In the meta-analysis of Sweet and 
Appelbaum (2004), similar outcomes concerning the effect of imple-
mentation issues were reported. These authors suggest that the pro-
gramme execution may be responsible for development in several 
developmental areas. However, they conclude that, in order to use the 
programme as an explanatory variable, it must have been properly im-
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plemented and the quality of the implementation is not easily quanti-
fied (e.g. variables such as home visitors’ personality and attitude).
 To summarise, home-based programmes might not be the most ef-
fective intervention to enhance child development in all cases and in 
all developmental areas. However, when the goal is to change the home 
environment, aimed at lasting effects, these home visits might be an 
effective tool. Starting with the children at a young age, before (seri-
ous) problems arise, is likely to lead to better intervention effects. Fur-
thermore, it is crucial to study the implementation of the intervention, 
including the context conditions, because this may influence the devel-
opmental outcomes.
 In ‘More Languages, More Opportunities’, a home-based approach is 
taken because the home environment is found to be most influential 
in pre-schoolers’ language development (e.g. Hoff, 2003; Hart & Risley, 
1995; Bennett, Weigel & Martin, 2002). By providing advice and materi-
als, the intervention is expected to enrich the home linguistic environ-
ment. Following the recommendations of Lange and Carr (2002), the 
intervention was designed to have a duration of two years per family. 
Bi-weekly home visits and monthly group gatherings were the central 
aspects of the intervention design. The themes of the group gatherings 
are adapted to the needs of the participants. The current project was 
developed as a model programme, meaning that the implementation 
is monitored by the researcher (who has also developed the project), 
there is a small participant group, and a relatively high budget. All these 
properties were chosen in function of the literature that shows that 
these aspects are indeed increasing the effectiveness of the interven-
tion. The first step was a critical evaluation of the quality of the imple-
mentation of this programme which will be described in chapter 2.

1.2.4 Developmental assets approach

The ‘developmental assets approach’ (Weigel, Lowman & Martin, 2007) 
was taken as a starting-point for the development of intervention activ-
ities offered by the language coaches. This approach describes how lan-
guage development can be stimulated in different contexts. Reviewing 
outcomes from different studies, Weigel, Lowman and Martin (2007) 
found the following variables to be influential to the language develop-
ment in the home environment of the child: 1) Family demographic and 
situational characteristics; mother’s education, number of children in 
the household, socioeconomic status, 2) Parental conversational style; 
balance between immediate and non-immediate talk, maternal mean 
length of utterance and grammatical complexity of mother’s speech, 
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supportive conversational style, 3) Language activities; frequency of op-
portunities to engage in language activities (singing songs, telling sto-
ries, drawing pictures, playing games, book reading, novel information, 
rare words, different styles, help read the story, ask questions, relate 
story to children’s lives), 4) Parental beliefs; belief in the power of shar-
ing books, parents value their role in children’s learning, parents have 
high expectations for their child’s success in school. Aside from the 
first asset (which concerns the main ‘background variables’ of partici-
pants), the other three assets are considered amenable for change and 
are targeted in the intervention.

1.3  Intervention constructs: parental beliefs, mother-child interaction and 
language use
As argued in the preceding section, the assets parental conversational 

style, language activities, and parental beliefs are taken as the central con-
structs for the intervention. Through coaching sessions with the lan-
guage coach, the parent may be able to learn skills that are known to 
improve children’s language development. Improving parental con-
versational style, language activities and parental beliefs were all target 
goals for the language coaches. By setting an example, language coaches 
also trained parents in their conversational styles. Using the long-term 
process – a duration of two years, with a large number of contact mo-
ments – language coaches aimed to promote parents’ beliefs in their 
own influence in the (language) development of their child. In the next 
paragraph, a brief introduction to the constructs will be given and the 
relevance of these elements will be clarified.

1.3.1 Parental beliefs concerning language development

‘Parental beliefs’ is a concept in which all ideas, knowledge, cognition, 
values, goals and attitudes considering parenting are captured. Accord-
ing to Holden (2010), parental beliefs can be defined as the mental ac-
ceptance of and conviction in the truth or validity of any and all things 
related to child rearing. These beliefs are connected to child rearing 
goals, child development in general, and the role that parents (need to) 
play in child development (Rowe & Casillas, 2010). Weigel et al. (2007) 
found that when parents value their role in their children’s learning, 
and they feel they are capable of fulfilling that role, children developed 
better language skills. Parents who feel capable offering language to 
their child more often initiated shared book reading activities and be-
lieved those activities to help develop children’s imagination, and learn 
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new things and life skills (Weigel et al., 2007). DeBaryshe (1995) found 
that a broad exposure to book reading in the preschool period is cor-
related to stronger language skills, print awareness and later reading 
comprehension when children enter kindergarten. In her study, the fa-
cilitative beliefs of the mothers were considered to make reading more 
fun, and it was this aspect of mother-child interaction that affected 
children’s motivation, not reading frequency or quality.
 Research on the beliefs of Antillean mothers is relatively scarce. 
Vedder, Kook and Muysken (1996) studied in which way Antillean moth-
ers in the Netherlands stimulate the language proficiency of children. 
Their main finding was that many mothers do try to stimulate their 
child to learn Dutch words that they think are needed for school suc-
cess (Vedder, Kook and Muysken, 1996). This suggests that the mothers 
think they do matter and are effective in stimulating language, and thus 
have positive parental beliefs.

1.3.2 Interaction and language development

Kelly and Barnard (2000) claim that intervention programmes need to 
work on a strong parent-child relationship in order to improve devel-
opmental outcomes. Intervention programmes should be developed to 
teach parents how to react sensitively, appropriately and positively to 
their child. Recent research showed that adult-child conversation is pos-
itively associated to the child’s language development; the more conver-
sations, the better the language development (Zimmerman, Gilkerson, 
Richards, Christakis, Xu, Gray & Yapanel, 2009). Other studies concluded 
that preschool programmes are able to change the language use of the 
mothers. After following these programmes, mothers were more able to 
adapt their utterances to the child’s developmental level, which led to 
greater verbal participation of the child (Van Steensel, 2006). Extended 
child-participation in the interaction leads to more language activities 
and is a sign of an improved parent conversational style, which is con-
sidered to be influential to language development (Weigel et al., 2007). 
Because the co-construction of the interaction, and the importance of 
adaptation to one-another, the term ‘mutuality’ is a focal overarching 
concept for different aspects of mother-child interaction.
 The relationship between affective quality and the discourse during 
reading interactions has been investigated as well. The affective quality 
of reading interactions was predictive of children’s motivation to read 
(Sonnenschein & Munsterman, 2002). The frequency of being read to was 
predictive of literacy-related skills. Although no direct relation between 
motivation to read and literacy development was found, an indirect ef-
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fect was suggested. The motivation to read might be increased by positive 
reading experiences. These experiences may lead to reading a larger num-
ber of (challenging) books, which will then lead to more positive literacy 
development outcomes (Sonnenschein & Munsterman, 2002). A specific 
technique of joint book reading is called ‘dialogic reading’ (Whitehurst, 
Falco, Lonigan, Fischel, DeBaryshe, Valdez-Menchaga & Caulfield, 1988). 
The goal of this technique is to enhance children’s language development 
by making them active partners in reading dyads. The adult is taught 
reading techniques to help the child be actively involved. The role of the 
adult is to ask the child (open-ended) questions, expand the child’s verbal-
izations and to praise the child for his efforts. According to the theory of 
the zone of proximal development (Vygotsky, 1978), the parent’s scaffold-
ing techniques offer the child an opportunity to increase the complexity 
of verbalizations (Zevenbergen & Whitehurst, 2003).

1.3.3 Language use and developmental assets

As described previously, the environment of a child is a prerequisite 
of learning a language. The input the child receives influences the lan-
guage development of the child; this is, for instance, true for vocabulary 
growth (Hart & Risley, 1995) and early literacy development (Bus, Van 
IJzendoorn & Pellegrini, 1995), and applies to mono- as well as multi-
lingual situations (De Houwer, 2009). The amount and quality of the 
input have an effect on the language development of the child. The de-
velopmental assets approach (Weigel, Lowman and Martin, 2007) as dis-
cussed previously, also includes several language stimulating elements 
connected to language input. The quantity of language activities and 
the quality of language used during conversations the parental conver-
sational style are input variables thought to influence child’s language 
development. However, the child does not only profit from input. The 
output, or amount of usage of the language, is also thought to improve 
by practicing the language. Children’s linguistic abilities are acquired 
by and developed out of their own usage of language (Bruner, 1990). 
By using language, children discover linguistic patterns that they can 
generalise in multiple situations (Tomasello, 2003).

1.4 Intervention design

1.4.1 Goals of the intervention

The intervention ‘More Language More Opportunities’ has the follow-
ing goals: by enlarging the number of language activities in the home 
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and by setting a positive example, (para)professionals will make parents 
more aware of their role in children’s learning in general and language 
development specifically. Through the materials and advice provided by 
the language coaches, the parents get the opportunity to acquire more 
knowledge on and experience in how to interact with their child in a 
constructive way during book reading and play sessions, which leads to 
a more positive interaction between mother and child during reading 
and playing. Because there is a greater opportunity for the children to 
learn languages in the home setting, parents also become more aware 
of the language development of their child. This increasing awareness 
is believed to result in a stronger motivation for the parents to play, 
talk and otherwise interact with the child. As a result, the child rearing 
goals and attitudes (beliefs) shift: parents might think of themselves as 
more capable educators and find it easier to raise the child. Because 
of this possible shift in language use, interaction and beliefs, children 
receive even more opportunities for language learning. In other words, 
it is assumed that there exists a complex relation between the concepts. 
It is assumed that, since both Papiamentu and Dutch are stimulated 
simultaneously, the children receive a larger language input within the 
mother-child interaction. This interaction is visualised in a conceptual 
model (figure 1).

Figure 1.  Conceptual model of the intervention goals of ‘More Languages, 
More Opportunities’

1.4.2 Intervention design

‘More Languages, More Opportunities’ was executed in two cities in the 
Netherlands, from October 2009 to December 2011. The three (para)pro-
fessionals in the programme are all originally from the former Nether-
lands Antilles. They have fluent oral language proficiency in Papiamen-
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tu and Dutch and are sensitive to the possible cultural differences. In 
the current project the (para)professionals are called ‘language coaches’. 
On one location they were recruited by the researcher, on the other lo-
cation the language coach was recruited by the organisation she worked 
for. The researcher was the programme coordinator and responsible 
for providing the materials and information to the language coaches. 
The language coaches received a specially tailored training to be able to 
guide the individual families and the group of participants. The train-
ing consisted of theoretical and practical (video-feedback training, role 
playing) components, aimed at teaching the language coaches how to 
approach the participants in their homes, how to motivate the partici-
pants to use language(s) in a stimulating way, how to observe and report 
about situations/development, and how to handle resistance (for more 
information about the training, see chapter 2).
 The language coaches visited the participants every two weeks. 
The home visits took about one and a half hour per session. Before 
the home visit, the language spoken during that session was agreed 
upon. The goal was to have an equal amount of Papiamentu and Dutch 
spoken during home visits, but this was sensitive to the needs and the 
language situation of the family. During the home visit, the language 
coaches needed to be aware of their role modelling function. They were 
to speak in full sentences, pronounce all words correctly, in a polite and 
friendly tone. The language coach brought a so-called ‘toolkit’ along to 
the home visits. This was a small case containing extra reading materi-
als, handicraft materials (such as folding papers, glue, and some wood 
material), colouring pictures and pencils, and other things that could 
be useful during home visits. In coaching sessions with the mother, the 
language coaches emphasised the influence the mothers have on their 
child’s language development, in order to enhance the mothers’ beliefs 
in their own role in child language development.
 Reading to the child was a recurring part of the home visit. One way 
of ensuring the mother’s positive feeling about reading to the child 
was for the language coaches to set an example. This means that the 
language coach might have read to the child and afterwards the mother 
could have done the same, but with other stories or in the other lan-
guage. Another important technique the mothers were taught is the 
dialogic reading method (Whitehurst et al., 1988). For this interven-
tion, some elements were selected to be transferred specifically. These 
are: asking open-ended questions, repeating and expanding what the 
child says, and having fun during reading. The language coach pro-
vided the mothers with bilingual books that were especially developed 
for this project, after a concept of Frisian children’s books; Tomke (see 
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www.tomke.nl). Every two months, a new book appeared. The themes 
of the books were developed in cooperation with the project leader and 
the publisher (see www.afuk.nl). Each book consists of longer stories 
with large pictures, rhymes, (memory) games, colouring pictures and so 
on. Besides the books, participants had the opportunity to use a bilin-
gual website corresponding to the books, where games could be played.
 Group gatherings were organised by the language coaches, with as 
much help of the participating mothers as possible. They were sched-
uled every two weeks to a month. Mothers could suggest topics they 
wanted to discuss. The topics could be related to the project, such as 
how to start going to a library, or how to find Papiamentu books on 
the internet. Other topics were also open for discussion, for example: 
financial difficulties, how to deal with new relationships or how to han-
dle negativity in your neighbourhood. The main goals of these group 
gatherings were to create a more positive community feel, to share ex-
periences of the programme, and to receive and offer information on 
the different topics  the mothers wanted to know more about. When the 
topic was beyond the language coaches’ expertise, professionals from 
other organisations were invited to the group gatherings.

1.5 Basic features of the current study
In order to understand the approach taken in this dissertation, it is 
important to elaborate on the implementation of the intervention first. 
In contrast to what might be expected from studies in intervention 
groups, this dissertation does not present a classical effect study, that 
is, it does not aim towards determining cause-effect relationships be-
tween the intervention and outcome measures. One of the reasons is 
that the execution of the intervention is not compatible with the design 
of this classical approach. Many issues, mainly appearing during the 
early stages of the intervention, led to restrictions in the choices of re-
search approaches later on. In fact, the intervention was designed to be 
implemented in at least four different cities in the Netherlands, which 
would have resulted in a larger participant group, leading to group 
comparison research. Financial and planning challenges, however, re-
sulted in a limited participant group, divided over only two cities. The 
research needed to be adapted to fit the scale of the study. This led to a 
delay in the development of the research instruments and diminished 
the opportunity to study the effect of the intervention. A large part of 
the delay was caused by the difficult collaboration structure in this in-
tervention and study; the municipalities were exerting considerable 
pressure to have the intervention start early, even though the research 
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design and instrument battery had not been completely developed. Be-
cause of this, the intervention and study were developed as if they were 
separate entities. Taking these restrictions into account, the data was 
taken as the starting point and a more process-oriented approach was 
adopted which suited the intended explorative character of the study. 
Because of the challenges of the intervention design and execution, as 
well as the fact that the intervention was new and careful monitoring 
was desired, an extensive implementation analysis follows in chapter 
2. The research question that is discussed in chapter 2 is: Which are the 

strong and weak elements in the design and execution of ‘More Languages, 

More Opportunities’? The main information sources for the implemen-
tation are the language coaches’ reports and other context and process 
material such as reports of update sessions between the project leader 
and language coaches. This implementation analysis also provided in-
formation on why a classical effect study could not be executed, as well 
as suggestions for different types of analysis, focusing on the study of 
real-time interactions and taking a more process-oriented approach.

1.6  Research method: participants, research questions and operationalisa-
tion of the constructs
This study is an investigation within a small group of intervention 
participants – partly a multiple case-study - where the three different 
constructs are the focal elements. This paragraph provides an overview 
of the design and the participants of the intervention. For each of the 
central constructs, the main research questions are described including 
a short introduction of the instruments used in that part of the research. 
The procedure and level of analysis (applying to group and/or individual 
data) per construct are extensively discussed in the respective chapters.

1.6.1 Participants

The target group of the intervention and the research consisted of An-
tillean toddlers between 20 and 30 months of age at the start of the 
project and their primary caretaker. In addition to the age criterion, 
the second selection criterion was that at least one of the parents of 
the child should be registered as being from Aruba, Bonaire or Cura-
cao. All mother-child pairs willing to participate in Leeuwarden and in 
Hoogvliet and IJsselmonde (two districts in Rotterdam) were included 
in the intervention project. Participants were recruited by the language 
coaches, via an address list provided by the municipalities. The reason 
the intervention was executed in Leeuwarden and Rotterdam was that 
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both municipalities were willing to finance the project. A maximum of 
50 participants was planned, calculated from the number of hours the 
language coaches could be employed and the total number of children 
in that age range in both cities. Due to practical limitations, 30 Antil-
lean families agreed to participate in the intervention. Of these 30, 23 
families participated in (parts of the) research.

1.6.2 Measures and procedures

In this section, the measures and procedures are broadly described. 
More detailed descriptions and specific information concerning choices 
of instruments and data-selection are provided in the relative chapters.

1.6.2.1 Background variables
The language coaches interviewed the participating mothers during 
(one of ) the first home visit(s). Questions concerned family character-
istics, environmental conditions, migration history of the mother/fam-
ily, and the amount of contact the mothers had with family and other 
important persons. Also, the age of child and mother, family composi-
tion, number of hours a week attending day care services, the mother’s 
educational level, and self-identification were reported. In addition, 
the language coach asked questions about the mother’s language use 
in Papiamentu and Dutch  in different situations. Finally, questions 
were asked concerning the mother’s child rearing practices and goals. 
Answers to these questions gave insight into the mother’s beliefs in her 
role in the development of the child. All this information did not only 
serve as background information for the research, but also as viable 
input for intervention strategies for the language coaches.
 After each home visit, the language coaches wrote reports about 
the activities, potential threats to the intended execution of the pro-
gramme, and other possibly influential factors. When the language 
coaches thought that not all requirements were met in order to have 
a safe and potentially stimulating home environment, they reported 
this as context conditions that might impede the programme delivery. 
Some mothers also reported difficulties in their personal lives, which 
they thought influenced the execution of the programme. These prob-
lems were usually related to relational, financial or accommodation 
problems. This background information helps to understand the con-
text in which the intervention was executed, and can possibly be related 
to programme fidelity - which is the relative adherence to project de-
sign and protocol (see chapter 2) - as well as to outcome measures.
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1.6.2.2 Parental beliefs
Chapter 3 addresses the reading beliefs of the participating mothers. 
The central question is of this chapter is:  What characterises the parent 

reading beliefs of the Antillean mothers who participated in ‘More Languages, 

More Opportunities’, and how do these relate to a Dutch contrast group?

For this study, the Parent Reading Belief Inventory (PRBI; DeBaryshe & 
Binder, 1994) was translated into Dutch. This inventory was originally 
designed to assess attitudes about what and how children learn from 
reading as well as a mother’s ideas about her role as a teacher of her 
child. It consists of 42 statements, to be rated on a 4-point Likert-scale. 
The PRBI was developed for parents with children from 2 to 5 years old 
and is used regularly in preschool target groups.
 To obtain information about the book reading practices of the partic-
ipating Antillean mothers, additional questions were asked concerning 
the amount of books in the home and how many times a child was read 
to. Together with the outcomes of the PRBI, this information provides 
insight into the approach mothers have towards language learning. The 
additional questions were asked verbally, in an interview format, by the 
language coach.

1.6.2.3 Mother-child mutuality
The main construct in chapter 4 is mutuality. The focal research ques-
tions are: What characterises the mutuality (operationalised in terms of four 

variables) within the mother-child interaction in the participating dyads and 

does this change over time? Is there a difference in mutuality in the two different 

contexts (reading and playing together)?

The verbal communication between mother and child was studied by 
analysing video-observations of semi-structured tasks. The goal was to 
have multiple measurement moments per mother-child pair, with a 
maximum of 8 recordings. The observations started during the second 
year of the intervention because it was expected that mothers might 
have been less willing to cooperate with the project when video re-
cordings would have been made from the start. The language coach 
recorded the session with a video camera. Mothers signed an informed 
consent form stating that they agreed that the observations would only 
be used for scientific research.
  The mother-child pair received two instructions per observation. 
First, because of the central role of book reading in the intervention 
programme, the mother was asked to read to her child like she would 
do normally. The bilingual books that were given to the families served 
as primary reading material. For the second situation mother and child 
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were asked to play together. They could choose from the materials that 
the language coach brought along to the home visit, like handicraft ma-
terials, crayons and punch shapes. The goal was that mother and child 
worked together on a task. Both situations were recorded for a maxi-
mum of 10 minutes.
 After the video observations were collected, about 5 minutes of each 
interaction were transcribed. A coding scheme was developed in or-
der to interpret the video observations objectively. This coding scheme 
consists of two categories: mutuality and language use. In this section 
the focal point is mutuality. The notion of language use is introduced 
in the next section. Some of the codes are applicable to both elements. 
The interaction codes are: task orientation, asking and answering ques-
tions and the affective quality of the interaction.

1.6.2.4 Language use and developmental assets
The final main construct of the research is the language use of mother 
and child. Here, the variable language use is related to the three varia-
bles resulting from the main constructs from the developmental assets 
approach (Weigel, Lowman & Martin, 2007). In chapter 5, the research 
question is: Which home environment characteristics are related to the lan-

guage use of the participating Antillean mother-child dyads?

The (bilingual) language use during both reading and play sessions was 
measured by the Mean Length of Utterance (MLU), Guiraud Index (GI) 
and Mean Length of Turn (MLT). The MLU is used as an indication of 
the language complexity. In order to explain the language scores of the 
child, the same measures were computed for the mother. In addition to 
the MLU, the lexical diversity in the language was computed. For this 
construct, the GI was chosen. This is a variant of the Type Token Ratio 
that is less sensitive to sample size. This was also computed for both 
mother and child. Finally, the MLT, indicating the length of speech 
turns, was measured. This indicates the difference in proportion of 
speech between mother and child, and serves as an indication of lan-
guage complexity within the dyadic interaction.
 The information gathered during the observations is also used to 
determine the developmental assets. For the asset ‘conversation’, the 
percentage of non-immediate talk (in the coding scheme ‘task-broad’, 
see appendix 1), the proportion of utterances of the child, the positive 
affection, and percentage of open-ended questions are used. Informa-
tion about language activities in the home are derived from the inter-
views held during the PRBI-administration. For the ‘beliefs’-asset, the 
PRBI sum-score of the first administration is used. In addition to these 
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measures, which are computed as group-measures, individual exam-
ples illustrate within session dynamics of mother-child dialogue. The 
variables non-immediate talk, positive affection, and the amount of 
content words (which expresses the language diversity per utterance) 
are the main variables of analyses in the within-session study.

1.6.3 Conclusion

In the concluding chapter (chapter 6), the overarching research ques-
tion is: In which way can the parental beliefs, the mother-child interaction, 

and the (bilingual) language use of the participating Antillean mother-child 

pairs be characterised, in which way are the constructs related to one another, 

and in which way might the implementation of ‘More Languages, More Op-

portunities’ be related to these three constructs? This broad question shows 
the exploratory nature of this research. Because of the limited group 
of participants and the opportunity to follow a part of the participants 
for a longer time, several research and analysis methods are used. In 
chapter 4 and 5, both classical group comparisons and more dynamic, 
process-oriented approaches are used. Finally, practical and research 
implications following the results will conclude this dissertation.
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Chapter 2
Implementation analysis of ‘More Languages, 
More Opportunities’

2.1 Introduction
The intervention ‘More Languages, More Opportunities’ (which from 
here on will be referred to as MLMO) is a preschool, home-based in-
tervention, developed to enhance the bilingual language development 
of Antillean toddlers in the Netherlands. The research focuses on three 
constructs which the intervention aims to improve. The first construct 
is parental beliefs concerning reading and language development, and 
concerns the ideas that the participating mothers have about their own 
influence in child language development. The second construct is the 
interaction between mother and child, entailing the affective relation-
ship. The third construct is the bilingual language use of mother and 
child. The intervention works with (para)professionals, called language 
coaches, from the same cultural background as the Antillean partici-
pants in the study. MLMO was developed on the basis of existing re-
search concerning language development and preschool interventions. 
The intervention has a theoretically sound base consisting of high qual-
ity programme content and optimal frequency of delivery (as described 
in chapter 1 of this thesis). However, the execution of the intervention 
not only depends on the clarity of the plans, but also on a variety of 
different circumstances, both inside the intervention and embedded in 
the social network of the participants. Monitoring the execution is nec-
essary in order to know which parts of the intervention are more suc-
cessful than others, which parts are more prone to (negative) influences, 
and to give advice to the organisations that are planning to follow-up 
the intervention after the initial phase.
 In this chapter, a model of implementation research is chosen based 
on a review of literature, which leads to an implementation analysis of 
the intervention categories. The goal is to evaluate the quality of the in-
tervention implementation. The aim is therefore to investigate whether 
the intervention has been executed as planned in order to be able to 
decide whether or not the results are due to the intervention as a whole. 
In this chapter, the concept of ‘intervention’ refers to the entire process 
of the design and execution, whereas ‘programme’ implies the project 
execution protocols.
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2.2 Why is it important to study implementation?
Intervention research as a whole focuses on bridging evidence-based 
practice and practice-based evidence. It is relevant to policy makers as 
well as professionals. It is important to study implementation when 
a new intervention had just been launched, as in the case of MLMO, 
or when an ongoing intervention needs to be evaluated (Barkham & 
Mellor-Clark, 2003).
 The focus on the effectiveness of implementation is not surprising; 
the cost-effectiveness of the investment is of primary concern to the fi-
nancial partners. Aside from this, research has shown that programme 
implementation is related to intervention outcomes. The better the 
intervention is implemented according to the intervention plans, the 
greater chance there is that the programme realises its intended goals 
(Durlak & DuPre, 2008). This reasoning is based on the assumption that 
the implementation is theoretically sound and should be effective. On 
the other hand, it can be argued that desired end-goals could be achieved 
even though the implementation did not follow the design. In that case 
it is still important to monitor the implementation, since it can help to 
discover elements or practices not prescribed by the intervention but 
nevertheless carried out by the interventionists that are responsible for 
the effects achieved. Examples of such unintended practices are specific 
adaptations of the intervention to the requirements or limitations of the 
situation in which the intervention has been (incorrectly) applied.
 Integrity of the treatment (also known as programme fidelity) refers 
to the degree to which treatment is implemented as intended. Knowing 
the actual implementation is necessary to interpret the research findings 
(Perepletchikova & Kazdin, 2005). At least all the steps in the interven-
tion process need to be documented in order to say anything about the 
link between the intervention and the research outcomes. Ultimately, 
the goal of this fidelity measure should be that professionals working in 
social interventions are able to choose those interventions that prove to 
be beneficial to the participants. The fidelity measure, then, shows that 
the improvements can be attributed to the intervention (“can” and not 
“must”, because a reliable execution of the intervention as described and 
intended is a necessary but not sufficient condition for the existence of a 
causal relationship between an intervention and a particular effect).
 It may be concluded that the main importance of studying implemen-
tation is to support the interpretation of the research outcomes. For 
the execution of the intervention, it is also useful to know which aspect 
of the intervention (training, execution, monitoring) needs more atten-
tion, for instance whether more detailed protocols are recommended, or 
whether more freedom for adaptation needs to be provided.
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2.3 What is implementation?
Literature concerning implementation of treatments, interventions 
and other new (parts of ) care programmes covers the entire area of 
the dissemination, adoption, introduction and installation of an in-
tervention (Stals, Van Yperen, Reith & Stams, 2008). These steps fol-
low each other in an ongoing process. Dissemination is the intro-
duction of the new intervention with the group of (para)professionals 
who need to execute the care. It is followed by the adoption phase. 
During this phase, the professionals are expected to adapt their ex-
isting working methods to the new method. The introduction of the 
intervention is what most often is considered the real implementa-
tion (Stals, Van Yperen, Reith & Stams, 2008). Here, professionals start 
working with the new methods. When the intervention is installed, 
it is expected that it is used by all professionals in the daily routines 
of their work. Implementation research must monitor these steps, 
adding the assessment of the protocols and training, which are usu-
ally developed before the intervention starts. To cover all stages of 
intervention development and execution, the design and protocols, 
training of interventionists, monitoring of delivery, and monitor-
ing of receipt should all be described in detail (Gearing, El-Bassel, 
Ghesquiere, Baldwin, Gillies & Ngeow, 2011). Because of the broadness 
of the concept ‘implementation’, and the different (though overlap-
ping) concepts that are being used in the literature, the next section 
will explain some important terms and clarify which implementation 
approach this chapter follows.

2.3.1 Types of implementation

In general, researchers state that the implementation of interventions 
can be divided in different types, which are, among other things, re-
lated to the way research is performed as well. Stals, Van Yperen, Reith 
and Stams (2008) identify two approaches to implementation studies: 
a narrow and a broad approach. The narrow approach studies the way 
the intervention is executed and asks questions such as: are all profes-
sionals trained as planned? In the broad approach to implementation 
study, the focus is also on the effectiveness of the intervention. Here, 
researchers may investigate the results of the implementation of the 
method, for instance by looking at the decrease of problems or the in-
crease of participation. In this chapter, the focus will be on the first, 
narrow interpretation. The link between the implementation quality 
and the outcome measures, i.e., the broad interpretation, will be dis-
cussed in the concluding chapter of this dissertation.
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2.3.2 Implementation concepts and models

Current literature uses various terms to indicate the implementation 
quality of interventions. For instance, a term used in more recent articles 
is ‘intervention fidelity’ (e.g., Gearing, El-Bassel, Ghesquiere, Baldwin, 
Gillies & Ngeow, 2011) or ‘implementation fidelity’ (e.g., Hasson, 2010). 
Another synonym is ‘integrity data’ (Dane and Schneider, 1998). Gearing 
et al. (2011) use ‘intervention fidelity’ to describe the distance between 
the protocols and the actual delivery of components of the intervention. 
Following an extensive literature review, they identify four components: 
1) intervention design and protocols, 2) intervention training, 3) moni-
toring of intervention delivery, and 4) monitoring of intervention re-
ceipt. This list of components indicates that not only the execution, but 
also the theoretical background and the plans must be reviewed in order 
to get a complete image of the implementation quality.
 For this chapter, the approach and the aspects identified by Gearing 
et al. (2011) are followed. This approach gives an opportunity to reflect 
upon and systematically review the entire process of the intervention 
in all its stages. Researchers or interventionists need to gather a lot of 
information on many different elements in order to complete the en-
tire assessment. A more user friendly model than the elaborate Gearing 
approach is the Comprehensive Intervention Fidelity Guide (Gearing et 
al., 2011), but this seems to be so concentrated that valuable information 
could be lost. For instance, some elements, such as the characteristics 
of the interventionists and the categories of elements (such as interven-
tionists’ components, behaviour and competence within the mainte-
nance element) are excluded from this Comprehensive Intervention Fi-
delity Guide. Likewise, other models, such as the one proposed by Dane 
and Schneider (1998), do not include the design and training phase. 
However, since MLMO started from a theoretical background without 
any practical experiences, and most of its protocols were of an original 
design, the components design and training are very important. These 
conditions make it all the more important to evaluate the possible pit-
falls in both the preparatory and the execution phase. In addition, the 
elaborate Gearing approach provides a framework to evaluate imple-
mentation in a detailed manner, which is highly appropriate in this 
situation because the programme is entirely new and no precedents 
could be included for comparisons.

2.3.3 Context of implementation

One aspect of implementation quality in the model of Gearing et al. 
(2011) is underexposed, namely the context, which is the environment 
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(physical and personal circumstances) in which the intervention took 
place. Because the context, both positive and negative, appears to be of 
great importance in MLMO, this aspect is added to each of the compo-
nents of the implementation assessment. Implementation quality can 
be seen as the combination of the intervention and the support systems 
surrounding or embedding the intervention. The support system is the 
personal circumstances in which the mothers operate, i.e. the finan-
cial situation and the moral or instrumental support from a spouse, 
and it is found to be influential in several implementation stages. The 
support system is meant to reduce inter-individual variability in pro-
gramme implementation because it can compensate for several risk 
factors (Domitrovich et al., 2008). Implementation researchers agree 
that context conditions are important to the execution and eventual 
outcomes of an intervention (e.g., Harskamp, 2004).
 When evaluating the effectiveness of an intervention, it is important 
to do justice to the complexity of the circumstances in which the partic-
ipants operate (Visser, 2011). Behaviour change is a central aim in most, 
if not all, psychological and educational interventions. This change can 
only be achieved when the intervention context and the execution, to-
gether with participant characteristics (like the motivation to change) 
operate together. Since the context factors are notoriously volatile, and 
the cyclical, ongoing interaction between the participant and its en-
vironment constantly influence one another, static trait research will 
not suffice to capture the influences (Lichtwarck-Aschoff & Van Geert, 
2004). Static trait research means that the dependent variables are seen 
as relatively structural, semi-permanent characteristics. Instead, a more 
dynamic approach is necessary to capture possible moderating roles 
of intervention contexts. For this chapter, the support system, more 
neutrally defined as the ‘context conditions’ of the intervention, are dis-
cussed in the explanations of the implementation quality scheme that 
has been applied to MLMO.

2.4 Assessment of implementation
 ‘Does an intervention work?’ is a deceptively simple question (Century, 
Rudnick & Freeman, 2010). However, what do we really know if an inter-
vention does not work? Is it necessary to change the whole programme, 
including its theoretical base? Is it the programme itself that has result-
ed in the observed effects, or are the effects caused by unintended side 
effects of the execution and intervention activities that were never pre-
scribed? Or are some components better implemented and more suc-
cessful in achieving the goals of the intervention than others? To under-
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stand which part of an intervention works, and in which way it works, 
dynamic assessments are necessary in order to understand the process 
of implementation and the relation to its possible effectiveness.  

In recent years, the focus of implementation research shifted to the ‘black 
box’ of interventions, asking questions such as ‘why did the intervention 
work, how and under what conditions?’ (Century, Rudnick & Freeman, 
2010). Later, the more individual perspective, “For whom does it work?” 
was added, taking into consideration the contextual conditions. Ques-
tions not only start to differ in their form, but also in their complexity: 
‘What does the intervention actually entail, how is it implemented in 
practice and has it been adapted whilst being executed?’ This is a more 
dynamic perspective than previous implementation research, which fo-
cused more on overall success of the intervention. In dynamic assess-
ments, a process orientation is taken as a starting point: what happens 
when, and which step follows the previous ones (iteratively). This makes it 
possible to investigate the ‘in between’ steps in an intervention, which get 
lost when only pre- and posttests are performed. Century, Rudnick and 
Freeman (2010) built a framework for measuring fidelity of implementa-
tion. One of the questions they address is how much adaptation is still ac-
ceptable when a programme is implemented. They acknowledged the fact 
that programme designers often do not have the time and skills needed 
to develop a programme suited to each individual member of the target 
group, executor of the intervention, or context of application. However, 
when programme integrity is tested, one of the questions is whether a 
programme is executed as planned, which suggests that strict application 
of the plans is better than some adapted form of application. The authors 
argue that the phase of the intervention can influence the adaptation pro-
cess. Starting with a theoretically sound plan, the practice might point out 
that the plan does not work in the way it was theoretically hypothesised. 
On the basis of the work in practice, the programme or elements of it can 
be changed in order to test if that works better. This is an iterative process, 
where new information leads to adjustments of the intervention (Century, 
Rudnick & Freeman, 2010). This part of implementation research can 
only be tested dynamically, under the assumption that no intervention 
with and for people could ever work in a linear and exactly repeatable way.
Gearing et al. (2011) conclude that “Fidelity requires researchers to broad-
en their concept beyond monitoring of intervention delivery to include 
the design of studies, training of interventionists, and the monitoring of 
intervention receipt” (p 86). Table 1 gives an overview of the implementa-
tion concepts and its adaptation to MLMO. In this table, the elements of 
Gearing et al. (2011) are enriched with the component context.
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Table 1
Matrix of major fidelity concepts (adapted from Gearing et al., 2011)
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The grey cells indicate that these elements are not accounted for in 
the analyses. For the training and the design phase of the intervention, 
the only important context condition was that there was enough (fi-
nancial) support from the community. This was the case, for otherwise 
the project would not have started. No further context conditions were 
restrictive or specifically supportive during the training and in the de-
sign phase, so this aspect will not be accounted for in the analyses. For 
the intervention design, the maintenance is not accounted for, since 
there is too little (structured) information gathered on the maintenance 
to divert on this. The fact that no structured information is gathered 
is evaluated in the measurement part of the monitoring of interven-
tion delivery component. The maintenance of intervention design is 
not applicable, since the manual and protocol itself are not meant to be 
changed during the intervention, even in adaptive protocol situations 
(since the adaptation guidelines should be described in the protocol as 
well). The feedback of the intervention design, training, delivery and 
receipt, which is part of the Gearing-model, cannot be assessed. Too 
little information was gathered on the feedback procedures to record 
and reflect on them. The relevance of this important process data was 
underestimated when executing the programme. Overall, the method 
of the data gathering and the meticulous way of looking at this infor-
mation is part of the dynamic assessment of the implementation.

