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ABSTRACT

This study investigates both the literacy-related knowledge of two groups of children
beginning their preprimary education and the literacy-related practices identified by
their parents as taking place in their homes. The two groups of children were
attending preprimary centres located in different suburbs of Perth; one was in a low
socio-economic status northern suburb and the éther was in a high socio-economic
status inner metropolitan suburb. The results of a questionnaire about family literacy
practices showed that there was a wide range of literacy-related practices and
materials available in the majority of the households involved in the study. The results
of assessment of the literacy-related knowledge of the children showed that the
children had begun to develop knowledge in some areas of emergent literacy which
have been shown by previous research to predict success in learning to read. These
areas of knowledge were: recognition of letters of the alphabet, vocabulary,
environmental print, concepts of print and grammatical and phonological awareness.
Statistically significant differences were found between the mean scores for both
groups of children for each of the assessment tasks measuring literacy-refated
knowledge. Observation of the parent responses to the questionnaire, indicated that
there were also differénces between the home literacy practices of the two groups in
the frequency of joint book reading, the number of classes (other than preprimary)
attended by the children, computer use and the parents' expectations of their child's
'eventuz.ll level of education. Several aspects of the children's literacy-related

_. icnowledge (identification of letters of the alphabet, vocabulary, phonolozical
awareness and grammatical awareness), were found to have statisticaily significant

relationships with the home factors of frequency of joint book reading, teaching the
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letters of the alphabet, playing word and letter games, computer use and parent's level
of education. The results of this study have implications for teachers who are
attempting to implement early intervention programs or planning for individual
children in their classes. The methods of assessment of young children's literacy-
related knowledge nced to be carefully chosen to be appropriate to the age and
developmental level of the children. The tasks involved should measure specific areas
of knowledge identificd as predictiné success in Iearning_ to read. The results of this
study indicate that teachers may have children with a wide range of literacy-related
knowledge entering their preprimary classes. In order to build on the skills and
knowledge which these children bring with them, teachers need to acknowledge the
rich and diverse context of home literacy practices rather than attemi:ut to overcome

the differences.
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CHAPTER ONE
INTRODUCTION

Two recent Australian government initiatives, Childhood Matters (Australian Senate

Inquiry, 1996) and Literacy for All: The Challenge for Australian Schools (DEETYA,

1998), address the impertant issues of literacy in the pre-school and early school years
and the role that parents and schools can play in fostering the development of literacy

in the early years.

Literacy for All explains the National Literacy and Numeracy Plan which aims to |

develop fundamental literacy and numeracy skills in all children (except those with
severe educational difficulties) to a minimum standard within four years of
commencing school (DEETYA, 1998). To achieve this goal, the Plan recommends
"assessment of all students by their teachers as early as possible in the first years of
schooling” and "early intervention strategies for those students identified as having
difficuity” (p.10). The Plan recognises that:

...there is a wide gap between those who enter school well prepared

Jor learning, and those who are least ;;;epared. Unless this gap is

closed in the first years of school, it will widen, limiting the opportunities

fqr some children to fully participate in education. The diversity of

children's experiences in language learning in the first five years of life,

before they enter school, is a significant factor in relation to their later

literacy achievement (p.15).

The importance of the role that parents play in their child's language development is

acknowledged in the Plan, as it is seen as facilitating the child's acquisition of



literacy in the early years of school. It is recommended that education and training
programs be made available to parents, teachers, carers and those working in child
care centres to enable them to facilitate and enhance the emergent literacy knowledge

of children before they enter kindergarten.

The Plan also recognises the diverse nature of children's early language and literacy
experiences and that these may also be affected by socio-economic status, whether or
not the child's first language is English and whether their culture has a strong oral or
literate tradition, "Not only does this highlight the importance for schools and teachers
of recognising and building on the diversity of children's early language and literacy. |
experiences, but it also has implications for valuing the language repertoires of all

children" ( p.15).

This diversity is emphasised by reference to the wide range of ac_:_hievemcnt among
Australian school children in Years 3 and 5 as seen in the Nationai | School English
Literacy Survey (ACER, 1997):

This wide range of achievement highlights the complexity of the

task of teachers in planning and conducting classroom programmes

which provide appropriate learning appbrrunifies Jor all children.

(DEETYA, 1998, p.16).

The Plan aims to address educational inequities by identifying children who are "at -
risk", that s, in need of extra support, and by providing programs of early -_iniervention
to address the needs of these children. Intervention can take place as soon as the child -

enters school or even before the child enters the school system, through adult

education programs aimed at the parents of babies and toddlers. The document states

th . :
3t»1f§search shows parental involvement to be very important for the success of



intervention programs in the early years of school.

An earlier government document, the Australian Senate inquiry entitled Childhood
Matters (1996) addressed similar issues. It examined research dealing with early
influcnces on a child's ability to learn in formal school settings, the impact of earl)-/
childhood education on school success and the role of parents in teaching their

children cognitive skills in general, and literacy skills in particular.

The first recommendation by the Comemittee was that a National Centre for Research
into Early Childhood Development, Education and Care be set up to cany out "studies
into the cognitive, emotional and social development of children from birth", and to
".contribl.lte to the development of theory on child development and on early

childhoed practice from the perspective of Australian research findings" (p. vii).

The report also emphasised the need for greater collaboration between parents and
teachers to promote student learning, a partnership seen as crucial to student success
in the early years, A submission by the New South Wales Chapter of the Australian
Early Intervention Association advised that parents should not be used as teachers in
literacy programs, but rather shou!d be encouraged to recognise the value of their
ongoing interactions with their children and to see these interactions as providing a

natural context through which they could optimise their child's development.

These two Commonwealth government documents, Literacy for All: The Challenge

for Australian Schools (1998) and Childhood Matters (1996), give great emphasis to

the importance of home literacy practices and the role of parental involvement in the
Preschool and early school years. Further, the Western Australian Education

5 |
cPartment has set up a program called SAER (Students At Educational Risk) to be



used in all government schools to identify and assist those children who may be at
educational risk. This program also emphasises the importance of parental

involvement. The term "at risk” is used in Literacy For All in reference to students

needing support for a variety of reasons. "The major factors which are usually seen as
placing educational outcomes at risk include socioeconomic disadvantage, poverty,
low parental expectation, disability, language background other than English, family
or personal difficulties, geographic isolation, Indigenous background and gender.” (p.

- 6).

One of the main findings of the National School English Literacy Survey (1997) was
that there was & wide range of achievement among children in Australian schools at
Years 3 and 5. There was also clear evidence that there are groups of students who do
not achieve levels of literacy which will enable them to make further progress in their
education. The survey found, as has other research (Freebody & Ludwig, 1995), that
there are differences in achievement according to socio-economic status and gender,
and for students who have a language background other than English. It also found
that higher achievement in reading is associated with higher economic status. The
literacy and numeracy benchmarks within the National Plan set expectations that all
children can succeed and it is no longer accepted as inevitable that a significant

proportion of students will not achieve literacy skiils at the minimum level.

In order to maximise teacher and parent collaboration in the development of early
literacy and in early intervention, it seems important for Australian teachers to know
more about the family literacy practices, routines and activities that may have

| Contributed to the literacy-related knowledge of the children in their classes. It also

_#ﬁems-imponant to examine the literacy-related knowledge and skills which children



“have when they start school. If teachers have this knowledge, they should be better
able to identify and support children who may experience difficulty in learning to read

and write, and to plan more effectively for all children in their classes.

L1 AIMS OF THE STUDY

Many studies have examined the cognitive literacy-related attributes of young
children (for example, Bowey, 1986; Tunmer, Herriman & Nesdale, 1988; Rohl &
Milton, 1993; Blackmore, Pratt & Dewsbury, 1994). Other studies have examined
home literacy practices {Heath, 1983; Breen, Louden, Barrett-Pugh, Rivalland, Rohl,
Rhydwen, Lloyd and Carr, 1994, Spreadbury, 1994) but few if any, have investigated
the two together. The aim of this study is to examine relationships between coguitive
literacy-related variables and home literacy factors in two groups of Western

Australian preprimary children.

1.2 RESEARCH QUESTIONS

This study was designed to answer the following research questions:

(a) What do the parents of children attending two WA preprimary
centres identify as the literacy practices in which their children are

engaged at home?

(b) What is the literacy-related knowledge of children attending two WA

preprimary centres?

(c) Isthere a significant relationship between these literacy practices in

the home and the children's early literacy-related knowledge?



(d) Are there differences in the literacy-related practices and knowledge

of the children at the two centres?

~ In Western Australia, children begin their preprimary education in January of the year
in which they turn five years of age. Most of the children attend school for the
cquivalent of four days per week; some may attend only four half days. These
children may or may not have attended a kindergarten program of two half days per

week in the previous year.

Overview of following chapters:

.Chapter Two presents an overview of theories related to cognitive, social and
emergent. literacy. Working definitions of literacy and emergent literacy are included
in this chapter as are definitions of phonological awareness and grammatical/syntactic
awareness. Research concerning the role of parents in the development of their
children’s literacy and the relationship between parental input and school success is

summarised.

Chapter Three presents details of the subjects of the study and the materials, method
and procedure involved in the questionnaire and in the assessment of the children's

literacy-related knowledge.

Chapter Four records the results of the parent questionnaire and the assessment of the

children's literacy-related knowledge.

| Chapter Five examines the two data sets for possible relationships and looks at the

differences between the results for School A and those for School B for both data sets.



Chaptcr Six céﬁtz_t_ins a general discussion of the results of the study. The research
questions are reviewed with a rationale and discussion of the limitations of the Study, '

- implications for teachers and implications for future research.




CHAPTER TWO

LITERATURE REVIEW

This chapter examines various definitions of literacy, presents an overview of the -
cognitive and social aspects of literacy, and explores the concept of emergent literacy.

As this study is concerned with some of the social practices and conceptual

“knowledge involved in the development of literacy in young children, a review of the

literature concerning the role of parents in language acquisition and the development

of literacy related skills is included here. The relationship between literacy and school

success is discussed, as are the cognitive skills related to leamning to read.

2.1 LANGUAGE AND LITERACY

Anstey and Bull (1996) point out that literacy is closeljé'_.__rclated to language:
Language as we have defined it, refers to the sig';ns, symbols and
conventions which a given community learns i;; order to construct
meaning. Literacy, or literacies in their various forms and types,
refers to the social practices which are employed Iy a community

1o learn about themselves and their world (p.42.)

This means that language and literacy will vary between communities according to

their knowledge and social practices.

Many researchers, including Sulzby and Teale (1991), have shown that the

~ development of language and literacy occurs simultaneously and along a continuum

and : I . .
that learning to read and write is reinforced by and reinforces learning spoken

lan —— . .
_‘anguage, This close relationship between language and literacy was acknowledged in



the previous Labour government's Australian Language and Literacy P~!icy, which

defined part of being literate as having the ability to:
"read, write, speak and listen well enough to accomplish everyday

Ii{eracy'fasks' in our society in different contexts” (DEET, 1990, Vol I, p.4).

‘Thus, literacy is seen as social practice which has specific manifestations in

different contexts (Caimey, 1994). Children learn from the literacy practices of
their own social group, which may differ from those of other groups. Children in a
literate society acquire Ianguage and literacy within social situations very early in

life.

As well as being seen as social practice, litéracy has also been defined as involving
a variety of skills and abilities. The relationship between print and literacy is
discussed by Venezky (1995), who points out that literacy "requires autonomous
engagement with print and stresses the role of the individual in generating as well as
receiving and assigning individual interpretations to messages” (p142). This view of
literacy takes a cognitive perspective focusing on the information processing involved

in reading and writing.

As Lo Bianco and Freebody (1997) have shown, there are many different definitions
of literacy ranging from skills-based conceptions of functional literacy (for example,
Competence in a special field, such as computer literacy), through to very broad

definitions which integrate social and political empowerment.

Downes and Fatouras (1995) have suggested that literacy should not be defined
exclusively in terms of paper-based texts and that the concept of literacy should be

Hb .
roadened to include control over the processes and understandings required to
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participate effectively in an electronic world" (p.3). As pointed out by Lieberman,

- Chaffe and Roberts (1.998), books have been replaced by computer games, television

umf the telephone ﬁs the dominant recreational media of many children in the western

_world. There are also many multi-modal texts in our daily western lives which

-combine at least two of the spoken, written, non-verbal, visual and auditory modes',
tor c.ﬁample, comics, magazines, newspapers, signs, posters, television, film and
compﬁters (Elliott, 1994). The exlistence of multi modal texts needs to be considered

in current definitions of literacy.

The study described in this thesis is concemed with some of the social practices and
conceptual knowledge involved in the development of literacy in young children. The
learning of literacy has been researched in different ways and from various
viewpoints. Two of these viewpoints, the cognitive and the socio-cultural, are
particularly relevant to this study because one relates to the cognitive abilities which
have been shown to be closely related to the development of literacy and the other, to
the social context; that s, the role of the family and wider community in the shaping

of literacy practices.

A cognitive approach focuses on what children learn about language and the mental
processes involved in such learning. It examines the information processing which
takes place during reading and writing and the metalinguistic skills involved in being

able to read and write, for example, grammatical and phonological awareness.

A socio~cultural or 'social construction of literacy' perspective (Heath, 1983;

T . . - e .
aylor, 1983) defines literacy as the ways in which communities use written language
in their dailv 1 . . .
their daily life. This socio-cultural view sees literacy as culturally and socially

Specific; : .
ic: thus different social and cultural groups are seen as using distinct forms of
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- literacy. Nevertheless, Teale (1986) has challenged the view of literacy which groups

literacy practices by class, race or enthnicity, by claiming that literacy practices vary

'widcly within social groups and therefore can not be classified by these variables.

This view has been supported by the resuits of research by Breen et al, (1994) that
showed a wide variety of literacy related practices within Australia from families of
both high and low socio-economic status and within cultural groups. Thus, the social
cqnstruclion of literacy should be seen as taking place within family units rather than

within social or socio-economic groups.

Solsken (1993) sees this social construction of literacy as developing very specifically

within families. She argues that children enter the school system with an orientation

~ towards literacy which has been constructed within their family through the functions

- and social relations of literacy, based partly on that family's experience of work and

gender issues. However, the literacy knowledge with which a child enters school can
be very different to the literacy of school; thus some children are advantaged and

others disadvantaged within the school culture.