2.4.1 Elaboration on assessment

In the remainder of this chapter, the results of the intervention fidel-
ity analyses are reported. Here, all elements indicated with the white 
cells in table 1, including the relevant strengths and weaknesses, are 
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covered. The analyses were carried out in the following manner: The 
explanation should be read per row of the matrix. First, the context of 
the monitoring of intervention delivery and receipt will be described. 
In this case, the context involves the positive and negative elements in 
the direct living environment of the participants.
 In the second row of the matrix, the protocols of each element state 
what the desired execution of that element is. For instance, the protocol 
of the intervention design needs to be a specified manual that addresses 
the theoretical orientation, the programme goals, interventionists’ char-
acteristics, the demands on the environment and the standards for the 
staff involved in the intervention (including supervisors and researchers).
The third row covers the execution of the intervention. For instance, 
with the intervention training, the actual training is reviewed: was it 
specific enough to provide detailed information about the execution 
of the intervention (complexity), were there different forms of training 
(like role play and more theoretical sessions), and did the intervention-
ists receive a certificate when completing the training?
 The fourth row describes the maintenance of the intervention com-
ponents. For the intervention delivery, this consists of the monitor-
ing of the drift and consistency in the intervention, the behaviour 
and competence of the interventionists, and the maintenance in the 
intervention delivery. The fifth row of the matrix captures the threats, 
which focus on the risks involved in the intervention. The sixth row is 
the measurement of each component. This aspect clarifies the types 
of instruments used to assess each component, the raters, methods of 
observation, and the unit of measure (Gearing et al., 2011).
 The leading question of this implementation fidelity analysis is: 
Which are the strong and weak elements in the design and execution of ‘More 

Languages, More Opportunities’? On the basis of the extensive and me-
ticulous evaluation on the four intervention components, the strong as 
well as weak elements of the intervention become clear.

2.4.2 Method

Basic information concerning selection criteria and the recruitment of 
language coaches and participants is found in chapter 1 of this disserta-
tion. This method section will cover the materials used to evaluate the 
intervention implementation.
 For the implementation analyses of MLMO, the main source of in-
formation is the written reports of the three language coaches who ex-
ecuted the intervention. These reports are the only source of informa-
tion with regard to the execution that was structurally gathered in the 
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course of the intervention. In these reports, language coaches reflect 
upon the execution of the project, both during and between the home 
visits. Furthermore, potentially disturbing context conditions are re-
ported. Some positive events in the personal lives of the participants 
were also mentioned, when they were thought to have actual influence 
on the execution of the project. In total, reports from 330 home visits 
were collected. There is a range of two to 25 reports per participant that 
were useful for the qualitative analyses. Some participants dropped out 
after only a few home visits, other reports were so vague (mostly because 
they were written weeks after the actual home visit) that they could not 
be used for analysis. The total number of participating mother-child 
dyads was 30. For participants with more than five reports, every fifth 
report was chosen to be analysed. However, in each report the context 
conditions the language coaches thought were meaningful enough to 
report, were registered and taken into account in the analyses, even if it 
was not the fifth report.
 Other sources of information included face-to-face meetings with 
the language coaches and the project leaders which were noted by the 
project leaders and used for evaluation purposes. Concerning the train-
ing, there was one evaluation session between the language coaches and 
the training institute, and a separate evaluation with the project lead-
ers. Positive and negative aspects of the training were filed. When the 
project started, the project leader and developer of the intervention had 
a total number of 62 update sessions with both language coaches in 
Leeuwarden, between October 2009 and October 2011. With the lan-
guage coach in Rotterdam, 14 meetings were arranged between Janu-
ary 2010 and January 2012. Furthermore, the project leaders of both 
locations had regular email and telephone contact, at least biweekly. 
Moreover, the language coach in Rotterdam approached the project 
leader of Leeuwarden more frequently during the later stages of the 
project. Most of these appointments were concerned with the content 
of the home visits. During the update sessions on both locations, a re-
cord was kept containing the difficulties the language coaches faced 
during their work. In addition, the project elements that worked best, 
as well as the activities that gathered most interest were reported. Later 
in the intervention, when the language coaches gained more experi-
ence and there was less need to discuss which activities they performed, 
more case-related information concerning challenges with a particular 
participant was discussed. The majority of the case-conversations were 
related to participants who were likely to drop out of the intervention, 
and the team tried to think of ways to keep them motivated to follow 
the programme.
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All information was processed manually, since the language use in 
the reports was too diverse to be entered into qualitative statistical 
programmes (e.g. one language coach used 158 different words to de-
scribe a positive mother-child interaction). All strengths and weak-
nesses (challenges and opportunities) were counted and additional 
specific details were written down in a separate file. This was the base 
of the ‘threats’ information. Although this implementation analysis 
needs to rely heavily on the reports, and little additional information 
is accessible, there is still enough data to warrant a valid implementa-
tion study.

2.5 Implementation analyses of ‘More Languages, More Opportunities’
For each implementation component, first the context outside the in-
tervention is described. Second, the protocols (project plans) are elabo-
rated on. Third, the evaluation of the possible difference between the 
protocols and the execution are discussed, and conclusions are drawn 
regarding the strong and weak elements in each implementation com-
ponent. At the end of this chapter, all evaluated elements are presented 
in the completed implementation matrix (table 2).

2.5.1 Stakeholders of ‘More Languages, More Opportunities’

Several parties were involved in MLMO. The intervention’s coordinator 
is also the researcher of the effects of the intervention. She was respon-
sible for recruiting the interventionists, organizing training sessions, 
supplying bilingual materials, weekly update sessions and all other 
(practical) help that was needed. She also took care of the develop-
ment of the materials and kept in touch with the project leaders on 
the second location. In figure 1, the basic elements of the intervention 
are shown. The intervention professionals are represented as researcher/

coordinator and language coach (the interventionist). The recipients of the 
intervention are mother and child. The goal for the interventionists is 
to transfer the new interaction routines to the mother, while the goal 
of the mother is to transfer knowledge and skills regarding language 
use to the child.
 These influencing strategies sound unidirectional, but are actually 
multidirectional, as is shown in figure 1. The bold arrows represent 
parts of the intervention that are described in protocols. The arrow be-
tween the researcher and the language coach for instance, represent the 
interaction during weekly update sessions, where the overall execution 
of the project and individual cases were discussed. The bold arrow from 
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the language coach to the mother represents the intended influencing 
(being coached), which is described in the protocol of the intervention. 
The influence of the mother on the language coach, however, is not 
described in the protocol and its corresponding arrow is therefore not 
bold. The language coach was trained to take an ‘adaptive approach’ in 
her coaching, meaning that she adapts her strategies to the needs and 
capabilities of the mother. The arrow between ‘Home linguistic envi-
ronment’ and ‘Child’ is not bold, because the homework assignments 
the mothers receive are transmitted from the mother to the child, and 
therefore not directly from the environment to the child. There is, how-
ever, a possibility that the home linguistic environment, consisting of 
books and other bilingual materials, is used by the child on its own, and 
this possibility is represented in the model.

Figure 1.  Narrow implementation context of ‘More Languages, More Op-
portunities’

2.5.2 Assessment of the design of ‘More Languages, More Opportunities’

2.5.2.1 Intervention design protocols
With regard to the intervention design, the language coaches in the 
city of Leeuwarden were recruited by the researcher/coordinator. The 
language coach in the city of Rotterdam was recruited by the organiza-
tion where she was employed, Stichting de Meeuw. The plan was to re-
cruit the language coaches on the basis of their motivation and cultural 
and language background. Experience with working in the homes of 
participants, or working as a language stimulator was not a precondi-
tion. The participants were intended to be recruited by the language 
coaches. The target group were primary caretakers of children from 
the former Netherlands Antilles and Aruba and their toddlers, living in 
Leeuwarden or in two districts of the city of Rotterdam. The cultural 
background of the children was a leading principle in the recruitment 
strategy. The first inclusion criterion was that one or both of the par-
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ents needed to be classified as originating from the Netherlands An-
tilles. The second criterion was the age of the child: between 20 and 
30 months old at the beginning of the intervention. The municipali-
ties supplied the language coaches with a list of the participants who 
met these criteria. In addition, the mother of the child needed to have 
(some) knowledge of both languages, and needed to be motivated to of-
fer them both to her child.
 The design of the intervention execution consisted of biweekly 
home visits by the language coach and fortnightly to monthly group 
gatherings with the group of participants from the same location at a 
local community centre. The programme characteristics – which are 
part of the design of the intervention – consisted of a required pro-
gramme and a more open programme, to be realised by the language 
coach in cooperation with the (individual) participants. The required 
programme was designed to consist of 1) the use of the bilingual read-
ing materials, and 2) creating stimulating mother-child play sessions 
in which rich language was used. The open part of the intervention 
consisted of those elements that were not accounted for beforehand, 
such as the difficulties with language and interaction the mothers re-
ported during the intervention, or some child rearing questions the 
mothers had.
 The programme manual was partly described and documented in the 
training folder, and was partly composed during the beginning of the 
intervention in the city of Leeuwarden. The role and responsibilities of 
the interventionists (language coaches) and coordinators (project lead-
ers/researcher) were specified in this manual. The possible topics for 
the home visits followed the themes in the reading materials. The over-
view of the topics and activities was not (entirely) recorded in advance, 
but was developed during work sessions with the language coaches. In 
brief, the intervention manual listed the guidelines for the interven-
tionists on how to act during home visits, as well as behaviour proto-
cols. The manual provided a general idea of activities, but the actual 
activities remained open to change.
 The research aspect of the intervention was less elaborated on in the 
programme manual. Some instruments still needed to be developed or 
adapted. This was due to the fact that the intervention needed to start 
very quickly.

2.5.2.2 Intervention design execution
The intervention protocols were constructed by the researcher and 
external experts. Especially the specifications  of the participant and 
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intervention team characteristics were described extensively. The re-
quirements of the interventionists were well defined, and formulated 
in a culturally sensitive way.
 The execution of the intervention was operationalised well. The 
coaches reported that the session procedures were specific enough to 
work with and knew what was expected from them when performing 
a home visit. On the other hand, the procedures were flexible enough 
for each language coach to use her creativity and to adapt to each indi-
vidual participant’s needs.
 The measurements for the intervention study were not included in 
the intervention design. Little was known about the instruments be-
forehand because the instruments were not selected before the inter-
vention started. Therefore, no validity or reliability standards could be 
investigated.

2.5.2.3 Intervention design evaluation
The cultural sensitivity (concerning the specific language situation and 
the way of approaching the target group) in the intervention design 
and in the requirements of the interventionists was well-defined. The 
language situation of the participants was considered on an individual 
basis and the home visits of the language coaches were also adaptable 
to their needs. Aside from this, the manner in which the (potential) par-
ticipants were approached was sufficiently appealing and respectful be-
cause of the language coaches’ familiarity with the cultural background 
of the participants.
However, there are also weak points. Although the language coaches re-
ported that the protocols were clear enough, their execution did differ 
on the core elements when comparing the protocol with the reports of 
the language coaches and the information gathered during update ses-
sions. This is a threat to the execution of the intervention, because this 
ambiguity in the design creates (too much) space for drift. However, 
it is also possible that the protocol was clear enough but the language 
coaches chose to take more liberty in their home visit routines. Anoth-
er weak point is that the desired outcomes and the way in which they 
should be measured were not specified (enough) in the intervention 
design. Because of the timeframe in which the programme was devel-
oped and needed to start (because of financial limitations), there was 
not enough opportunity to select or develop the right measurements 
and tests which were able to monitor the outcomes in a comprehensive 
way. Because of this, some of the measurements were adopted in an ad-
hoc way, which reduced the validity of the outcome measures.
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25.3 Assessment of the training of ‘More Languages, More Opportunities’

2.5.3.1 Intervention training protocols
The language coaches received specially tailored training to be able to 
guide the individual families and the group of participants. This train-
ing was developed by a specialised bureau in training coaching strategies 
(‘RadarVertige’ in Amsterdam), in cooperation with the Frisian Academy. 
In four days, the language coaches were trained by two trainers. The train-
ing of coaching strategies was one of the most important parts of the 
training. How to keep the participants motivated and eager to continue 
was another aspect the language coaches had to master, as well as how 
to bring about the message of using (rich) language in daily situations. 
Finally, training the language coaches how to report to the coordinator 
was an important aim. When the language coaches had worked for sev-
eral months, the trainers returned to give coaching-on-the-job sessions.

2.5.3.2 Intervention training execution
The intervention training was set up with a focus on the different ele-
ments of the intervention. The interventionists’ attendance record was 
good, since all language coaches followed every element of the training. 
The entire training consisted of formal and informal training sessions, 
supplemented by ‘coaching-on-the-job’ sessions. The content of the 
training was passed on via several training instruments. First, didactic 
sessions were offered, where the language coach touched on the aims of 
the intervention and theoretical notions. In order to learn how to work 
in the homes of families, the language coaches engaged in role-play-
ing exercises. Also, video feedback was given, so the language coaches 
became aware of their own role in interactions. Following the formal 
training session, the language coaches started to recruit participants. 
After a month, the first coaching-on-the-job session was done by one of 
the training institute’s trainers. For each location, a total number of four 
coaching-on-the-job sessions were given. All three language coaches re-
ceived a certificate for attending and completing the training.
 Before the training started, the prior knowledge of the language 
coaches concerning the main aims of the intervention, bilingual lan-
guage development and mother-child interaction, was assessed. This 
was repeated after the intervention ended. At that point in time, lan-
guage coaches were asked what the most important thing they learned 
was and whether their ideas about the intervention’s effectiveness had 
changed during the training. All language coaches stated that they 
thought the intervention had the potential to reach its intended aims 
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in the families. Their belief in the effectiveness of the intervention was 
important to motivate the potential participants. Concerning the re-
search aspect of the intervention, the interventionists only received 
general information concerning the importance of mother-child inter-
action in (bilingual) language development.

2.5.3.3 Intervention training evaluation
A positive aspect of the intervention training was the use of several 
training techniques, such as didactic sessions (where the trainer gives 
theoretical information) and role-playing sessions. These different 
methods make the training more relevant to the daily practices of the 
language coaches. Another positive aspect of the training was that the 
interventionists had an open attitude towards the training, because, ac-
cording to the trainers, they showed a strong wish to learn and offer 
their own experiences to the other attendees of the training.
 A weak element of the training, which might produce a potential 
threat, was that there was not enough explicit emphasis on the phe-
nomenon of interventionists’ drift. As became visible in practice, espe-
cially during the second year of the intervention, the language coaches 
did not know exactly which parts of the intervention they could adapt, 
and which parts were core elements they should always execute. Fur-
thermore, two of the six aspired interventionists dropped out during 
the training session (due to several circumstances). A fourth language 
coach did start the intervention, but stopped after four months because 
of personal reasons. Also, no pre- or posttest of interventionist knowl-
edge and beliefs has been done. The language coaches were interviewed 
beforehand, and also after the training ended, but not in a structured 
way and their answers have not been documented sufficiently either.
 The final weakness of the training was that the interventionists did 
not receive sufficient information about the intervention measures and 
research instruments, since those were not yet established during the 
implementation of the training. Additionally, for the language coaches 
it was difficult not to know exactly what was expected from them in the 
research aspect of their job.

2.5.4 Assessment of the delivery of ‘More Languages, More Opportunities’

2.5.4.1 Intervention delivery protocols
The ‘ideal’ context conditions of the intervention execution were de-
fined before and partly during the training of the language coaches. 
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Physically, there needed to be a quiet place in the home where the 
mother and child could read together, so they would be able to con-
centrate on the reading.
 Because of the different implementation settings of the two loca-
tions (one location was supervised by the researcher, and the other 
was supervised by a location coordinator within a larger organisation), 
the intervention execution needed to be monitored carefully in order 
to prevent drift. The language coaches in the city of Leeuwarden had 
weekly contact moments with the researcher, who was also the coordi-
nator of the programme. The language coach in Rotterdam contacted 
the coordinator via email. In addition, the coordinator visited her per-
sonally on fourteen different occasions. In addition, she received prac-
tical and professional guidance from the organisation she worked for.
 A certain amount of flexibility was needed on the part of the lan-
guage coach, since she had to adapt her approaching techniques to 
the personalities of the mothers involved. In addition, every language 
coach brought her own personality and creativity to the programme. 
Monitoring the execution was done in several ways in order to thor-
oughly understand the similarities and differences between the lan-
guage coaches. First, the language coaches’ reports after each home 
visit reflected the activities and comments given to the mothers with-
in the visit and in between visits. Second, during the update sessions 
with the coordinator, the language coaches needed to elaborate on the 
techniques they used in their contact moments with the participants, 
which gave a more overall view of the approaching methods. Third, 
the language coaches were in contact with each other, in which they 
explained their activities and sometimes exchanged materials. Finally, 
the coordinator and the project leader in Rotterdam had regular con-
tact moments in order to reflect on the comparability of the execution 
between the two locations.
 A final aspect of the intervention execution monitoring is the man-
ner in which the dependent variables (parental beliefs, mother-child 
interaction and bilingual language use) were defined and operational-
ised. In this intervention, the language coaches received information 
about why the interaction between mother and child and the bilingual 
language development were  the main aims in the intervention. The 
desired interaction was broadly defined, and the language coaches 
could report on this in the written reports. The language develop-
ment was defined in communicative standards, that is to say, primarily 
in the form of language use objectives (e.g. the use of complete sen-
tences).
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2.5.4.2 Intervention delivery execution
The home context turned out to be very different across participants. 
Where most participants from Leeuwarden lived in terraced houses, or 
spacious apartments, the participants in Rotterdam more often lived in 
smaller homes and it was more difficult for the language coach to find 
a suitable space to execute the home visit. For the language coach in 
Rotterdam this meant that she had to be creative in her solutions and 
that she needed to accept the fact that not all preconditions could be 
met when starting the home visit.
 An array of different measurement manners was used to monitor the 
delivery. First of all, the contact between the project leaders on both 
locations and the language coaches provided valuable insight into the 
activities they did in the families. This was also true for the language 
coaches’ reports, which reported on the activities, as well as the ap-
preciation of the language coach concerning the interaction between 
mother and child and the motivation level during the home visit. Over 
the course of the intervention, more emphasis was placed on the moth-
er-child interaction and the way this could be monitored. In the second 
half of the intervention, the language coaches introduced video-obser-
vation to the families. These recordings were exclusively used for re-
search purposes concerning the language use and interaction between 
mother and child.

2.5.4.3 Intervention delivery evaluation
There was a discrepancy between the desired context conditions in 
the home situation and the actual context the language coaches had 
to work with in Rotterdam. This made it sometimes challenging to 
execute the home visits as planned, because they needed to adapt to 
unexpected situations. At the same time, context conditions like hous-
ing, finances, work conditions and relationships of the participating 
mothers are naturally occurring facets of the human condition and that 
is the context in which professionals need to implement programmes.
 The language coaches tried to make the visit as fun and valuable as 
possible, but the severity of the problems sometimes overshadowed the 
emotional quality of some of the visits. As a result, the children were 
distracted more easily or did not want to cooperate, which resulted in 
an unsuccessful home visit and a failed attempt to gather research data. 
This occurred in approximately 15% of the visits, as found in the lan-
guage coaches’ reports. The majority of these cases were found in the 
Rotterdam sample.
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The coaches’ need for creativity was a threat to the fidelity of the im-
plementation. It reduced the similarity between the language coaches, 
and therefore between the participants as well. Here, the coordinator 
observed that the manual was too poorly documented (it lacked, for 
instance, specific activities with clear, measurable goals) to serve as a 
guideline for the language coaches in these exceptional circumstances. 
This also made it more difficult to monitor whether the execution tech-
niques of the three different language coaches were comparable enough 
to identify changes in the participants as being due to the intervention 
itself, rather than the personal influence of the language coach.
The language development of the participating children was difficult 
to monitor. Language coaches had to rely on the information they got 
from the mothers, since bilingual test materials were not available for 
the toddlers’ age group. The monolingual Dutch tests were found to 
be inappropriate for this target group. Because of the lack of measure-
ment instruments, and because a dependent variable (parental reading 
beliefs) was added during the course of the intervention due to pro-
gressing insights, the language coaches, during the face-to-face session, 
reported feeling insecure about what they should measure, and how 
they needed to communicate this with the participants.

2.5.5 Assessment of the receipt of ‘More Languages, More Opportunities’

2.5.5.1 Intervention receipt protocols
Concerning the context conditions, the most important element was 
the timing of the sessions. The participants had to make room in their 
daily schedule to arrange an appointment with the language coach. 
Furthermore, the time of the day on which the intervention was car-
ried out could have an effect on the quality of its execution and the 
receipt of the intervention (i.e. the amount and quality of intervention 
received, which is part of the maintenance element).
 Instead of focusing on a pre- and posttest of the engagement and 
adherence the participants show in the programme, the intervention 
receipt was monitored continuously, in order to give insight into the 
process. The motivation of the participants in each session was re-
ported by the language coach; she rated the motivation of a particular 
mother, compared to other home visits of that same mother. Dropout 
monitoring was performed by the language coach who also visited the 
family. Many different reasons were given to the retraction from the 
programme, such as lack of interest/motivation of the mother, poor ad-
aptation to the needs of the participants, and the intervention being too 
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time consuming for the families. The actual receipt of the intervention 
‘dosage’ is only documented for the home visit part, in the language 
coaches’ reports, and not for the group gatherings.
 The project was intended to last for two years per mother-child pair. 
The home visits, which had a duration of about one-and-a-half hours 
per visit, were planned to be executed every two weeks. Taking into ac-
count the holidays and other reasons for cancelling the visits, the aim 
was to make 40 home visits per family. The group gatherings were set 
up more freely. The goal was that on each of the two locations, the lan-
guage coaches would organise a gathering every two weeks to a month, 
which results in a maximum of 20-40 group gatherings per location.
 The intervention receipt was monitored by reporting on how the 
mother changed her language use and also her interaction styles dur-
ing the home visits. The language coaches reflected on this in their 
home visit-reports. Halfway through the intervention, other - more ob-
jective - methods of monitoring the effects of the intervention were 
introduced. The aim was that all participants would agree to partici-
pate in video observations, and the recordings would be repeated eight 
times per participant.

2.5.5.2 Intervention receipt execution
In some families the intervention receipt conflicted with their time 
schedules. Some mothers (eleven, according to the language coaches’ 
reports) indicated that their busy lives ( job, children, school) prevent-
ed them from participating on a regular basis. And even when these 
mothers did choose to participate, the home visits could often only be 
scheduled in the late afternoon or early evening. In those cases, the 
language coaches reported that the mothers and children were often 
too distracted and tired to focus on the activities. This was reported in 
about one third of the visits and also became a topic of concern in the 
update sessions with the project leaders on both locations.
 As reported previously, different research techniques were used in 
order to investigate language use, mother-child interaction and parent 
reading beliefs. Reports, questionnaires, and video-observations were 
used. The observations were transcribed and the transcripts were ana-
lysed. Special observation schemes were developed, combining exist-
ing schemes based on theoretical notions, in order to carefully process 
the information in the videos and guarantee as much comparability as 
possible. The different information sources also provide information 
on different time-scales. This enables the comparison over time of one 
participant, as well as comparison between participants. Comparison 
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within a session and between sessions is also possible, which creates a 
broad array of research possibilities. All data collection was performed 
by the language coaches. The data analyses and the processing of the re-
sults were executed by the coordinator/researcher and her supervisors. 
The desired adherence to the home visits was not met by any of the 
participants. The total number of (usable) home visits ranged from two 
to 25 for the entire intervention instead of the intended average of 40 
visits. Some participants dropped out earlier, while some started later 
and could not continue the project because the funding had stopped 
after two years of intervention. There were six dropouts, but the actual 
reasons of quitting the programme were not always clear. Mostly, prac-
tical reasons were given, such as moving away from the city, not hav-
ing enough time, or the child starting primary school and the mother 
thinking that it would all be too much for the child. The  participants 
who dropped out were very hard to track, so too little information was 
gathered in order to find that - for instance - implementation problems 
were the cause of the dropout. For the group gatherings, the identifica-
tion of the participants was not specific enough to keep track of the 
amount of gatherings they attended.
 In addition, there was insufficient participation from the side of the 
mothers and coaches in the research part of the intervention. For in-
stance, only twelve of the 23 participants gave permission to be filmed. 
Of these twelve participants, six wanted to be filmed only on a single 
occasion. One participant agreed to be recorded twice, another partici-
pant was recorded four times. Three other participants were recorded 
five times. Finally, one participant was recorded seven times. In short, 
none of the participants actually were recorded the intended eight 
times. Sixteen of the 23 mothers agreed to complete the questionnaire, 
and only ten completed it the second time.

2.5.5.3 Intervention receipt evaluation
The monitoring of intervention receipt has been executed by includ-
ing different measurement techniques, which is a positive feature of 
the programme. Video observations, language coaches’ reports, and 
questionnaires were used to get a complete picture of the relevant con-
structs in the language development of the participating children. Dif-
ferent elements of the language use were measured and recorded from 
different informants.
 The actual adherence to the monitoring and the research aspect of the 
intervention was much lower than expected. The first part of the inter-
vention was also the start-up phase for the research. The idea was that 
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when the participants were more familiar with the language coach-
es, more obvious measurement techniques such as video observa-
tions would be accepted more readily. One of the possible reasons 
for this could be that the language coaches became more hesitant to 
introduce these techniques just because they also built up a bond of 
trust. Also, the participating mothers explained they did not want to 
participate in the video observations because they were unrelated to 
the intervention itself. This means that even if they did not agree to 
have themselves recorded, they would still receive the home visits. 
The low participation in the second round of the questionnaires was 
also caused by miscommunication on the project leaders’ part. The 
language coach in Rotterdam did not understand that the two ad-
ministrations were intended. Only after the project finished did the 
project leaders find out that the second questionnaire was missing 
for the participants in Rotterdam. At that point, most mothers were 
not willing to cooperate in the research anymore.

All evaluations above follow the outcomes of table 2. In this ma-
trix, the relevant elements of each intervention component are as-
sessed.

2.6 Discussion and conclusion
The main question in this chapter was: Which are the strong and weak 

elements in the design and execution of ‘More Languages, More Opportu-

nities’? This paragraph summarises the most important outcomes. 
The strongest implementation element is the theoretical back-
ground of the intervention, consisting of the theory concerning 
the most effective structural elements of the intervention (dura-
tion, frequency) and the major influential concepts which appear 
in intervention outcomes. Furthermore, the training of the inter-
ventionists was well developed. It consisted of a combination of 
training instruments (role-play, theoretical issues, and openness for 
discussion) and was evaluated positively by the language coaches. 
However, a weakness is that the training was not well adapted to the 
research qualities that were expected of the language coaches. This 
was due to the fact that not all research instruments were fully de-
veloped when the execution started, since the intervention funding 
requested a rapid start.
 The main weakness of the intervention execution was that the 
objectives and instruments were not well defined. This means that 
the exact goals, i.e. specific and measurable outcomes, were not 
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Table 2 
Assessment of major fidelity components applied to ‘More Languages More Opportunities’

Intervention design Intervention training

C
on

te
xt N/A N/A

Pr
ot

oc
ol

s I Framework
 A. Theor. orientation R
 B. Programme goals £–
 C.  Study participant characteristics (inclusion 

and exclusion criteria) £–
 D. Interventionist characteristics
  1 Education R
  2 Experience S
  3 Expertise R
 E. Environment R
 F. Mode of delivery R
 G. Team structure R
II Standards for staff
 A. Trainers R
 B. Supervisors S
 C. Raters S
 D. Interventionists R

I Plan training procedures
 A. Formal (standardised)
  1 Manual review R
  2 Didactic sessions R
  3 Pilot cases R
 B. Informal
  1 Role play R
  2 Modelling R
II Plan for supervision
 A. Frequency R
 B. Duration of sessions R

Ex
ec

ut
io

n I  Manual development
  A. Programme model
   1 Well defined procedures £–
  2 Well defined outcomes S
  B. Session model
   1 Well defined objectives S
   2 Well defined procedures R
   3 Outcomes S
  C. Operational definitions S

D. Adaptation guide £–
  E.  Cultural considerations for intervention R

I  Train providers to well-defined 
procedures

 A. Formal R
 B. Informal R
 C. Certification of training R
II  Accommodate provider difference
 A. Education R
 B. Experience R
 C. Expertise R

M
ai

nt
en

an
ce N/A I Supervision (continuous) R

II Corrective feedback R
III Ongoing training S
IV  Minimise drift in provider skills S

T
hr

ea
ts I Internal

 A. Complexity R
 B.  Required resources and materials £– 
 C. Time needed S
 D. Rate of behaviour change R
 E.  Lack of differentiation from other 

treatments R
 F. Ambiguity of design R
 G.  Lack of standardization of elements R

I Internal
 A. Drift S
 B. Complexity S
II External
 A.  Variability of interventionist training 

S
 B.  Variability in supervisors’ training S
 C. Staff turnover/attrition R
 D. Absenteeism S

M
ea

su
re

m
en

t  A.  Planned which instruments to use S
 B.  Selected methods for observation R
 C.  Confirmed in previous literature R

I  Use pre- and posttest knowledge 
measures S

II Method of observation
 A. Video R
 B. Observation R
 C. Self-report R
III Attendance for full training R
IV  Understanding components of 

intervention measure S
V  Belief in intervention effectiveness R
 

R  Present in intervention    S  Not present in intervention    £–        Partly present in intervention
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Monitoring of intervention delivery Monitoring of intervention receipt

External assets and disadvantages in the personal life 
of the participant which influenced the intervention 
adherence without being directly connected to the 
intervention

External assets and disadvantages in the 
personal life of the participant which 
influenced the intervention adherence without 
being directly connected to the intervention

I Differentiation of treatments
 A.  Adherence to intended core elements S
 B.  Adherence to proscribed interventionists 

behaviours S
 C.  Exclude non-proscribed components/

behaviours S
II Intervention components
 A. Core components R
 B. Prohibited elements S
 C. Required dose R
III Interventionists behaviours
 A.  Unique and core to the treatment delivery R
IV Rater standards S

I Operationalise dose received
 A. Session attendance R
 B. Session core elements R
II  Operationalise study participant 

comprehension S
III  Select instruments to measure:
 A. Receipt of dose R
 B. Comprehension S

I Intervention components R
II Interventionist behaviours R
III Interventionist competence
 A. Specific skills R
 B. Non-specific skills S
 C. Dealing with specific clients R
IV Monitor participant enactment R

I Monitor dose receipt
 A. Session attendance R
 B. Core elements
     1 in sessions R
    2 in between £–
II  Determine comprehension 

of core elements S

N/A I Session attendance
 A. Number of sessions R
 B. Portion of session R
 C. Dropout S
II Monitor drift
 A.  In session receipt of core elements S
 B. Homework completion S

I Internal
 A. Motivation S
 B. Experience R
II External
 A. Organizational characteristics R
 B.  Lack of conceptual relevance (no match 

between treatment and problem behaviour) R
 C. Measures change over time  R
 D. Interventionist attrition R

I Internal
 A. Resistance R
 B. Anger/hostility S
 C. Motivation R
II External
 A. Barriers of participation R
 B. Scheduling R

I Types of instruments
 A. Checklists R
 B. Frequency R
 C. Case formulations R
II Measurement raters
 A. Internal R
 B. External S
III Method of observation
 A. Video R
 B. Observation R
 C. Self-report R
IV  Methods to develop criteria should be 

specified S 

I Types of instruments
 A. Checklists R
 B. Likert-scales R
 C. Frequency R
 D. Case formulations R
 E.  Use pre- posttest knowledge measures S
 F. Specify measures S
II Measurement raters
 A. Internal R
 B. External S
III Method of observation
 A. Video R
 B. Observation R
 C. Self-report R
IV Unit of measure S
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specified. This made it impossible to adapt or develop specific research 
instruments and thus limited the possibility to assess these goals from 
start to finish. It might be that these unclear goals and especially the 
unclear communication about the research instruments resulted in the 
participants’ hesitation to cooperate in the research part and even fa-
cilitated dropout of the entire intervention.
 Another strong element was that three of the four language coaches 
who started the intervention (at the start, six language coaches were in-
volved, but two of these did not start working as a language coach after 
the training finished, and one did), continued their work for the entire 
two years. This ensured continuity and a gradual build-up of skills and 
experiences, which were valued greatly in the execution.
 The intended adherence, that is the frequency and duration of the 
intervention, was not reached by any of the participants. This might 
have resulted in less preferable outcomes concerning the effects of the 
intervention, because the timeframe was based on previous research 
recommending this duration and frequency. However, context factors 
in the personal life of the participants seemed to be of major influence 
to the diminished intervention adherence, which were not amenable to 
change by the interventionists.
 No pre- and posttests could be performed, since during the pretest 
moment, the test materials were not available yet, because of the forced 
start of the programme. Although the authors believe in the power of 
process research, where the development over time (the progress in 
each direction) is followed from a dynamic systems perspective, knowl-
edge of the start position is still crucial. The result of these shortcom-
ings is that the outcomes of the research cannot be seen as intervention 
outcomes, but are seen more as developmental research outcomes of 
individuals who were involved in a personal process that was only to a 
certain extent inspired and governed by the prescriptions and princi-
ples of the intervention programme. That is why this implementation 
analysis cannot directly connect the implementation outcomes to the 
dependent variables: there are too many weaknesses in the intervention 
design and execution to know whether a change in dependent variables 
is due to attending MLMO.

 The comparability and effect study issues are well known in the field 
of preschool interventions. Earlier research concerning ‘Opstapje’ for 
instance, reported difficulties in interpreting the results because of a 
small sample, poor matching with a comparison group and counter-
intuitive findings. Furthermore, research suggests that a favourable 
(optimal) implementation of a programme should lead to positive 
outcomes, especially in home-based programmes. However, the pre-
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determined optimal conditions could be very different from the actual 
favourable conditions. These conclusions strengthen the idea that all 
new or adapted interventions should be tested (in pilot programmes) 
before being implemented in a larger group.
 Following the relatively negative evaluation due to the absence of cer-
tain key elements of the implementation quality of the ‘More Languag-
es, More Opportunities’ programme a number of recommendations 
can be made. Concerning the implementation of the intervention, it 
is recommended to develop an ‘adaptation guide’, which explicitly de-
scribes which aspects of the programme can be adapted to which kind 
of contexts and in which manner this should occur. With this adapta-
tion guide, interventionists can test whether they are still implement-
ing the intervention as intended, or whether they deviated too much 
from the original plans. In the present case, the project leaders had to 
invest a considerable amount of effort to keep the activities of the inter-
ventionists sufficiently comparable. Also, developing a list of depend-
ent variables, which the interventionists could refer to as ‘intervention 
goals’ and discuss with the participants, could lead to an enhanced 
and durable motivation to participate, because such a list makes the 
development of the outcome variables within the intervention better 
observable. This list should be as explicit as possible, consisting of well-
defined procedures and outcomes.
 As regards to the research part of the intervention implementation, 
the weak points and thus the possibilities for improvement are obvious: 
start with a pretest and end with a posttest if the goal of the research 
is to say something about the effects of the intervention. Furthermore, 
develop the set of tests and other instruments to be used before the in-
terventionists are trained. The interventionists will get an opportunity 
to practice with the instruments in advance and the researcher has the 
possibility to test the instruments before the onset of the data collec-
tion. Using a meticulous implementation framework such as the one 
used here gives important insights into the strengths and challenges 
of an intervention, which serves as a possibility to make improvements 
for future intervention activities.
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Chapter 3
Parent Reading Beliefs and Parenting Goals 
of Netherlands Antillean and Dutch Mothers 
in the Netherlands 1

3.1 Introduction
Parental beliefs are seen as influential to child development. They do 
not necessarily influence it directly, but mostly through the actions 
parents undertake following their beliefs in a specific child rear-
ing area. This paper focuses on parental beliefs towards reading and 
language development and sees these beliefs as a complex construct, 
related to thoughts and actions. It starts with a theoretical review of 
literature on parental (reading) beliefs. The most important concepts, 
as well as cultural considerations are discussed. Secondly, empirical 
data are presented that were gathered in an intervention group and a 
contrast group in the Netherlands. This study is part of a larger study 
concerning an intervention, called ‘More Languages, More Opportuni-
ties: A Papiamentu – Dutch language development project’ (Meer Taal, 
Meer Kans: Een Papiaments – Nederlands Taalbevorderingsproject, in 
Dutch) targeting language use of Antillean mothers and toddlers living 
in the Netherlands. One of the reasons for developing this intervention 
was the notion that Antillean children fall behind in their Dutch lan-
guage development scores when they start to attend school. Moreover, 
this language development delay is not caught up during the primary 
school years (Gijsberts & Dagevos, 2009). This led to the conclusion that 
the delay started during the preschool period and therefore, that the 
intervention should not only start at home but also before the age of 4. 
The empirical part of this paper is a practical example of parental be-
liefs in a minority group. It serves as a basis for discussion for research-
ers studying beliefs in minority groups, where comparison between the 
majority and minority groups can be made. Since parental beliefs are 
seen as culturally defined psychological mechanisms, the need for fur-
ther research in this area in the current multi-cultural society is clear.