Over the last ten years there have been significant changes in theories about how
children learn to become literate. One such theory, that of emergent literacy, seems to

contain elements of both cognitive and socio-cultural approaches.

| 2.1.1 Emergent literacy

The term "emergent literacy" has come to mean different things to different people.

Depending on researchers’ backgrounds and interests, emergent literacy

has been associated with everything from language learning to specific
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classroom activities, from early reading behaviours to skill acquisition,
and from cognitive processing to social relaiionships (Crawford, 1995,

p.71).

Historically, it was thought that children needed time to develbp maturity and
prerequisite skills before they could learn to read (Gesell, 1925) and in-the 1960 's,
standardised tests were developed to measure reading readiness (Durkin, 1966). The
concept of school or reading "readiness” was disputed by Clay (1966) who found that
children had already developed meaningful knowledge about reading and writing
before they started school. Clay apparently first coined the term "emergent literacy"”
which Sulzby (1994) iater defined as the development of reading and writing
concepts, behaviours and attitudes which form the foundations for conventional

literacy.

Emergent literacy is related to cognitive/developmental psychology and
developmental psychdlinguistics. According to Solsken (1993), research from the

emergent literacy perspective seeks to:

identify the knowledge and processes that individuals possess,
the order in which they are acquired, and the environmental

conditions which best support their acquisition. (p. 3).

An emergent literacy perspective thus sces the cognitive development involved in
lteracy as taking place within a social context, with certain types of experiences and

e : ‘s .
Xposure to literacy-based activities favouring its development.

An . .
¢mergent literacy model suggests that literacy development begins as early as the

first . .
months of Jife (Weinberger, 1996). Within this model, children are seen as taking
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an active part in their literacy learning which develops and "emerges”" over time with
increased experience. Children are thought to become literate within a social context
by being surrounded by print in the form of advertising, packaging, newspapers etc.

and by seeing the people around them reading and writing. Further, some emergent

- literacy theorists also consider cognitive skills which are thought to be related to early

literacy. Sulzby and Teale (1991) include the development of phonological awareness

in children as being an important part of emergent literacy.

Teale (1995) proposes that in schools, literacy instruction from an emergent literacy
perspective, immerses children in a print rich environment and involves them in
reading and writing activities from the first day at pre-school. Reading and writing are
seen as functional and are involved in all aspects of work and play in the classroom.
Written language is embedded in daily classroom activities and children are involved
in group storybook readings, letter and sound activities such as songs, finger plays,
rhymes and word games. Some of the cognitive aspects of literacy, such as
phonological and grammatical awareness, are developed through language games,

nursery rhymes, songs and poetry.

Literacy has been shown to be related to general achievement at school (Snow, Burns
& Griffith, 1998). School success is generally related to the level of literacy achieved
by the child. School literacy until recently, has been mainly concerned with reading
and writing, although viewing is now recognised as an important part of literacy and
is included in the Western Australian Outcome Statements for English. Many children
interact with print, computers, television and video as part of their everyday routines
at school as wel] a5 at home. Nevertheless, research on the cognitive variables

invol CSE T . . .. .
ved in literacy, especially metalinguistic awareness, has focused mainly on
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reading and spelling.

It will be seen that a broad definition of literacy includes those skills and abilities
which are involved in being able to speak, listen and think critically within reading
and writing in various social contexts ( DEET,1990). In this study "literacy" will be
used to refer mainly to the skills, knowledge and abilities related to the reading and
writing aspects of school literacy. The term "emergent literacy” will refer to the

development of the literacy-related cognitive and social skills which takes place in the

- years before school and the early years of school.

2.2 LITERACY LEARNING IN YOUNG CHILDREN

Two important aspects of emergent literacy are the social (environmental) and

cognitive factors. Some important factors included in these aspects are:

(a) family literacy practices, including the role that parents may play in the child's
development of literacy; and

(b) predictors of early reading and writing success, that is, the cognitive skills that

children may need to become literate.

2.2.1 The role of parents in language acquisition

Family literacy practices such as book reading, or just looking at pictures in books, is
a customary way in which children in a literate society can learn about language as a
System of representation; this in turn may benefit the later acquisition of reading and
writing. The interactionist theories of children's language development advocated by
Vygotsky (1987) and Bruner (1983) place great importance on the role of aduit
involvement, Garton and Pratt (1990) show how language acquisition usually takes

Place in : . . .
a continuous meaningful context through interaction with parents or
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significant others in everyday situattons.

How parents may facilitate this lcarning was explored by Cazden (cited in Garton &
Pratt, 1990) who described three types of indirect maternal assistance in language
development. The first is "scaffolding” (Bruner, 1983), where the mother extends the
child's language by questioning and by providing a predictable framework for
language development through routines, sucii as bathtime. The mother may talk to
the child during the bath, naming objects and activities, for example, " I'm going to
put you in the water now. Is it nice and warm? Have a kick, splash, splash. Now let's
find the soap." The second type of assistance is the language model provided by the
adult who corrects the child's language, for example, a child who says, " Goggie",
might be corrected by a parent who says, "Yes, look at the dog." The third is that of
direct instruction where the child is told exactly what to say, for example, "Say,

‘Thank you for the present’, Andrew."

The possible effects of such early maternal language input on children learning to
read and write at school was the subject of a study by Wells (1986) in Bristol, UK.
This study focused on the importance of the language development which occurs in
the years before the child begins school. It explored the relationships between the
importance placed on talk and literacy in the home and literacy and reading
cdmprehension achievement at school. Wells' research indicated that children who
had been read to at home were better abie to "crack the language code”, had an
understanding of the value and symbolism of print and were experienced in the

i‘“agil“lary world of stories and books.

th_:g!g_gionship between parental input and literacy development

Many of the studies which have looked at the role that parents may play in the
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development of their child's literacy knowledge have tested the hypothesis tat
parents help emergeni literacy development by reading to their prc-schoolers..
Research over the lﬁst twelve years has shown a significant relationship between
parents reading books to preschoolers and their children's later fiteracy development
(for example Bus, [jzendoorn & Pellegrini, 1995, Spreadbury, 1994; and Wells,

1986).

A quantitative study undertaken by Bus, ljzendoorn and Pellegrini (1995) focused oh
the relationship between the frequency of parent-preschooler reading and the
acquisition of literacy. This study set out to test empirically, through meta-analysis of
4] .studies, the hypothesis that book reading is the most important activity for
developing the knowledge required for later success in reading. The results

showed that book reading does indeed assist the development of language and

literacy, although the size of the effect was not as great as might have been expected.

[n the United Kingdom, parental involvement in reading to children was shown by
Hewison and Tizard (1980) to be highly predictive of future reading success. It was
found to be a better predictor than intelligence, even across socio-economic groups
and was independent of the home language. Harrison (1995) described several
Programs which involved partnerships between parents, teachers and other

Community members, all of which appeared to have been successful in promoting

literacy in children.

Here in Australia, Spreadbury's (1994) naturalistic research which followed the
literacy development of Ter son from birth and recorded her observations of the

|

anguage she ysed as part of her family's daily routine. She discussed how talking and

reads
_ ading to he_r som, even before he could talk, provided an important foundation for his
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language development. She claimed that she increased his vocabulary by naming the
things around him and putting the characters and events of books into context by
relating them to his own life experiences. Spreadbury discussed how, by reading to

him, she was in fact teaching him about reading.