1  This chapter is published as: Boomstra, N., Van Dijk, M., Jorna, R., & Van Geert, P. (2012). 
Parent reading beliefs and parenting goals of Netherlands Antillean and Dutch mothers 
in the Netherlands. Early Child Development and Care. doi: 10.1080/03004430.2012.744005 
(OnlineFirst)
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Also, historical and qualitative research was consulted prior to the in-
tervention, in order to get an idea of the specific language and cultural 
situation of the target group. Van Hulst (2003) reviewed several stud-
ies on the adaptation problems of Antillean people in the Netherlands, 
also concerning language use and child rearing practices. According to 
the author, language use in Antillean families is often ‘kept to a mini-
mum’, especially in the lower social classes. It is considered to be inap-
propriate, bold and annoying when a child asks questions. Should this 
notion be correct, this may well be an obstacle for language develop-
ment. This might lead to adaptation problems when children start at-
tending primary school because Dutch schools have a more open cul-
ture, in which children are expected to talk and be an active partner in 
the teaching and learning process (Van Hulst, 2003). Van Hulst (2003) 
furthermore argues that disciplining happens mostly through physi-
cal punishment. Communication, meaning talking with, or even to the 
child, is not child rearing technique that is often used in the lower class 
Antillean families. According to Römer (1981) this would lead to com-
munication development delays in children, because children do not 
learn to understand or speak a language.
 In this paper, the term Netherlands Antilles refers to the former 
Netherlands Antilles islands of Bonaire and Curacao and the island of 
Aruba (also called the Leeward Islands). These islands in the Caribbean 
are former colonies of the Netherlands. Dutch and Papiamentu are 
the most commonly used official languages. Papiamentu is the main 
mother tongue of the Netherlands Antillean inhabitants. It is a creole 
language, with influences from Spanish, Portuguese, Dutch and Eng-
lish (Vedder & Kook, 2001). When people from the Netherlands Antilles 
migrate to the Netherlands, they still speak both Dutch and Papiamen-
tu. However, the proportion Dutch and Papiamentu often shifts. For 
example, mothers are likely to speak more Dutch to their child because 
they feel the children need to know that language in order to succeed 
in school. Also, Papiamentu is spoken more by the first than by the sec-
ond-generation immigrants, and older people speak more Papiamentu 
than the younger ones (Vedder & Kook, 2001). Because the target group 
of Antillean families is bilingual, the developers of the intervention 
wanted to approach the families in both Papiamentu and Dutch. The 
goals of the intervention were to enhance parental beliefs concerning 
reading and language development, to optimise the (linguistic) interac-
tion between mother and child and to improve the bilingual language 
development in Papiamentu and Dutch of the child. This paper focuses 
on the first goal; parental beliefs concerning language development, in 
particular beliefs about the effects of reading together.
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This paper serves two purposes. The first is to review the existing lit-
erature concerning parental beliefs and to argue the importance of re-
search on beliefs in child development areas. The review also focuses 
on cultural differences, elaborating on the situation in the Netherlands 
Antilles culture and intends to present a conceptual coverage of the 
available literature concerning parent reading beliefs. The second pur-
pose of this paper is to give an empirical example of the parent reading 
beliefs in a group of Antillean mothers in the Netherlands. These find-
ings are compared to a contrast group of Dutch mothers.  Furthermore, 
a repeated measure with the Antillean mothers is performed to give 
insight in the variability of the construct.

3.2 Literature review

3.2.1 General parental beliefs

In the 1970s and the beginning of the 1980s, the emphasis in develop-
mental psychology research was predominantly on the actions of parents 
and their influence on child development, whereas cognitions of parents 
were not a focus point. From the early 1990s onwards, more attention 
has been given to the relatively new research area of parental beliefs.
 ‘Parental beliefs’ is a concept in which all ideas, knowledge, cognition, 
values, goals and attitudes considering parenting are captured. Accord-
ing to Holden (2010), parental beliefs can be defined as the mental ac-
ceptance of and conviction in the truth or validity of any things related 
to child rearing. These beliefs are connected to child rearing goals, 
child development in general, and the role that parents (need to) play 
in child development (Rowe & Casillas, 2010). It plays a role before deci-
sions about practices are made (Wu & Honig, 2010). Parental beliefs and 
values are reflected in actions when parents interact with their children 
(McGillicuddy-De Lisi, 1982).  Parental beliefs and parental behaviour 
influence each other. The beliefs might shape children’s outcomes via 
parental behaviour. They may also serve as a moderator between child 
outcomes and parental behaviour (Murphey, 1992). However, the pos-
sibility of child outcomes influencing parental beliefs should be con-
sidered as well.
 It seems common sense that when a person believes something, he/
she will act accordingly. However, in research concerning general pa-
rental beliefs, the overall finding is that there is not a strong correlation 
between these beliefs and actions (Holden & Edwards, 1989), leading to 
parent-child interactions that are partly inconsistent with parental be-
liefs on what an ideal interaction pattern should look like. One reason 

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   61Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   61 17-01-14   12:2717-01-14   12:27



62

for the discrepancy between beliefs and actions might be the history 
that parent and child share (McGillicuddy-De Lisi, 1982). For example, 
when a parent believes that discussing conflict situations is the best 
way to stop adolescents from acting out, but the previous experience in 
this situation has shown that the ‘silent treatment’ was more effective 
in the case of their own child, they are more likely to act upon their 
previous experiences than on their beliefs. Another option in the previ-
ous example is that beliefs of parents change over time, in accordance 
with their experiences, which then again match behaviour. However, 
the literature reviewed in this introduction seems to interpret parental 
beliefs more as a (stable) trait, as opposed to a state variable, which is 
more likely to change over time.
 In any case, most research on parental beliefs and their influence on 
child development demonstrate a connection between beliefs and child 
development (Murphey, 1992). DeBaryshe (1995) found that when specific 
beliefs, concerning a specific domain, are studied, the chance of find-
ing strong connections between attitude and behaviour is greater. On 
the basis of previous studies that found a relation, a causal relation 
from beliefs to actions cannot be claimed. However, path analyses in 
some studies have shown that parental beliefs are a stronger predictor 
of child outcomes than the other way around. Either way, parents are 
likely to have the impression that their ideas and actions are adapted 
to and closely linked to one another. This is an interesting notion in 
itself and makes incorporating parental beliefs in research concerning 
parental behaviour and child outcomes an asset to get a more complete 
picture of developmental research.

3.2.2 Parental beliefs and culture

Research concerning parental beliefs traditionally focused on cultur-
al differences. It has been found that there are large differences be-
tween cultures in the way they see, approach and teach children (e.g., 
Harkness & Super, 2006). This already became apparent in the sociocul-
tural theory of Vygotsky (1978), in which development is influenced by 
the values, beliefs, customs and skills of the culture in which the child 
is brought up.
 Parental beliefs are shaped by the values and types of demands a culture 
places on its members. Since those values are different across cultures, 
the beliefs vary as well. The cultural models that parents have regarding 
their children, the family, and their own role in child development, are 
called parents’ cultural beliefs systems, or parental ethno-theories. Like 
other beliefs systems, they are often implicit but have a large influence 
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on the way parents think about and act on child rearing (Harkness & 
Super, 2006). In a study comparing Dutch and American parental beliefs, 
Harkness, Super and Pai (2000) report that the concepts ‘rest’, ‘cleanli-
ness’, and ‘regularity’ are the most important parenting rules reported by 
Dutch parents. They emphasise the importance of giving the child a sol-
id and clean surrounding to grow up in. The American parents’ actions 
are driven by more, often conflicting, cultural models like the need to 
make a child independent and to give enough attention to the child. Per-
haps more illustrative here is the manner in which parents describe their 
child. American parents focus on the intellectual abilities of their child, 
whereas Dutch parents first describe their child as happy and agreeable 
before mentioning cognitive abilities (Harkness & Super, 2006). Here, 
the causal relationship is stressed, although in the previous section the 
likelihood of a continuous cyclical process of influencing one another is 
seen as the more adequate approach, in line with the dynamic systems 
view on parental beliefs (Sigel & McGillicuddy-De Lisi, 2002).

3.2.3 Parental beliefs of Antillean mothers

In 1995, Vedder interviewed Antillean mothers who lived in the Nether-
lands about their child rearing practices and beliefs. He reported that 
many of them did not consider the care of young children as child rear-
ing. Many mothers considered child rearing practices to be those in-
stances when you can teach your child right from wrong. Vedder (1995) 
argued that the interviewed mothers viewed child rearing primarily as 
the controlling of and giving boundaries to a child. From infancy to 
the age of 2-2 ½ years, mothers also reported the importance of play-
ing, walking, talking, making sounds, eating well and laughing, which 
is similar in most cultures.
 Another study showed that the main child rearing goals of Antillean 
mothers of toddlers were learning how to behave, showing respect, hav-
ing appropriate table manners and being obedient, as opposed to the 
Dutch mothers who felt ‘teaching the child to be independent’ was the 
most important parenting goal (Van Dijke, Terpstra & Van Hulst, 1990). 
What is more, ‘not asking too many questions’ was considered a desired 
outcome for Antillean 4-year olds. Vedder (1995) claimed that as a result, 
many Antillean children in the Netherlands are not effectively prepared 
for school. The children are expected to do well in school when they 
start first grade, but making a child ready for school is not a child rear-
ing goal in itself (Vedder, 1995). When a child does not perform well in 
school, the giftedness of the child is questioned, rather than the home 
support and child rearing practices.
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Vedder (1995) further argued that it is very hard to get Antillean moth-
ers to attend preschool or child rearing support programmes. He hy-
pothesised that this is the case because the mothers do not always, or 
at least not in the same extent, believe in their own power in child de-
velopment. In contrast, the Dutch system of child rearing support is 
very much aimed at stimulating parents, because they are considered 
most influential in early child development (Van Steensel, 2006). On 
the other hand, positive research results were found as well. Kook (1994) 
found that Antillean mothers who lived in the Netherlands did provide 
their children with development stimulating games and toys. In addi-
tion, they wanted their children to learn letters, numbers and shapes, 
which the children need during their school career.
 To summarise, the Antillean mothers that were interviewed by Vedder 
(in 1995) did not emphasise their own role in their child’s cognitive 
or educational development. Kook (1994) however, found that Antillean 
mothers in the Netherlands did try to stimulate their children’s devel-
opment.

3.2.4 Parent reading beliefs

In the case of preschool children, it is likely that a supportive home 
environment is a first requirement for the onset of language develop-
ment (e.g., De Houwer, 2009). In multilingual settings, parents have 
a choice in which language they want their children to develop. That 
choice is partly driven by the beliefs and attitudes parents have to-
wards those particular languages and language development in general 
(De Houwer, 1999). De Houwer (1999) uses the term impact belief to de-
scribe the belief in the control parents feel they have over their chil-
dren’s linguistic functioning. According to this author, this control be-
lief has a direct influence on home language practices, which in turn 
have effects on child language development.
 Language input in the context of reading together might only be 
a small part of the total language exposure a child receives, and one 
should be cautious about the eventual causal relationships between 
reading together and language development. For instance, positive as-
sociations between frequent home reading activities, positive parental 
beliefs about literacy, and emergent literacy skills of the child were 
reported (Bennett, Weigel, & Martin, 2002).  In addition, significant 
positive correlations have been reported between maternal literacy and 
reading beliefs and mothers’ literacy practices with preschool chil-
dren (e.g. Skibbe, Justice, Zucker and McGinty, 2008; DeBaryshe, 1995; 
DeBaryshe, Binder & Buell, 2000). It was found that children with high-
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er language competence levels were more often brought up by parents 
with stronger beliefs in the power of book reading with their child and 
who valued their role in child’s language learning (Weigel, Lowman, & 
Martin, 2007). Although these findings show connections, not causality, 
between beliefs, actions and development, they are nevertheless at least 
suggestive of a causal link between those beliefs and practices in the 
language development of the children. 
 For some time now, it has been a widespread belief that it is im-
portant that scholarly development, like literacy, starts before school 
(Fitzgerald, Spiegel & Cunningham, 1991). The degree to which parents’ 
think about this preschool development differs among economic and 
cultural groups. For instance, where lower educated parents stress the 
importance of teaching skills to children, the higher educated parents 
stress the importance of eliciting curiosity, modelling and making ac-
tivities fun (Fitzgerald, Spiegel & Cunningham, 1991). It is likely that the 
infliction of reading materials at home, and sitting down to read with 
children is culturally defined as well. Using the Parent Reading Be-
lief Inventory (DeBaryshe & Binder, 1994). Wu and Honig (2010) found 
that Taiwanese mothers placed more value on the moral and practical 
knowledge to be obtained from book reading with their preschool chil-
dren than American mothers, who emphasised the pleasurable experi-
ence of reading together (Wu & Honig, 2010).
 In a sample from diverse cultural minority backgrounds in Toronto, 
it has been found that both fathers and mothers report weak impact 
beliefs in both the minority and the dominant language (Chumak-
Horbatch, 2008). This means that in both the home and the commu-
nity language, parents did not think of themselves as being effective 
language teachers of their children. However, the strategies they adopt 
to teach the languages to their children are not in line with this be-
lief, because they do make efforts to teach language to their children 
(Chumak-Horbatch, 2008). Torr (2008) investigated the beliefs of In-
digenous Australian mothers in Australia, compared to Anglo-Austral-
ian mothers. Results showed that the higher educated mothers from 
both groups felt more secure in their role as language providers. They 
emphasised the pleasure in reading and the enjoyment with their chil-
dren. The lower educated mothers emphasised the problems in lan-
guage learning, and focused on learning strategies and the importance 
of teachers (Torr, 2008). In summary, there exist differences among 
social and cultural groups concerning beliefs about language develop-
ment and reading to preschool children, although such differences do 
not always correspond with differences in language teaching or read-
ing practices.
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3.2.5 Antillean parent reading beliefs

Research on the beliefs of Antillean mothers is at present only relatively 
scarce. Vedder, Kook and Muysken (1996) studied in which way Antil-
lean mothers in the Netherlands stimulate the language proficiency of 
the children. Their main finding was that the mothers do try (depend-
ing on their own Dutch language proficiency) to stimulate their child 
to learn Dutch words which they think are needed for school success 
(Vedder, Kook and Muysken, 1996). This might lead to the conclusion 
that the mothers think they do matter and are effective in stimulating 
language, and thus have positive parental beliefs.
 The reading practices of Antillean mothers following an interven-
tion, have been studied on Curacao, one of the islands of origin of An-
tillean people. Kook and Vedder (1995) found that during book read-
ing many mothers tended to ask the child a lot of questions, which 
could be very positive for the language development of the child (e.g., 
Whitehurst, Falco, Lonigan, Fischel, DeBaryshe, Valdez-Menchana, & 
Caulfield, 1988). However, they hardly used other techniques, such as 
connecting stories in the book to real-life experiences of the child, or 
discussing the story, and word explanation. Kook (1994) found similar 
results. She reports that mothers do not connect stories to the lives of 
the children and they do not discuss the story. When these techniques 
are used, they are considered to be beneficial to language develop-
ment (see for instance Whitehurst, Falco, Lonigan, Fischel, DeBaryshe, 
Valdez-Menchana, & Caulfield, 1988). Dutch language stimulation dif-
fers across families, but there seems to be a tendency for using Dutch 
words such as colours and numbers, which are obviously necessary for 
school success (Vedder, 1995). This suggests that mothers do think they 
need to bring the Dutch language up to a sufficient standard to help 
their child succeed in school. The way in which they could stimulate 
the child’s mastering of the Dutch language presumably needs some 
attention, since a relatively large number of the Antillean children start 
primary school with a Dutch language delay (Gijsberts & Dagevos, 2009).
 Vedder (1995) concluded from his interviews with Antillean mothers 
in the Netherlands that many of them want to contribute the language 
development of the children. They do try to read to their child and ac-
knowledge the fact that language (especially Dutch) is necessary to suc-
ceed in Dutch society, starting with primary school or even before that. 
The fact that this willingness does not seem to result in better language 
skills allows for the (careful) conclusion that mothers want to invest in 
their child, but they do not know how to do that in a more sensible and 
successful way, and maybe they do not feel they are adequately prepared 
to be ‘teachers’ themselves.
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3.3 Empirical example
The theoretical introduction supports the relevance of studying pa-
rental beliefs concerning language development and reading. Fur-
thermore, it shows that relatively little is known about parental beliefs 
concerning language development in Antillean mothers. This section 
is explicitly an example, which can be of relevance for other researchers 
in the minority groups’ domain, who are working on belief systems. 
The theoretical framework of the (cultural position of ) parental read-
ing beliefs led to the following main question.
What characterises the parent reading beliefs of the Antillean mothers who par-

ticipated in More Languages, More Opportunities, and how do these beliefs 

relate to those of a Dutch contrast group? This main question is divided 
into several sub-questions.

a.  Which child rearing goals are emphasised by the Antillean 
mothers?

b.  Which approach do the mothers have towards language 
development?

c.  How do the parent reading beliefs change over time and what 
explanations can be given for this change?

d.  How do the parent reading beliefs of the Antillean mothers 
compare to a contrast group of autochthonous monolingual 
Dutch mothers?

3.4 Method

3.4.1 Participants

Participants of the intervention were selected on the basis of the age 
of the child at the start of the ‘More Languages, More Opportunities’ 
intervention (the children needed to be in the age range of between 20 
and 30 months old). However, the administration of the Parent Reading 
Belief Inventory took place about one year after the intervention started. 
Hence, the children were about one year older (M=41.6, SD=10.64). An ad-
ditional selection criterion was that the children needed to be registered 
in the municipal personal records database as having at least one parent 
of Dutch Antillean origin. This effectively means: having a mother or fa-
ther who was born on the island of Aruba, Bonaire or Curacao. Because 
of this criterion, a few mothers are in fact autochthonous Dutch, but 
they are motivated to stimulate their child’s Papiamentu development 
and are part of the Antillean community in the city where they live.
 All primary care-takers in More Languages, More Opportunities are 
mothers (n=23). 16 of the 23 mothers agreed to participate in this part 
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of the research. At the end of the intervention, 10 of the 16 mothers 
complied with the request to complete the same inventory again. All 
participating Antillean mothers live either in a city in the northern part 
of the Netherlands, or in a city in the south-western part of the Nether-
lands.
 In order to get a general idea of what the parental belief scores of 
the Antillean mothers actually mean in the Dutch society, a contrast 
group of Dutch (monolingual) mothers was composed. Usually (in re-
search outcomes or reports from the central bureau of statistics), the 
Antillean group is represented as a group with a higher incidence of 
problems (e.g. language delays, unemployment rate, and school drop-
out) compared to Dutch people and other minority groups. The re-
searchers wanted to know if this also holds for the reading beliefs of 
mothers in this intervention, compared to the beliefs of Dutch moth-
ers. A comparison group of Antillean mothers who did not partici-
pate in the intervention was not composed, primarily due to reasons 
of recruitability. However, the primary goal was to explore the possi-
ble contrast between the Antillean, generally lower educated, and the 
Dutch higher educated group. The contrast group of autochthonous 
Dutch monolingual mothers did not participate in any language in-
tervention programme. Selection criterion was that they had at least 
one child that was in the age range between 24 and 60 months old. 61 
mothers were recruited via earlier participation in research or via an 
Internet forum for parents. The Dutch mothers came from several ar-
eas in the Netherlands, with a concentration in the North-Eastern part. 
The Dutch mothers only completed the PRBI once, at the same time 
as the second administration of the Antillean mothers. No change in 
parental beliefs in the group of Dutch mothers was expected, because 
they were not stimulated to change their beliefs in an intervention of 
any kind. Therefore, the inventory was only offered once to the Dutch 
mothers. In Table 1, more information on the demographic variables 
of the groups can be found.
 Dutch mothers had a higher educational level than Antillean moth-
ers (F(1,75)=1.437, p<.001). Dutch mothers also more often had jobs 
outside the home than Antillean mothers (F(1,75)=10.774, p<.05). Fur-
thermore, Dutch mothers were on average older than Antillean moth-
ers (F(1,75)=8.435, p=.001). On the basis of this information, the Dutch 
group is considered a contrast group against the group of Antillean 
mothers.
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Table 1
Demographic information of Antillean and Dutch sample

Antillean 1 
(n=16) 

Antillean 2 
(n=10)

Dutch (n=61)

Age mother (years)
Mean (SD)
   Range

31 (5.73)
19 – 42

30 (6.59)
20 – 43

35 (3.56)
27 – 44

Age child (months)
Mean (SD)
   Range

41.6 (10.64)
30 – 67

51.4 (9.52)
40 – 73

41.6 (11.15)
24 – 60

Number child
  Mean (SD)
  Range

2 (1.44)
1 – 6

2 (1.59)
1 – 6

2 (  .79)
1 – 4

Education
Primary school
Secondary 
education
Secondary 
vocational
Higher vocational
University

1
4
10
1
-

-
4
13
21
23

-
4
5
1
-

Job (paid) 8 5 50

Note:  Antillean 1 stands for Antillean mothers who participated in the in-
tervention and completed the first inventory. Antillean 2 stands for 
Antillean mothers who participated in the intervention and com-
pleted the inventory the second time. Dutch stands for the contrast 
group of monolingual Dutch mothers. Number child is the number 
of the child in the child row. When a child is born second in the line 
of three children, that child scores 2 on number child.

3.4.2 Material/measures

3.4.2.1 Child rearing goals
The background information of the Antillean mothers was extracted 
from the intake interview the language coaches held at the start of the 
home visits. Questions concerning basic demographic facts and in-
depth information about child rearing goals and how mothers describe 
the child were asked. This information gave the language coaches an 
impression about the priorities of the family. When a mother gave 
more goals or descriptions of her child, the first two of her descriptions 
were used in the analysis. Most mothers who did mention more than 
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two goals repeated the content of the before mentioned goal in other 
words (e.g., ‘independence’ and ‘wants the child to stand on their own 
feet’). All mothers were able to name one or more goals, in remarkably 
abstract ways.
 Information was gathered about the bilingual language use in the 
family and what relevance the mothers give to learning both languages. 
Background information of the Dutch contrast sample was collected 
in the questionnaire itself. The Dutch participants were not asked any 
child rearing questions.

3.4.2.2 Parent reading beliefs
The Parent Reading Belief Inventory (PRBI; DeBaryshe & Binder, 1994) 
was designed to assess attitudes about what and how children learn 
from reading as well as a mother’s ideas about her role as a teacher of 
her child. The 42 statements were organised in 7 subscales following 
factor analysis: 1) mothers’ views on their role as teachers of school-
related skills - 9 items, 2) positive affect associated with reading - 11 
items, 3) the value placed on children’s active verbal participation when 
reading aloud - 8 items, 4) the appropriateness of direct reading in-
struction - 4 items, 5) whether children acquire moral orientations or 
practical knowledge from books – 5 items, 6) whether limited resources 
are an obstacle to reading – 4 items, and 7) the malleability of language 
development by the environment – 2 items. Items were scored so that a 
high score reflected beliefs that parents are important teachers, that the 
goals of reading are enjoyment, knowledge, and oral language growth 
rather than reading instruction per se, that limited time and material 
resources should not prevent parents from reading aloud, and that lan-
guage is influenced by environmental stimulation (DeBaryshe, 1995). 
The PRBI has been developed for use in middle-to-low income families 
in the USA, with children from 2 to 5 years old and is used regularly in 
preschool target groups.
 For this study, the PRBI was translated into Dutch, with the help of 
bilingual Dutch-English speakers. The translation was kept as literally 
as possible to the original version, in order to stay as close as possible 
to the theoretical assumptions of the original inventory. The decision 
was made not to translate the PRBI into Papiamentu, because there 
was a risk of losing information and meaning because of the double 
translation. When mothers had difficulties filling in the inventory, the 
language coaches were standing by to give (neutral) explanation about 
the statement in Dutch. Mothers rated the clauses on a 4-point Likert 
scale (1= strongly disagree, 2= disagree, 3= agree, 4=strongly agree).
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To obtain information about the reading Antillean mothers actually 
do, additional questions were asked concerning the amount of books 
at home and how many times a child was read to. Together with the 
outcomes of the PRBI, this information provides insight into the ap-
proach mothers have towards language learning. The additional ques-
tions were asked verbally, in an interview format, by the language coach.

3.5 Procedure

3.5.1 Properties of the intervention

More Languages, More Opportunities was developed in cooperation 
with and financially supported by the Dutch municipalities where the 
intervention was executed. The content of the project was developed 
in the beginning of 2009. The intervention started in October 2009. 
Participation in the intervention and research was on a voluntary ba-
sis. The (para)professionals in the intervention were language coaches, 
who were part of the Antillean community, which means they speak 
Papiamentu and Dutch, and understand the culture. In the northern 
region two language coaches participated in the data collection and one 
in the southern region. There were two training sessions, one on each 
location. More Languages, More Opportunities consisted of fortnightly 
home visits and fortnightly to monthly group gatherings. The home vis-
its were about 1.5 hours each and consisted of several activities, all aimed 
at positive bilingual development. Reading to the child was a returning 
part of the home visit. The group visits worked with different themes, 
mostly concerning child development and family circumstances.
 The participants in this part of the research received between 9 and 
32 home visits. This was evenly distributed across the 6 to 24 months 
of the intervention period. In each home visit, mother and child were 
present and sometimes other family members joined the interaction. 
Usually, the language coach initiated the activities to be done during 
the home visit. The assumption is that by enlarging the number of lan-
guage activities in the home and by setting a positive example, language 
coaches will make parents more aware of their role in children’s learn-
ing in general and language development specifically. By receiving ma-
terials and advice from the language coaches, the parents may acquire 
more knowledge on and experience in how to interact with their child 
in a constructive way. This might lead to a more positive interaction 
between mother and child. Because there is a larger opportunity for 
the children to learn languages in the home setting, the language de-
velopment may become more visible for the parents. This increase is 
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assumed to result in a stronger motivation for the parents to play, talk 
and otherwise interact with the child. Because change may be better 
observable or the parents, the child rearing goals and attitude (beliefs) 
are likely to shift. Parents might think of themselves as more capable 
educators and find it easier to raise the child because of the received 
guidance. Because of this possible shift in language use/attitude and 
child rearing goals and attitude, children might get even more oppor-
tunities for language learning.

3.5.2 Parental beliefs procedure

The language coach brought the printed questionnaires along on an 
already planned home visit. The mother was told in advance that she 
would be asked to fill in a questionnaire. The language coaches were 
told that they could help the mothers whenever they had difficulties 
with words or interpreting a sentence, but the help and answers needed 
to be as neutral as possible. Mothers did not often use the help of the 
language coach. Only in cases of clauses with double negatives, moth-
ers sometimes consulted the languages coaches to check if they under-
stood the statement correctly. There was one mother who completed 
the inventory orally because of her limited reading skills. When in 
doubt about an answer, the language coach brought the inventory back 
and tried to find out if the answer was correct or if the mother possibly 
misread it.
 Due to practical organisation requirements of the ‘More Languages, 
More Opportunities’ programme, the majority of the mothers filled 
in the parent reading belief inventory after the first year. Because the 
PRBI is not specifically designed to be assessed in bilingual families, 
complementary questions concerning both languages were asked by 
the language coach. After completing the intervention, mothers were 
asked to fill in the inventory for the second time. The Dutch contrast 
group was asked to complete the inventory online.

3.6 Results

3.6.1 Parenting goals of Antillean mothers

With regard to parenting goals, most Antillean mothers (11 of 16) em-
phasised the need for independence of their child. The final goal of 
their child rearing activities is that their child can take care of itself 
and is independent of its parents or other persons, and is able to make 
reasonable choices. The second most named parenting goal was that 
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the child learned morals and values (4 of 16), meaning that the child 
knows what is expected of him of her in the society it lives in. One 
mother mentioned that the goal of her parenting activities is that her 
child develops into a warm person; another mother said that passing 
on knowledge to her child is the most important parenting goal. One 
mother reported that the happiness of her child was most important, 
followed by that she wants her child to be successful in life. Finally, one 
mother broadly defined her goal as making her child develop well.
  In the sample of Antillean mothers, the three most frequent descrip-
tions of their child were: smart (8 of 16), sweet (5 of 16), and happy (5 
of 16). Three mothers described their child as stubborn. One mother 
described her child as ‘shy’, and one mother used the word ‘active’. An-
other mother said her child was too energetic and also used the de-
scription ‘does not want to learn’.

3.6.2 Factor analysis of the PRBI

To investigate whether the factor loadings of the Dutch adaptation of 
the American Parent Reading Beliefs Inventory matched the loadings 
of the American PRBI (DeBaryshe & Binder, 1994), a factor analysis was 
executed on all 77 participants. Since the theory of beliefs, reflected in 
the 7 subscales of the original PRBI, had the same focus as the theoreti-
cal background in this study, the choice was made to see how well the 
data would fit the 7 a priori scales. DeBaryshe and Binder (1994) report-
ed the outcomes of the Principal Component Analysis with varimax 
rotation they performed on their data-set, consisting of the answers on 
the PRBI of 155 participants. They found a single component (eigenval-
ue = 3.68), which explained 52.5% of the variance in subjects’ responses. 
In the current research, two components were detected. The first com-
ponent explained 36.9% of the variance (eigenvalue = 2.64). Combined 
with the second component (eigenvalue = 1.18), the total explained vari-
ance added up to 54.6%.
 The Cronbach’s Alpha of the Dutch and Antillean group approached 
those reported by DeBaryshe and Binder (1994), apart from the Envi-
ronmental Input scale. Here, DeBaryshe and Binder (1994) reported α 
.50, where in this sample an α of .17 was found. Because of this unac-
ceptably low alpha and the fact that this scale only consisted of 2 items, 
the choice was made to qualitatively evaluate these items in order to 
make judgements about the unambiguity and the appropriateness of 
the items towards the scale it should represent. Since item 41, ‘Some 
children are natural talkers, others are silent. Parents do not have much 
influence over this’, seemed to be more ambiguous and difficult to an-
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swer because it actually consists of two statements, the choice was made 
to only incorporate item 42 in the Environmental Input measure. Item 
42 states ‘Children inherit their language ability from their parents, it’s 
in their genes’. This represents the goal of the Environmental input 
scale, because it indicates whether parents believe the environment is 
able to change the child’s language development. Eventually, 4 items  
(statement 6, 8, 17 and 41) were deleted from the Dutch adaptation of the 
Parent Reading Belief Inventory, leaving 38 items making up the sum 
score and to be divided in the 7 different subscales.

3.6.3 Parent Reading Beliefs scores

3.6.3.1 Parent reading beliefs of Antillean mothers

In table 2, the results of the PRBI- administration to the Antillean 
mothers in the first round, as well as the answers to additional ques-
tions are presented.

Table 2
Parental reading beliefs of Antillean mothers (n=16)

Possible scores M SD Range

Scale 1 Efficacy
Scale 2 Affect
Scale 3 Participation
Scale 4 Instruction
Scale 5 Knowledge
Scale 6 Resources
Scale 7 Environment
Sum

7 – 28
10 – 40
7 – 28
4 – 16
5 – 20
4 – 16
1 – 4

38 - 152 

24.13
30.62
22.25
10.31
14.25
13.44
2.81

117.81

2.60
3.59
2.52
1.01
1.48
2.07
.75

10.53

17 – 27
24 – 37
19 – 27
8 – 12
12 – 17
9 – 16
1 – 4

96 – 136

Practical reading questions

Children’s books at home 22.06 12.55 5 – 40

Frequency reading/week 4.00 2.25 1 – 7

Minutes per session 20.47 14.51 8 – 60

Most mothers (n=12) only had Dutch books at home, aside from the bi-
lingual books involved in the intervention. The other four mothers said 
that they had both Papiamentu and Dutch books for their children at 
home. None reported having books in a different language than Dutch 
and Papiamentu.
 ANOVA showed that only the educational level of the mother was 
a significant factor in the scale Teaching Efficacy (F(4,15)=3.384, p<.05). 
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However, this result was due to the scores of one mother with only 
primary school education. When this participant was removed from the 
analysis, no significant results of background variables (age of mother, 
age of child and, work of mother) on parental beliefs were found.

3.6.3.2 Parental beliefs of Antillean mothers over time

Table 3 presents the PRBI scores of both test moments.

Table 3
Parental beliefs of Antillean mothers over time (n=10)

PRBI 1 PRBI 2

M SD M SD t(9) p

Scale 1 Efficacy
Scale 2 Affect
Scale 3 Participation
Scale 4 Instruction
Scale 5 Knowledge
Scale 6 Resources
Scale 7 Environment
Sum

29.20
32.80
25.00
10.30
13.90
13.30
2.60

117.81

3.97
3.85
2.67
1.06
1.37
2.26
0.70
10.53

29.90
34.50
26.20
9.40
14.90
13.00
3.00

118.30

3.07
5.60
1.75
1.27
2.56
2.26
 0

11.49

-.561
-1.054
-1.059
1.445
-1.464
 .350

 -1.809
.963

.648

.450
.377
.182
.177
.734
.104
.361

As can be seen in table 3, there are no significant changes in the PRBI 
scores from the first to the second administration when looking at the 
total group of Antillean participants.
 At an individual and more qualitative level, some changes between 
the two administrations where found. Four of the participants reported 
stronger parent reading beliefs, with two much higher scores (+9 and +13), 
six reported weaker beliefs, with two much lower scores (-19 and -14). The 
two most extreme changes in scores have in common that they vary most 
in the scales ‘teaching efficacy’ and ‘verbal participation’ (with one par-
ticipant going up, and one going down). The participant who dropped 
19 points furthermore reported that the lack of resources might hold 
her back in teaching her child languages. The participant who gained 13 
points reported to have higher parental affection during reading sessions.

3.6.3.3 Comparison between Antillean and Dutch mothers

The comparison between the contrast group of Dutch autochthonous 
mothers and the participating Antillean mothers was based on the first 
round of the PRBI of the Antillean mothers (see table 4).

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   75Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   75 17-01-14   12:2717-01-14   12:27



76

Table 4
Comparison of Antillean and Dutch (n=61) Mothers’ PRBI Scores

Antillean
 (n = 16) 

Dutch
(n = 61)

M SD M SD t(75) p

Scale 1 Efficacy
Scale 2 Affect
Scale 3 Participation
Scale 4 Instruction
Scale 5 Knowledge
Scale 6 Resources
Scale 7 Environment
Sum

24.13
30.62
22.25
10.31
14.25
13.44
2.81

117.81

2.60
3.59
2.52
1.01
1.48
2.07
.75

10.53

23.56
34.07
21.00
11.20
15.10
12.93
2.51

120.36

2.18
3.15
2.71
1.01
2.16
 .96
 .57
7.95

-.890
3.775

-1.663
3.105
1.480
-.948
-1.783
1.063

.376

.000***

.100

.003**

.143

.357

.079

.291

 ** p < .01
 *** p < .001

An independent samples t-test revealed that the contrast group of 
Dutch mothers (M=34.07, SD=3.15) scored significantly higher on the 
Affect scale than the Antillean mothers (M=30.62, SD=3.59); t(75)=3.775, 
p<.001. Also, the contrast group of Dutch mothers scored higher on the 
Reading Instruction scale than the Antillean mothers; t(75)=3.105, p<.01. 
No other differences were found on either of the remaining 5 scales and 
the sum scores.
 To test whether the theoretical notions presented in the introduction 
also hold for the contrast group of Dutch mothers, ANOVA analyses 
were computed. The child’s number of siblings was a significant factor 
in the Verbal Participation (F(3,60)=2.888, p<.05) scale. The results sug-
gest that the more siblings a child has, the more the mother appreciates 
the verbal participation of the child during reading sessions. The edu-
cational level of the contrast group of Dutch mothers was a significant 
factor in the Parental Affect scale (F(3,60)=3.201, p<.05). The higher the 
educational level of the mother, the more she emphasised the pleasur-
able experience of reading with her child.