The large differences in home literacy environments indicate the need for long term
“studies of the effects of the home-environment on later literacy development. Other
family literacy research by Spreadbury (1993), a five year longitudinal study of 25
Brisbane families, showed that the level of participation by parents in their children's
literacy development was a good predictor of their child's later reading ability. Those
children whose parents had fostered an interest in literacy were more likely to be good
readers. These parents had, she claimed, informally "taught” their children to read in

response to the child's interest in books and print in their environment.

A more recent longitudinal study by Leseman and de Jong (1998) looked at the
relationship between home literacy and school achievement. This study considersd
home literacy as a "multifaceted phenomenon” consisting of opportunity, instruction
and parent/child cooperation. The subjects of the study were 89 children from
multiethnic, partly bilingual families who were studied at4, 5 and 6 years of age.
Measures of home literacy were taken by means of interviews with the parents and
observations of parent-child book reading interactions. At age 7, by the end of Grade
1. after nearly one year of formal reading instruction, vocabulary, word decoding and
reading comprehension were assessed using standard tests. Results of correlational

and multiple regression analyses supported the hypothesis that home literacy is

multifaceteq,

Lese ,
=>eman and de Jong adopted a social constructivist approach and selected facets or




18

ingredients which they believed to be responsible for the relationship between home
literacy préctices and developmental and educational outcomes, The three important
facets that emerged from the study were: exposure and modelling, that is, opportunity,
the transmission of knowledge and skills, that is, instruction; and an affective
‘experience involving cooperation between parent (or other adult or sibling) which

lcads to motivation, which was measured in terms of "social emotiona! quality".

Leseman and de Jong found that the three facets of home literacy, when considered
together, were more predictive of language and achievement levels of the children at 7
~ years of age than each facet separately. They found that these facets remained
statistically significant even after controlling for the effects of early vocabulary and

home language.

The relationship between home literacy and language and literacy development
cannot be shown to be a causal one with a correlational approach which does not
control for alternative explanations. Leseman and de Jong found that home literacy
determined school literacy achievement even after effects of prior language
development and home language were statistically controlled. However, the context

of home literacy was also found to be very important.

“Home literacy research has often viewed the context of home literacy in terms
of socio-economic status, race or ethnicity. Leseman and de Jong's study considered
the issue of the context of home literacy and found that home literacy cannot be
Separated from the social and cultural contexts constituted by parents' education,

w . . ] ..
ork, social networks and wider cultural and ethnic communities.

R .
esults of these studies all indicate that there is a relationship between the
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importance placed on literacy in the home and the development of children's reading

and writing skills at school.

2.2.3 Linguistic and Social Capital

As Cairney (1994) has shown, literacy is a social practice which has specific
manifestations in different contexts. Young children leam from the literacy practices
of lheir own social group, which is usuaily the family.. However, the literacy practices
of home and school may be different. Schools have their own specific discourses, that
is, social, cultural and linguistic practices which may not match with some families'
home practices. Some children will start school with an advantage because they bring
"linguistic and social capital” (Heath, 1983) from homes which have similar social,
cultural and linguistic practices to those of the school. Teachers in schools are often
from middle class backgrounds so that the linguistic, social and cuitural practices
perpetuated in classrooms also tend to be middle class. Thus, many children from
middle class backgrounds are likely to have experienced some school-like practices at
home. Further, Auerbach (1989) claims that schooling is a cultural practice and the
range and variety of student achievement reflects the differences between school
resources and teaching methods, and the cultural practices of home. It appears

then, that the children most likely to succeed in school may well be those who are

from a similar linguistic and cultural background to that of their teachers.

A nine year ethnographic study of the literacy practices of three rural conununitii;s in
the Piedmont Carolinas described the very different ways that language and literacy
are perceived by different groups (Heath, 1983). In this study, Heath described a
Mismatch between the literacy practices of home and school for two of the

COmmunit; : . C .
unities which apparently did not advantage their children's school performance.
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Such evidence has been used to justify family literacy programs which instruct
parents to use school-like language and activities at home to prepare their children for

school.

Many such family literacy programs have sought to follow a "transmission” model
which Auerbach (1989) argues is designed to transmit school practices to the home.
‘This model, however, looks at the context of home literacy in terms of socio-
cconomic status, race or ethnicity and assumes a deficit in that the homes of children
deemed to be at risk of having difficulty learning to read and write. These homes are

scen as lacking in literacy-related practices.

However, such assumptions cannot be made only on the basis of socio-economic
status, race or ethnicity as research by Breen et al (1994) has shown that there is a
wealth of literacy practices within homes across a range of communities. In order to
identify children who may be at risk of having problems learning to read and write it
seems that it is necessary to examine more closely the specific home literacy-related

factors which are thought to contribute to success in the early years of school.

2.3 HOME LITERACY-RELATED FACTORS IN EARLY READING
'SUCCESS

2.3.1 Family Literacy Practices

Questions arise as to what role, apart from reading books and 'doing school literacy',
parents may play in the development of their children's early literacy and what they
might be teaching thejr children about literacy. By exposing a child to a variety of
literacy experiences in their daily routines, parents may be helping their children to

d S
evelop a familiarity and confidence with language and print. Parents may be
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informally teaching grammatical awareness by reading frequently to their child and
reading the same book many times, thus exposing them to more complex grammatical -
constructions than timsc used in everyday oral language. By teaching the child
nursery rhymes and songs, parents may be helping children to deveiop an aWarcness
of allifération and rhyme. Games such as | Spy may help to develop an awareness ;)f
the first sounds in words and encouraging children to give whole sentence answers
may help them to focus on the sentence as a unit of meaning (Rohl & Milton, 1993).
These practices are important because they have been shown to be related to success
in early reading. When children are learning to read they draw on their knowledge of
grammar and the sound units of words to help them guess and decipher new words

(Tunmer, 1990).

Hess and Holloway (1984, cited in Snow, Bumns & Griffith, 1998), identified five

broad areas of family functioning that may influence reading development which are:

1. Value placed on literacy: parents give value to reading by reading
themselves;

2. Press for achievement: parental expectations for their child's school
achievement and response to the child's interest in reading create a 'press for
achievément';

3. Availability and instrumental use of reading materials: a home rich in
books and reading and writing materials is likely to encourage literacy
eXperiences;

4. Reading with children: parents read to preschoolefs and listen to oral

- reading;

3. Opportunities for verbal interaction: parents contribute to a child's
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vocabulary through language-rich experiences and the quantity of verbal

interaction (Snow et al, 1998, p. 121).

Qther studies have looked closely at home literacy related practices in an attempt to
identify a relationship between family literacy practices and the acquisition of reading
and writing skills in young children. Baker, Serpel'l and Sonnenschein (1995)
identified the following categories as possibly related to early literacy developmentf

Participation in daily routines

Joint storybook reading

| Visits to a library or bookshop
Independent use of print where the chjld role plays reading and writing
.Explicit instruction, for example, teaching the letters of the alphabet

Music and singing, especially Nursery Rhymes,

The Elmswood Study by Weinberger (1996) looked at the literacy experiences and
achievements of 60 British children from a wide variety of social backgrounds and
aged from preschool to age seven. This study found that all the children in the study
had learnt something about literacy and had developed some literacy skills by the age
of three. However, Weinberger found that the literacy practices that children

experienced at home were often more varied and different from those which they

would later experience in school. He found that children can leam "useful social and
cultural lessons about what it means to be a reader and writer in our society” (p.43)

from the literacy practices taking place in their homes.