3.7 Discussion
This paper served two purposes: 1) to review existing research concern-
ing parental (reading) beliefs, and 2) to give an empirical example of 
parent reading beliefs in two different groups of mothers in the Neth-
erlands. The relevance of studying parental beliefs in specific develop-
mental areas became clear during the fulfilment of the first purpose: 
there is a connection between beliefs and actions and these actions (in 
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this case reading together) are supposed to be influential in child de-
velopment (in this case language development). The direction of these 
influences is not strongly accounted for in previous research, but the 
general notion is that they are multidirectional, in the way that not 
only parental beliefs or practices are influential to child development, 
but also that the child is an active participant in the interaction where 
learning or development takes place. The child may therefore also in-
fluence parental beliefs.
 The main research question for the empirical example of this study 
was: What characterises the parent reading beliefs of the Antillean mothers who 

participated in More Languages, More Opportunities, and how do these relate 

to a Dutch contrast group? To begin with, the main parenting goal of the 
Antillean mothers is that their child will become an independent indi-
vidual. The need for their children to take care of themselves is crucial 
to these mothers. Second, they want their children to learn morals and 
values. This second goal is comparable to the parental goals of Antillean 
mothers as reported by Vedder (1995). In this research, mothers report-
ed even more abstract constructs with the same explanation; the goal 
is that their children will comply with the rules set by society. Vedder 
(1995) reports that Antillean mothers reflected conflicting opinions of 
the child being independent. In this study, no conflict or ambiguity was 
found. On the contrary, independence was the main parenting goal.
 Concerning language and reading, the Parent Reading Beliefs Inven-
tory scores showed that the mothers reflect an overall positive approach 
towards language learning and their own role in this. The sum scores 
show that the mean answer given by the 16 mothers on each item is 3.10 
(SD=.28), which is just above the ‘agree’ answer possibility. The range of 
the mean item score is from 2.53 to 3.58. The second lowest mean score 
is 2.84, which is very close to the ‘agree-score’ of 3. This means that, on 
average, mothers believe that parents are important teachers, that the 
goals of reading are enjoyment, knowledge, and oral language growth 
rather than reading instruction per se, that limited time and material 
resources should not prevent parents from reading aloud, and that lan-
guage is influenced by environmental stimulation (DeBaryshe, 1995). 
Only one out of 16 mothers seems to have less positive beliefs concern-
ing her own influence in the language development of the child. This 
result seems to contradict the outcomes of Vedder’s study (1995), who 
concluded from interview sessions that a part of the Antillean moth-
ers do not have strong beliefs in their own role in child development. 
On the other hand, the conclusions do show similarities. Vedder (1995) 
describes that the interviewed mothers do want to contribute to the 
language development of the child. Additionally, the reported mean 
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score in this study is just that; the mean of a (small) group of partici-
pants. And aside from this, the scores may well have been shifted to the 
positive side because of the selection bias; mothers who already think 
they are influential to child language development are more likely to 
participate in an intervention aiming at that development.
 In order to explain the results of the Antillean mothers, a contrast 
group of Dutch autochthonous mothers was composed. The Dutch 
mothers were slightly older, had higher educational backgrounds and 
worked more often outside the home. They were, in that sense, more 
representative of the general Dutch population. In contrast to what was 
expected from the results in the literature review, there were just a few 
significant differences found. There were no significant differences be-
tween the two groups on four of the scales and on the sum scores of the 
Parent Reading Belief Inventory (DeBaryshe & Binder, 1994).
 Besides the similarities between the groups, two significant dif-
ferences between Antillean mothers and the autochthonous contrast 
group were found. The first significant difference was on the subscale 
Parental Affection. Dutch mothers emphasised the importance of pa-
rental affect and reading instruction during reading sessions with their 
child more than Antillean mothers did. It is possible that the affec-
tion component of reading becomes less obvious for the participants in 
the intervention, because the setting is different from the spontaneous 
reading sessions. When Dutch mothers, who did not participate in an 
intervention, think of reading times with their child, they will most 
likely think of bed time stories or other personal and warm (and thus 
affection) situations. Another explanation could be that the Antillean 
culture has a more oral tradition, where reading is not a focus point in 
child rearing practices. This is reflected in the item of Parental Affect 
scale: ‘I have good memories of being read to when I was a child’. 75.4% 
of the contrast group of Dutch mothers report that they agree with this 
statement, in contrast with 56.4% of the Antillean mothers.
 The second difference is that Antillean mothers value reading in-
struction during reading together sessions less than Dutch mothers 
do. A high score on this scale means that the mother values the enjoy-
ment, knowledge and oral language growth more than reading instruc-
tion per se. The items, for example ‘Parents should teach children how 
to read before they start school’, are rated highly by Antillean moth-
ers. This is consistent with the parental goals they reported, where they 
want their child to be independent.
 In the introduction, research of Torr (2008) was reported, in which the 
educational level of the mother proved to be influential to the reading 
beliefs they reported. Higher education is associated with more positive 
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beliefs. It seems that this study has replicated this result with the Antil-
lean mothers.. However, when the results were studied more in depth, 
this result was found to be due to one participant with low educational 
level (only primary school). When the scores of this participant were re-
moved, the effect of educational level on parental beliefs was not found. 
On the other hand, the lower educational levels are more characteristic 
of the Antillean community in the Netherlands. It is likely that this par-
ticipant is representative of the Antillean community as a whole (CBS, 
2010), and therefore presenting her score as purely an outlier would not 
do justice to the variability in the scores which might be expected of the 
population of Antillean mothers in the Netherlands.
 With Dutch mothers their educational levels had an effect on the 
opinions they have concerning the enjoyable experience of reading to-
gether. One possible explanation for this effect might be the finding 
that higher educated persons are expected to have had more reading 
experiences themselves. It could be that they have built up more pleas-
urable experiences in their own childhood and that they want their 
children to have those experiences as well (Baker, Scher, & Mackler, 
1997). With the contrast group of Dutch mothers, the number of sib-
lings was found to be a factor in the importance of verbal participa-
tion. The more siblings a child has, the more the mother appreciates 
the verbal participation of the child during reading sessions. Perhaps 
the mothers with more children have had positive experiences with 
reading sessions where all siblings were actively involved. However, 
if this was true, the same effects should have been found in Antillean 
families, and this is not the case. More in-depth research is needed to 
identify explanations for this finding.
 When merely looking at the outcomes of the group of Antillean 
mothers, the conclusion can be drawn that beliefs are a relatively stable 
construct. After all, no differences were found between both test mo-
ments. However, when focusing on the individual scores of the partici-
pants, the variability is remarkable. Four of the participants reported 
stronger parent reading beliefs, with two much higher scores, six re-
ported weaker beliefs, with two much lower scores. One of the partici-
pants, who dropped 19 points, reported that the lack of resources might 
hold her back in teaching her child languages. This is surprising, since 
more materials were provided in between the first and second admin-
istration. It could be that this mother had more personal difficulties 
during the second administration, which led to the idea that there was 
not enough time and space to read to her child. Time and space are also 
part of the resources needed for language development, according to 
the PRBI. The participant who gained 13 points reported to have high-
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er parental affection during reading sessions, which was an expected 
finding, since the language coaches emphasised that reading together 
should be a special and pleasurable time a parent and child share. More 
in-depth analysis is needed to find background explanations for the 
variability. The expectation is that the variability is (at least partly) due 
to personal circumstances, which was also proven to be influential to 
the intensity of the intervention participation.
 The parent reading beliefs of the Antillean mothers are overall posi-
tive. The parent reading beliefs of the group of Antillean mothers 
seems to stay relatively stable over time, but this is a distorted image. 
That is, the large variation in beliefs scores between but also within the 
mothers shows that the construct is not stable at an individual level. 
The large difference in parent reading beliefs between the participat-
ing Antillean and Dutch mothers, which was expected from previous 
outcomes (e.g., Vedder, 1995) and the fact that the Dutch group was 
composed as a contrast group has not been found. There were only 
small, though significant, differences on two of the seven subscales of 
the PRBI. The sum scores also did not show differences between the 
groups.

3.8 Limitations and future research
One obvious limitation of this research is that it has been conducted 
with a small sample of Antillean mothers. Also, the sample is expected 
to be selective, since the participation in the intervention and research 
are on a voluntary basis which might lead to an overrepresentation of 
motivated mothers. The second limitation is the design of the study. 
Due to practical limitations, the PRBI could not be administered before 
the intervention took place. This might have led to different and more 
positive outcomes in the first measurement of the Antillean mothers, 
and might also reflect on the variable outcomes compared to the sec-
ond measurement. The lack of a baseline measure makes it difficult to 
see the possible effects of the intervention. The final limitation con-
cerns the procedure followed with regard to the contrast group. Prac-
tical considerations lead to the decision of administrating the inven-
tory digitally with the contrast group. The intervention group however, 
completed the written PRBI. It can be argued that both administra-
tions should have been conducted in the same way. Furthermore, al-
though not a research question as such and therefore not included in 
this study, we believe that the inclusion of a second measurement mo-
ment with the Dutch contrast group would have added value to the re-
ported outcomes, since it would be possible to compare the trajectories 
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of change in parental beliefs between the two groups. With regard to 
future research it is recommended that a comparison and/or contrast 
group should be carefully defined and follow the same administration 
procedure as the initial research group. Furthermore, it is recommend-
ed to compose a comparison group of Antillean mothers who do not 
participate in an intervention. However, it should be noted that finding 
and maintaining such a group will require considerable efforts. Finally, 
it is recommended to test all comparison and contrast groups follow-
ing the same number of measurement moments, in order to compare 
the outcomes better.
 Future research could build up a norm group in the Netherlands. The 
PRBI could then be used on a larger scale. Another future study subject 
could be the dynamic assessment of parental beliefs. In the two test 
moments it has been shown that there is a large variability in scores. 
It is interesting to see why the mothers do change their beliefs and 
what process underlies these changes. This implies that more meas-
urements and different instruments are necessary to follow the process 
of the changing beliefs. The connection between the constructs is also 
an interesting future research subject. As stated in the introduction, 
similar beliefs may lead to different actions. Because of the small and 
shifting set of participants in this study, it was not possible to connect 
the constructs in an efficient way, which diminished the opportunity of 
focusing on dynamic processes.
 Follow-up research will focus on the reading beliefs of the Antillean 
mothers, combined with real-time interactions between mother and 
child in reading sessions. The interaction measures will focus on the 
quality of the affection and the joint involvement of mother and child. 
Both measures are intended to give insight in the mutuality of the in-
teraction. The reading styles of the mother will be assessed by studying 
the tone, the way in which she adapts the text and the number and kind 
of questions she asks (elaboration questions or questions to ensure 
understanding). The bilingual language development of the children, 
looking at spontaneous speech, will also be assessed. This in-depth re-
search will follow earlier research, trying to connect the beliefs with 
parental action (being reading strategies) and child outcomes (bilingual 
language development).
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Chapter 4
Mutuality in mother-child interactions 
in an Antillean intervention group2

4.1 Introduction
‘More Languages, More Opportunities’ is an intervention aimed at im-
proving the bilingual language use (Papiamentu-Dutch) of Netherlands 
Antillean toddlers and their primary caretakers. It combines a theoreti-
cally sound design with a culturally sensitive execution. The Antillean 
community in the Netherlands is overrepresented in several negative 
situations. Delinquency, financial issues, difficult family circumstances 
and school dropouts are overrepresented problems in this group (Odé, 
2002). However, instead of focusing on problems, this project focuses on 
opportunities and positive experiences. Previous (and maybe also some-
what dated) research showed that mothers of Antillean children do want 
to help the child to develop positively, but they do not always know how 
to do that (Vedder, 1995). By giving practical support, mainly aimed at 
positive parental (reading) beliefs, a warm interaction and enhanced (bi-
lingual) language use, the intervention tries to give the children a chance 
of starting primary school with a backpack full of linguistic experienc-
es. The intervention stresses the importance of child development by 
practicing skills together with a more skilled adult. The aim of this pa-
per is to study these interactions and to document the extent to which 
these interactions comply with the properties of educationally effective 
interactions as described in the literature. The interventionists in this 
project, called ‘language coaches’, guided the parents to have sensitive 
interactions with their child. The bilingual approach is not taken into 
consideration in this paper. Instead, the bi-directionality and adaptation 
to one another, also called ‘mutuality’, is seen as of primary importance. 
Whereas in many studies on the topic group averages are reported (mac-
ro-genetic approach), the current study adds data regarding the changes 
of the target behaviour across time (micro-genetic approach).

4.1.1 Mutuality in mother-child interaction

A positive mother-child relationship is considered to be advantageous 

2  This chapter is in revision to be submitted for publication as ‘Mutuality in mother-child 
interactions in an Antillean intervention group’
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in several developmental areas. Currently, it is known that the bond 
between mother and child is largely co-constructed, that is, it emerges 
in the interaction processes between mother and child (e.g. Lollis & 
Kuczynski, 1997). The relationship between mother and child provides 
a dynamic context for future interactions, and is also an accumulation 
of previous interactions (Hinde & Stevenson-Hinde, 1987). The balance 
of behaviour and emotion in mother-child interactions is considered 
an important indicator of the quality of the parent-child relationship 
(Kochanska & Aksa, 1995). This balance results in the child’s social ad-
aptation (Kochanska & Aksa, 1995). The adaptation to one another can 
be defined as ‘balance of control’ (e.g. Dumas & LaFreniere, 1993), ‘mu-
tuality’ (e.g. Deater-Deckard & O’Connor, 2001), ‘mother-child connect-
edness’ (e.g. Clark & Ladd, 2000), or ‘dyadic synchrony’ (e.g. Harrist & 
Waugh, 2002). The term ‘connectedness’ is more often used to describe 
the emotional, or affective, quality of the interaction (also used in the 
self-determination theory; e.g. Deci & Ryan, 1985), whereas the other 
terms are also used to describe the content of the interaction (like joint 
focus). Parent-child mutuality can be operationalised in terms of sever-
al constructs. For instance, it is seen as the compliance to one another’s 
bids of interaction (mutual compliance) or as the level of shared posi-
tive emotion (Deater-Deckard & Petrill, 2004). In this study, mutuality is 
operationalised in four constructs: joint attention, affection, conversa-
tion between mother and child, and storybook reading qualities. These 
constructs will be described in the following paragraphs in order to 
explain the relevance to the intervention. In addition, the possible in-
fluence of context factors will be discussed.

4.1.2 Joint attention

Joint attention helps children develop language and social skills; it is 
a precursor to understanding other people’s intentions. Joint attention 
helps children understand the world around them (Oates & Grayson, 
2004). There are several levels of joint attention, ranging from the rela-
tively basic sharing the same object of gaze (shared gaze), through dy-
adic attention where two interaction partners converse, to triadic at-
tention where both partners share the conversation and an object, as in 
book reading or playing games (Reddy, 2005). The highest level, triadic 
attention, is most difficult because it involves common reference and 
an understanding of the other persons’ goals (Oates & Grayson, 2004).
 In language acquisition, joint attention is seen as a basis from which 
children learn language structures and content related concepts 
(Tomasello, 1988; Moore & Dunham, 1995). Joint attention initially re-
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fers to the child’s ability to coordinate his attention to that of the inter-
action partner (Bruner, 1975). However, the object of attention may also 
be initiated by the child, where the adult is asked to focus on the same 
object. Research has even shown that when the parent follows the atten-
tional cues of the child, the children had larger vocabularies (Carpenter, 
Nagell, & Tomasello, 1998). The parent has to be sensitive to the object 
of children’s attention; only then can optimal occasions for language 
learning occur (Bloom, 1998). Engaging in joint attention is thought to 
contribute to the process of language development because it facilitates 
the development of word-object mappings (Dominey & Dodane, 2004). 
A responsive exchange within mother-child dyads requires a child to 
signal the topic of interest and the mother to respond sensitively to 
that bid. This means that the notion of joint attention is combined 
with the response of a sensitive adult (Tamis-LeMonda, Bornstein & 
Baumwell, 2001). Storybook reading is considered a highly effective way 
of facilitating language development, precisely because it establishes 
joint attention (Tomasello & Farrar, 1986). Joint attention requires that 
all interaction partners are sensitive to the cues of the other partner(s), 
which is an indication of responsiveness, part of the interaction quality 
and therefore mutuality.

4.1.3 Affection

Though the direct links between the affective quality of the mother-child 
interaction during reading and changes in language development have 
not been studied often, it is plausible that there is a connection between 
reading, the feeling of a pleasurable experience and the motivation to 
read (DeBaryshe, 1995; Baker, Scher & Mackler, 1997). For instance, the 
affective quality of reading interactions was found to be predictive for 
children’s motivation to read (Sonnenschein & Munsterman, 2002). This 
could in turn lead to a greater interest in books, and reading more chal-
lenging books (Teale & Sulzby, 1987). More interest could lead to a more 
diverse vocabulary, which is an important element of language develop-
ment. The affective part of an interaction should therefore be included 
to give an overall image of the actual behaviour during that interaction.
 Research has shown that only taking into account the actual state of 
the affection in an interaction is not enough. The rigidity or flexibility 
in the interaction is found to be influential in, for instance, children’s 
externalising behaviour (Lunkenheimer, Olson, Hollenstein, Sameroff 
& Winter, 2011). Positive affect and flexibility typically go together 
and are seen as benchmarks for adaptive interpersonal interactions 
(Lunkenheimer et al, 2011). However, negative affect is not seen as a 
sign of maladaptive interaction; it might well be appropriate to display 
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negative affect, and flexibility to subsequently change in neutral or pos-
itive states might represent a suitable and dynamic interaction (Granic, 
O’Hara, Pepler & Lewis, 2007). The matching of affectionate cues is seen 
as a way of showing the child that the mother shares the experience and 
it helps the child to understand that affection is indeed something that 
can be shared (Stern, 1985). A mismatch in affection is not similar to 
non-contingent responses (Nicely, Tamis-LeMonda & Grolnick, 1999). 
A response can be contingent while not matching the same affectionate 
dimension. That is why in this research only different qualities of af-
fection are taken into account as mismatches (see figure 1). This means 
that only those instances where one partner expresses negative affect, 
the other person is neutral or positive and the other way around, are 
seen as mismatches in affective states, and not those differing in the 
strength of the affection (i.e. mild or strong positive and negative states 
are seen as matches). Also, mildly positive and neutral affection are seen 
as similar states, and result in a match in affection in this research.

4.1.4 Conversation

Joint storybook reading is often seen as an important means of early 
literacy development (Bus, Van IJzendoorn & Pellegrini, 1995; Sénéchal & 
Young, 2008). Concerning the specific added value of reading together 
to language development over other settings, it seems that during book 
reading, parents use more formal language (Hoff-Ginsberg, 1991) and 
engage in vocabulary teaching (Snow & Goldfield, 1983). Aside from it be-
ing positive for language development, storybook reading also is a social 
process, related to affective domains (Saracho & Spodek, 2010).
Recent research shows that adult-child conversation is positively associ-
ated with the child’s language development: the larger the number of 
conversations between children and parents, the better the language de-
velopment of the child (Zimmerman et al., 2009). Here, children’s reac-
tions to the story and responses to elicitations of the parent is an impor-
tant part of the interaction. There should be a balance between the parent 
wanting the child to sit quietly and listen to the story, and the amount 
of children’s queries throughout the story (Saracho & Spodek, 2010). The 
amount of utterances in a conversation of mother and child provides an 
indication of the balance in power, which is a part of mutuality.

4.1.5 Application of book reading techniques

A specific technique of joint book reading is called ‘dialogic reading’ 
(Whitehurst et al., 1988). The goal of dialogic reading is to enhance chil-
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dren’s language development by making them active partners in read-
ing dyads. The parents are taught reading techniques to help the child 
be actively involved, such as asking the child (open-ended) questions, 
expanding the child’s verbalisations and praising the child for his ef-
forts. In line with the construct of the zone of proximal development 
(Vygotsky, 1978), the parent’s scaffolding techniques offer the child an 
opportunity to increase the complexity of verbalisations (Zevenbergen 
& Whitehurst, 2003).
 The techniques of dialogic reading can be taught by different meth-
ods and in different settings, including video-feedback training and in-
dividual direct training sessions, and in home-based and centre-based 
interventions. Especially in home-based interventions, dialogic reading 
resulted in positive effects on the language and emergent literacy skills 
of the children (e.g. Zevenbergen & Whitehurst, 2003). The adherence 
to the intervention seems to influence the language development of 
the child. If the parents were more involved in the dialogic reading 
programme, the children had better language skills and a better un-
derstanding of print concepts (Zevenbergen et al., 1997). The idea of the 
child being an active participant, rather than a passive listener can be 
extended beyond reading situations. The balance in power and turn-
taking, where the child gets the opportunity to practice language and 
social skills is relevant in other situations as well.

4.1.6 Context

The specific context (e.g. teaching activities, caring, or playing) in 
which the parent-child interaction takes place might influence the in-
teraction, which in turn alters child development (Lindsey, Cremeens, 
Caldera, 2010). Hoff (2001) investigated the effect of context on children’s 
language use with changing tasks and changing conversation partners. 
She found that during storybook reading, more than during mealtime 
conversation and toy play, children more often reply to questions of 
the mother and children use a richer vocabulary. The storybook itself 
could serve as a scaffold to elicit rich language use. In toy play sessions 
with mothers and/or siblings, the children again more often replied to 
their mothers and used a richer vocabulary. However, the grammati-
cal complexity and the number of utterances did not differ across con-
texts (Hoff, 2001). Different contexts also represent different hierarchical 
structures in the interaction. For instance, whereas teaching situations 
are often more unequal in power because parents take control, play ses-
sions are often more equal in power because parents accept the initia-
tions of children more and are less concerned with child compliance 
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(Russell, Pettit & Mize, 1998). Research has corroborated the idea that 
higher levels of mutuality (i.e. a more balanced interaction) are present 
in play sessions. In teaching sessions, parents more often control the 
interaction (Lindsey, Cremeens, Caldera, 2010).
 In the current study, mother-child interaction is operationalised in 
task behaviour ( joint focus), the affective quality of the interaction, the 
(types of ) questions and answers of mother and child and the balance 
in the interaction. Book reading is one of the most frequently used 
tools for interventions focusing on child language development. The 
specific attention given to this context implies that reading together 
is a good means to ensure language development. In the intervention 
‘More Languages, More Opportunities’, it takes a central role in help-
ing parents in developing their child’s language. In addition, mothers 
are stimulated to use rich language during play sessions and everyday 
activities. This study therefore focuses on the interaction in reading 
sessions and compares it with guided play sessions. The assumption is 
that reading together is a pleasurable, but more teaching-related activ-
ity. Playing together is a more free assignment, where both mother and 
child do not focus on the learning part, but more on spending time to-
gether while involved in a task, which should result in a more balanced 
interaction.
 The research as discussed above – concerning the connection be-
tween mother-child interaction, book reading and language develop-
ment – was implemented in the intervention ‘More Languages, More 
Opportunities’. Joint storybook reading is taken as a primary tool for 
intervention. The data was derived from video-observations, and all 
above elements are therefore included in the observation scheme which 
was developed to monitor the effective elements of mother-child inter-
action in an educational setting. The research takes a process approach. 
The process of change is followed during the second year of the inter-
vention by means of several measurement moments. The theoretical 
framework and the information about the research context leads to the 
following main questions: What characterises the mutuality (operationalised 

in terms of four variables) within the mother-child interaction in the participat-

ing dyads and does this change over time? Is there a difference in mutuality in 

the two different contexts (reading and playing together)?

4.1.7 Process approach

Research in (developmental) psychology has primarily focused on group 
related outcomes and inter-individual variation (Molenaar & Campbell, 
2009). The basic underlying assumption is that the obtained data in this 
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type of research are ergodic: data across participants have the same sta-
tistical distribution of properties as data over time within participants 
(Molenaar & Campbell, 2009). However, the person-specific life situa-
tions, which play a substantial role in the dynamical system of the indi-
vidual, are not included in these very broad measures. As Molenaar and 
Campbell (2009) state, the averages of the group do not tend to apply to 
individual variability because many (psychological) processes are context 
specific. In this paper, this statement is taken seriously by first analysing 
data over a small group of participants, which result in averages, and 
then by analysing intra-individual differences as well. In a multiple case-
study of five dyads, intensive analyses of individual units are performed.
The analyses in this paper serve as descriptive reports, rather than of-
fering explanation. Case studies are often executed in real-life situa-
tions (Thomas, 2011). The case studies are partly executed to answer the 
question concerning to what extent the group data results are similar to 
individual results. The relevance of this question partly lies in the inter-
vention practices. Nowadays, intervention effectiveness is often studied 
by comparing outcomes of a treatment and control group. However, 
the individual differences are oftentimes only discussed with regard 
to standard deviations and other statistical indicators. This practice 
disregards the assumption in intervention practices that individual 
differences are often caused by context-specific components within in-
teraction and development. Therefore, also in research, the interaction 
context should be considered to interpret outcome measures meaning-
fully, because the displayed behaviour is a product of this interaction 
of persons and context (Lichtwark-Aschoff & Van Geert, 2004). Since 
context and persons are in constant interaction with each other, the 
mutual influences of each element should be included to study change 
within and between persons (Visser, 2011). The combination of person 
and context, and the direction of influence, might change over time, 
which can lead to inter-individual differences in the change process, 
as well as intra-individual differences - each time point may exist of 
changing elements and influences. When behaviour change is consid-
ered, research needs to be dynamic, in order to capture the context ele-
ments co-occurring with that change (Visser, 2011).

4.2 Method

4.2.1 Participants

The participants of this study are part of a larger study, which takes 
place within the scope of the intervention ‘More Languages, More Op-
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portunities’. The intervention was developed to enhance the bilingual 
language development of the children (being Dutch and Papiamentu), 
and to make the parental beliefs and the interaction between mother 
and child more positive. The intervention consisted of biweekly home 
visits and group gatherings. Twelve mother-child dyads (of the total 
group of 23 dyads in the intervention) agreed to participate in this ob-
servation study. Because one dyad only read together and did not do a 
play session, eleven participants were involved in the reading sessions 
and twelve in the play sessions. All participants are Antillean toddlers 
and kindergartners who are born in the Netherlands and their moth-
ers. The children are classified as being Netherlands Antillean because 
of the origin of their parent(s) according to the municipal databases. 
There were six girls and six boys involved. Nine mothers completed 
secondary vocational education, two mothers finished secondary ed-
ucation and one mother completed the higher vocational education. 
Five mothers work on a part-time basis, and three mothers study. Four 
caretakers are stay-at-home mothers. Age ranges of the participants are 
summarised in table 1.

Table 1
Participants’ information

Mean (SD) Range

Age mother (years) 30.67 (6.286) 22-42

Age child (months) 41.17 (9.703) 34-68

Number of home visits 20 (7.781) 5-32

4.2.2 Procedures

Video observations were made by the language coaches, in the homes 
of the participants, usually in the living room. The total duration of 
the recordings was approximately 30 minutes per session. In this time 
frame, two situations were created. First, the language coaches ex-
plained to the mother that they wanted to record a situation in which 
the mother and the child read together. It was stressed that mother and 
child should act like they normally would, and no judgements would 
be made on the basis of the recordings. The duration was also kept 
open, as well as the book that they could pick to read from. The sec-
ond situation was playing or making something together (from here 
on out known as ‘playing’). This could range from colouring, to build-
ing blocks, puzzling or playing a game. Mothers were free to choose 
their own activity. The duration of this situation was also open, but the 
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language coaches stopped filming after approximately 15 minutes. The 
recordings started with the reading situation, directly followed by play-
ing. The language coaches stayed in the same room, in order to answer 
questions and to make sure the camera was working. However, they 
did refrain from interacting with mother or child. The camera position 
was chosen in such a way that both mother and child were fully visible.
 A total of 69 recordings were usable for processing. Three record-
ings failed because the child was too distracted by the camera (once) or 
due to technical issues (twice). Of the 69 usable recordings, there were 
34 reading and 35 play sessions. Seven of the participants agreed to be 
filmed once or twice. Five participants agreed to be filmed four times 
or more. The time between the first and last observation ranged from 12 
to 34 weeks (with a mean of 21.4 weeks). The repeated observations are 
treated as a multiple case study to illustrate the process of change in the 
interaction between sessions. Data of the group of twelve participants 
are used to give an overall view of the interaction. All recordings were 
made between March and November 2011.

4.2.3 Coding scheme

The content analysis of the interaction was based on a coding scheme 
consisting of existing and new elements (see table 2). The central 
construct in the coding scheme is the mutuality between mother and 
child, indicating the way in which their behaviour and/or utterances 
are adapted to one another. This overall concept was divided in 1) task 
behaviour (being on-task narrow, on-task broad, reading and off-task); 
2) questions and answers (both divided in subcategories); and 3) affec-
tion (five options, ranging from Aggression/Force to Joy/Affection see 
figure 1). The affection element was based on an adapted version of the 
SPAFF coding scheme (Gottman, McCoy, Coan & Collier, 1996; Coan & 
Gottman, 2007).
 The dialogic reading techniques (Whitehurst et al, 1988) that are ap-
plied in the intervention were 1) asking what- and other open-ended 
questions, 2) following answers of the child with new questions, 3) re-
peating and/or expand what the child says, 4) having fun. The com-
pletion, open-ended questions, and distancing prompts were includ-
ed and completed with other question categories which reflected the 
openness in the questioning. This resulted in nine different categories, 
ranging from closed to open elaborating questions. The questions are 
rearranged in three broader categories: 1) closed, 2) open, and 3) elabo-
ration. The answer options are also found in table 2. Adequate answers 
are those that answer the question appropriately (verbally if that is re-
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quired), disregarding whether the content of the answer was correct or 
not. Although this category is not often included in (dialogic reading) 
research, it does reflect the actual interaction and mutuality. Answering 
questions asked by the other interaction partner is of course an indica-
tion of joint attention and responsiveness.

Table 2
Elements of the coding scheme

Construct Codes Description

Task 
behaviour

Reading
Task narrow

Task broad

Off task

Mother reads lines from book
Utterance is closely connected to 
task/story
Utterance is more distantly 
connected to task/story
No connection to task/story

Affection Joy/Affection

Interest
Neutral

Whining/Resistance

Force/Aggression

Smiling, giving compliments, 
showing affection
Asking questions, positive dialogue
Reading utterances, running 
dialogue
Mildly negative, refusing to 
cooperate
More strongly negative, pushing, 
hitting, yelling 

Questions Closed

Open

Elaboration

Questions which require yes/no 
answer
Questions which require more 
elaborate answer
Connecting story/task to children’s 
environment

Answers No answer
Indirect

Non-verbal

Adequate

No response to question
Making thinking sounds (“Erm...”)/
ask for clarification
I.e. nodding, pointing, shrugging 
shoulders
Giving appropriate answer (type, 
not content)

4.2.4 Data processing

Five minutes of each situation were selected from the total time. Most 
recordings of the reading situations did not last longer than five min-
utes. The play situations usually did last for longer but consisted of 
many repetitions in the utterances and questions after one five-minute 
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period. Therefore only one five-minute period was selected, usually 
from the beginning of the situation where mother and child start fo-
cusing on the task. In these segments, all verbal interaction between 
mother and child was transcribed. Some non-verbal interactions re-
vealing the affective quality were transcribed as well (such as ‘mother 
and child hug’, ‘mother kisses child’, ‘mother grabs arm of child’). Be-
cause the focus was on the verbal interaction, no specific attention was 
given to pauses or the exact pronunciation of words. Most transcripts 
had about 100 utterances of mother and child combined (with two ex-
tremes of 48 – 236 utterances). After the transcripts were made, the first 
author checked them against the recordings to ensure the accurateness 
and completeness. After this, the transcript was seen as ‘stable’ to be 
analysed further.
 For an overall impression of the interaction between mother and 
child, all 69 transcripts were used, and divided per situation. Percentag-
es were computed to give an impression of how often a particular code 
was reflected in the scores of the participants. In addition, individual 
scores were computed to display the range in the sample. In the total 
sample, t-tests were used to compare task situations. The scores of the 
multiple case study (n=5) gave insight into the process of change across 
time, and these were visualised by means of State Space Grids (Lewis, 
Lamey & Douglas, 1999). These grids are a relatively simple means of 
visualising a pattern of interaction and the way this pattern changes 
over time. The software used to create State Space Grids is GridWare 
(Lamey, Hollenstein, Lewis & Granic, 2004). This is a graphical ap-
proach that displays two ordinal variables of both mother and child in 
a matrix shape. The trajectory of the affection states in the dyad is also 
reflecting the utterances as recorded in the transcripts. Figure 1 shows 
the possible states in the dyadic interaction. Besides showing trajecto-
ries, measures of flexibility (dispersion) are computed in GridWare.

 
Figure 1. State space of mother-child dyadic affection. The yellow cells refer 
to a mismatch in affection and show an asymmetry in the interaction.

Code Explanation

D/A Force/Aggression

Z/V Whining/Resistance

NEU Neutral

INT Interest

B/A Joy/Affection
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Monte Carlo analyses were used to test whether the context specific 
differences found in the group of twelve participants also applied to 
the five selected dyads. Data of all observations of the five dyads were 
reshuffled over contexts and over time. Second, simulations of the data 
were computed 10.000 times. When the outcome was significant below 
the .05 level, this means that finding the outcomes of the selected dy-
ads by chance in a population is less than 5%. That is, the proportional 
number of times the simulation produces a result of this as good as 
or better than the observed result, provides an estimation of the prob-
ability that the observed result is due to chance alone. As a final step 
in the analysis, Theme software was used to execute pattern analyses. 
Theme was developed to extract temporal patterns of behaviour, such 
as hidden and complex structures. Theme can be applied to and is able 
to detect patterns in different time scales (Magnusson, 2000). For this 
study, transcripts were recoded to include comments, questions, an-
swers and responses. Because the intervention was aimed at mutuality 
in the interaction, mothers were coached to elicit language from their 
child. The patterns which were expected to appear in Theme analyses 
included: 1) using open-ended questions followed by adequate answers 
and subsequent responses and 2) open conversations including where 
a remark of one partner was followed by an adequate, i.e. content relat-
ed remark of the other partner. These patterns were expected to occur 
more often later on in the intervention, and therefore would be found 
more often during later observations. However, the search variables in 
the software were kept open to find other temporal patterns as well.

4.2.5 Reliability

Two coders watched 17% of the recordings independently and coded 
the transcripts. Table 3 shows the inter-observer reliability (Cohen’s 
Kappa) on the different constructs of the coding scheme. All scores are 
satisfactory to good.