The results of research carried out by Breen et al (1994) to examine the literacy
Practices of a wide range of schools and communities, suggested that, in fact, families

use .
a wealth of literacy related practices in their everyday life. This research found
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that the literacy environment of the home is not just confined to books; there are other
literacy practices and models in the home such as computers, discussion around TV -
and at mealtimes, help with homework and religious practices which may also
contribute to literacy learning. Breen et al found that within some socio-economic and
cultural groups there were families who engaged in few school-like behaviours anél
others whose home culture was similar to that of the school. It would therefore seem
incorrect to assume, as some creators of family literaqy programs have (for example
the Head Start Program), that all parents within a low-socioeconomic community

would need to be shown school-like behaviours to transmit to their children.

‘These "school-like" behaviours in literacy practices occur in varying degrees within
familtes of young children in Australia. The DEETYA Children's Literacy Project
(Hill, Comber, Louden, Rivalland and Reid, 1998) focused on the connections
between literacy prior to school and in the first year of school of 100 children at five
research sites across Australia. As part of that research project, Reid (1998)
characterised the differences between the prior-to-school literacy experiences of those
children in terms of "the material, social and cultural resources that their families have
available to them in their everyday lives and that which the children take up as their
own part of 'themselves' "(p. 234). This project, in accordance with some other
national literacy research projects funded in Australia (Gunn, 1996), found that
literacy practices within homes varied considerably more than literacy practices in

schools, which were found to be similar, regardless of the location or clientele.

Similarly to Leseman and de Jong (1998), Hill (1998) noted the relevance of context
to -
learning literacy, that is, what is available to children in their homes in relation to

lite .
racy (OPPOI'tumty); how the children engage or participate in literacy related
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experiences (cooperation); and the content, or what is leamnt. The 100 Children project
found, in Reid's words, "yet again {...] that economic and cultural advantage
continues to predetermine school success and risk of school failure” (p.235) and that
"there is no stereotypical child emerging from our observations and analysis of these

children and their literacy practices" (p.244).

Unlike those who advocate the "transmission” style of family literacy programs, Reid
(1998) suggests that teachers should acknowledge the potential benefits of social

- diversity in language and literacy. From either viewpoint, it seems important for
teachers to know more about the home language and literacy practices and cultural
capital of the children they are teaching in order to achieve what Vygotsky (1987)
calls "intersubjectivity”, that is "the shared focus of attention and mutual

understanding of any joint activity" Caimney, Ruge, Buchanan, Lowe & Munsie,

(1995).

Thus, teachers wanting to work in partnership with parents tc build upon the
knowledge that children already have before they begin school, would need to kno;v
about the family literacy practices of the children in their classes as well as what it is
that children need to know in order to become successful readers. When considering
what it is that children need to know in order to learn to read and write, we need to

consider the predictors of reading success.

2.4 CHILD-RELATED FACTORS IN EARLY READING SUCCESS

24.1 Predictors of early reading success

Re : - . . |
search into what it is that children need to know before they can become effective

€rs has looked at predictors of school success or failure in learning to read
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(Adams, 1990). Knowledge of alphabet letters was identified by Chall (1967) and
Bond & Dykstra (1 96;1) as a strong predictor of success in early rcading, Later studies
such as that by Tun.llner, Herriman & Nesdale (1988) suggested that both grammatical
and phonological awareness are important in early literacy learning and there is’
cvidence that phonological awareness is a necessary (but not sufficient) skill in

lcarning to read and write (Tunmer, Herriman & Nesdale 1988; Rohl & Pratt,1996).

2.4.1.1 Knowledge of letters of the alphabet

An extensive study by Adams (1990) which reviewed 20 years of cognitive research,
identified letter knowledge as one of the best predictors of reading achievement.
Adams found that just teaching children letter names was not enough, it was the
child's familiarity with the letters which seemed to be important. Familiarity with
Iétters is usually developed before the child enters school so it seems that for many |

children, familiarity with print comes from home literacy practices.

Snow et al (1998) discussed the results of longitudinal studies since 1975 which
showeci that being able to name letters shown at random appeared to be ncarly as
successful at predicting future reading, as a complete readiness test for
kindergarteners. Nevertheless, Adams (1990) found that alphabet knowledge was not
enough to guarantee reading success; both letter knowledge and phonological

awareness were necessary.

24.1.2 Phonological awareness

The ability to reflect on language as an object of thought is known as metalinguistic
aw. L X
areness. There are several forms of metalinguistic awareness which are thought to

be oo
related to success and failure in learning to read, one of which is phonological

aWareness,
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Phonological awareness is the ability to recognise the sound units of language and
manipulate them, for example, to recognise that words are made up of syllables, that.
_caf and bat thyme, and that bat and ball start with the same sound. The ability to
create new.- words from segmented sounds is called phonemic awareness and develops
after the other phonological skills (Stahl,1992). This involves being able to identif)‘r
lhc. pho_riemes in a word, for example, p-a-n, and knowing that by taking out a and
replacing it with i will form, pin, and that pan can be rearranged to make nap

- (Ericson & Juliebo, 1998).

| The International Reading Association (Reading Today, June/July 1998, p.26)
distinguished between phonemic and phonological awareness in the following way: -
phonemic awareness refers to an understanding about the smallest
units of sound that make up the speech stream: phonemes. Phonological
awareness encompasses larger units of sound as well, such as syllables,

onsels and rimes.

Many studies have shown that instruction can enhance the development of
Phonological awareness. Further, this instruction has been shown to transfer to
reading acquisition (Lundberg, Frost and Petersen, 1988). Research has shown that
the most effective methods of teaching phonological awareness in terms of later
Success in reading and spelling are those which combine phonological awareness with
learning the letters of the alphabet, suggesting that the two skills are inter-dependant

M caly literacy learning (Adams,1990; Ball & Blachman,1991; Bradley &
Bryant,1983),

A most sy
Ststringent test of whether or not any variable is important in learning to read
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and write is to teach it to a group of children to see if it makes a significant difference
to their reading. It is also important to include in such studics a control group of -
children who are not taught the skills in question, but who spend the same amount of
time in other reading related activities. Then, if at the end of the training- period the

- experimental group's reading has improved significantly more than the control grc;up,

it can be said that the skill appears to be necessary for reading.

Phonological awareness has bgcn shown in many studies to be an extremely strong
predictor of later reading abiiilty (Adams,1990; Blachman, 1989, 1991; Stanovich,
1986; Yopp, 1995). Phonological awareness has been shown to be a better predictor

- of later reading success than IQ tests or reading readiness (Adams,1990; Blachman,
1989,1991; Catts, 1991; Stanovich,1986; Yopp,1995). Those children who can break
words up into sounds (phonemes) have been shown to be more likely to be better
readers than those who cannot (Bradley & Bryant, 1983, Lundberg, Olofsson & Wall,

1980).