Table 3
Inter-observer reliability (Cohen’s Kappa)

Construct in the coding scheme Κ n (SD)

Task behaviour 0.863 455 (0.019)

Affection 0.707 328 (0.040)

Questions 0.767 64 (0.063)

Answers 0.854 52 (0.079)
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4.3 Results

4.3.1 Characterisation of the interaction in the group data

In order to compare the mutuality in the mother-child interaction be-
tween reading and playing together, the results of the group of twelve 
dyads are averaged. Table 4 shows the proportion of utterances each 
interaction partner does, the mean percentages, and range per mother 
and child. The nearer the percentage of utterances is to 50, the more 
balanced the interaction is, and therefore the balance in the participa-
tion of both partners.
 Recall that the task behaviour is coded in either four (for reading) 
or three (for playing) categories. For reading, the actual reading of the 
mother is combined later with the ‘task narrow’ option, in order to be 
comparable with the play situation. The ‘task narrow’ code describes 
the utterances that contain ‘here and now’ connections to the story or 
game. The percentages in the ‘Affection’ row add up to 100%. For in-
stance, an overall mean score of 2.84% on the Joy/Affection code means 
that in 2.84% of all utterances, an utterance containing joy or affection 
(or a physical expression of affection) was coded. For task behaviour, the 
row also cumulates to 100%. In the question and answer categories, the 
percentages per mother and per child add up to 100%.
In total, 1673 of the 8385 utterances are a question. This means that al-
most every fifth utterance is a question. Mothers ask 1318 questions, 
children 335. A small percentage of all questions are elaboration ques-
tions. Closer inspection of the data shows that only a few mothers ask 
elaboration questions. During reading, only one mother asks these high 
demand elaboration questions. During playing three mothers use these 
questions. In total, the elaboration question is asked 11 times, which is 
very infrequent, considering the total number of 1673 questions.
 A total number of 1403 of all utterances is an answer, which is 16.7% 
of all utterances. There are fewer answers than questions because 
sometimes the mother asks more questions in one turn. Also, ‘check 
questions’ (example: Mother: ‘Make sure you draw between the lines, 
okay?’, dyad D, play observation 3), which do not require an actual an-
swer, are coded as a question. Mothers answer more questions than 
they are asked. Often, mothers give more elaborate answers, using more 
than one utterance, and they sometimes answer their own questions. 
This is also coded as an answer. On the other hand, mothers also tend 
to ignore a question much more often than children do. In total, moth-
ers give 456 answers, children 947.
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Table 4
Mean percentages of mutuality components of both situations (n=12)

Reading Range Playing Range

% of utterances

Mother

Child

77.4

22.6

62.9 - 92.2

24.3 - 43.6

61.9

38.1

56.4 - 75.7

24.3 - 43.6
Task behaviour

Task narrow

Task broad

Off task

76.78

12.99

10.23

53.3 - 97.6

1.1 - 31

0 - 23.6

63.12

29.87

7.01

32.1 - 92.6

3.8 - 59.6

0 - 16.1
Affection

Joy/Affection

Interest

Neutral

Whining/Resistance

Force/Aggression

2.84

16.39

79.24

1.53

0

0 - 4.8

5.8 - 26.4

69.4 - 89.4

0 - 5.9

0 - 0

5.74

21.72

70.78

1.68

0.08

1.1 - 15

12.1 - 28.6

56.9 - 81.8

0 - 4.9

0 - 0.9
Questions

Mother

Closed

Open

Elaboration

Child

Closed

Open

Elaboration

56

40.7

3.1

72.5

27.5

0

34.78 - 77.78

22.22 - 64.29

0 - 9.63

0 - 100

0 - 80

0 - 0

57.7

40.1

2.1

77.8

21.7

0.4

29.03 - 90.91

9.09 - 64.52

0 - 6.45

60.53 - 100

0 - 44.44

0 - 2.56
Answers

Mother

No response

Indirect answer

Non-verbal answer

Adequate answer

Child

No response

Indirect answer

Non-verbal answer

Adequate answer

41.6

5.4

4.8

48.2

6.6

6

12.9

74.4

0 - 100

0 - 10

0 - 70

0 - 81.82

0 - 55.56

0 - 10.53

0 - 50

36.84 - 87.38

25.4

13.4

1

60.2

6.6

4.1

5.9

80.3

0 - 47.92

0 - 47.06

0 - 11.76

25 - 100

0 - 62.50

0 - 20

0 - 37.50

0 - 93.55
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4.3.2 Comparison between reading and playing

In order to compare the two situations statistically, the scores of each 
participant were averaged across all observations of a particular partici-
pant to result in one score per person or dyad. There are some signifi-
cant differences between the reading and play sessions. The first differ-
ence is in the ratio of utterances between the situations (t(10) = -4.262, 
p = .002), where the mothers’ participation (in terms of the number of 
utterances) in the reading sessions is significantly higher than during 
playing. There is a greater balance in the dyad in the play sessions. The 
second difference is found in the task orientation. Here, mother and 
child engage less in task related behaviour beyond the ‘here and now’ 
(task broad) in reading sessions than during play sessions (t(10) = -3.597, 
p = .005). Off-task behaviour is relatively infrequent, although this var-
ies across dyads and between sessions (example: Child: ‘Mommy, I can 
write my name!’ (the activity involves making a calendar), dyad G, play 
observation 1). The original transcripts containing off-task codes show 
that off-task utterances are most often initiated by the children (in 37 
of 57 cases). There is no significant difference between the amount of 
off-task utterances of mother and child.
 With regard to the mother-child affection, the results show that the 
majority of the utterances are classified as neutral to positive. Three 
significant differences in the reflection of affection are found between 
the situations. During reading, there are significantly more neutral in-
teractions (t(10) = 3.256, p < .01). In play sessions, more reflections of 
interest (t(10) = -2.278, p < .05) and joy/affection (t(10) = -2.282, p < .05) are 
found. In 13.1% of all utterances there is a ‘mismatch’ between mother 
and child in the affective quality of the utterances. This means that 
where one partner expresses negative affect, the other person is neutral 
or positive and the other way around (example: Mother (shouts): ‘No, 
the colour, the colour, I want you to name the colour! Child (shrugs): 
‘Okay’, dyad F, play observation 1). For reading sessions the mismatch is 
12.3%, for play sessions this is 13.9%. The differences are small and not 
significant.
 With regard to the questions that are asked, mothers ask more de-
manding questions, hence more open and elaboration questions, than 
children do. There are no significant differences between the percent-
ages of questions between the situations. However, when the questions 
category is tested using the original nine categories, there is one signif-
icant difference: within the closed questions category, one option is the 
permission questions (example: Mother: ‘Can mommy have a gluing 
stick as well?’, dyad C, play observation 5) which are asked more during 
play sessions (t(10) = -2.695, p < .05). As for the answers, more non-verbal 
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answers are given during reading sessions (t(10) = 2.709, p < .05) and 
more adequate answers during play sessions (t(10) = -2.340, p < .05).

4.3.3 Multiple case study

In the next section the results of the multiple case study (n=5) are pre-
sented to give insight into the process of the interaction within and 
between observations. To start with, the differences found between the 
two situations in the group outcomes were tested in the multiple case 
study. Next, only the variables which represent mutuality are included 
for more in-depth research: the proportion of verbal participation (rep-
resenting the balance between mother and child), affection – supple-
mented with dispersion and (mis)matches-measures –, and temporal 
patterns of behaviour.

4.3.4 Comparison between reading and playing

Monte Carlo analyses were executed to compute whether the outcomes 
of the five dyads were different for reading than for playing situations. 
The hypothesis was that the outcomes of the group data also apply to 
the multiple case study. First, the difference in proportion of utterances 
between mother and child are analysed. The finding from the group 
data that the mothers had a larger share in the conversation during 
reading than during playing was only reflected in three of the five dy-
ads (A, B and E; respectively significant at p < .05, p < .05 and p < .01).
 Concerning the affection displayed during reading, three of the five 
dyads (B, C and E; p < .01, p < .05, p < .05) indeed showed more neutral 
interaction during playing, similar to the group of twelve participants. 
Two of the dyads (B and E; p < .01, p < .05) had more Interest codes dur-
ing playing than during reading. However, for one dyad (D; p < .05) this 
was the other way around; they had more Interest codes during reading. 
Only one dyad (C; p < .05) showed more joy and affection during playing.
 The group results showed that more task-related behaviour beyond 
the here and now was found in play situations (example: Child (while 
drawing/writing): ‘The o is also in Tomke, right?’, Mother: ‘Yes, and in 
dog too’, dyad D, play observation 4). This is reflected in three of the five 
dyads (A, B and C; all p < .01). What is not found in the group data, but 
was significantly different in the multiple case study are differences in 
the ‘task-narrow’ scores, where during playing this is found more than 
during reading (also dyads A, B and C; all p < .01) (example: Child (points 
at picture): ‘What does the turtle do here?’, Mother: ‘What do you think 
he does?’, Child: ‘He has a scooter’, dyad E, play observation 4). Further-
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more, two dyads (C and E; p < .05) have more off-task utterances during 
reading. Overall, one of the group-related outcomes was found in all of 
the dyads, and none of the dyads reflected all context differences found 
in the group data. 

4.3.5 Verbal participation

Since there are only two conversation partners in the observations, the 
proportion of the mothers’ utterances is displayed in figures 2a and b. 
If the proportion were to be combined with the utterances of the child, 
this would represent a total conversation of 100% of all utterances. The 
figures show that the mothers generally have more utterances than the 
child, during both situations. However, there is a large variation within 
and between mothers. For instance, for mother A the lines display a 
generally higher proportion of the mother during reading, but this var-
ies across observations between 62 and 91% of all utterances. For play-
ing, the utterances are more evenly divided between mother and child, 
but the proportion of the utterances of the mother is still between 50 
and 79%, which is a large range of variation.

Figure 2.  Proportion of utterances of mothers over time during reading (a) 
and playing (b)
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4.3.6 Affection

State space grids are constructed to visualise the development of affec-
tive expressions within and between observations. These grids make 
patterns of interaction and the way these patterns change over time 
visible, presenting nominal or ordinal variables. Below, some examples 
of these grids are presented, followed by explanation of the findings 
in the other dyads. These dyads were selected because of their clear 
trajectories, which are representative of the trajectories of other dyads.

 Reading 1 - E Reading 2 - E  Reading 3 - E

 Reading 4 - E Reading 5 - E

Figure 3. Affective interaction grids of five reading sessions of dyad E

These grids visualise the affectionate quality of the utterances by moth-
er (x-axis) and child (y-axis) of one dyad during five reading observa-
tions. The grids show that over time, the interaction is overall neutral 
with some positive affection utterances of both mother and child. Al-
though the interaction seems rather stable, because it is situated mainly 
in four cells, the graphs in figure 3 show that there is still some variabil-
ity in the affective states. This grid shows a neutral to positive trajectory, 
which has been found in most of the observations.  
Other dyads show some scores in the negative left hand corner of the 
grid. Figure 4 illustrates this with the interaction of another mother-
child dyad (in five observations). In each grid, both reading and playing 
are displayed. This dyad shows a more diverse affective pattern than the 
one presented in figure 3. The few negative statements also differ from 
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dyad E, which did not have any negative utterances (see figure 3). 

 Reading and Reading and Reading and
 playing 1 - A playing 2 - A playing 3- A

 Reading and Reading and
 playing 4 - A playing 5 - A

Figure 4.  Affective interaction grids of dyad A (reading and playing)

Flexibility and affection are related and seen as benchmarks for adap-
tive interpersonal interactions (Lunkenheimer et al., 2011). One way of 
determining the flexibility of an interaction within an observation is 
by computing the dispersion of each grid. The dispersion is a measure 
that can range between 0 and 1. When the dispersion is 1, this means 
that all events take place in different cells. A dispersion of 0 means that 
all events take place in one single cell. The closer the dispersion is to 1, 
the more flexible or variable the interaction, where a dispersion of 1 is 
also referred to as ‘chaos’. In figure 5, the dispersion in all observations 
of the five dyads with repeated observations is presented. For reading, 
there are four observations (of dyad B) somewhat lower in dispersion 
(below 0.5). For playing this is only one (fourth observation dyad D). 
In other words, in play sessions, the dispersion is overall constantly 
high. In reading, the dispersion is more variable across the dyads. In 
general however, the dispersion is over 0.5 and this shows that there is 
a relatively high degree of flexibility in the interaction between mother 
and child, even though most utterances reflect neutral or positive af-
fections.
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Figure 5.  Dispersion of affection within the five dyads of reading (a) and 
playing (b)

A final aspect of the affection measure is the percentage of mismatches 
between mother and child. Recall that matching of affectionate cues 
is seen as a way of showing the child that the mother shares the expe-
rience (Stern, 1985). Matching affection therefore is seen as preferred 
states. A mismatch is defined as conflicting affective states and is seen 
as something that should be avoided. The appearance of mismatches 
again shows variability over time and across situations. Although no 
significant differences between the situations were found, the patterns 
of mismatch of some dyads seem to change over time. To illustrate the 
diversity in mismatches, two examples are presented in figure 6. Figure 
6a shows a similarity in mismatches of one dyad in all observations 
apart from the second one. Figure 6b shows two dissimilar trajectories 
for both situations of another dyad. The lines in figure 6b are similar 
to the trajectories in the other three dyads not presented here; they 
also show dissimilar patterns of change for both situations. In those 
four dyads, the mismatch in affection does not seem to be connected to 
the observation moment (e.g. being the second time), but more to the 
task or the interaction during those particular five minutes. There is a 
discontinuity in mutuality during these moments, although the mis-
matches are found far less than the matches in all dyads.
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Figure 6.  Mismatch in affection states in proportion for dyad A (a) and dyad 
C (b)

4.3.7 Pattern detection

Each interaction is characterised by certain temporal patterns, e.g. char-
acteristic sequences of certain activities. In order to find such patterns, 
Theme software (Magnusson, 2000) was used to understand more about 
underlying temporal patterns within the sessions. Patterns including 
dialogic reading elements (such as elaboration questions) and responses 
(adequate answers) were expected to appear, based on theoretical no-
tions. The recoded transcripts included information about comments, 
questions, answers and responses, i.e. the communication aspect of the 
coding scheme. It is important to note that the patterns are not neces-
sarily mutually exclusive. Table 5 contains the number of patterns per 
pattern type and the occurrence of these patterns. That is, when the ta-
ble shows eight patterns with an occurrence of 117, this means that there 
are eight different patterns in the displayed category. In total, these eight 
different patterns are found 117 times in the data set.
 The patterns involving questions and answers all contained adequate 
answers. No patterns with questions leading to different answer catego-
ries were found. A greater variety of patterns is found in play sessions, 
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and these patterns also generally occur more often than the patterns in 
the reading sessions, for almost all categories in almost all dyads. The 
amount of patterns is evenly distributed across open and closed ques-
tions (for reading 14-15 and for playing 20-23). Patterns in elaboration 
questions and responses occur more often in reading sessions, but they 
are very scarce. As seen in the previously reported results, elaboration 
was a not often used technique, and the table below shows that it also 
seldom appears in patterns.

Table 5
Number of temporal patterns divided by type of pattern and session

Types of patterns Comments/

dialogue 

(occurrence)

Questions/

answers 

(occurrence)

Elaboration/

repetition

(occurrence)

Reading

A

B

C

D

E

Total

4 (38)

0 (0)

5 (69)

8 (157)

9 (198)

26 (462)

3 (29)

1 (7)

11 (114)

4 (51)

10 (142)

29 (343)

0 (0)

0 (0)

2 (23)

2 (19)

2 (14)

6 (56)

Playing

A

B

C

D

E

Total

8 (268)

11 (284)

3 (72)

8 (110)

15 (811)

45 (1545)

5 (40)

14 (199)

2 (23)

3 (34)

19 (281)

43 (577)

0 (0)

2 (18)

0 (0)

0 (0)

2 (15)

4 (33)

The occurrence and timing of patterns varies strongly across dyads. 
This is visualised in figure 7, where the occurrence of open (QO) and 
closed (QC) question patterns of two dyads is displayed. These two dy-
ads were selected on the basis of their different qualitative results of the 
questions-scores, as presented in table 5. The scores derive from an in-
depth analysis of the patterns found in the questions/answers temporal 
patterns. Note that the scales are strongly different in both figures.
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Figure 7. Pattern distribution of open and closed questions of two dyads

In figure 7a, the occurrence of patterns with closed questions increases 
in the play sessions, while the patterns with closed questions during 
reading sessions show a more variable picture. The patterns with open-
ended questions during both situations show more similar trajectories. 
In figure 7b, the difference between the two contexts is much more ap-
parent (as also seen in table 5). Dyad B shows limited questioning and 
thus few question patterns during reading were found. However, dur-
ing playing, many questions are asked and the occurrence of patterns 
with open questions increases over time in this dyad.

4.4 Conclusion and discussion
As presented in the introduction, the balance of behaviour and emo-
tion in mother-child interactions is considered an important indica-
tor of the quality of the parent-child interaction and influences child 
development, for instance in child’s social adaptation (Kochanska & 
Aksa, 1995). For this paper, the overarching term mutuality was chosen 
to provide information on the interaction between mother and child. 
This mutuality in the interaction was operationalised in four con-
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structs which return in the literature: task behaviour ( joint focus), the 
affective quality of the interaction, the (types of ) questions and answers 
of mother and child and the balance in the interaction. The main ques-
tions in this paper were: What characterises the mutuality (operationalised 

in terms of four variables) within the mother-child interaction in the participat-

ing dyads and does this change over time? Is there a difference in mutuality in 

the two different contexts (reading and playing together)?

 The results show a greater ‘balance’ between mother and child in the 
interaction during play sessions compared to reading sessions, which 
was expected. However, in both situations, the mothers conversed much 
more than their children. A reason for this is that mothers might have 
seen both types of situations as being more teaching-oriented. The lit-
erature states that adults usually take a leading role during teaching 
sessions (Lindsey, Cremeens, Caldera, 2010). The repeated observations 
of the multiple case study revealed high session-to-session variability: 
in some sessions children even make more utterances than the moth-
ers. In most dyads variable patterns occur, where the division changes 
both ways. Only one dyad showed a clear development toward perfect 
balance in utterances, across both reading and play situations.
 Returning to the central theme of this paper, the results showed a 
strong mutuality in the mother-child interaction of the Antillean fami-
lies who participated in ‘More Language, More Opportunities’. The task 
orientation, affection, and questions and answers are well-balanced and 
adapted to one another. In earlier research (e.g. Vedder, 1995) it was sug-
gested that Antillean mothers did not always know how to stimulate 
their children’s language. The reported results show that the mothers 
in this research group are well adapted to their child during reading 
and play sessions and that many conditions are preferable for language 
development, although – of course – the interaction between mother 
and child was also variable and some sessions reflect more positive 
conditions than others. The variability actually suggests a more con-
text-sensitive basis on which research is executed, consisting of every-
day situations which influence data-gathering and results. Variability 
reflects the context sensitivity of all human interaction, which is not 
actually a sensitivity to a type of independent context influence, but 
reflects the fact that human interactions create their own contexts in 
which they are deployed. This is very clearly so in dyadic interaction 
(e.g. Steenbeek & Van Geert, 2007). Therefore, the variability in condi-
tions is a reflection of a very important property of the way interactions 
work. This is also referred to as soft assembly which means that the 
patterns are created by the actual events that take place, and that such 
patterns should not be seen as being retrieved from some sort of inter-
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nal memory, e.g. in the mother, of how she should perform guidance in 
reading or playing (Thelen & Smith, 1994).
 The most important result found in the group data was that reading 
and playing do not seem to differ as strongly as was expected. Actually, 
the main favourable outcomes are found in play sessions. Here, more  
broad task orientation (talking beyond the here and now) is found, as 
well as more accurate (verbal) answers, and more positive affection. All 
these elements have proven to be beneficial in child language develop-
ment (e.g. Sigel & McGillicuddy-De Lisi, 1984; Teale & Sulzby, 1987). It 
can be seen in the pattern analyses however, that patterns including 
elaboration and repetition appear to be more frequent in reading than 
in play sessions. Differences in overall and process outcomes and the 
amount of patterns were found. This leads to a methodological conclu-
sion: it means that researchers should be sensitive to the actual level 
they want their data to provide an answer to. In order to answer ques-
tions relating to a particular level of analysis (either the group level 
or the individual process level), researchers should always choose the 
methodology that is appropriate for answering questions on this par-
ticular level. One cannot use a method relating to questions on the 
group level to answer questions referring to the process level.
 Aside from the fact that the mothers asked more questions and an-
swered less, the mutuality in affective behaviour between mother and 
child was striking. There is a balance in affective utterances, where 
the same quality of the affection generally applies to both mother and 
child. The vast majority of the utterances are neutral to positive, which 
provides more space for learning experiences and language practic-
ing than negative utterances (Teale & Sulzby, 1987). Although the dy-
adic interaction generally occurs in the neutral to positive sphere, the 
interactions are by no means static. Interactions are characterised by 
high degrees of flexibility both within and between observations, and 
there is absolutely no reason to think that interactions have any type  
of static repetitive character, in which the same patterns occur over 
and over again. When one merely looks at the averages over groups 
or over time, this process information is missed. This does not imply 
that mean scores over larger groups do not yield important outcomes, 
but it shows that models or relationships based on group scores and 
inter-individual differences should not be used as models of processes 
taking place in individuals. In this research the process information 
revealed that individual cases show diverse developmental trajectories. 
In the case of the small group of five dyads, it was even hard to find a 
common statement to describe patterns of change, which supports  the 
notion of idiosyncratic patterns of change (e.g. Molenaar & Campbell, 
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2009). This endorses the necessity of combining a group approach – 
by which statements about group characteristics can be made –, and 
an individual approach – by which statements can be made about how 
processes unfold over time and how this process of unfolding takes 
place in individuals.
 Future research might elaborate on the process details in a more 
qualitative manner. This paper limits itself to a quantitative approach 
(apart from some excerpts from transcripts), which does not include 
the actual content of the interaction. A qualitative approach, focusing 
on the discussed topics and the content of responses, might reveal oth-
er interesting interaction patterns which are missed when using quan-
titative techniques. Group and process data, as well as quantitative and 
qualitative data all represent different parts of the reality of interac-
tions.
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Chapter 5
The relation between developmental assets 
and language use in Antillean mother-child 
dyads 3

5.1 Introduction
In 2009 an intervention, called ‘More Languages, More Opportunities’ 
was developed to give support to Antillean families in the Netherlands, 
specifically support in offering a rich language environment for chil-
dren in the preschool age. The main aims were to improve parental 
(reading) beliefs, mother-child interaction and rich (bilingual) language 
use. The target group consisted of Antillean toddlers and their prima-
ry caretakers. In the Netherlands, special programmes are developed 
for this group, partly because of the delays in Dutch language devel-
opment children show when attending school (Gijsberts & Herweijer, 
2009). Previous research showed that mothers of Antillean children do 
want to help the child develop positively, but they do not always know 
how to do that (Vedder, 1995). The current intervention offers practical 
guidelines to help caretakers in stimulating their children’s language 
development, by including the home language of the families, which 
is Papiamentu, simultaneously to the dominant language Dutch. The 
interventionists, called language coaches, were instructed to guide the 
mothers to adapt their language level to that of the child. Following the 
zone of proximal development (Vygotsky, 1978), the parent’s scaffolding 
techniques offer the child an opportunity to increase the complexity of 
the language use (Zevenbergen & Whitehurst, 2003).
 In a previous study, it was reported that mother and child dyads show 
high rates of mutuality, i.e. the mutual adaptation of mother and child 
in the dyadic interaction, and that the affectionate interaction is well 
balanced (Boomstra, Van Dijk, Jorna & Van Geert, in revision). Although 
the interactions are generally positive, they are by no means stable, and 
there is significant variability across sessions and dyads. When compar-
ing storybook reading to interactive play sessions, some differences were 
found, and behaviours (such as talking beyond the here and now, and 
expressing positive affection) that are most profitable for child language 

3  In preparation to be submitted as ‘The relation between developmental assets and lan-
guage use in Antillean mother-child dyads’
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development were found more strongly in play sessions (Boomstra, 
Van Dijk, Jorna & Van Geert, in revision). The current paper presents 
the outcomes of the language data gathered in the intervention. The 
primary aim of this paper is to study a number of global properties 
of the interactions on the one hand, and to explore the analysis of the 
real-time structure of the interaction processes on the other hand. It 
must be emphasised that the latter part is highly exploratory, in the 
sense that there are very few examples of how such real-time interac-
tions should be studied.
 This paper explores the language use of the Antillean families in-
volved in ‘More Languages, More Opportunities’. The language is op-
erationalised in three global indices of language complexity: the Mean 
Length of Utterance, Mean Length of Turn, and the Guiraud Index, 
measured in the language of both mother and child. In the interven-
tion, the developmental assets approach was taken as a practical frame-
work to enhance children’s language development (Weigel, Lowman & 
Martin, 2007). In this paper, the different assets are operationalised and 
included in the analyses. In addition to giving an overall impression of 
the language use in the intervention sessions, the measures connected 
to the developmental assets approach will be related to each other and 
the language outcomes.

5.1.1 Language use and its role in child language development

Rich language input is crucial for the language development of the 
child and the dyad is often seen as the most preferential context for 
child language development to occur (Schaffer, 2002). In the most op-
timal situations, children get the opportunity to interact with a sensi-
tive adult who is capable of responding linguistically to the level of the 
child (Schaffer, 2002). These dyadic sessions are called ‘joint involve-
ment episodes’ and are seen as the principal context for socialisation 
in early childhood. Here, adult and child pay joint attention to an ob-
ject or topic. These intimate one-on-one interactions are seen as the 
first opportunity for the child to communicate (Schaffer, 2002). It has 
also been found that the amount of adult talk during joint activities 
(such as storybook reading) has an effect on the child’s vocabulary de-
velopment (Wells, 1985). In addition, parents who are skilled in eliciting 
their child’s attention, have children with larger vocabularies (Akhtar, 
Dunham & Dunham, 1991).
 The environment of a child is crucial in learning a language, and the 
input the child gets influences the language development of the child. 
Effects have been reported, for instance, for vocabulary growth (Hart 
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& Risley, 1995) and early literacy development (Bus, Van IJzendoorn & 
Pellegrini, 1995), and apply to mono- as well as multilingual situations 
(De Houwer, 2009). The amount and quality of the input have an effect 
on the language development of the child. However, the thresholds of 
these input variables have not been agreed upon and are difficult to 
operationalise (Cummins, 1976).
 Adults usually adapt their speech to the developmental level of the 
child. This type of language is called Child Directed Speech (CDS). It 
includes simplification of the language, shorter sentences and repeti-
tion. The adaptation to the linguistic level of the child is also referred 
to as ‘fine-tuning’ (Snow, 1995). The adaptation in language however 
goes both ways. Though the adaptation processes between an adult 
and child differ considerably, children also adapt their language to that 
of the adult (Van Dijk, Van Geert, Korecky-Kröll, Maillochon, Laaha, 
Dressler & Bassano, 2013).
 Children’s language production partly explains the difference in 
their language proficiency (e.g. Walker, Greenwood, Hart & Carta, 1994). 
In other words, children’s linguistic abilities are acquired by and de-
velop out of their own usage of language (Bruner, 1990). Through the 
active use of language, children discover linguistic patterns, which they 
can generalise in multiple situations (Tomasello, 2003). This principle 
is likely to be effective in all interaction situations, although in the lit-
erature it has been studied more closely in storybook reading situa-
tions. Research on storybook reading confirms that the child’s active 
participation in storybook reading contributes to child language devel-
opment, such as for instance the vocabulary growth (Crain-Thoreson & 
Dale, 1992). This participation must take the form of an ongoing pro-
cess of interaction or adaptation between the reading activity of the 
adult and the listening and participation activities of the child.
 The actual language used in interactions always concerns both quali-
tative (amount) and quantitative (type of interaction) aspects. As said 
before, both aspects are important in language development, but there 
are no indicators of what ‘‘sufficient’ or ‘good’ language input is. Some 
general findings are: 1) children who are exposed to longer utterances 
have been found to develop productive vocabularies faster whereas the 
exposure to linguistic diversity did not account for extra differences 
(Hoff, 2003), 2) generally, adults produce more complex language than 
children, but there is less (syntactical) complexity and shorter utter-
ances than they would use in conversations with other adults (Harris, 
1992). These general findings are typically related to aggregate meas-
ures, or associations between aggregate measures. Little research has 
been conducted on the level of real-time interaction of concrete dyads.
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5.1.2 Multiple factors influence child language development

Many studies report a relation between socioeconomic status (SES) and 
child language development. Observation studies have shown that chil-
dren from lower SES background receive less language input, mean-
ing that they receive a lower quality and smaller quantity of language 
(e.g. Hart & Risley, 1995; Hoff, 2003). A higher frequency of shared book 
reading and related parent-child conversations are associated with a 
higher SES. In these activities, more complex language is used, which 
is thought to stimulate language development (Sénéchal & LeFevre, 
2002). It has been found that children from lower-income families hear 
significantly more prohibitions than children from middle- and high-
er-class families who hear more affirmations. As prohibitions serve as 
conversation closers, children from lower-class families have a smaller 
chance of practicing and hearing extended language (Hart & Risley, 
1995). Because the language input is generally poor in low SES fami-
lies (for instance related to the poorer contingent responses (Bornstein 
& Tamis-Lemonda, 1989)), most intervention programmes specifically 
target this group. Effect research has shown that many factors may 
influence the effectiveness of these interventions. For instance, with 
home-based interventions, the skills of the professional and the fre-
quency of the home visits were strongly connected to the effects (Van 
Steensel, 2006).
 Research has shown that cultural differences may lead to different 
communication styles between mothers and children (Bornstein & 
Lamb, 1993). A Dutch study (Bus, Leseman & Keultjes, 2000) including 
two immigrant groups and a low-SES Dutch group reported that dif-
ferent reading and interaction techniques existed across cultures even 
though the socio-economical characteristics were highly comparable. 
Dutch parents were more inclined to simplify utterances, and they fo-
cused more attention on utterances going beyond the text and those 
connecting text to children’s experiences than Turkish and Surinamese 
parents. The sociocultural perspective (Vygotsky, 1978) emphasises that 
literacy practices differ per culture and that they are related to parental 
beliefs and parental goals (Hammer, Nimmo, Cohen, Draheim & Johnson, 
2005). According to Heath (1983) the difference in school achievement of 
children from different cultural background are partly due to the mis-
match between the home and school environment and practices.
Research on the language use of Antillean people living in the Neth-
erlands, the target group of this research, is rather dated. In one of 
the central publications on the topic, Römer (1981) concluded that the 
communication styles of Antillean parents ‘deprived’ their children of 
a sound language development. According to this researcher, especially 
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the parents of lower social backgrounds seldom respond sensitively to 
their children. Parents hardly talk to the children, and when any inter-
action occurs, it is usually in a commanding tone, and the children do 
not learn to listen or to speak (Römer, 1981 as reported in Van Hulst, 
2003). This suggests that the communication style of Antillean families 
is culturally defined, and may therefore be somewhat less child-centred 
(from the Dutch perspective). On the other hand, the socio-economical 
characteristics of the studied group might have played a part in this 
result. Furthermore, the results were published more than 30 years ago, 
which could mean that it is dated and does not apply to the current 
generation of Antillean parents.

5.1.3 Developmental assets approach: an applied framework

In an attempt to cover several factors influencing child language devel-
opment before the school-age, Weigel, Lowman and Martin (2007) pro-
posed the ‘developmental assets approach’. Aside from several inter-
nal child assets (language skills and maturation), two external sources 
were identified as contributing to differences in child language and 
communication proficiency: the home environment and the child care 
environment. In the developmental assets framework, the home en-
vironment consists of the aforementioned family demographic and 
situational characteristics, such as the educational level of the parents 
and the number of children in the home. The other three home envi-
ronmental assets – parent conversational style, language activities and 
parent beliefs – are target assets in the MLMO intervention because 
they are considered to be amenable to change. The first asset – the par-

ent-child conversational style – has been demonstrated to influence child 
language development. The higher the proportion of non-immediate 
talk – which is a type of extended discourse – the higher the child’s 
language and literacy skills (DeTemple, 2001). Within the extended 
discourse, parents tend to use longer and more complex sentences, 
which are positively associated with the child’s language development 
(Hoff, 2003).
 The second home environment asset is the language activities, and 
consists of both the frequency and the quality of shared language in-
teractions. Research on the topic often focuses on shared book reading 
activities, which are seen as ‘perhaps the most goal-oriented parent-
child activity’ (p. 724, Weigel, Lowman & Martin, 2007). Within reading 
experiences, several qualitative elements have proven to enhance child 
language development, such as child participation in reading sessions 
(Weigel, Lowman & Martin, 2007). In addition, the affective quality of 

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   113Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   113 17-01-14   12:2717-01-14   12:27



114

parent child interactions is found to influence child language develop-
ment. More specifically, the affective quality during reading interac-
tions is related to the motivation for reading. When the reader scored 
high on affective quality during reading, he or she was more focused on 
the listener’s attention (Sonnenschein & Munsterman, 2002). Whereas 
the quality of the interaction has an impact on the language skills of the 
child, the frequency of language experiences also proves to be related to 
the language and literacy related skills (Sonnenschein & Munsterman, 
2002; Scarborough & Dobrich, 1994).
 The third home environment asset is the parental beliefs concern-
ing parents’ own influence in child language development. Previous 
research has shown that parents who have strong supportive beliefs 
concerning their own role in language development have children with 
better language skills (Weigel, Martin & Bennett, 2006). Though caution 
concerning causality claims should be exercised, the beliefs might lead 
to more stimulating language activities in the home (Weigel, Martin & 
Bennett, 2006). Earlier research in the target group of the current study 
has shown that the parental reading beliefs of the Antillean mothers is 
overall positive, and that there are few differences with a contrast group 
of higher educated autochthonous Dutch mothers (Boomstra, Van Dijk, 
Jorna & Van Geert, 2012). This result is in contrast with previous re-
search stating that Antillean mothers do not always know how to help 
their children develop their language (Vedder, 1995) and the assump-
tion that Antillean children often have serious delays in their Dutch 
language development when they start school (Gijsberts & Herweijer, 
2009).

As the literature suggests, language use of mother and child is impor-
tant for the child’s language development. Since stimulating the (bi-
lingual) language development was one of the main goals of the in-
tervention ‘More Languages, More Opportunities’, the quality and the 
quantity of the language use in mother-child interaction are studied. 
The main question in this paper is: Which home environment characteris-

tics are related to the language use of the participating Antillean mother-child 

dyads? More specifically, the three developmental assets in the home 
environment – conversation, language activities and parental beliefs – 
are the focus of this study. In addition to studying the group of par-
ticipants, with a focus on the relation between the variables, a process-
oriented approach is followed. The main question can be applied to 
the process data as well: Which home environment characteristics are 
related to the language use of the participating Antillean mother-child 
dyads, within the time frame of one observation? The video observa-

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   114Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   114 17-01-14   12:2717-01-14   12:27



115

tions offer the possibility to study the relation between the variables 
on a microscopic and time-serial level. Both in the group study and 
in the process study, the relation between the home environment 
characteristics and the language use is assessed. The operationalisa-
tion, however, is different. Whereas the group study focuses on the 
statistical relationships between variables across the entire sample of 
participants, the process study focuses on the temporal relationships 
between variables during the process of interaction. Group outcomes 
do not supply information about the process within an observation, or 
about relations on an individual level (e.g. Molenaar & Campbell, 2009; 
Molenaar, 2004; Hamaker, Dolan & Molenaar, 2005). To introduce the 
notion of variability and change within an observation, transcripts of 
nine dyads were recoded. The group study, reporting correlations, is a 
static approach, which reports the relation between variables. As a next 
step to understand the relation between the developmental assets and 
language measures within this data set, a principal component analy-
sis was performed on the smoothed and normalised time-serial data 
of one play session observation of each of the nine dyads. The focus 
is on the variability within interactions (also known as the view from 

below), measuring moment-to-moment changes (e.g. Thelen & Smith, 
1994; Van Dijk & Van Geert, 2013). Three variables were selected to be 
used for the analysis on a micro-level. These were: non-immediate talk 
(conversational style), positive affection (language activities), and con-
tent words (linguistic diversity). These were selected because they were 
measured individually and were scored per utterance, which makes it 
possible to study the process of change within an observation. In addi-
tion, non-immediate talk and positive affection are both theoretically 
related to language use, therefore relationships between these variables 
are expected to be found.

5.2 Method

5.2.1 Participants

The participants of this study are part of a larger study, which takes 
place within the scope of the intervention ‘More Languages, More Op-
portunities’. The intervention consisted of biweekly home visits and 
group gatherings, and was executed between October 2009 and Decem-
ber 2011. In total, 23 mother-child dyads participated in the interven-
tion. They came from two cities in the Netherlands. Of these, 10 moth-
er-child dyads also participated in the current observational study (the 
other 13 mothers did not want to be videotaped).
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All 10 children are Antillean toddlers and kindergartners who are born 
in the Netherlands. They are classified as being Antillean because of 
the country of origin of their parent(s) according to the municipal da-
tabases. Five girls and five boys and their primary caretakers, in this 
case all mothers, were involved. The mean age of the children was 42;5 
months (SD 10.157). The mothers had a mean age of 32;3 years (SD 5.519). 
Eight mothers completed secondary vocational education, one mother 
finished secondary education and one mother completed higher vo-
cational education. Four mothers work on a part-time basis, and two 
mothers are in school. Four caretakers are stay-at-home mothers.

5.2.2 Instruments and procedures

The language coaches made video observations of mother-child inter-
actions. The recordings were made in the homes of the participants, 
usually in the living room. It was stressed that mother and child should 
just act like they normally would, and no judgements would be made 
on the basis of the recordings. First, the language coaches recorded a 
situation in which the mother and child read together.. The second sit-
uation was a play session in which activities could range from colour-
ing, to building blocks, puzzling or playing a game. The language coach 
stayed in the same room, in order to answer questions and to make sure 
the camera was working but did not initiate contact and refrained from 
influencing the interaction.
 In total, 63 recordings were gathered. Unfortunately, for one of the 
dyads, only reading sessions were recorded. Two other dyads per-
formed one play session more than they performed reading sessions. 
This resulted in 31 reading and 32 play sessions available for analy-
sis. All recordings were made between March and November 2011. 
The time between the first and last observation ranged from 12 to 34 
weeks (with a mean of 21.4 weeks). When more observations were made 
within this period, a mean score on each component was computed 
to serve as an overall score reflecting the general interaction between 
mother and child.
 Five minutes of each situation were selected from the total time for 
analysis. The five minutes started after mother and child were settled 
and focused on the assignment. Following this, the interaction between 
mother and child was transcribed, with a focus on the verbal interac-
tion, using the CHAT-conventions (MacWhinney, 2000). Some non-
verbal interactions, reflecting the affective quality, were transcribed 
as well (such as: ‘mother and child hug’, ‘mother kisses child’, ‘mother 
grabs arm of child’). Each transcript has about 100 utterances of mother 
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and child combined (with two extremes of 48 and 236 utterances). 17% 
of the transcripts were checked for correctness and completeness. The 
amount of utterances from the mother and child separately differed 
across dyads, where in some observations the mother almost exclusive-
ly speaks, and in other observations the amount of utterances is more 
evenly divided across mother and child. Two coders watched 17% of 
the recordings independently and coded the transcripts. All reliability 
scores are satisfactory to good, as reported in table 1.

Table 1
Coding scheme elements of observation data including Cohen’s Kappa

Construct Codes Description

Task behaviour
(κ=0.863)

Reading
Task narrow

Task broad

Off task

Mother reads lines from book
Utterance is closely connected to 
task/story
More distant connection: non-
immediate talk
No connection to task/story

Affection
(κ=0. 707)

Joy/Affection

Interest

Neutral

Whining/Resistance

Force/Aggression

Smiling, giving compliments, 
showing affection
Asking questions, positive 
dialogue
Reading utterances, running 
dialogue
Mildly negative, refusing to 
cooperate
More strongly negative, pushing, 
hitting, yelling 

Questions
(κ=0.767)

Closed

Open

Elaboration

Questions which requires yes/
no answer
Questions which requires more 
elaborate answer
Connecting story/task to 
children’s environment

5.2.3 Language use and language choice

In this paper, language use is defined as the combination of the length 
and complexity of the utterances. Utterances of both mother and child 
are included, in order to stress the interaction component which is of 
primary importance in this intervention. The language measures were 
computed by the means of CLAN (Computerized Language Analysis) 
software (MacWhinney, 2000). The language production is measured 
as the Mean Length of Utterance (Brown, 1973) in words (MLU-w). 
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MLU is an often-used measure for language development (Gillis & 
Schaerlaekens, 2000). The use of longer utterances is associated with 
more complex language. In addition, the Mean Length of Turn in utter-
ances (MLT-u) is reported to indicate the turn-taking process of mother 
and child, since the language input and production of the child are 
both influential to child language development. The diversity in lan-
guage use is reported as the Guiraud Index (GI; Guiraud, 1959). The GI 
is a variant of the Type Token Ratio (TTR), which takes the length of 
the transcript into account in a more sensible way than the TTR. It is 
calculated as the number of different words divided by the square root 
of the total number of words (the formula is: V/√N). The MLU, MLT and 
GI all describe the quantitative aspects of language quality 4. .
 The language choice was another language element that the lan-
guage coach asked each mother. The ten mothers were interviewed by 
the language coaches during (one of ) the first home visit(s). One of the 
questions they were asked concerned their language use in general, 
and more specifically in communicating with their child. The moth-
ers answered whether Papiamentu, Dutch or a combination of both 
languages were the primary language in which they spoke with their 
child. Furthermore, the language choice during the video observations 
was reported.

5.2.4 Conversational style

The video observations also give insight into the quality of the inter-
action. Within the developmental assets approach this is referred to 
as the ‘conversation style’ and ‘language activities’. Based on theoreti-
cal importance, for the conversational style, two elements were chosen 
from the coding scheme: the proportion of non-immediate talk and 
the proportion of open-ended questions. The proportion of non-im-
mediate talk equals the ‘task-broad’ category from the coding scheme 
(see Table 1). The open-ended questions asked are expressed in percent-
ages of the total questions asked during that session.

5.2.5 Language activities

Three determinants of the frequency of language activities were used to 
give an overall idea of the language activities inside and outside of the 

4  For reading, the actual reading the mother does is not included, because this is not seen 
as spontaneous speech.
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intervention.  A short interview was conducted where the mothers were 
asked by the language coaches how often they read to their child, how 
many children’s books there were in the home, and the language(s) of 
these books. The number of home visits the dyads received during the 
intervention was determined by counting the home visit reports writ-
ten by the language coaches after each visit.
 For the interaction quality, the affection in the interaction, child par-
ticipation and the frequency of language activities are reported. The 
affection and child participation both derive from the coded video ob-
servations. Affective quality is coded in three categories: positive, neu-
tral and negative affection, and codes are assigned to each individual 
utterance. To characterise the observation, the affective quality is repre-
sented as a percentage of the entire transcript (e.g. 30% positive inter-
action means that 30% of all utterances included positive dimensions). 
The child participation is measured by the proportion of utterances in 
the interaction, which is the percentage of utterances of the child in 
relation to the total utterances of both partners combined.

5.2.6 Parent reading beliefs

The final component in the developmental assets approach is the pa-
rental beliefs concerning language development. In this research, they 
were measured by the Parent Reading Belief Inventory (PRBI; DeBaryshe 
& Binder, 1994). The PRBI was designed to assess attitudes about what 
and how children learn from reading as well as parents’ ideas about their 
own role as a teacher of the child. The inventory consists of 42 items, 
to be scored on a 4-point Likert scale ranging from ‘totally disagree’ to 
‘totally agree’. After factor analyses, three items were removed before 
further analyses were executed (for more information see Boomstra, 
Van Dijk, Jorna & Van Geert, 2012). Aside from the total score of all 39 
items added up, seven subscales can be distinguished. For this study, 
only the sum score of the inventory is included.

5.2.7 Statistical analysis

Statistical analyses were performed with SPSS (version 21). Pearson cor-
relations were conducted to analyse the associations between the dif-
ferent variables on the group level: 1) the language outcomes of the 
observations, 2) the qualitative results from the language use from the 
observations (such as affection and questions), 3) the PRBI sum score, 4) 
background information from questionnaires and interviews (such as 
number of home visits, frequency of reading, age). Since a large number 
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of correlations are computed with the same data, the alpha is lowered 
to .01. The developmental assets approach does not suggest which varia-
bles are more strongly related to each other. Therefore, this study is very 
explorative, without any expectations other than the very general expec-
tation that the assets are related to the language use (when the language 
use, that in conversational style of the mother, is an asset on its own).
 Differences between reading and play sessions were tested by means 
of paired samples t-tests. Here, the variables of interest are proportion 
of utterances of the child, the non-immediate talk, the affection in the 
interaction, the percentage of open questions are tested and the lan-
guage measures (MLU, MLT and GI).

5.2.8 Principal component analysis, a process study

As a next step in understanding the relation between the developmen-
tal assets and language measures within this data set, a principal com-
ponent analysis (PCA) was performed on the smoothed and normalised 
time-serial data. Again, the question was how the relation between the 
developmental assets and the language use of mother and child could 
be characterised, in particular as they unfold over the time course of 
a single interaction. In this micro-analytic study, a highly explorative 
approach is taken, although the variables are selected on the basis of 
theoretical considerations. The group data provided some information 
about the relation between a large number of variables. Now, the ques-
tion shifts to a micro-level, studying the individual participants. Ele-
ments from the developmental assets approach are still leading. Here, 
the question is whether the temporal patterns of the asset variables 
show a relatively stable association, or whether this association is time-
dependent and relatively idiosyncratic (dependent on the individual). 
Additionally, the underlying structures of relations will become clear, 
adding the important ‘time’ component. In this case, this means that 
the data points within one observation follow each other chronologi-
cally. The PCA included all these data points (which range from 53 to 123 
utterances of the mother and from 23 to 106 utterances of the child) per 
observation and searches for underlying components. In effect, these 
components reflect the underlying relation between the variables. For 
the group data, the correlations show the relation between the single 
variables. In a PCA, the underlying components of related variables are 
computed, based on the correlation matrix of these variables (Abdi & 
Williams, 2010; Dunteman, 1989). The PCA was executed with the soft-
ware of Tanagra (Rakotomalala, 2005). Because only six variables are in-
cluded, the PCA is computed over a maximum of three components.
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5.2.8.1 Participants of the process study
Each first observation of the play sessions of the nine mother-child 
dyads was recoded to be used in this analysis. The reading observa-
tions were considered less appropriate because of the large variation in 
number of utterances, leaving only a few utterances in addition to the 
reading activity itself. Furthermore, previous research showed that play 
sessions resulted in a more optimal situation than reading situations, 
which makes it more likely that the assumptions in the developmental 
assets approach – in the relation between the assets and language use 
– will be supported by the data. Each first observation is selected to be 
analysed because all participants at least had one observation. Some 
had more observations, but not all of them, so comparison would be 
more difficult. All observations were executed after more than one year 
of intervention participation.

5.2.8.2 Measures of the process study
The process analysis is based on data which has been measured per 
utterance, whereas the analysis of the association between variables is 
typically based on all the variables that characterise aggregate data per 
dyad. To begin with, the basic assumption for conducting a PCA is that 
the variables are measured independently from each other. This is the 
case for the variables that are used in this analysis. All six variables (non-
immediate talk from mother and child, positive affection from mother 
and child, and the amount of content words from mother and child) 
are coded separately and have no intrinsic relation with each other. In 
theory, all variables could display scores on each end of the spectrum 
for each participant, at any moment in time. That the interactions are 
variable and sometimes produce mismatches between the respondents 
has already been explained in the section of the multiple case study 
in chapter 4 of this thesis. For this PCA-study, the variables can vary 
independently from each other. This means that for instance when the 
positive affect score of the mother increases, the positive affect score 
of the child does not have to increase or decrease automatically. One 
would expect that the measures relate to each other in some way - they 
are interactional measures after all - but this is an empirical question 
we aim to answer in this analysis. Within the PCA the underlying rela-
tion between the variables, i.e. the way in which they relate to latent 
variables, is studied. In the next section, the selection of variables, and 
how they were prepared to be used in the PCA is elaborated on.
 The non-immediate talk variable, from the conversational style as-
set, was recoded into 0 for immediate or off-task talk, and 1 for non-
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immediate talk. The positive affection variable, from the language ac-
tivities asset, was recoded into 0 for neutral or negative affection, and 
1 for positive affection. The language use measure had to be recoded 
entirely. The measures used in the group results are the MLU, MLT and 
GI, which all measure the language use across the transcript; a global 
measure. In order to assess the language use per utterance, the number 
of ‘content words’ are counted, which is a micro-measure indicating 
the lexical richness. Content words are nouns, most verbs, adjectives 
and some adverbs. This is as opposed to function words, which do not 
contain lexical meaning. The relative occurrence of content words also 
measures lexical density (e.g. Aarts, Demir & Vallen, 2011). In order to 
show the richness of the speech of both mother and child, the content 
words of each utterance are counted (the absolute amount is used). In 
order to compare the different variables and to visualise it comprehen-
sibly, all data is normalised and smoothed. The normalisation creates 
the opportunity to plot data points of different variables, with various 
scales in one graph. This was especially necessary because the content 
words ranged from 0 to 12 per utterance, whereas the other measures 
only range between 0 and 1.

5.3 Results

5.3.1 Language choice

Table 2 gives an overview of the home language (defined as the lan-
guage the mother perceives herself to be most familiar with) and the 
language used during reading together. As shown, Dutch is generally 
the most used and best known language, although there is some vari-
ation between the participants. These descriptive data show that most 
mothers use Dutch in communication with their child and reading 
situations. However, some mothers who indicate that they primarily 
use Dutch when talking to their toddler claim that Papiamentu is the 
language in which they are more proficient.

Table 2
Language situation of mothers (n=10)

Dutch Papiamentu Both

Home language 8 1 1

Mother’s most proficient 5 5 0

Reading 8 0 2
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Since the intervention was bilingual in nature, the use of both Papia-
mentu and Dutch were stimulated simultaneously. However, the actual 
language use was determined by the mother. The results show that most 
home visits and video observations are executed in Dutch only. In total, 
only 6 of the 63 observations include any Papiamentu utterances, only 
spoken by two mothers. All children almost exclusively speak Dutch.
 Table 3 shows the percentage of observation per category of languag-
es. P-D stands for a sentence that is mainly in Papiamentu with a few 
Dutch words or a sentence that started in Papiamentu and switches to 
Dutch (D-P for vice versa). Only a few dyads switched languages. This 
means that when a sentence is started in one language, it remains in 
that language. However, one mother only spoke Papiamentu during 
two observations. Her children spoke in Dutch. This is true for almost 
all dyads. Some mothers do try and speak some Papiamentu, but the 
children do not. Only when mothers ask to repeat the Papiamentu 
word, the children comply. For example, for one dyad 275 utterances 
are in Papiamentu. Of these, 262 are utterances made by the mother, 
and thirteen by the child because she repeated what her mother said 
after being requested to do so.

Table 3
Language choice in observations (in %)

Dutch Papiamentu P-D D-P

Reading (n=10) 86,5 13,3 <0,2 <0,1

Playing (n=9) 85,6 14,2 0 0,2

5.3.2 Individual variables

Table 4 shows the means, standard deviations and ranges of all lan-
guage measures of mother and child (MLU, MLT and GI), separated 
by reading and play session. The results show that mothers on average 
score higher on each language measure. Furthermore, most language 
measures are on average higher in play sessions than in reading ses-
sions; this is true for both mother’s and child’s scores.
 The descriptive data of the observed developmental assets are pre-
sented in Table 5. The ranges of each variable show that there is large 
variation in the language use of the 10 participants. However, the scores 
representing, for instance, affection in the interaction and those re-
flecting the proportion of conversation of the child, show that there are
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Table 4
Descriptive data of language measures (Reading n=10, Playing n=9)

Reading
Mean (SD) Range

Playing
Mean (SD) Range

Mother
MLU
MLT

GI

3.886 (.603)
3.476 (2.207)
6.324 (1.103)

3.10 – 4.88
1.41 – 7.20
4.27 – 7.80

4.076 (.508)
2.044 (.855)
7.028 (.988)

3.18 – 4.74
1.44 – 4.17
5.24 – 8.33

Child
MLU
MLT

GI

2.181 (.677)
1.198 (.266)
4.262 (1.484)

1.46 – 3.24
1 – 1.88

2.67 – 7.57

2.271 (.796)
1.300 (.169)
5.589 (1.377)

1.27 – 3.71
1.04 – 1.54
2.51 – 7.01

some commonalities as well. The negative affection is most infrequent 
in all interactions, and the neutral interaction (consisting of running 
dialogue) is found most. For the child participation it can be seen that 
in all cases, the mother takes a larger (verbal) share of the conversation 
than the children do.

Table 5
Descriptive data of the observed developmental assets (Reading n=10, Playing n=9)

Mean (SD) Range

Conversational style – Reading (%) 
Non-immediate talk

Open-ended questions
10.74 (10.735)
39.71 (9.886)

0 – 31
22.2 - 50

Conversational style – Playing (%)
Non-immediate talk

Open-ended questions
27.78 (15.911)
38.52 (13.282)

3.8 – 48.4
27.1 – 60.9

Language activities (abs.)
Children’s books

Storybook reading per week
Home visits

Language activities – Reading (%)    
Proportion child
Positive affection
Neutral affection

Negative affection
Language activities – Playing (%)

Proportion child
Positive affection
Neutral affection

Negative affection

18.30 (8.499)
4.60 (3.098)
22.20 (6.179)

20.96 (11.213)
20.75 (6.461)
78.26 (5.741)
0.99 (1.98)

37.24 (7.421)
29.14 (7.456)
69.34 (7.036)
1.51 (1.904)

7 – 30
1 – 10
12 – 32

7.8 – 37.1
10.3 – 29.8
69.4 – 89.4

0 – 5.9

24.3 – 43.6
19.2 – 43.1
56.9 – 80.8

0 – 4.8

Parental beliefs (abs.)
PRBI Sum 123.70 (9.093) 110 – 139 
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5.3.3 Correlations

As a next step, a series of correlations were computed in order to in-
vestigate the relation between the variables on the group level. Where 
applicable, the language measures and assets are divided per situation 
of the observation . Besides the connection between the assets and the 
language measures, the language measures on their own were correlat-
ed to each other. For readability, Table 6 only includes the correlations 
between the language and assets.
 The amount of home visits is related to the GI of the child during 
reading sessions (r = .762, p = .01). The proportion of utterances the child 
has in reading interactions is positively related to the GI of the child in 
reading sessions (r = .773, p = .009). Furthermore, the MLU of the mother 
is negatively related to the non-immediate talk during play sessions 
(r = -.858, p = .002).

Table 6
Correlations of language measures and developmental assets, divided by observa-
tion setting

 Reading
(n=10)

Playing
(n=9)

Child Mother Child Mother

MLU MLT GI MLU MLT GI MLU MLT GI MLU MLT GI

Children’s 

books

-.050 -.146 .122 -.703* .032 .160 .158 .381 -.541 -.357 .549 -.008

Book 

reading

.043 .331 -.151 -.463 -.075 .108 .051 .284 -.199 -.455 .689* .404

Home 

visits

-.032 -.360 .762** -.133 -.488 .554 .439 .296 -.058 -.418 .038 -.008

Beliefs .020 .092 -.032 .022 .009 .297 -.101 .793* -357 .111 .043 -.219

Non-

immediate 

talk

.193 -.173 .635* .122 -.407 .591 .393 .003 .092 -.883** .440 .662

Open-

ended 

questions

-.097 .323 .143 -.288 .433 .139 -.567 .701 -.366 -.687* -.154 -.720*

Child 

partici-

pation

.056 -.122 .773** -.058 -.619 .405 .274 .177 .633 .395 -.677* -.062

Positive 

affection

-.173 -.495 .589 -.111 -.034 .730* -.694* -.486 -.641 .490 .141 -.403

*p < .05

** p < .01
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Aside from the correlations as displayed in table 6, correlations between 
all language measures and assets were computed. An important finding 
is that the number of home visits during ‘More Languages, More Op-
portunities’ is positively related to the proportion of utterances of the 
child during reading sessions (r = .836, p = .003), and the non-immediate 
talk during reading sessions (r = .781, p = .008). Furthermore, the MLU 
of the child during reading and play sessions were strongly positively 
correlated (r = .833, p = .005). In addition, an unexpected correlation was 
found between the MLU of the child during reading and the GI of the 
child during playing (r = .813, p = .008). The percentage of open-ended 
questions during play sessions is negatively correlated to the non-im-
mediate talk during playing (r = -.858, p = .003).

In summary, the developmental assets and language measures are 
more often related to each other than to the language measures. Spe-
cifically the number of attended home visits shows a positive relation 
with other measures – proportion utterances child, non-immediate 
talk and a trend in positive affection – in reading sessions. The other, 
strongest, correlations included the diversity of the language (GI) of the 
child during reading, including again one weaker correlation with the 
amount of home visits.

5.3.4 Differences between reading and playing

Paired samples t-tests were executed to find out whether the outcomes 
differed per context of the session. For the conversation elements, two 
of the six measures showed significant differences per context. The 
percentage of non-immediate talk (t(8) = -3.451, p < .01), and the propor-
tion of utterances of the child (t(8) = -5.462, p = .001) are both coded 
more during play sessions. All other developmental assets and lan-
guage measures did not significantly differ per situation.

5.3.5 Analysis of process characteristics of assets variables

For each of the nine dyads, the result of the PCA is reported in a sep-
arate table containing the main axes. After that, the most important 
conclusions following the result are discussed. In addition, graphs of 
two dyads, one consistent with the assumptions in the developmental 
assets approach, and one that does not seem to concur with those as-
sumptions, are presented. Finally, general conclusions of the outcomes 
of the nine dyads are presented.
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Dyad A

Table 7
Correlations and explained variance of the Principal Component Analysis for 
Dyad A. Marked cells represent main contributing variables for each axis

Variables Ax
is

 1
C

or
re

la
ti

on
 (%

)

Ax
is

 2
C

or
re

la
ti

on
 (%

)

Ax
is

 3
C

or
re

la
ti

on
 (%

)

Content words child .91 (83) .28 (8) -.20 (4)

Non-immediate talk child .85 (73) -.41 (17) .18 (3)

Positive affection child .85 (72) .20 (4) -.42 (18)

Non-immediate talk mother .59 (35) -.67 (45) .43 (19)

Positive affection mother .34 (11) .82 (66) .14 (2) 

Content words mother -.11 (1) -.48 (24) -.81 (66)

Explained variance (accumulated) 46 (46) 27 (73) 19 (92)

Explanation of axes of Dyad A

The PCA shows a solution of three latent variables (axes), which togeth-
er explain 92% of the variance. The first axis consists of a strong child 
component, with all three child-related variables showing high posi-
tive factor loadings. Aside from the child variables, the non-immediate 
talk of the mother is included in the first axis, but this variable makes 
a relatively weak contribution to this axis. The second axis shows both 
a negative – again the non-immediate talk of the mother – and a posi-
tive – positive affection of the mother – component, implying that mo-
ments of positive affection co-vary negatively with her non-immediate 
talk. The third axis consists only of the content words of the mother. In 
sum, this dyad shows the existence of a strong child component, com-
plemented by the non-immediate talk of the mother. The results did not 
show evidence for the existence of a ‘mother-factor’ for this dyad, since 
the three mother variables are more diffuse across axes. With regard to 
the assets, the results demonstrate that only the mother’s non-immedi-
ate talk co-varies with the child variables of interest (language richness 
and positive affect).  5

5  A factor rotation on the PCA has been executed to test whether the axes would be better 
interpretable after the rotation. Only for dyad A did the factor rotation lead to distinctly 
different factors. In all other dyads, the factor loadings only changed marginally and 
some axes became more difficult to interpret. Therefore the decision was made to use 
the unrotated PCA. 
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Dyad B

Table 8
Correlations and explained variance of the Principal Component Analysis for 
Dyad B

Variables Ax
is

 1
C

or
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on
 (%

)

Ax
is

 2
C

or
re

la
ti

on
 (%

)

Ax
is

 3
C

or
re

la
ti

on
 (%

)

Content words mother .97 (93) .20 (4) .02 (0)

Positive affection mother .97 (93) .20 (4) .02 (0)

Content words child -.77 (59) -.45 (20) .27 (7)

Non-immediate talk child -.59 (35) .78 (62) -.14 (2)

Non-immediate talk mother -.30 (9) .93 (87) -.11 (1) 

Positive affection child .05 (0) .36 (13) .93 (86)

Explained variance (accumulated) 48 (48) 32 (80) 16 (96)

Explanation of axes of Dyad B

For dyad B, the principal component analysis shows a solution of three 
latent variables (axes), which together explain 96% of the variance. Axis 
1 of dyad B contains the language measures of both mother and child. 
Furthermore, the positive affection of the mother and non-immediate 
talk of the child are significant contributors to this component. All el-
ements of the developmental assets approach are represented in the 
axis, but not for each partner, and not all in the same direction. The 
second axis contains the non-immediate talk of both mother and child. 
The third axis consists only of the positive affection of the child.

Dyad C

Table 9
Correlations and explained variance of the Principal Component Analysis for 
Dyad C

Variables
Axis 1

Correlation (%)

Axis 2
Correlation (%)

Non-immediate talk child .90 (82) -.11 (1)

Content words Mother .84 (71) -.19 (3)

Positive affection child .81 (66) .50 (25)

Non-immediate talk mother .76 (57) .20 (4)

Positive affection mother .68 (46) -.62 (39)

Content words child .12 (1) .98 (96)

Explained variance (accumulated) 54 (54) 28 (82)
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Explanation of axes of Dyad C

The PCA of dyad C resulted in two latent variables, which together ex-
plain 82% of the variance. The first axis contains almost all variables, 
apart from the content words of the child. All other elements are posi-
tively related and explain more than half the variance, which seems 
to be in line with the developmental assets approach. The second axis 
consists of two variables, again one negative – the positive affection of 
the mother – and one positive – the content words of the child. This is 
in contrast to the developmental assets approach, because it is expected 
that all variables are positively related to each other. Because the results 
of this dyad are mainly supportive for the developmental assets ap-
proach, especially for the first axis, more in-depth process information 
will be reported in section 3.6.

Dyad D

Table 10
Correlations and explained variance of the Principal Component Analysis for 
Dyad D

Variables Ax
is

 1
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la
ti

on
 (%

)

Ax
is

 2
C

or
re

la
ti

on
 (%

)

Ax
is

 3
C

or
re

la
ti

on
 (%

)
Positive affection child -.96 (93) .00 (0) -.09 (1)

Content words child .93 (87) .21 (5) .11 (1)

Content words mother -.58 (34) -.18 (3) -.09 (1)

Non-immediate talk child -.13 (2) .94 (89) .10 (1)

Non-immediate talk mother -.12 (1) .87 (76) -.40 (16) 

Positive affection mother -.31 (10) .23 (5) .91 (83)

Explained variance (accumulated) 38 (38) 30 (68) 17 (85)

Explanation of axes of Dyad D

Whereas in the previous dyads there was some overlap in the variables 
between axes, in dyad D three distinct axes without any significant over-
lap are found, which together explain 85% of the variance. The first axis 
is a component from the variables content words of child (positive) and 
mother (negative) and the positive affection of the child (negative corre-
lation). The second axis consists of the non-immediate talk of mother 
and child, which was also found in dyad B. The third axis consists only 
of the variable positive affection of the mother.
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Dyad E

Table 11
Correlations and explained variance of the Principal Component Analysis for 
Dyad E

Variables Ax
is

 1
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 (%

)

Ax
is

 2
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ti

on
 (%

)

Ax
is

 3
C
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re
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ti

on
 (%

)

Non-immediate talk mother .92 (84) -.05 (0) .19 (4)

Positive affection child -.79 (63) .34 (12) -.09 (1)

Positive affection mother -.76 (57) .52 (27) -.05 (0)

Content words child .73 (54) .40 (16) -.28 (8)

Content words mother -.55 (31) -.66 (44) .32 (10) 

Non-immediate talk child .11 (1) .45 (20) .88 (78)

Explained variance (accumulated) 48 (48) 20 (68) 17 (85)

Explanation of axes of Dyad E

For dyad E, three latent variables were found, accumulating to 85% of 
the explained variance. Axis 1 of dyad E is again a component which 
contains almost all variables, apart from the non-immediate talk of 
the child (see for comparison dyad C). However, in this axis, there is a 
mix of positive (non-immediate talk mother, content words child) and 
negative (positive affection child and mother, content words mother) 
correlations, which suggests a complex relation, which does not di-
rectly support the assumptions of the developmental assets approach. 
In axis 2 again a negative (content words mother) and positive (positive 
affection mother) relation are joined together in one component. The 
third axis only consists of the non-immediate talk of the child. The 
latent variables found in this dyad do not concur with the assump-
tions of the developmental assets approach. More in-depth process 
information of this dyad will be reported in section 3.6, alongside the 
process data of dyad C, which mainly does support the developmental 
assets approach.
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Dyad F

Table 12
Correlations and explained variance of the Principal Component Analysis for 
Dyad F

Variables
Axis 1
Correlation (%)

Axis 2
Correlation (%)

Positive affection child .94 (88) -.13 (2)

Content words child .75 (57) -.06 (0)

Content words mother -.74 (55) .37 (14)

Positive affection mother .60 (36) -.43 (19)

Non-immediate talk child .51 (26) .82 (67)

Non-immediate talk mother .31 (9) .93 (86)

Explained variance (accumulated) 45 (45) 31 (76)

Explanation of axes of Dyad F

The PCA of dyad F resulted in two major latent variables, explaining 
76% of variance. The first axis contains almost all variables, apart from 
the non-immediate talk of the mother. One of the variables of axis one 
is negatively related to the other variables, namely the content words 
of the mother, while all other variables are positively related to each 
other. That means that apart from the content words of the mother, 
the developmental assets approach does seem to apply to this dyad. 
The second axis again shows a non-immediate talk component of both 
mother and child.

Dyad G
Table 13
Correlations and explained variance of the Principal Component Analysis for 
Dyad G

Variables
Axis 1

Correlation (%)

Axis 2
Correlation (%)

Positive affection mother .96 (92) -.09 (1)

Non-immediate talk child .85 (72) .45 (20)

Content words child .74 (55) -.43 (19)

Non-immediate talk mother .69 (48) .70 (49)

Content words mother -.65 (43) .70 (49)

Positive affection child 0 (0) 0 (0)

Explained variance (accumulated) 62 (62) 28 (89)
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Explanation of axes of Dyad F

The first axis of dyad F is again a broad component of most variables, 
apart from the positive affection of the child. The affection of the child 
did not change during the observation, and did not reach a positive 
state, which explains the 0-scores in the table. On the first axis, one 
negative correlation is reported: the content words of the mother. This 
is similar to the results of dyad E. On axis 2, however, the content words 
of the mother are positively related, as is the non-immediate talk of the 
mother.

Dyad H

Table 14
Correlations and explained variance of the Principal Component Analysis for 
Dyad H

Variables Ax
is

 1
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 (%

)

Ax
is
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on
 (%

)
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is

 3
C
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la
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on
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)

Non-immediate talk child .91 (83) -.26 (7) -.13 (2)

Non-immediate talk mother .84 (71) -.29 (8) -.10 (1)

Positive affection child -.76 (57) -.38 (14) .42 (17)

Content words child -.54 (29) -.22 (5) -.76 (58)

Content words mother .24 (6) -.87 (75) .21 (5) 

Positive affection mother -.40 (16) -.72 (53) -.15 (2)

Explained variance (accumulated) 44 (44) 27 (71) 14 (85)

Explanation of axes of Dyad H

The PCA of dyad H shows a solution of three latent variables (axes), 
which together explain 85% of the variance. The first axis of dyad H is 
mainly a child component with the non-immediate talk (positive), and 
positive affection and content words of the child (negatively correlating 
on this axis). Furthermore, the non-immediate talk of the mother is 
part of this component. The second axis is a mother component, con-
taining negative correlations of content words and positive affection. 
The third axis is a negative correlation of content words of the child 
only. In this PCA, mainly negative correlations combine into the axes. 
Only the non-immediate talk of both mother and child are significant-
ly positive contributors to the components. These components do not 
seem to support the developmental assets approach.
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Dyad I

Table 15
Correlations and explained variance of the Principal Component Analysis for 
Dyad I

Variables
Axis 1

Correlation (%)

Axis 2
Correlation (%)

Non-immediate talk child -.98 (96) -.09 (1)

Content words mother -.97 (93) .13 (2)

Non-immediate talk mother -.93 (86) -.06 (0)

Positive affection mother .22 (5) .96 (97)

Content words child .35 (12) -.83 (70)

Positive affection child .09 (1) .69 (48)

Explained variance (accumulated) 49 (49) 35 (84)

Explanation of axes of Dyad I

The PCA of dyad I resulted in two axes, which together explain 84% of 
the variance. The first axis contains the non-immediate talk of both 
mother and child and the content words of the mother. All three vari-
ables show negative correlations on this axis. The second axis combines 
the positive affection of both mother and child with the content words 
of the child. Here, the content words of the child relate negatively to 
the affection variables. No element of the developmental approach is 
supported by the outcomes of this PCA.

In conclusion

For four (dyad C, E, F and G) of the nine dyads the first axis contains the 
majority of the child variables. There is some underlying relation be-
tween the variables, which together form a new component. However, 
the difficulty is that for three of those four dyads (E, F and G) the com-
ponent consists of a mix of several positive and negative relations. For 
dyad C, this is less complex, and therefore this dyad will be explored in 
more detail in section 3.6, alongside the time-serial analyses of dyad E, 
which are presented as a result that does not support the developmen-
tal assets approach. Aside from some dyads having a broad first compo-
nent, another returning component is found: the non-immediate talk 
component. In three dyads (B, D and F) the non-immediate talk variable 
of both mother and child result in a separate component. A final sum-
mary of the results of the nine dyads is that either the content words 
of mother or child, or the positive affection of mother and child are 
often found in the third axis and on their own (dyad A, B, D, E and H). 
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Whereas the positive affection shows a positive relation in these axes 
(B, D, E) the content words are reported as negative relations (A, H).
 This analysis shows that there are more complex underlying com-
ponents, which add interesting insights to the analyses of the separate 
variables as reported in the correlation study. In the next section, two 
examples are given to study the relations between variables within ses-
sions, presenting both the real-time data of the trajectories of change of 
the six variables within one observation, and the PCA-axes over time.

5.3.6 Micro-analyses of two dyads

This micro-analysis of the change within one play session is an exam-
ple of how the seemingly static numbers in the tables of section 3.5 can 
be found in real-time, dynamic data. First, the data of the six underly-
ing variables are plotted. These are the normalised and smoothed data 
of the non-immediate talk, positive affection and content words of both 
mother and child. Second, the graphical representation of the PCA in 
the course of the session is plotted. The results of the axes are normal-
ised for easier interpretation.
  The first example is dyad C. This dyad is selected because the PCA 
of this dyad showed the most overlap with the developmental assets 
approach, meaning that most of the assets and the language measures 
were positively related to each other and formed one component (axis 
1, table 9). The real-time data of dyad C clearly shows a complex pattern 
of change of the variables. Bear in mind that the data has already been 
smoothed and normalised, and that the variation in patterns, therefore, 
is a relative variation (meaning that a score of 0 is relative to the other 
scores). By merely judging the pattern of the lines in the real-time data, 
one could expect a relation between the variables, since the lines are 
often close together and follow similar trajectories of change. However, 
because six variables are plotted in one graph, the possible underlying 
relationships are difficult to untangle. On the other hand, when the 
variables were to be split up in different graphs, the structure of the 
relationship across variables is lost. By examining the underlying, la-
tent variables in the PCA, the complexity of the data is reduced, without 
losing valuable information.
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Figure 1.  Real-time data of one play session of dyad C (normalised and 
standardised)

The figure of the PCA is much easier to interpret, because of the re-
duction in variables. The first axis combined almost all variables, apart 
from the content words of the child. The second component consists 
mainly of the content words of the child, together with a negative rela-
tion with the positive affection of the mother (axis 2). The trajectory of 
the first axis in figure 2 is strongly recognisable in the real-time data. 
This makes sense, because most variables are (positively) represented 
in this component. In the real-time data, as well as in the PCA figure, 
a peak is found around the mark of the fiftieth utterance. Afterwards, 
a steady decline of the axis values is presented. The line of the second 
axis shows that indeed, this component is strongly different from the 
first one, following a different pattern and timing. Up until utterance 
50, the trajectories of the main components follow an opposite pattern. 
After that, the line of axis 2 seems to follow the trajectory of change in 
axis 1, with a delay of about 20 utterances. This could be an example of 
how the developmental assets actually enhance the child’s language use 
in the short term development. That is to say, the content words of the 
child follow the trajectory of change of the assets in the latter part of 
the figure.
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Figure 2. Two latent variables in one play session of dyad C (normalised)

The second example of how the developmental assets are reflected by 
the individual cases is dyad E. The PCA of dyad E, in contrast to that 
of dyad C, showed much less support of the developmental assets ap-
proach. Although most variables were joined in one component, the 
directions of those relations were mixed (being both positive and nega-
tive). This is especially visible in the graph of the real-time data of dyad 
E. The data is scattered across the entire frame of the graph, whereas in 
the figure of dyad C, much more similar movements in the lines of the 
different variables were seen.
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Figure 3.  Real-time data of one play session of dyad E (normalised and 
standardised)

The interpretation of figure 4 is still complex because of the combina-
tion of positive and negative relations between the variables in axis 1 
and 2. When the developmental assets approach were to be applied to 
these micro-genetic data, the direction of the relationships within each 
component would likely be the same. That is, non-immediate talk of 
mother and child, positive affection of mother and child and content 
words of mother and child are supposed to enhance each other. An-
other plausible solution which would support the developmental as-
sets approach would be similar to what was found in dyad C, namely 
that child content words is a separate component (because it might 
be seen as an independent variable) and the five remaining variables 
combine into another component (because they are considered inde-
pendent variables). However, neither of these options that support the 
developmental assets approach are visible in the PCA of dyad E. For 
instance, the line of the third axis in figure 4 only reflects the variable 
non-immediate talk of the child. Indeed, this variable does not show 
(strong) similarities to the trajectories of change of the other variables, 
when comparing the lines in figure 3. This variable therefore seems 
to indicate something distinctly different, without being a part of the 
remaining developmental assets. In the case of dyad E, the non-imme-
diate talk variable of the mother and the content words of the mother 
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are positively connected in axis 1. This means that over time, the change 
of the non-immediate talk of the mother and the content words of the 
child show similar trajectories. This could indicate a partial support of 
the developmental assets approach, being only applicable to these two 
variables. However, the positive affection of both mother and child, and 
the content words of the mother, which are also part of this axis, show 
more contrasting trajectories of change. This was not in accordance 
with what the studied literature said, and was therefore an unexpected 
result.   Axis 2 in figure 4 presents a mother-component of the posi-
tive affection of the mother and a contrasting trajectory of change over 
time of the content words of the mother. The fact that no child variable 
is present in this component also reflects the complexity of the com-
ponents over time. In dyad E, the different directions of the variables 
within the components, and a lack of interaction between the mother 
and child variables suggests that relations as proposed in the develop-
mental assets approach is not reflected in the real-time mother-child 
interaction.