[t has been shown that phonological awareness can begin to develop at different ages
and that the level of awareness varies among children (Maclean, Bryant & Bradiey,
1987). This knowledge is apparent in children as young as 3 years old who have been
cxposed to alliteration, rhyme and nonsense rhymes through such activities as nursery
thymes, for example, Phonological awareness develops sequentially and in distinct
Stages. It develops slowly in many children because the phoneme is an abstract
toncept and phonemes are not heard as distinct from each other in spoken words

(Liberman, Cooper, Shankweiler, & Studdert-Kennedy, 1967).

I . . .
N the development of phonological awareness, it seems that childrer are first able to

se .
gment words into syllables. In this stage a child may be able to clap her name, for
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example, E-liz-g-beth. She may also be able to hear onsets and rimes such as
d-og,.and identify words that start with the same sound, for example, dog and duck.
As chiidren develop more advanced foﬁns of phonological awareness they are able to
- break Words'_u.p into individual phonemes, for example, d-0-g and put them back

| together agaiﬁ td make dog. Awareness of g{hdnemes normally does not develop ux'uil

children are able to read some words (Rohl & Pratt, 1996).

- Research has shown that phonological awareness is very important in learning to
‘read and write (Adams, 1990); it has been shown to be one of the pre-requisites for

learning to read (Rohl & Pratt, 1996).

2.4.1.3 Grammatical awareness
Another form of metalinguistic awareness which seems to be related to the
development of reading and writing is grammatical (or syntactic) awareness (Garton

& Pratt, 1990).

Emmitt and Pollock (1997) state that "the term 'grammar’ as it is used by linguists
to'::_)day refers to that body of rules that describes or explains how a language operates"
(p. 101). Grammar can be seen as a description of the patterns of language, although
modern linguists now attempt to describe not only the language but also the mental
competence which enables us to use a language (Harris & Hodges, 1995 ). The rules
of grammar are, in this sense, that aspect of our abstract mental competence which
We apply systematically and predictably in order to use a language. This might be

referred to as grammatical awareness and is sometimes used interchangeably

with syntqetic awareness.

Grammag; ,  mere it
atical or syntactic awareness is "the ability to reflect on the syntactic structure
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of language and to regard it objectively and separately from the meaning conveyed by
the language" (Blackmore, Pratt & Dewsbury, 1994). This metalinguistic awareness
may be measured by the ability to recognise and correct ungrammatical sentences and
to know that two grammatically different sentences may have the same meaning, for
example, "The girl was chased by the dog, means the same as, The dog chased !)18 |

girl" (Rohl & Milton, 1993 p. 158).

Grammatical awareness continues to develop during the early years of school and
somne researchers have noticed that good readers are more sensitive to syntax than
poor readers (Bowey,1986; Ryan & Ledger,1984). Grammatical awareness seems to
help childrei: to make sense of text when they are learning to read and to help children
predict unknown words in text, thus helping them in their decoding skills (Tunmer,

1990).

Grammatical and phonological awareness have been shown by many research studies
io be important to the development of early literacy (Adams,1990; Tunmer, Herriman
& Nesdale, 1988). In the classroom, it seems that children may learn grammatical
awareness from whole language programs which involve the teacher reading to the
children every day and repeating the reading of the same stories, practices which are
based on the home reading practices of the bedtime story (Holdaway, 1979). By
becoming familiar with the text, a child may be able to recite the appropriate text and

make a connection between the spoken word and the printed word.

The few attempts that have been made to teach syntactic awareness to beginning
readers have shown that the experimental group's reading has not improved

signifi
to be

cantly over that of the control groups (Milton, 1992; Milner, 1994). So it is yet

shown that grammatical awareness is a sufficient variable in learning to read.
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For the purposes of this study, I will use the term grammatical awareness to refer to
the knowledge or awareness of how language works and the ability to manipulate the

“internal structure of a sentence to create or change meaning.

2.4.1.4 Concepts of print

"The. term ‘concepts of print' refers to a general understanding of how print can be
used rather than knowledge about specific letters" (Snow, Burns & Griffin, 1998,
p.115). It appears to have a moderate correlation with reading ability in the primary
”gr;tdes (Snow et al, 1998). Stuart (1995) found that higher correlations were present
Qheﬁ two types of print related measures were used: one related to understanding how
orint can be used; and the other related to letter naming and letter-sound

correspondences.

Part of being able to read is having knowledge of the conventions of book language.
This knowledge is learned through social and cultural experiences. Books are written
in a language which is often different from spoken language and are about events
which do not arise from the young reader's own experience; that is, they are
'disembedded' (Donaldson, 1986). It is through a familiarity with book language that
children learn to make sense of new texts, anticipate what might happen next and
recognise different genres. 'l.'hey may, for example, recognise that stories which start

- with "Once upon a time", are not true,

Weinberger (1996) claims that as children learn to read they need to understand
€ertain aspects of how print works, They need to understand that print has meaning,
“an represent sounds and words, has directionality, conventions and punctuation. This
unders'-aﬂding is learned through behaviours which happen through daily contact with

envir . T . .
ofmental print and by participating in literacy related routines such as going
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shopping, signing a birthday card and being read to.

Children who are read to may learn such concepts of print as that books are read
- from front to back and from left to right and that print is made up of letters (in groups

or alone), spaces und punctuation.

2.4.1.5 Environmental print

Environmental print is the print and other graphic Symbols in the physical
environment which are seen on packaging, advertising material, billbof_irds, television,

51gns on buildings and street and traffic signs. Children learn to give meaning to these
forms of print in the early phases of emergent literacy development (Harris & Hodges,
- 1995). By the time they are two or three, many children can identify signs, labels and
logos they see in their homes and communities (Goodman, 1986; Heibert, 1981;

Kastler, Roser & Hoffman, 1987).

In a literate society, children are surrounded by print and see others interacting with
print in a social context and on 2 daily basis. The more children interact with print and
observe others reading magazines, books, newspapers and letters, the more likely they
are to develop an understanding of print, It seems that children may make sense of
environmental print almost imperceptibly and without conscious adult instruction,
however, an understanding of print is more likely to happen when a child's growing

awareness is reinforced by an experienced reader.

Various studies have shown that young children are more likely to recognise print
from its environmental context and meaning than from the words (Taylor, 1983,
Heath 1983, Hiebert, 1978). For example, a child might interpret the McDonald's iogo

as "h : .. .
amburger" rather than read the word or give it the correct name because 1o her it
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is a symbol of the place where she eats hamburgers. In the same way, the Coca Cola

trademark may mean "drink" to a small child.

When y.oung children "read" familiar signs and logos in their environment they are
said to be at the logographic stage of word identification (Frith, 1985) which is

recognising print as a visual form. At this stage, a child who recognises the Coca-Cola
| symbol is probably not using alphabet knowledge or phonemic awareness to decode
the print, but is simply remembering the visual (that is, logographic) image which has
the meaning "Coca-Cola" or "drink" to the child. As children develop more advanced
forms of phonological awareness they are able to divide words into individual sounds
- and letters that make ﬁp each word, referred to as the decoding or deciphering stage

(Gough & Hillinger, 1980).