Figure 4. Three latent variables in one play session of dyad E (normalised)
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5.4 Conclusion and discussion
The focal point of this study was to connect the developmental assets as 
described by Weigel, Lowman and Martin (2007) to language data from 
spontaneous speech during reading and play sessions within the ‘More 
Language More Opportunities’ intervention. The results show some 
interesting statistical associations between the different constructs as 
measured across individuals. In general: all of the three assets – conver-
sational style, language activities, and parental beliefs – turned out to be 
related to other assets or language measures. The direction of that rela-
tion, and the specific variables related to each other, however, did not 
directly support the assumption of the developmental assets approach. 
Taking a closer look at the data and taking a more process-oriented 
approach resulted in nuanced findings. In this conclusion, first the re-
sults of the group study are presented, followed by the main outcomes 
of the process study. Finally, some limitations will be discussed.
 The first developmental asset, conversational style – consisting of non-
immediate talk, proportion of conversation of the child, and the per-
centage of open-ended questions – led to interesting results. One clear 
association was found between the proportion of conversation of the 
child and the diversity of the child’s language in reading sessions. In-
terestingly, the proportion of conversation was not related to the length 
of the utterances. It seems that those children who have a greater part 
in the dialogue have the opportunity to practice with more complex 
language use (comparable to DeTemple, 2001). The non-immediate 
talk, which is seen as important for child language development, is also 
related to outcome measures. The results of the current study show 
that the influence of the non-immediate talk might be different per 
situation. During reading, the relative amount of non-immediate talk 
is positively related to the diversity of children’s language use, whereas 
during playing, it is negatively related to the length of the utterances 
of the mother and the percentage of open-ended questions asked. This 
implies that mothers who use more non-immediate talk during play 
have shorter utterances and ask less open-ended questions. Although 
this information is relevant, the actual interpretation of this is not 
clear, partially because it is contradictory to earlier research findings 
(e.g. Hoff, 2003). More research is needed to clarify what non-immediate 
talk actually means in conversations and which conversational styles 
are used accordingly. The proportion of neutral affection in reading 
interactions proves to be negatively related to the diversity of the lan-
guage in the mothers’ speech.
 Concerning the language activities asset, there are some indications 
that more active participation in the intervention is related to the de-
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velopmental assets in the home environment. The number of home 
visits of the intervention was positively related to the amount of times 
the child speaks during reading and the positive interaction during 
reading. Additionally, it was found that the more home visits the dyads 
received, the greater the lexical diversity of the child was. Because of 
the association between the number of home visits and other devel-
opmental assets which were associated with language measures, it is 
suggested that the relation between the assets separately might not give 
an adequate idea of the complex underlying relations.
 The third and final developmental asset is the parental beliefs. The 
developmental assets approach suggests that the positive beliefs the 
mothers have concerning their own role in the language development 
of their child lead to more stimulating language activities in the home. 
The instrument chosen to measure the parental beliefs in this research 
was the Parent Reading Belief Inventory (DeBaryshe & Binder, 1994). 
One near significant (negative) relation was found between the sum 
score of the parental reading beliefs and the mean length of speech 
turns of the child during play sessions. This means that the more posi-
tive the parental reading beliefs were, the shorter the speech turns of 
the child during playing. Because the situations crossed over with one 
another (one involving reading, and the other playing), it is difficult to 
interpret these results. It might be that mothers who score higher on 
the parent reading beliefs generally perceive themselves to be impor-
tant in the language development of their child. Because of the young 
age of their child, they might control the conversation more, leaving 
less space for the child to elaborate. However, this is pure speculation.
The absence of significant differences in the language data between the 
situations is remarkable, since the focus of (preschool) interventions 
usually lies on storybook reading when literacy, language development, 
and ultimately academic achievement are the goals. These data do not 
support the assumption that reading is ‘better’ compared to other con-
texts in child language development. Also, some preferential constructs 
are found more often during playing than during reading sessions 
(non-immediate talk and the participation of the child during the con-
versation). These results suggest that interventions that look beyond 
storybook reading, including language stimulation in other teaching 
oriented approaches and everyday life might be just as, or even more, 
effective in enhancing children’s language development.
 Because the language complexity is usually reported as the length and 
diversity of the utterances, a relationship between these two measures 
was expected. The only significant correlation was found for the child’s 
MLU between the two situations types (playing/reading). No other re-
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lations could be confirmed (either within child/mother measures or 
between child and mother). The absence of a relation between the de-
velopmental assets and language measures might partly be explained 
by the specific language measures that were used. It can be speculated 
that other variables (such as child vocabulary) might have yielded dif-
ferent findings. However, the micro-analytic approach showed that the 
relation between variables might be more complex than correlation 
measures can capture. The results of the principal component analyses 
of each dyad implied that in some cases the developmental assets and 
their relation to language measures were more present than in other 
cases. When looking across the participants, some commonalities were 
found. The component non-immediate talk of both mother and child 
was found in several dyads. The fact that this was a separate component 
suggests that it is not necessarily part of a larger component, such as 
an asset-component. In other cases, a large first component did incor-
porate most assets as described by the developmental assets approach. 
However, in some cases, the directions of the developmental assets in 
the first components were different between the variables. This is sur-
prising, because all assets are expected to work in the same direction, 
in order to enhance child’s language use. Overall, the conclusion of de-
velopmental assets approach, as studied in the individual cases, shows 
a diverse picture. Although for some cases the assets are indeed part of 
a latent variable, more diverse relations between the assets are found 
in other cases where the developmental assets approach cannot be 
supported from this data. Even though only nine dyads were included 
in this micro-genetic study, some patterns in the latent variables oc-
curred. It would be interesting to see if future research, concentrating 
on the relation between the assets and the language measures, would 
find similarities in the patterns of latent variables (a broad category of 
assets and a non-immediate talk component). Future research could 
use these outcomes as starting points instead of starting again with an 
exploration study.
 Several limitations hampered the interpretation of the results of this 
study. The small sample size reduced the possibility of finding strong 
correlations in the group data. However, even taking into consideration 
the small group of participants, if the developmental assets approach is 
valid, considerably more correlations than the present number should 
have been observed. Additionally, had the relations between the var-
iables been robust enough, they would still have been found in this 
small group. In this study, the conclusion is that group-based analy-
ses in many cases do not support the theoretical assumptions. How-
ever, the power of the test was so low that a correlation of as high as 
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.75 was needed to yield significant results. This also means that more 
subtle relations remain undetected within this group. On the other 
hand, the microscopic analysis shows highly idiosyncratic patterns. 
The overall limitation is that both levels of analyses – group-based and 
process-oriented – oversee different important aspects of the data. The 
group-based outcomes largely deny the complexity that exists in the 
individual dyads. From the micro-genetic analyses, some general state-
ments can be made, though they must be handled with caution (which 
is not unusual for generalisations, but because only a small group was 
included in this study, extra caution is desired). A different kind of 
limitation is connected to the operationalisation of the variables. Be-
cause the group data worked with slightly different variables than the 
micro-genetic study, comparison between the two is not straightfor-
ward. More importantly, one variable of the group study, the parental 
beliefs of the mother, could not be included in the micro-genetic study, 
because this variable is not measured per utterance. This means that 
the developmental assets approach is not studied in its entirety in the 
micro-genetic analysis.
 As Weigel, Lowman and Martin (2007) described, the developmental 
assets approach does not only include the home environment of the 
child. The larger child care environment, as well as the child’s linguistic 
capabilities should be included. The fact that not all expected relations 
were found in this study might also be explained by the absence of 
child and other environment factors. Furthermore, the outcomes re-
flect the developmental assets of a very specific group: Antillean tod-
dlers and their mothers, involved in an intervention. This means that 
no generalisations can be made across groups of other ages, from other 
cultural backgrounds, or not participating in an intervention. However, 
this study did result in interesting findings, namely 1) the language 
activities in the form of the amount of participation in the interven-
tion is related to some developmental assets (positive affection and 
proportion of child) as well as to the linguistic diversity of the child 
during reading, 2) the conversation asset is connected to the linguistic 
diversity of the child (more specifically to the proportion of utterances 
and the percentage of non-immediate talk), the linguistic diversity of 
the mother (affection during reading), and the length of the utterances 
(open-ended questions), and 3) the parental beliefs are connected to the 
language diversity of the child. However, no clear conclusions can be 
drawn following this finding. Although the number of home visits is 
not directly related to language measures, it is related to the constructs 
(the assets) that are reported to be beneficial for child language devel-
opment. In intervention studies, it is important to find which compo-
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nents of the intervention work for which participants in order to im-
prove the efficiency of the intervention. To understand the complexity 
of change within individuals (involved in an intervention or otherwise), 
research that is able to capture that complexity should be extended to 
micro-analytical approaches which emphasise variability as an infor-
mation source (e.g. Van Dijk & Van Geert, 2013), rather than noise. Even 
if studies find significant correlations based on inter-individual vari-
ability, those correlations should not be treated as models of processes, 
but should be studied in their own right, as individual cases.
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Chapter 6
Summary, conclusion and discussion

6.1 Introduction
The research setting of this dissertation was the intervention pro-
gramme ‘More Languages, More Opportunities’ (MLMO). The aims of 
the programme were to enhance the beliefs of the participating An-
tillean mothers towards their own influence in child language devel-
opment, to stimulate the positive, warm interaction between mother 
and child, and to improve the home linguistic environment in both 
Papiamentu and Dutch. Because the intervention’s target was to teach 
the mothers skills to enhance the language development of the child, a 
home-based approach was used (Leseman & Blok, 2004). The frequency 
and duration of the intervention were also adapted to the aims: since a 
change in thinking and behaviour was targeted, an intense intervention 
of biweekly home visits for a period of two years was prescribed in the 
protocol (following Lange & Carr, 2002).
 The target group consisted of Antillean toddlers and their mothers. 
The Antillean community in the Netherlands is overrepresented in de-
linquency rates, reliance on welfare and school dropouts (Gijsberts & 
Herweijer, 2009; CBS, 2010). It is likely that these problems are (partial-
ly) related to the school delay, or schooling problems, which are among 
others a consequence of delays in Dutch language development (CBS, 
2010; Odé, 2002). Instead of focusing on problems, MLMO focuses on 
opportunities and positive experiences. In this case, the bilingual (Pa-
piamentu/ Dutch) situation was taken as a way to approach the Antil-
lean families.
 The central concepts in this thesis were: parent reading beliefs, mu-
tuality and language use. These concepts were derived from the devel-
opmental assets approach (Weigel, Lowman & Martin, 2007). In this 
framework, the first home environmental asset which is influential 
in child language development consists of family demographic and 
situational characteristics, such as for instance the educational level 
of the parents and the number of children in the home. The other 
three home environment assets, which were targeted in the interven-
tion, were: 1) parent conversational style – here referred to as language 
use, 2) language activities – also partly operationalised in language use, 
supplemented with various interactional qualities and quantitative 
measures, and 3) parental beliefs – operationalised as parent reading 
beliefs.
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Thirty mother-child dyads participated in the intervention. However, 
seven of these dyads did not participate in any part of the data collection, 
mostly due to context factors in the personal lives of the participants. 
Therefore, data of 23 mother-child dyads were included in (parts of the) 
research. The data collection – consisting of interviews, the completion 
of inventories, and cooperation in video observations – was executed by 
language coaches who were specially trained for this intervention. Af-
ter recruiting the participants, the main activity within the intervention 
for the language coaches was  conducting biweekly home visits and bi-
weekly to monthly group gatherings on each location. A returning task 
in the home visits was book reading. The language coaches observed the 
mothers when they read a book to their child and afterwards provided 
the mothers with compliments and tips. Other activities included play-
ing games or crafting, in which the mothers were stimulated to use rich 
language input. The language in which the home visit was executed al-
ternated between Papiamentu and Dutch, although this was dependent 
on the wishes of the family (which resulted in some families preferring 
the Dutch sessions). The goals of the home visits, and thus the inter-
vention, were to: 1) improve the parental reading beliefs of the mother, 
2) enhance the bilingual language use of both mother and child, and 
3) enhance the positive affection during reading and other activities of 
both mother and child. Enhancing these three assets is believed to have 
a stimulating effect on the language development of the children and on 
the reduction of the assumed delay in the Dutch language.

The research questions addressed in this thesis concern an evaluation 
of the design and execution of MLMO, and a characterisation of the 
central constructs (parental reading beliefs, language use, and mother-
child interaction). Because of several limitations, discussed in chapter 
2, it was not possible to perform a classical effect study. In this chapter, 
a brief summary of the results per research question will be provided. 
The dissertation ends with a general discussion of the results, includ-
ing a description of its implications and limitations.

6.2 Study outcomes
Which are the strong and weak elements in the design and execution of ‘More 

Languages, More Opportunities’?

In the second chapter, the intervention plans and the execution are 
evaluated on the basis of Gearing’s intervention fidelity model (Gearing 
et al., 2011). This model covers all phases of the implementation: 1) in-
tervention design and protocols, 2) training of interventionists, 3) mon-

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   146Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   146 17-01-14   12:2817-01-14   12:28



147

itoring of delivery, and 4) monitoring of receipt. The implementation 
analysis presented in chapter 2 indicates that the strongest elements 
are the theoretical background of the intervention and the diversity in 
the training of the interventionists. The main weaknesses of the inter-
vention are that the objectives and instruments were not well defined, 
and the intended adherence – the frequency and duration of the inter-
vention – was not reached by any of the participants, due to several con-
text factors (such as poor housing conditions and financial difficulties 
which resulted in severe distraction and lack of motivation to commit 
to the intervention). Because the main objectives were not well-defined 
for the interventionists, there were too many opportunities for drift in 
the execution. This drift was partly caused by difficulties in the com-
munication and the relatively large number of professionals connected 
to the programme, at two separate locations. Additionally, the lack of 
pre-existing testing materials led to insecurity in the language coaches 
on what was expected from them, resulting in different interpretations 
of the data gathering. The research instruments were not developed 
(entirely) before the intervention started, because the external parties 
who financed the project required a rapid start. Although one language 
coach dropped out of the intervention after four months, a positive el-
ement was that the other three language coaches – the ones who had 
started the data collection – also completed the entire intervention and 
data gathering, which ensured continuity in reporting and in the inter-
ventionist-participant relationships.
 The implementation problems made it impossible to conduct a 
standard evaluation of the intervention effects on the group level. This 
fact illustrates how implementation quality can have a direct effect on 
the possibility of doing research on the intervention. Although a clas-
sical effect study was not possible, the gathered data contained rich in-
formation concerning the mother-child interaction and language use, 
providing both global and microscopic measures. The implementation 
analyses pointed out that even though the intervention has a strong 
theoretical basis, the execution demonstrates that the everyday situa-
tion has a large influence on the adherence and content of the interven-
tion. Not all context conditions can be controlled, and interventionists 
need to be aware of their special role in the intervention. In these types 
of interventions they are responsible for the execution of the interven-
tion and the research.

What characterises the parent reading beliefs of the Antillean mothers who par-

ticipated in ‘More Languages, More Opportunities’, and how do these relate to 

a Dutch contrast group?
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Parent reading beliefs are defined as the ideas that parents have con-
cerning the influence of reading and their own efficacy as teachers of 
their children’s language development (DeBaryshe, 1995). In MLMO, 
one of the goals was to positively influence these beliefs. It was thought 
that influencing the beliefs of the participating mothers would result 
in them being more motivated to participate in the programme, as well 
as more actively involved in the language development of the child, and 
that it would ultimately positively enhance the language development 
of the child. Chapter 3 presented the theoretical framework and the 
research outcomes of the parent reading beliefs study.
 The participants were 16 mothers, who were part of the total group of 
23 participants of the intervention. Seven mothers did not agree to par-
ticipate in this part of the study. The 16 mothers completed the Dutch 
adaptation of the Parent Reading Belief Inventory (PRBI; DeBaryshe & 
Binder, 1994), after having been involved in the intervention for about 
one year. In order to know whether the original underlying constructs of 
the PRBI would apply to this new group, a factor analysis was executed. 
For most of the subscales the factors approached the same loadings as 
the original American set. In total, three of the 42 items were removed.
Before the PRBI was administered, mothers were interviewed about 
their parenting goals. The goals reported most often were: 1) that the 
child will learn to be independent, and 2) that he or she learns lessons 
and morals. This latter goal is comparable to the one found in earlier 
research in a group of Antillean mothers (Vedder, 1995). On average, 
the participating mothers are positive about their own role in the lan-
guage development of the child. This means that they perceive book 
reading as a positive activity to enhance language development, and 
that they are capable of enhancing their child’s language development. 
The results of the composed ‘contrast group’ of Dutch higher educated 
mothers (n=61) did not contrast as strongly as was expected, although 
two of the seven subscales – the Affect and Reading Instruction scales – 
did show significant differences in favour of the Dutch sample, and the 
total scores did not differ from each other.
 Ten Antillean mothers completed the inventory for a second time, 
at the end of the intervention, in order for the researchers to analyse 
the stability of the parent reading beliefs as a construct. When compar-
ing the scores of individual participants, clear differences are found 
between the two test moments, indicating that the beliefs cannot be de-
scribed as a stable construct. However, the parental beliefs did not sig-
nificantly improve over time when looking across participants. Though 
parental beliefs showed much test-retest variability, it should be noted 
that all scores were in the positive range of the scale.
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It must be mentioned that the positive beliefs the Antillean mothers re-
ported concerning their influence in the language development of their 
child cannot be directly connected to the participation in the interven-
tion. It is impossible to know whether the positive beliefs are a result 
of participation in MLMO, a positive selection bias or that other (more 
complex) environmental influences play a role. This study showed that 
the participating Antillean mothers were willing to and felt capable of 
enhancing their child’s language development, partly through reading 
together. These results are in contrast with an earlier study of Vedder 
(1995) and more in line with the results of Kook (1994).

What characterises the mutuality (operationalised in terms of four variables) 

within the mother-child interaction in the participating dyads and does this 

change over time? Is there a difference in mutuality in the two different contexts 

(reading and playing together)?

Chapter 4 presented the results of a study on the concept of dyadic 
‘mutuality’ in the mother-child interaction during reading and play 
sessions. The balance of behaviour and emotion in mother-child in-
teractions is considered as an important indicator of the quality of the 
parent-child relationship and was found to result in the child’s social 
adaptation (Kochanska & Aksa, 1995). One term to capture the balance 
of power in mother-child interaction is ‘mutuality’. Mutuality was op-
erationalised as balance in conversation, joint involvement, affectionate 
quality, and more concrete elements such as asking questions. The term 
‘mutuality’ was chosen as an overarching term, rather than the term ‘in-
teraction’ or ‘responsiveness’, because the mutual adaptation between 
mother and child and the involvement of both mother and child were 
considered equally important. The data was extracted from the video 
observations that were made in the homes of the participants. In total, 
69 observations were collected, of which approximately five minutes 
per observation were transcribed, coded, and analysed. The observa-
tions consisted of recordings from book reading and play situations, 
both only including mother and child. Twelve participants agreed to be 
observed at least once. In five cases, repeated measures were collected.
The results show that – in general – task orientation (reflecting the joint 
attention), affection, questions and answers are all well-balanced and 
show adaptation between mother and child. The group data revealed 
that in general only a few differences exist between the outcomes of 
the reading and play sessions. These are: 1) balance in the amount of 
utterances, which is more equal between mother and child during play 
sessions, and 2) affection, which was more positive during play sessions. 
Both differences are in line with previous research (Russell, Pettit & 
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Mize, 1998), suggesting that the balance in power is more equal, i.e. the 
mutuality is higher during play sessions than during reading sessions.
The multiple case study (n=5) revealed large inter- and intra-individual 
variability in all observed measures of mutuality. The trajectories of 
change over time mainly display idiographic patterns. The implication 
of these findings is that researchers and interventionists should be sen-
sitive to inter- and intra-individual differences and be careful with ap-
plying conclusions or principles based on central tendency measures 
to individual development. The method of individual observation and, 
more generally, approaches which are sensitive to capturing individual 
differences and changes over time are currently becoming more com-
mon (e.g. Molenaar & Campbell, 2009; Lichtwarck-Aschoff & Van Geert, 
2004), and these data support the relevance of this method.  

Which home environment characteristics are related to the language use of the 

participating Antillean mother-child dyads?

The purpose of chapter 5 was to connect the developmental assets as 
described by Weigel, Lowman and Martin (2007) to language data de-
rived from spontaneous speech. Three developmental assets which are 
amenable to change and are the target assets in the intervention were: 
language activities, conversation, and parental beliefs. For this study, 
63 video observations were used, recorded in 10 different dyads. When 
one dyad had more recordings, the mean score over the recordings was 
taken as a single score to characterise the language use. Additionally, 
the scores of the Parent Reading Belief Inventory (DeBaryshe & Binder, 
1994) and accompanying background information were used.
 The analyses – based on the computation of many correlation coef-
ficients between assets and language measures – show that there are 
some indications that the participation in the intervention, which is 
part of the first asset (language activities), helps to enhance the develop-
mental assets in the home environment. The number of home visits re-
ceived within MLMO was positively related to the proportion the child 
speaks during reading and the positive interaction during reading. In 
addition, results show that the more home visits the dyads received, the 
higher the lexical diversity of the child was. For the asset ‘conversation’, 
a relation was identified between the proportion of conversation of the 
child and the diversity of the child’s language, in both reading and play 
observations. Furthermore, a relation was found between positive affec-
tion and mothers’ diversity of language during reading sessions.
 Only a few of the suggested relations between the developmental as-
sets and the language measures were retrieved within this sample. If 
the developmental assets approach is valid, in the sense that it pre-

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   150Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   150 17-01-14   12:2817-01-14   12:28



151

dicts really strong relationships, more such relations should have been 
found. The process data, reporting principal components within each 
dyad, were used as an example of how elements of the developmen-
tal assets approach relate to each other on a micro-level. They show 
that variables combine to form underlying components (i.e. latent vari-
ables). Although some commonalities were found in the way the vari-
ables were grouped into latent variables, the latent variables are not the 
same across all participants and do not fully support the developmen-
tal assets approach. Several graphs, showing the microscopic changes 
within sessions illustrate how complex real-time interaction is, and 
how poorly this is reflected in group-data. The process data may well 
be used as an addition to group related data, as well as a separate object 
of study. In fact, the group-related data might be seen as additions to 
more fundamental relationships that are found in observational pro-
cess research and that are often highly complex and time-dependent.

6.3 General conclusion
The main research question was: In which way can the parental beliefs, the 

mother-child interaction, and the (bilingual) language use of the participating 

Antillean mother-child pairs be characterised, in which way are the constructs 

related to one another, and in which way might the implementation of ‘More 

Languages, More Opportunities’ be related to these three constructs?

In short, the parental reading beliefs of the participating Antillean 
mothers were shown to be positive and only partially less positive than 
a contrast group of highly educated Dutch mothers. The mutuality of 
the interaction is also generally positive and well-balanced. However, 
both the parental beliefs and the interaction cannot be considered sta-
ble constructs. Although a global trend (in- or decrease) over time can-
not be detected in the group data, the individual scores show strong in-
tra- and inter-individual variability. With regard to the language use, in 
spite of the bilingual nature of the intervention, most families showed 
a clear preference for the Dutch language.
 Following the developmental assets approach (Weigel, Lowman & 
Martin, 2007), the connection between the language environment and 
language use of mother and child was explored. Statistical associations 
were found between the amount of participation in the intervention, 
positive affection and the proportion of the conversation of the child 
(which are the elements that were emphasised by the language coaches). 
In addition, the degree of participation in the intervention was related 
to a higher lexical diversity of the child (children from families with 
more home visits were more lexically diverse). The cause-effect rela-
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tionship cannot be claimed due to the research design and execution. 
This also became clear in the implementation analysis, where both 
strong and weak elements of the intervention were discussed. Although 
there existed context and research design conditions which impeded 
the interpretation of the outcomes, the study demonstrated the impor-
tance of combining group and process data, which can be applied in 
many (intervention) settings.  Whereas the group data provide informa-
tion on the level of constructs and variables, the process data add to 
that the element of time. By approaching the participants individually 
and concentrating on the interactions, the variability over time and the 
idiosyncratic nature of interactions becomes clear.

6.4 Discussion
The implementation analysis showed that there were some serious 
concerns in the execution of the intervention ‘More Languages, More 
Opportunities’. The elements which were cause for concern also had 
negative consequences for the study. For instance, the hesitation of the 
interventionists to use the research instruments was reflected in the 
low rates of participation. This is likely due to the fact that the pro-
cedures were not explained beforehand because the instruments were 
developed after the intervention started. Because no pre-test measure-
ment could be taken, it is impossible to judge the effectiveness of the 
intervention, or to point out the most effective ingredients. However, 
the process-oriented approach, including language coaches’ reports 
used for the implementation analyses and video observations used 
for the language and interaction data, gives a detailed picture of the 
interaction taking place within the scope of an intervention. When 
implemented systematically, this dynamic approach provides insight 
into how an intervention works, and which processes of change occur 
when implementing an intervention (Visser, 2011). In this dissertation, 
the data concerning the multiple case study (presented in chapter 4 
and chapter 5) allow a closer look at the changing and unpredictable 
trajectories the dyads follow over time. This process approach can be 
categorised within idiographic research methods; methods focusing 
on variation across time within a single unit (in this case dyad), as op-
posed to group oriented approaches, which focus on inter-subject vari-
ability (Velicer, 2010). For intervention research, it is important to keep 
in mind what the main question is and to what extent the researchers 
want to generalise their findings. In idiographic research, generalisa-
tion across participants is not the goal. Rather, generalization within 
a unit over time, including capturing patterns of change might be one 
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of the primary goals (Velicer, 2010). Generalisation across participants 
might also eventually be an important goal for researchers involved in 
process studies. However, they acknowledge that generalisation can 
only be achieved after a sufficient and representative number of in-
dividual process studies has been collected. Although the static group 
results may appear to also explain underlying processes, this is not the 
case (Molenaar and Campbell, 2009). The large intra- and inter-individ-
ual variability and the limitations within the implementation of the in-
tervention should be seen as the reality of interventions. In individual 
time series, contexts are usually co-dependent on the person’s activities, 
and can in general not be treated as independent variables. The adher-
ence will always vary and the circumstances in which the intervention 
is executed change according to the specific context of that participant. 
With all these variable influences, no intervention will result in the 
same execution, or in the same outcomes. This underlines the need for 
research approaches such as idiographic research methods, which are 
particularly well suited for applied settings (Velicer, 2010).
 The intervention started from a rather negative background: the 
overrepresentation of problems within the Antillean community in 
the Netherlands, which is likely to be due to Dutch language difficul-
ties (CBS, 2010; Gijsberts & Dagevos, 2009; Gijsberts & Herweijer, 2009; 
Odé, 2002). Given this starting point, it might be surprising that the 
results of the study are predominantly positive. Selection bias may have 
played a part in this, because only mothers who were already interested 
in helping their children develop their language, and who thought they 
had a large influence in that development, participated in an interven-
tion aimed at enhancing the children’s language development. This 
type of selection bias plays a part in any intervention study with par-
ticipation on a voluntary basis. It is possible that studies using differ-
ent inclusion criteria find less positive results or even negative results 
because participants might demonstrate their resistance to be involved 
in activities they have not voluntarily chosen. These negative results do 
not prove that the intervention has a negative effect or that the inter-
vention is not good. They show how interventions in general work.
 Although the research was executed differently than planned, and the 
lack of a pre-test limits the ability to evaluate the effect of the inter-
vention, the data gives important insights. One of the important find-
ings is that the constructs are not stable over time. The beliefs of the 
mothers stay in the same range (i.e. positive), but the total score shows 
high test-retest variability. We reported a similar finding for the affec-
tive quality of the interactions: although most interactions are positive, 
according to the percentages across the participant group, there is quite 
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a strong variability (i.e. flexibility) within dyads. Additionally, for a rela-
tively simple variable such as asking open-ended questions, the present 
study has shown a strong variability in outcomes across time, context, 
and participants, in contrast with the group data.

6.5 Recommendation and concluding remarks

6.5.1 Practical implications

The most important outcome of the implementation analysis was that 
the intervention had a strong theoretical background. The most impor-
tant shortcoming was the lack of a structured protocol (leading to in-
terventionists’ drift). More importantly, the delay in the development of 
research instruments impeded the quality of both the intervention and 
the research. A recommendation for future implementation research-
ers is that the research and the intervention itself should not be seen 
as two separate elements, but instead should be incorporated into one 
project. In this way, the necessity of all products and conditions to be 
ready before the entire project can start may become more visible.
 A second recommendation for future language interventions is to 
look beyond book reading activities. In chapter 4 of this dissertation, 
some elements which are believed to enhance child’s language devel-
opment were found more often in play than in reading contexts. The 
focus on book reading in existing language enhancing interventions is 
therefore not only questionable, but may also be a hindering element in 
an intervention, for instance in those cases where book reading is not 
part of the culture or when people do not know how to read (well). More 
research is needed on this topic, as well as participants from more di-
verse cultural groups.

6.5.2 Research implications

Because the context conditions during the intervention have proven 
to affect the frequency of the home visits, future intervention research 
should pay serious attention to measuring the implementation of the 
intervention. After all, there are some indications that the adherence, 
that is to say the frequency of the home visits, influenced the outcomes 
(in line with previous research, e.g. Lange & Carr, 2002). The framework 
of Gearing et al. (2011) offers a valuable tool to assess the quality of 
the implementation. The analysis should not only report what the in-
tervention plans were and to what extent the execution deviated from 
the plans, but also what context conditions were involved in that de-

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   154Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   154 17-01-14   12:2817-01-14   12:28



155

viation (in line with Harskamp, 2004). The framework of Gearing et al. 
(2011) offers a valuable tool to assess the quality of the implementation. 
This first recommendation is not just the research implication, but is 
primarily something that has great implications for the actual appli-
cation of the intervention. Properly monitoring the implementation 
is an absolutely necessary practical element of any form of successful 
intervention.
 In this study, information about the context was reported primarily by 
the language coaches. Future research may also choose to have more in-
formants gathering information about the context. It is possible that the 
language coaches only received one-sided information which simplified 
the actual context conditions. A possible option would be to get the par-
ticipants involved in writing a kind of ‘intervention diary’. In that way, 
not only can the homework assignments be followed more structurally, 
but also the changes in context conditions taking place between home 
visits. This could also include information concerning the relationship 
between the language coach and the participant. This has proven to be 
a highly important factor in effectiveness of interventions (Van Yperen, 
Van der Steege, Addink & Boendermaker, 2010). As part of the inter-
vention system, future research should address these ‘common factors’ 
more systematically to truly cover the entire intervention context (fol-
lowing Visser, 2010). When more research is executed from a dynamic 
perspective, the common factors will be included more naturally, since 
researchers following this approach include the entire intervention sys-
tem in their research (Visser, 2010). A distinction between specific (the 
content of the programme) and common (all context variables of the 
intervention) factors might be useful to keep in mind, but inclusion of 
both is necessary to grasp the entire intervention system.
Recently, Boelhouwer (2013) developed a taxonomy to classify interven-
tion evaluation research. Her research model consists of four dimen-
sions: 1) static vs. dynamic analyses, 2) micro vs. macro time scale, 3) 
direct vs. indirect information sources, and 4) short vs. long-term be-
havioural change. This taxonomy helps researchers who evaluate in-
terventions to explicitly map the intervention goals and accompany-
ing research approaches. The taxonomy will also shed light upon the 
dimensions which are not or cannot be included in a particular re-
search. Which dimensions are desired by the researcher, or perhaps re-
quired by the financers or other clients, is made explicit with the help 
of this taxonomy. In addition, the researcher will be better able to make 
choices concerning the methodological approaches of the research, in 
order to evaluate the intervention more systematically. In retrospect, 
the expectations of the financers and the possibilities offered within 

Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   155Nienke_Boomstra_-_Read_all_about_it_binnenwurk.indd   155 17-01-14   12:2817-01-14   12:28



156

this study were quite different. The application of a taxonomy such as 
that of Boelhouwer (2013), explicitly stating the possibilities of the re-
search, and hence the evaluation which is the result of that research, 
would have clarified the intervention expectations for all parties in-
volved. Looking back on the study, and applying the taxonomy to the 
used research methods, most of the dimensions of the taxonomy are 
present in this research. Most of the main constructs (except for the 
parental beliefs) are analysed using both dynamic and static methods. 
Additionally, a combination of micro (for the dynamic parts, within 
session analyses) and macro (repeated measures of the parental beliefs, 
analyses across observations) time scales was used. Concerning the in-
formation sources, direct (parental beliefs) as well as indirect (all other 
constructs) sources were used. Finally, the study focused most on the 
short term behavioural change, rather than the long-term behavioural 
change. At this point, this study differs most explicitly from classical ef-
fect studies. An additional focus on long-term change is recommended 
if any follow-up for the present study is ever intended. In this case, it 
was not possible to follow the participants from before the start until 
after the intervention finished, and therefore conclusions concerning 
the long-term behavioural change cannot be made.
 Another recommendation concerns the use of repeated video obser-
vations. These data have demonstrated a richness of information that 
would not have been acquired using other instruments. The initial idea 
was to collect interaction data via reports of the language coaches and 
to use the observations to collect only the data on language use (spon-
taneous speech). However, the reports turned out to be more suited for 
analysing the execution of the intervention and much less the quality 
of the interaction, because they were too general to identify changes in 
behaviour of the participants. On the other hand, the video observa-
tions gave very rich information concerning both the language use and 
the interaction. Moreover, the repeated observations, made within five 
dyads, offered important insights into the trajectories of change over 
time. The most important insight was that the variability across almost 
all measured variables was very large. In a more traditional research ap-
proach, many trajectories of change and flexibility within and between 
observations would have been lost. A more process-oriented approach 
provides the opportunity to assess how and why interventions work, for 
whom they work, and which context conditions are necessary to make 
them work (Visser, 2011). Because of the implementation issues how-
ever, of which the research design is a major set-back, this study cannot 
conclude which elements of the intervention work best for whom.
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6.5.3 Concluding remarks

To conclude, this research gathered information concerning the pa-
rental beliefs, mother-child interaction and the language use of Antil-
lean families involved in ‘More Languages, More Opportunities’. Even 
though a small participant group was included, the results yielded 
interesting findings, to be used in future research and intervention 
practice. The results are in line with the new trend of adjusting inter-
vention programmes to the needs of the individual family. The reason 
for developing the intervention was that in the current statistics, the 
Antillean children in the Netherlands have a delay in several scholarly 
areas (Gijsberts & Herweijer, 2009) and that this is related to Dutch 
language difficulties (Odé, 2002). Although a selection bias may have 
played a role, the participating families clearly demonstrated positive 
beliefs and interactions, in contrast with earlier results (e.g. Vedder, 
1995; Römer, 1981).
 The effects of MLMO cannot be determined by this research, although 
some promising results have been found concerning the proportion 
of speech and the language diversity of the child, as well as the posi-
tive affection. Instead, this dissertation provided an empirical example 
of the operationalisation of the developmental assets approach, using 
both traditional group analyses and more individual process-oriented 
research methods. Both methods have proven to be complementary, 
offering both their own relevant outcomes on their own levels. Neither 
of the methods is necessarily better than the other; this depends on the 
objects of study and the desired level of generalisation.
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Samenvatting