2.4.1.6 Word identification

Before children can break words into syllables and phonemes they need to be aware
of individual words as units of language. Skillful readers appear to recognise whole
words at a glance. Frith (1985) identified three stages in the development of word
reading: the logographic stage which uses images of whole words, the alphabetic
stage where children use sound-to-letter correspondence in spelling and the
orthographic stage when children recognise that spellings do not always directly
reflect pronunciations and that "reading requires attention to word specific
orthographic information" (Snow et al, 1998, p.72). As familiarity increases, children
begin to identify words as unique visual patterns (Ehri, 1991). Word identification has

been shown to be highly related to comprehension of text.

24.1.7 Expressive and receptive vocabulary

There j . _
€e 1 a strong link between oral language and reading ability (Snow et al, 1998).
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Comprehension of text relies heavily on the reader's oral-language ability and, as has
been shown, language development in the preschool years has been related to reading
comprehension and later reading achievement. Vocabulary appears to be necessary to
the development of reading and writing. Receptive and expressive vocabulary
measures have been explored as predictors of reading achievement. A receptive
vocabulary test usually assesses the child's ability to point to a picture which most
accurately represents a word spoken by the examiner. Snow et al (1998) examined 20
prediction studies and found that the mean correlation between receptive vocabulary

scores in kindergarten and subsequent reading scores in the first three grades was .36.

A test of expressive vocabulary usually assesses a child's ability to name objects or
drawings of objects. In examining the results of five kindergarten prediction studies
Snow et al {1998) reported that the studies produced consistent results with a mean
comrelation of .45. These results suggest that expressive language is a reliable but
relatively low predictor of future reading success. It should however, be noted that,
compared with tests of receptive vocabulary, tests of expressive vocabulary place
greater demands on verbal memory and phonological skills which may account for the

stronger effects of expressive vocabulary.

24.1.8 Summary

Itis very difficult to establish causal relationships in reading research. As Snow et al
(1998) have pointed out, a causal relationship has been shown for only a few of the
Measures that best predict early readiné ability. There are however, several measures

Which in combination, may be successful in predicting future achievement levels in

Teading. These factors are: individual, familial, and demographic and thus are related

10 family-based (or social) and child-based (or cognitive) factors. It seems that there
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have been few studies carried out which have examined the relationship between
family and child-based factors for children beginning preprimary, These variables
include family literacy practices and the child's literacy-~related knowledge, that is,
overall language development, phonological awareness, grammatical awareness, letter

identification and concepts of print.
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CHAPTER THREE

METHOD

3.1 SUBJECTS
The subjects of the study were the children and their parents from two preprimary
centres in Western Australia, one in an high socio-economic inner metropolitan
suburb and the other in a low socto-economic status northern suburb of Perth. Two
schools were selected in order to obtain an initial sample of 50 children. These two
government schools were chosen because I had had contact with both schools and
hence co-operation from the parents, staff and principals was readily arranged. The

| children were aged from 50 to 69 months with an average age on the first of March of

56 months.

.Séhool A is close to a university and major teaching hospital. A high proportion of
families attending the school own their own homes. Many of the parents are self-
employed and most of the families have at least one parent employed on a full-time
basis. The principal commented that there is an increasing number of children from
single parent families attending the school. There is a wide cross section of
occuipations amongst the parents and many work in professions such as medicine and
teaching with some employed either at the hospital or the university. The majority of
students continue their primary education at the school, with some leaving to attend
Private schools in years 5, 6 and 7. There is a small number of students from non-
English speaking backgrounds entering the school, some of whom speak little or no
English on arrival. The school community is very supportive of the school and has a

trong Parents and Citizens group which organises regular fundraising activities
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including a school fete.

School B is in a low socio-economic area with a high proportion of rental properties
and Homeswest accommodation. A third of the pupils in the school have single
parents and close to half of the families are receiving welfare benefits. Sixteen
percent of the students are of Aboriginal or Torres Strait Island descent and 15% of
the students at the school are identified as being from a non-English speaking
background. There is a significant transience rate due in part to families occupying
and then vacating rental properties (statistics from the school profile in the School
Development Plan). Most of the children continue on to the local high school rather

than to private schools for their secondary education.

Of the 50 families approached, 48 children, 20 girls and 28 boys took part in the
study. The preprimary class at School A consisted of 24 children, 11 giris and 13
boys. Four children came from home backgrounds in which a language other than
English was spoken (Serbian, Tamil, and Vietnamese), but all were fluent in English
and they spoke little if any of the other language. There were no children of
Aboriginal or Torres Strait Island descent in the class. At the time of testing the

average age of the preprimary children at school A was 56.75 months.

At School B, the preprimary class consisted of 26 children, 10 girls and 16 boys.
There were three children of Aboriginal descent and four who spoke a language other
than English at home (one Vietnamese and three Macedonian). These children were
hot fluent in English and so the results of their assessments were not included in all
analyses. At the time of testing, the average age of preprimary children at school B

Was 57.5 months. All of the 24 children from school A were assessed and 22 of the
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26 children were assessed at School B due to absences.

| 3.2 MATERIALS

Data for this study was collected through a questionnaire that provided reports of
the level of participation and frequency of literacy related activities in the home and
_through aséessment of the children’s early literacy..rélated knowledge at the beginning

of their preprimary year.

The questionnaire was handed to the parents of all children attending the two
preprimary centres. They were asked to either complete the questionnaire on
reception, or to take it home to complete and return as soon as possible. Forty-seven |
.~ parents (24 from School A and 23 from School B) completed all or most of the -

questionnaire and returned it to the teacher or researcher.

3.2.1 Questionnaire
The aim of the questionnaire was to collect data on:
(a) the literacy related practices in which the preprimary children were
engaged at home as identified by their parents;
(b) the level of participation in family literacy related activities;

- (¢) the frequency of literacy related activities in the home.

The questionnaire consisted of a demographics section to identify the respondent
(mother, father or other) and the parents' level of education and teacher training.

This section was followed by 33 questions (based on the findings of Baker, Serpell &
Sonnenschein, 1995) in the following categories:

Joint storybook reading
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Visits to a library or bookshop

Participation in daily routines

Explicit instmclion__

independent use of print

Other categories not identified by Baker et.al, but considcred to be
important literacy related practices were:

Computer use

Music and singing

Parental expectations of education.

The questionnaire took the form of multiple-choice questions on a five-point scale of

- Always, Nearly Always, About Half the Time, Not Often, Never, and Yes/No answers.

The headings in the questionnaire were Demographics, Joint Book Reading,
Participation in Daily Routines, Explicit Instructicn, Computer, Role Play Reading &

Writing and And Finally...

3.2.1.1 Questionnaire Design

A questionnaire was chosen as the appropriate means of data collection as the subjects
were from two geographical areas. It was an economical way of collecting data in
terms of time and money, and, as the respondents were able to take the questionnaire
away 1o complete in their own time, they were not likely to be influenced by the
interviewer. The questionnaire was limited to 33 questions so that it would not be too
long for the respondent. The respondents were all guaranteed anonymity. Generally,
the parents in both schools were interested in the content of the questionnaire and

€Xpr s . . . . . g .
Pressed g willingness to participate in anything related to their child’s entry into the
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school system.