7.1 Inleiding
Het onderzoek in dit proefschrift is uitgevoerd binnen de interventie 
‘Meer Taal, Meer Kans’. De doelen van dit programma waren om de 
opvattingen van de deelnemende Antilliaanse moeders met betrekking 
tot hun eigen invloed op de taalontwikkeling van hun kind positiever 
te maken, om de positieve en warme interactie tussen moeder en kind 
te stimuleren en om de thuistaalomgeving in zowel het Papiaments 
als het Nederlands te verrijken. Omdat de interventie gericht was op 
het aanleren van vaardigheden aan de moeders om de taalontwikkeling 
van het kind te stimuleren, is er gekozen voor een thuisgerichte aanpak, 
waarbij de interventie voornamelijk bij de gezinnen thuis is uitgevoerd 
(Leseman & Blok, 2004). De frequentie en duur van de interventie zijn 
eveneens aangepast aan de gestelde doelen: omdat een duurzame ver-
andering in het denken en gedrag werd nagestreefd, heeft de interven-
tie een intensieve opzet van twee jaar lang met eens in de twee weken 
een huisbezoek (zoals effectief gebleken in de literatuur, bijvoorbeeld 
Lange & Carr, 2002).
 De doelgroep bestond uit Antilliaanse peuters en hun moeders. De 
Antilliaanse gemeenschap in Nederland is een kwetsbare groep, met 
een verhoogd criminaliteitscijfer, een groter beroep op uitkeringen 
en een verhoogd schooluitvalcijfer (Gijsberts & Herweijer, 2009; CBS, 
2010). Deze problematiek is waarschijnlijk (gedeeltelijk) het gevolg 
van schoolproblemen, die weer te maken lijken te hebben met  ach-
terstanden in de Nederlandse taalontwikkeling (CBS, 2010; Odé, 2002). 
‘Meer Taal, Meer Kans’ (vanaf hier MTMK genoemd) richt zich niet op 
de eventueel bestaande problemen, maar richt zich juist op kansen en 
positieve ervaringen. In dit geval wordt daarmee bedoeld dat de twee-
talige (Papiaments-Nederlandse) situatie werd gezien als een positieve 
manier om de Antilliaanse gezinnen te benaderen.
 De centrale concepten in dit proefschrift waren: de voorleesopvattin-
gen van de moeder, de wederkerigheid (‘mutuality’) in de interactie en 
het taalgebruik van moeder en kind. Deze concepten zijn overgenomen 
van de ‘developmental assets approach’ (Weigel, Lowman & Martin, 
2007), wat zich laat vertalen als de ‘ontwikkelingsbevorderende-ken-
merken benadering’. Het eerste kenmerk dat volgens deze benadering 
bevorderend werkt op de taalontwikkeling van het kind, zijn bepaalde 
demografische en situationele kenmerken van het gezin. Hierbij is te 
denken aan het opleidingsniveau van de ouders en het aantal kinderen 
in het gezin. De andere drie kenmerken, die tevens interventiedoelen 
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waren, zijn 1) conversatiestijl van de ouder (in dit onderzoek breder op-
gevat als het taalgebruik), 2) taalactiviteiten (in dit onderzoek gedeelte-
lijk geoperationaliseerd als taalgebruik, aangevuld met indicatoren van 
de kwaliteit van de interactie en meer kwantitatieve indicatoren van 
activiteiten) en 3) opvoedopvattingen van de ouder (in dit onderzoek ge-
specificeerd als de opvattingen van de moeder met betrekking tot haar 
eigen rol in de taalontwikkeling van het kind en de rol van voorlezen, 
vanaf hier voorleesopvattingen).
 Dertig moeder-kindparen hebben deelgenomen aan de interventie. 
Hiervan hebben 23 moeder-kindparen deelgenomen aan (delen van) 
het onderzoek. Alle onderzoeksactiviteiten, bestaande uit het afnemen 
van interviews, het verspreiden van en laten invullen van vragenlijsten 
en het opnemen van sessies bij de deelnemers thuis, zijn uitgevoerd 
door taalcoaches. Deze taalcoaches waren speciaal getraind voor deze 
interventie. Naast het werven van de deelnemers bestonden de voor-
naamste activiteiten van de taalcoaches uit het tweewekelijks afleggen 
van een huisbezoek. Een terugkerende taak bij elk huisbezoek was de 
activiteit ‘voorlezen’. De taalcoaches hadden tijdens deze activiteit de 
taak om de moeder te observeren terwijl zij haar kind voorlas. Na af-
loop gaven de taalcoaches de moeders ‘tops’ (complimenten) en tips 
(verbeterpunten). Naast het voorlezen werden er tal van andere activi-
teiten uitgevoerd, zoals spelletjes spelen en knutselen. Bij alle activitei-
ten werden de moeders door de taalcoaches gestimuleerd om een rijk 
taalaanbod te geven. De taal waarin het huisbezoek werd uitgevoerd 
wisselde per keer volgens het protocol; het ene huisbezoek was in het 
Papiaments, het volgende in het Nederlands. In de praktijk bleek dat 
sommige gezinnen de wens hadden meer aandacht te besteden aan 
het Nederlands, waardoor deze deelnemers alleen huisbezoeken in het 
Nederlands kregen. Het protocol was qua taalkeuze adaptief aan de 
wensen van het betreffende gezin. De doelen van de huisbezoeken, en 
dus van de hele interventie waren: 1) het bevorderen van de voorlees-
opvattingen en de opvattingen van de moeder met betrekking tot haar 
eigen rol in de taalontwikkeling van het kind, 2) het vergroten van het 
tweetalig taalgebruik van moeder en kind en 3) het bevorderen van de 
positieve affectie tussen moeder en kind tijdens voorlezen en andere 
activiteiten. Verwacht werd dat deze drie ‘ontwikkelingsbevorderende 
kenmerken’ een stimulerend effect zouden hebben op de taalontwik-
keling van het kind, en daarom de (aangenomen) taalachterstand in de 
Nederlandse taal zouden verkleinen. Naast het afleggen van de huis-
bezoeken waren de taalcoaches ook verantwoordelijk voor het organi-
seren en uitvoeren van tweewekelijkse tot maandelijkse groepsbijeen-
komsten per locatie.
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De overkoepelende onderzoeksvraag was: Op welke manier kunnen de 

voorleesopvattingen, de moeder-kindinteractie en het (tweetalige) taalgebruik 

van de deelnemende Antilliaanse moeder-kindparen gekenmerkt worden en 

op welke manier kan de implementatie van ‘Meer Taal, Meer Kans’ verbon-

den worden aan deze drie constructen? Het antwoord op deze vraag is een 
combinatie van de uitkomsten van de verschillende deelstudies. Op 
het antwoord op de hoofdvraag wordt in sectie 3 teruggekomen, waar 
de algemene conclusie van het onderzoek weergegeven is. Eerst zullen 
(in sectie 2) de resultaten van de verschillende deelstudies kort worden 
samengevat. Vervolgens worden de belangrijkste discussiepunten sa-
mengevat en worden er aanbevelingen voor toekomstig onderzoek en 
toekomstige interventies besproken.

7.2 Onderzoeksresultaten
Wat zijn de sterke en zwakke elementen in het ontwerp en de uitvoering van 

‘Meer Taal, Meer Kans’?

In het tweede hoofdstuk worden de interventieplannen en de uitvoe-
ring geëvalueerd op basis van het ‘intervention fidelity’ (interventiege-
trouwheid) model van Gearing en collega’s (Gearing, El-Bassel, Ghes-
quiere, Baldwin, Gillies & Ngeow, 2011). Dit model omvat alle fases van 
de implementatie, namelijk: 1) interventie ontwerp en protocollen, 2) 
training van de uitvoerders, 3) het monitoren van de uitvoering en 4) 
het monitoren van de ‘ontvangst’, de controle op de effecten van de 
interventie. De implementatieanalyse laat zien dat de sterkste punten 
van de interventie te vinden zijn in de theoretische verankering en 
de diversiteit in de training van de uitvoerders (de taalcoaches). Een 
laatste sterk punt van de implementatie van de interventie was dat de 
drie taalcoaches die begonnen waren met de gegevensverzameling de 
interventie ook afgemaakt hebben. Dit resulteerde in een continuïteit 
in de rapportage en in de relatie tussen deelnemer en taalcoach. De 
belangrijkste zwakke punten zijn te vinden in het feit dat de doelstel-
lingen en de onderzoeksinstrumenten niet goed genoeg gedefinieerd 
waren. Ook is de bedoelde deelname (in de zin van frequentie en duur 
van de interventie) door geen enkele deelnemer behaald. Verschillende 
omgevingsfactoren waren van invloed op deze lagere deelname, zoals 
slechte huisvestingssituaties en financiële problemen, die ervoor zorg-
den dat de moeders te zeer afgeleid waren en minder motivatie hadden 
om volledig aan het programma mee te doen. Omdat de belangrijkste 
doelstellingen niet duidelijk genoeg geformuleerd waren, werd de in-
terventie op verschillende manieren uitgevoerd door de drie taalcoa-
ches. Die afwijking van de plannen was gedeeltelijk veroorzaakt door 
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moeilijkheden in de communicatie en het feit dat een relatief groot 
aantal professionals verbonden was aan de interventie (op twee ver-
schillende locaties). Behalve dat de doelstellingen niet helder genoeg 
waren geformuleerd, was er in het begin van de interventie ook een 
gebrek aan bestaande, passende onderzoeksinstrumenten die door de 
taalcoaches konden worden toegepast. Toen de instrumenten op een 
later moment in de interventie wel ingevoerd werden, bleek dat de taal-
coaches deze op verschillende manieren interpreteerden, wat mogelijk 
werd veroorzaakt door onzekerheid over wat er van hen verwacht werd. 
De onderzoeksinstrumenten waren nog niet (volledig) ontwikkeld voor 
de start van de interventie omdat de externe partijen die het project 
financierden het project op zeer korte termijn wilden laten starten.
 Het ontbreken van gegevens van de deelnemers voorafgaand aan de 
interventie (ook veroorzaakt door de versnelde start) zorgt ervoor dat 
het onmogelijk is om de effecten van de interventie te evalueren door 
de pre- en post-interventiegegevens te vergelijken. Hoewel een klas-
sieke interventiestudie dus niet mogelijk was, is de verzamelde data rijk 
genoeg gebleken om gebruikt te worden voor dit onderzoek, waarbij 
met name werd ingezoomd op de concrete interactie-processen (mi-
croscopische benadering). De combinatie van globale en microscopi-
sche methoden hebben geleid tot waardevolle informatie over de moe-
der-kindinteractie en het taalgebruik. De implementatieanalyse heeft 
uitgewezen dat hoewel de interventie een sterke theoretische basis 
heeft, de uitvoering aantoont dat verschillen in opvatting van de coa-
ches en dagelijkse situaties een grote invloed hebben op de getrouwe 
uitvoering en de inhoud van de interventie. De omgevingsfactoren die 
de uitvoering beïnvloeden zijn vaak niet beheersbaar. De (para)profes-
sionals die de interventie uitvoeren zouden in de toekomst er goed aan 
doen zich duidelijker bewust te zijn van hun speciale rol in de interven-
tie. Zij zijn namelijk in dergelijke interventies verantwoordelijk voor de 
uitvoering van de interventie en het onderzoek.

Hoe zijn de voorleesopvattingen van de Antilliaanse moeders die deelnamen 

aan ‘Meer Taal, Meer Kans’ te omschrijven, en hoe verhouden die zich tot een 

Nederlandse contrastgroep?

In hoofdstuk 3 zijn het theoretisch kader en de onderzoeksuitkomsten 
van deze ‘voorleesopvattingen’-studie gepresenteerd. Voorleesopvattin-
gen zijn gedefinieerd als de ideeën die ouders hebben met betrekking 
tot het voorlezen als activiteit en hun eigen rol in de taalontwikkeling 
van het kind (DeBaryshe, 1995). Een van de doelen in MTMK was om de 
voorleesopvattingen van de deelnemende moeders positief te beïnvloe-
den. Door de opvattingen positiever te maken was de verwachting dat 
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de moeders meer gemotiveerd zouden zijn om aan de interventie mee 
te blijven doen, dat zij meer actief betrokken zouden zijn bij de taalont-
wikkeling van het kind, en dat deze factoren uiteindelijk de taalontwik-
keling van het kind zouden stimuleren.
 De deelnemers van dit onderzoek waren 16 moeders. Zij waren een 
deel van de totale groep van 23 deelnemers aan het onderzoeksgedeelte 
van de interventie MTMK. Deze 16 deelnemers vulden de Nederlandse 
aanpassing van de Parent Reading Belief Inventory (PRBI; DeBaryshe 
& Binder, 1994) in (in het Nederlands vertaald als de Vragenlijst Voor-
leesopvattingen van Ouders). De vragenlijst werd ingevuld nadat de 
moeders ongeveer een jaar deelgenomen hadden aan de interventie. 
Een factoranalyse is uitgevoerd om er achter te komen of de oorspron-
kelijke latente constructen van de PRBI ook van toepassing zijn op deze 
nieuwe groep. De meeste subschalen bleken inderdaad vergelijkbaar 
met de originele Amerikaanse onderzoeksgroep. In totaal zijn drie van 
de 42 items weggelaten omdat die de factorladingen verstoorden.
 Voorafgaand aan de afname van de PRBI zijn de moeders geïnter-
viewd over hun opvoeddoelen. De twee opvoeddoelen die het vaakst 
werden gerapporteerd zijn: 1) dat het kind zou leren onafhankelijk te 
worden en 2) dat het kind normen en waarden leert. Dit laatste doel 
vinden we ook terug bij een eerder onderzoek in een groep van Antil-
liaanse moeders (Vedder, 1995). Over het geheel genomen zijn de deel-
nemende moeders positief over hun eigen rol in de taalontwikkeling 
van het kind. Dit betekent dat de moeders voorlezen als een positieve 
activiteit zien om de taalontwikkeling van het kind te bevorderen. Ook 
voelen de moeders zich capabel om de taalontwikkeling van het kind 
te stimuleren. De resultaten van de contrastgroep van hoogopgeleide 
Nederlandse moeders (n=61) contrasteerde niet zo sterk als vooraf ver-
wacht was. Wel scoorden de Nederlandse moeders op twee subscha-
len – de affectie en leesinstructieschaal – positiever dan de Antilliaanse 
moeders. De totaalscores verschilden niet van elkaar.
 Tien Antilliaanse moeders hebben na afloop van de interventie de 
PRBI voor de tweede keer ingevuld. Dit werd gedaan om de stabiliteit 
van het construct ‘voorleesopvattingen’ vast te kunnen stellen. De ver-
gelijking van de scores van de individuele deelnemers wees uit dat de 
opvattingen niet bestempeld kunnen worden als een stabiel construct. 
Voor alle deelnemers verschilden de scores op de twee testmomenten. 
Echter, alle scores bevonden zich in het positieve bereik van de schaal.
Een belangrijke opmerking is dat de positieve opvattingen van de An-
tilliaanse moeders niet direct verbonden kunnen worden aan de deel-
name aan de interventie. Het is niet mogelijk om te ontwarren of de 
positieve opvattingen het resultaat zijn van de deelname aan MTMK, 
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het resultaat van een selectiebias of dat andere (meer complexe) omge-
vingsfactoren een rol hebben gespeeld in deze uitkomsten. Dit onder-
zoek heeft laten zien dat de deelnemende Antilliaanse moeders bereid 
waren en zich capabel voelden om de taalontwikkeling van het kind te 
stimuleren, deels met behulp van de activiteit ‘voorlezen’. Deze resul-
taten blijken te contrasteren met eerder onderzoek van Vedder (1995) 
en zijn meer in lijn met de resultaten van ander onderzoek van Kook 
(1994).

Hoe is de wederkerigheid (geoperationaliseerd in vier variabelen) binnen de 

moeder-kindinteractie van de deelnemende dyades te omschrijven, en hoe ver-

andert die wederkerigheid in de tijd? Is er een verschil in wederkerigheid binnen 

twee verschillende contexten (voorlezen en samen spelen)?

In hoofdstuk 4 zijn de resultaten van het onderzoek naar de dyadische 
wederkerigheid in de moeder-kindinteractie tijdens voorlees- en spel-
sessie gepresenteerd. De balans in het gedrag en in de emotie binnen 
de moeder-kindinteractie wordt gezien als een belangrijke indicator 
van de kwaliteit van de ouder-kindrelatie en bevordert de sociale aan-
passing van het kind (Kochanska & Aksa, 1995). Een term die gebruikt 
wordt om de balans in macht in de moeder-kindinteractie te vangen is 
‘mutuality’, dat zich laat vertalen als ‘wederkerigheid’. Wederkerigheid 
is geoperationaliseerd als de balans in het gesprek, de gezamenlijke be-
trokkenheid, de affectieve kwaliteit en enkele concrete elementen zoals 
vragen stellen. De term wederkerigheid is als overkoepelende term ge-
kozen boven vaker gebruikte termen als ‘interactie’ en ‘responsiviteit’, 
omdat de term de aanpassing van zowel moeder als kind benadrukt, 
en omdat de betrokkenheid van moeder en kind even belangrijk wer-
den gevonden. De gebruikte gegevens zijn verzameld uit de video-ob-
servaties die in bij de deelnemende gezinnen thuis zijn gemaakt (69 
observaties in totaal). Van elke observatie zijn vijf minuten getranscri-
beerd, gecodeerd en geanalyseerd. Een deel van de observaties bestaat 
uit voorleessessies, het andere deel uit spelsituaties. Twaalf deelnemers 
hebben ingestemd om minimaal één observatie te laten doen. Voor dit 
onderzoek zijn er van vijf participanten (vier of meer) herhaalde opna-
mes gemaakt.
 De resultaten laten zien dat over het algemeen de taakoriëntatie (ge-
zamenlijke betrokkenheid), affectie en vragen stellen en antwoorden 
geven zeer gebalanceerd en aangepast zijn tussen moeder en kind. Uit 
de groepsgegevens blijkt verder dat er slechts minimale verschillen tus-
sen de resultaten van voorlees- en spelsessies zijn. De verschillen tus-
sen de sessies zijn: 1) balans in het aandeel in het gesprek (betere balans 
tijdens spelsessies) en 2) affectie, wat positiever was tijdens spelsessies. 
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Beide verschillen komen overeen met eerder onderzoek (Russell, Pettit 
& Mize, 1998), dat aangaf dat de balans in macht, oftewel de wederkerig-
heid, sterker aanwezig is in spelsituaties.
 De meervoudige case study van vijf deelnemers liet zien dat er grote 
inter- en intra-individuele verschillen waren in alle geobserveerde we-
derkerigheidsmaten. De patronen in de verandering over tijd zijn vooral 
te interpreteren als idiosyncratisch van aard. Voorzichtigheid met het 
toepassen van conclusies voor individuele ontwikkeling op basis van 
groepsresultaten is dan ook geboden. Methodes waarin gebruik wordt 
gemaakt van individuele observaties en – meer in het algemeen – bena-
deringen waarbij stilgestaan wordt bij individuele verschillen en veran-
dering over tijd zijn de laatste tijd gangbaarder geworden (e.g. Molenaar 
& Campbell, 2009; Lichtwarck-Aschoff & Van Geert, 2004). Ook in deze 
studie wordt de relevantie van die verandering ondersteund.

Welke kenmerken in de thuisomgeving van het kind zijn gerelateerd aan het 

taalgebruik van de deelnemende Antilliaanse moeder-kinddyades?

Het doel van hoofdstuk 5 was om de ‘ontwikkelingsbevorderende ken-
merken’, zoals die beschreven zijn door Weigel, Lowman en Martin 
(2007) te verbinden aan de taalgegevens die afkomstig zijn uit spontane 
spraak. De drie kenmerken die ‘veranderbaar’ zijn en in de doelstel-
lingen van de interventie centraal staan zijn de taalactiviteiten, de ge-
sprekskenmerken en de opvattingen van de moeder. Voor deze studie 
zijn 63 video-observaties gebruikt die zijn verzameld bij tien deelne-
mers. Als een deelnemer meer opnames had, is er een gemiddelde over 
de beschikbare observaties genomen om tot een enkele score te komen 
die het taalgebruik van die deelnemer moest omschrijven. Naast de ge-
gevens van de opnames zijn wederom de scores van de Parent Reading 
Belief Inventory (DeBaryshe & Binder, 1994) en van de bijbehorende 
achtergrondinformatie gebruikt.
 Er is een groot aantal correlaties tussen de verschillende variabelen 
berekend met als doel de samenhang tussen de bevorderende kenmer-
ken en de taal op groepsniveau te analyseren. De resultaten laten zien 
dat de deelname aan de interventie (onderdeel van het eerste kenmerk; 
taalactiviteiten) bijdraagt aan de verbetering van de ‘ontwikkelingsbe-
vorderende kenmerken’. Het aantal huisbezoeken dat de deelnemers 
ontvangen hebben is namelijk positief gerelateerd aan het aandeel van 
het kind in het gesprek en de positieve interactie tijdens voorleesses-
sies. Tevens hangt het aantal huisbezoeken samen met de lexicale di-
versiteit van het kind. Voor de conversatiecomponent is er een relatie 
gevonden tussen het aandeel van het kind tijdens het gesprek en de 
diversiteit van het taalgebruik van het kind, in zowel voorlees- als spel-
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sessies. Daarnaast is er een relatie gevonden tussen positieve affectie en 
de diversiteit van de taal van de moeder tijdens voorleessessies.
 Op basis van de groepsdata konden slechts enkele van de verwachte 
relaties tussen de bevorderende kenmerken en het taalgebruik worden 
teruggevonden in deze steekproef. Vervolgens is er gekeken of de ver-
wachte samenhangen wel op individueel niveau terug te vinden waren. 
De procesgegevens, die met behulp van principale componentenana-
lyses geanalyseerd zijn, laten zien dat de onderzochte variabelen in de 
meeste gevallen kunnen worden geïnterpreteerd met behulp van een 
beperkt aantal latente variabelen. Wanneer de analyses van de negen 
dyades met elkaar worden vergeleken, is er een aantal overeenkomstige 
patronen aan te wijzen in de samenstelling van de latente componen-
ten. Zo wordt er in vier van de negen analyses een brede eerste com-
ponent gevonden, met bijna alle variabelen daarin verwerkt  en in drie 
van de negen een component die sterk samenhangt met het taalgebruik 
buiten de directe taak. Over het algemeen blijkt dat, naast deze latente 
variabelen die vaker voorkomen, de gegevens wederom sterk idiosyn-
cratisch zijn. De grafieken die laten zien hoe de latente variabelen bin-
nen een sessie veranderen illustreren hoe complex de interactie op 
microniveau is. Deze complexiteit blijft onbelicht wanneer men werkt 
met groepsdata. Dit laat wederom zien dat verschillende onderzoeks-
methoden (in dit geval microscopisch vs. groepsvergelijking) verschil-
lende uitkomsten opleveren. De procesgegevens zouden ingezet kun-
nen worden als aanvulling op de groepsdata, maar procesonderzoek op 
zichzelf is ook zeer waardevol. Feitelijk is de relatie eerder omgekeerd, 
de groepsdata zouden beter gezien kunnen worden als een aanvulling 
op meer fundamentele relaties, die gevonden worden in observatieon-
derzoek en die vaak zeer complex en tijdsafhankelijk zijn.

In hoofdstuk 6 worden, naast de samenvatting van de resultaten van 
het onderzoek, tevens sterke en zwakke punten van het onderzoek en 
aanbevelingen voor toekomstig onderzoek en toekomstige interventies 
aangegeven. Het belangrijkste zwakke punt betrof bepaalde onderdelen 
van de implementatie van de interventie. De ernstigste beperking was 
het ontbreken van een gestructureerd protocol (wat afwijkende uitvoe-
ringspraktijken tot gevolg had). De vertraging in de ontwikkeling van 
onderzoeksinstrumenten was even ernstig. Hierdoor ontstond er onze-
kerheid bij de taalcoaches om de onderzoeksinstrumenten te gebrui-
ken, wat waarschijnlijk geleid heeft tot lagere deelnamecijfers aan het 
onderzoeksdeel in de interventie. Omdat geen voormeting gedaan kon 
worden is het niet mogelijk om de effecten van de inventie op groeps-
niveau te bepalen, of de meest effectieve ingrediënten aan te wijzen. 
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Doordat een meer traditioneel effectonderzoek niet mogelijk was met 
deze zeer kleine groep deelnemers en de beperkingen van de onder-
zoeksopzet, is een meer dynamische onderzoeksrichting gekozen. Door 
de deelnemers individueel te benaderen, en op de interacties in te zoo-
men, is er meer inzicht verkregen in de variabiliteit in de loop van de 
tijd en daarbij het idiosyncratische karakter van interacties.
 Een aanbeveling voor toekomstige interventies is om het onderzoek 
en de interventie vanaf het begin als twee componenten van één geheel 
te beschouwen. Een tweede aanbeveling voor toekomstige taalinterven-
ties is om naast de activiteit ‘voorlezen’ ook naar andere activiteiten te 
kijken. Aanbevelingen voor toekomstig onderzoek zijn om gestructu-
reerd aandacht te besteden aan het meten van de implementatie van de 
interventie, inclusief de contextfactoren. Het kader dat Gearing en colle-
ga’s (2011) hebben geboden biedt daarbij een waardevolle manier om de 
kwaliteit van de implementatie te beoordelen. Wat betreft het onderzoek 
zelf wordt aanbevolen om meer diversiteit in de informatiebronnen na 
te streven (meer directe informatiebronnen gebruiken) en om, net als in 
dit onderzoek, gebruik te maken van video-opnames. De opnames heb-
ben in dit onderzoek namelijk zeer rijke informatie opgeleverd, die de 
variabiliteit binnen en tussen de observaties hebben geïllustreerd.

7.3 Algemene conclusie
De overkoepelende onderzoeksvraag was: Op welke manier kunnen de 

voorleesopvattingen, de moeder-kindinteractie en het (tweetalige) taalgebruik 

van de deelnemende Antilliaanse moeder-kindparen gekenmerkt worden en op 

welke manier kan de implementatie van ‘Meer Taal, Meer Kans’ verbonden 

worden aan deze drie constructen?

Kort gezegd waren de voorleesopvattingen van de deelnemende Antil-
liaanse moeders positief en slechts op een paar onderdelen minder po-
sitief dan die van een contrastgroep van hoogopgeleide Nederlandse 
moeders. In de totaalscore zat geen verschil tussen de groepen. De we-
derkerigheid in de interactie was over het algemeen positief en goed 
gebalanceerd. Hierbij moet aangetekend worden dat noch de voorlees-
opvattingen, noch de wederkerigheid omschreven kunnen worden als 
stabiele constructen. Als er naar de individuele scores wordt gekeken 
is er sprake van een sterke intra- en interindividuele variabiliteit. Wat 
betreft de tweetaligheid valt op dat de meeste gezinnen een duidelijke 
voorkeur hadden voor de Nederlandse taal, terwijl de interventie juist 
een tweetalig karakter had.
 Met de ‘developmental assets approach’ (Weigel, Lowman & Martin, 
2007) als theoretisch kader is er gekeken naar de relatie tussen de taal-
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omgeving van het kind en het taalgebruik van moeder en kind. Er zijn 
statistische relaties gevonden tussen de hoeveelheid deelname in de 
interventie, positieve interactie en het aandeel van het kind in het ge-
sprek (deze elementen werden door de taalcoach gestimuleerd). Tevens 
was meer deelname gerelateerd aan een hogere lexicale diversiteit van 
het kind (kinderen uit gezinnen met meer huisbezoeken waren meer 
lexicaal divers). Het onderzoek kent echter te veel beperkingen om op 
basis hiervan te kunnen concluderen dat er een oorzakelijk verband is 
tussen deze variabelen. Hoewel deze beperkingen ernstige gevolgen ge-
had hebben voor de uitvoering van het onderzoek en de interpretaties 
blijkt wel dat het onderzoek interessante combinaties van groeps- en 
procesgegevens opgeleverd heeft, wat toegepast kan worden in diverse 
(interventie)omgevingen.  Waar de groepsdata informatie geeft op het 
niveau van globale relaties tussen constructen en variabelen op groeps-
niveau, voegt de procesdata het element ‘tijd’ toe aan die constructen 
en variabelen. Door de deelnemers individueel te benaderen, en op de 
interacties in te zoomen, krijgt men meer inzicht in de variabiliteit in 
de loop van de tijd en het idiosyncratische en complexe karakter van 
moeder-kind interacties.
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Appendix 1

English translation of the coding scheme ‘More Language, More Op-
portunities’

Part 1 coding scheme: Mother-child interaction

Category Aspects Description

Mutuality 1 Task behaviour
2 Asking questions
2a Giving answers
3 Affection

Mutuality is a way of looking into the 
adaptation of mother and child during an 
interaction. In this case, functional and 
affectional mutuality are included. All 
aspects are considered in both contexts

Language use 1 Language choice
2 Intonation
3 Text use
4 Comment
5 Type of comment

Which language is used, Papiamentu, 
Dutch or mixed
The reading style describes the way 
mothers use their intonation and the text 
in reading together situations.
Response to the previous utterance and 
type of response.

1 Task behaviour
To be coded separately for mother and child. To be scored per utter-
ance. It addresses whether mother and child share the task behaviour 
and have the same (task related) focus.

Code Description

Reading L Mother reads the story

On-task narrow Ts The expression refers to the “here and now” of the task 
or the story. There is a direct connection to the story or 
task (e.g. reading, mother asks child what the picture 
shows, or asks what happened in the story, for example 
colouring: mother and child talk about the colours 
themselves or about what can be seen in the picture)
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On-task broad Tb The expression is related to the task or the story, 
but not in the “here and now”. There is an indirect 
connection to the story or task, but they are clearly 
linked. For instance, making  connections to the 
environment of the child (Tomke has a scooter, you 
do have a scooter as well?), child tells about their 
own experiences (ducks in the picture: I saw ducks 
swimming in the ditch)

Off-task O Mother and/or child are not involved in the book or 
reading (situation 1) or playing together (situation 2). 
There is no relation to the task, story, or game. 

3 Asking questions
Code per utterance of mother and child when the utterance is a ques-
tion. For both situations.
Codes derived from ‘Dialogic reading’ (Whitehurst et al) - CROWD 
(completion, recall, open-ended, wh-prompts, distancing), and Child-
Directed Speech literature.

Code Description

Check question QC Check if child is still involved in the task. ‘Right?’ 
‘Yes?’ Also for clarification questions after mishearing. 
‘What?/What did you say?’

Closed 
question

QG Simple closed questions, just ‘yes’ or ‘no’ or choice 
between two possible options (Is the ball in the ditch?)

Completing 
sentence

QA ‘The ball is in the…?’ ‘And then they went…?’

Permission QP ‘May I help you with colouring?’

Assignment QO ‘Do you want to fetch the ball for me?’

W-questions QW Who, what, were, when, which: ‘Which colour do you 
like?’ ‘Where did Tomke fall in?’

H-questions QH ‘How many flowers do you see?’ ‘How do you say this?’

Elaboration QV ‘Why do you think that colour is nice?’ ‘How can 
Tomke climb back up from the well?’

Environment QL Connection to living environment of child. ‘Tomke 
went to the zoo, what do you think of the zoo?’

Other QN Question does not fit in other categories

Repetitions are also coded. Example: Mother asks, ‘what colour is the 
hair of the clown?’ The child does not respond. Mother reiterates the 
question: ‘what colour is the hair of the clown?’ And ‘What do you call 
that colour?’ All three questions are coded.
Questions such as ‘Do you know what a stile is?’ Or ‘Can you tell me 
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where the ball is?’ are basically encoded as a closed question. If the 
child doesn’t answer ‘yes’ or ‘no, and thus perceives it as an open ques-
tion it is also encoded as an open question. ‘Do you know what a circus 
is?’ Must be encoded as a what-question (QW) when the request by the 
child is conceived as ‘hat is a circus?’

3a Answers
Code per utterance of mother and child when the utterance is an an-
swer. For both situations.

Code Description

No response AX No response to a question

Thinking AD Erm… Well, ah…

Question AW Asking more information following a question: ‘What 
do you mean?’

Non-verbal AN Non-verbal answers (pointing, shaking/nodding head, 
etc.)

Answer AA Responding verbally to a question (it might be the 
wrong answer)

Other AO Answer does not fit in other categories

4 Affection
To be coded separately for mother and child. To be scored per utter-
ance. Codes derived from Specific Affect Coding System (SPAFF), Coan 
& Gottman 2007.

Code Description

Joy/Affection B/A Affection: giving compliments, saying enthusiastically 
‘yes!’, ‘well done’, saying ‘I do love you,’
Joy / joy: laughter, smiling, sharing fun: ‘We think that 
is fun, don’t we?’ or ‘We have so much fun together’

Interest INT Show interest: running dialogue, asking questions, 
discussing (‘Let’s do ...’), comprehensive answers 
to question (whole sentence, counter-question), 
elaboration following book to environment child, the 
presence of a positive emotional component in the 
interaction

Neutral NEU Interaction without an obvious emotional part. 
Ongoing conversation, neutral comments, reading, 
replying with just ‘no’ or ‘yes’, asking check questions.
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Whining/
Resistance

Z/V Whining, complaining, displeasure without 
consequences, talk in a whiny tone.
For mothers: indicate in a non-playful way that 
children have to do something (‘You MUST listen.’ 
‘You MUST look at the booklet.’). Interaction with 
slightly negative undertone.
Resistance: refusing to do something, say no whiningly 

Coercion/
Aggression

D/A Coercion: threatening (‘If you do this then ...’)
Aggression: screaming, raising voice, come across as 
angry/crossed

No interaction NON Mother and child are involved in different tasks.  

Part 2 coding scheme: Language use

1 Language choice
To be coded per utterance of mother and child.

Code Description

Papiamentu P The entire utterance is in Papiamentu

Dutch N The entire utterance is in Dutch

Papiamentu-
Dutch

PN The utterance is primarily in Papiamentu, with some 
Dutch words

Dutch-
Papiamentu

NP The utterance is primarily in Dutch, with some 
Papiamentu words

2 Intonation
Code per utterance the mother has read aloud. Reading is finished 
when mother stops reading.

Code Description

Monotone M Monotone reading style, little intonation, no voices in 
the various figures in the story, flat reading style, little 
attention to punctuation, no breaks in sentence, no 
emphasis on words 

Some 
intonation

S Some change in intonation when reading aloud, no 
voices in the various figures, no clearly identifiable 
differences by figure, some expression in story, pauses 
in sentence, stressed word in sentence

Expressive E Read at different pitches, much intonation, voices to 
represent various figures, emotions (such as stress) in 
voice, clear differences in volume
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3 Text use
Code per utterance the mother reads aloud.

Code Description

Literal Lv Mother reads literally what is in the booklet. Slips do 
not count as different from the text.

Adaptation of 
words

W Mother fits words in the text, says ‘fine’ instead of 
‘ticket’

Adjusting A Mother adjusts the sentences, instead of the ‘big pants’ 
she says for example ‘the very, very big pants’

Translation V Mother says a word in the sentence or the entire 
sentence in the other language. ‘Tomke falls on his 
nose’. ‘Nanishi.’ (P)

4 Comments
Form or content
To be coded per utterance of mother and child.

Code Description

Content I The utterance refers to the content or the meaning of 
the previous utterance (‘Would you also want a piece of 
cheese?’ – ‘Yes, please!’)

Form V The utterance refers to the linguistic form of the 
previous utterance, for instance the pronunciation, 
grammar or vocabulary (‘Can I have a piece of cheese?’ 
– ‘Of course you can have a piece of cheese.’)

No comment, 
same speaker

X If the speaker has more utterances in a row they are 
coded as X, because there is no interaction between the 
two speakers

New topic N There is no reference to the other speaker, a new topic 
is being started (the first utterance is always N)

4a Type of form comment to the previous utterance
To be coded per utterance of mother and child when the previous code 
is ‘form’. Codes derived from COLT (Spada & Fröhlich, 1995).

Code Description

Correction C Correction of utterance with indication of mistake (‘It’s 
not it dog, it’s the dog.’)

Repetition H Full or partial repetition of utterance (‘The ball is in 
the ditch.’ – ‘Ah, the ditch.’)
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Paraphrase F Paraphrasing of previous utterance, can also be a 
translation (‘Ball is in ditch, right?’ – ‘Yes, the ball is in 
the ditch.’)

Comment R Positive or negative comment to the previous 
utterance, only comments on the form of the utterance 
are included (‘This is called circus, right?’ – ‘Yes, well 
done!’) 

Expansion E Expansion of the content of the previous utterance, 
or adding extra information (‘You have a bike as well, 
don’t you?’ – ‘Yes, and a scooter.’)

Clarifying 
question

Vo Question because an utterance is misheard or 
misunderstood, question to repeat or rephrase the 
utterance (‘I went to the sw… yesterday.’ – ‘What did 
you say?’ – ‘I went to the swimming pool yesterday.’). 

Elaboration 
question

Vu Question for more information on the topic 
(expansion/clarification) (‘Mark and Sam have a scooter 
as well.’ – ‘Who are they?’ – ‘My friends.’) 

No repetition N There is a comment on the form of the previous 
utterance, but it’s not a repetition or a question as 
stated in the categories above.  
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