The questionnaire was piloted before being distributed. A section on television and
viewing was considered for inclusion but was not added due to the overall length of
the questionnaire. At the time of distributing the consent forms to teachers, princip’als
and parents, it was planned to include a diary for recording the literacy practices of
each family over three consecutive days and to carry out case studies of three families
in each school. However, it was decided that the diary and case studies were not
necessary for the purposes of this study. The grammatical awareness tasks were

- found to be difficult for the children in the pilot study so it was decided to cut down
the number of tasks from 10 to five in both the morpheme deletions and the word
order changes sections., Minor modifications were made to the wording of some
questions in the questionnaire. A copy of the questionnaire as distributed to parents in

the study is included in Appendix A.

Questionnaire, Page 1, Introduction and Demographics

The cover page of the questionnaire carried a brief explanation of the study and

reasons for the questionnaire. The participants were asked to answer the questions
honestly. This was followed by a demographics section that was designed to identify
the person who completed the questionnaire (mother, father or other) and their level
of education. The third question in the demographics section was included to identify

Parents with teacher training as this training may have influenced home literacy

related practices.

_ Q“estionnaire, Pages 2 and 3, Joint Book Reading

This Section related to the collection of data on the frequency of literacy related
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activities in the home, specifically, joint or shared book reading and parental
involvement in this activity. As shown in the literature review, research by Hewison
and Tizard (1980) indicated that parental involvement in reading to children was a
si_g.niﬁcam predictor of the child’s later success in reading and the literacy programs
'invol_ving parental participation described by Harrison {1995) resulted in an increaée

in children’s reading development.

Questions 1-3

1. Who reads to your child?
2. How ofien is your child read to on average?
3. Who reads most frequently to your child? What is this person’s main

reason for reading to the child?

Respondents were asked to indicate frequency on a scale of Every day, 5-6 days a

week, 3-4 days a week, 1-2 days a week, Never or Other (please specify).

Questions 4 to 12 were related to the type of books read, the persen who chose the
book, the source of the book and the type of interactions that may occur during
reading, Research by Spreadbury (1994) showed how parents can increase their

child’s vocabulary and foster reading development by relating the characters and

- eévents in books to the child’s own experience. So, it seems that parents who discuss

the book before, during and after reading and respond to the child’s interest in books
and print may be informally teaching their child to read.
4. What type of books or literature are read to your child?

3. Who is primarily responsible for choosing the books which are read (eg.

the child mother)?
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6. Does the reader discuss what a book could be about before, during and/or after
r_eading it with-your child?
7. _Doés your child borrow books from a library? If so, how often?

8. What is the main source af books that are read to your child?

Questions 9 to 12 related to the fe-reading of books. As already méntioned, itis

- tﬁmugh this kind of repetition that children begin to maké sé'nsé of thé print on the

" page and associate words and meaning. Familiarity with print has been shown to be
: mo'r_e significant than being able to name and recognise letters in imprdving reading
aBility {Adams, 1990). It seems that .children may .leém grammétical awareness from o

- . repeated reading of the same stories.

Questions 9-12

" 9 How often does your child ask for a favourite book to be read?

10. Does your child ask for a book to be read more than once at a sirriﬁg? If
s0, how ofien is the book read again?
11. How often does your child memorise the text of books?

12, What is your cimd ;}f&vourire book?

Questionnaire, Page 4, Participation in Daily Routines

Questions 13 to 15 aimed to identify the types of soutines that took place in the home .
and other classes and activities in which the child participated. The respondent was
asked to identify literacy related household routines in which the child participated.

This information was sought in order to discover what the parents identified as

literacy related activities. -
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Questions 13 - 15

13. What sort of family or household routines does your child participate in
_whf'ch involve some sort of literacy (eg cooking, shopping)? Please specify.

14. Does your child participate in any classes outside preprimary? If so,
‘which?

15. What other activities does your child take part in (eg. Religion, sport)?

" Question 16 was related to one of the assessment tasks, environmental print,

and whether the child recognised signs and print in the environment. The child may
have been taught to recognise these signs or may have made an association with the
symbol that gave it meanirig, for example she may have associated the McDonald’s

sign with eating hamburgers but not identified it as meaning or “saying” McDonald’s:

Question 16
16. Does anyone draw your child's attention to signs (eg. BP, McDonaId&)

and print in the environment? Please elaborate,

| ::__:;-iQuestion 17 was included to identify the range of writing related materials available
to the child in the home. This could have been seen as relating to the level of parental
participation in the development of literacy related knowledge by reflecting the

importance placed on the child's use of such materials.

Question 17

A7 What drawing and writing resources are available to your child at home?

Questi tionnaire, Page 5, Explicit Instruction

+ Questions 18 to 22 were related to activities which require parental participation and
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are intended to develop the child’s literacy related skills. The respondent was asked
_.wl.'_wthé_r the child was using pre-reading or literacy packages, was being taught to read
at hb_mc, waS being taught the letters and sounds of the alﬁﬁabcl, numbers and words
amd playh—ig' games which involved letter, number or word rcco'gr.li{_i.on. Pr_ereader"s
kn.owledgc of letter names was reported to be a very good predictor of early réadiné |
_Silccc_ss (Chall, 1967, Bond & Dykstra, 1967). Through games SUC};I. as l Spy Childreh
can develop an awareness of the first sounds in words. .Phbnological awareness has
also béen shown to be a Highly significant predictor of reading and spelling

- (Adams,1990) and sounding out words may help children to mdergmd that
- words are made up of phonemes. By encouraging children to givé'l\&l:"{.ole"sentence
answers parents are helping them to focus on hﬂ sentence as a unit of meaning (Rohl

- & Milton, 1993).

Ouesti_ons 18-22

18, Does your child use any prefreaﬁfing or literacy bdckages? lf so, which
ones? | _ S

o9, Is your ch_ild being Idughr or has been'faught fo réad at home? If so,

.' E_&w? o o

B 20. Has someone taught your child fhé fetrérs of the alphaber?. If so, who? |

21, Does someone so#nd out words to your child?

22. Does someone play number, letter or word games with your child? If so,

which games?

Questionnaire, Page 6, Computers

Using a Compuier can be seen as a literacy related activitjr so the following questions-

Were included to ascertain the level of use of computers bythe-prepnmary child_, the
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length of time spent at the computer, the frequency of use, the type of use and if the
child was accompanied or alone. Question 25 was related to parental participation and -

level of involvement.

Questions 23 - 25

- 23. Does your child use a com;;;der at home? If so, how often? How many
hours per day on average? I.

24. How does your child use the co;}ipz_;:ér? (Choice of games etc.)

25.-Does your child use the computer &}Bne? If not, who sits with your child

whilst asing the computer? How often is your child accompanied at the

computer?

o Qﬁestionnairc, Page 7, Role Play Reading and Writing

The questions in this section related to the example set by parents when they read or
take part in literacy related activities. The child may develop an interest in reading N
and writing through watching the parent and copying or role playing the adult
activities, The Elmswood Study by Weinberger (1996) found that children often |
experience a variety of literacy related activities in the home that are more varied than
and difierent from those experienced at school. In the home the child is often exposed

to more adult writing and reading behaviour which provides them with valuable

models.

Questions 26-29
26. Does your child attempt to, or pretend to write at home? If so, please elaborate.

27. Does your child attempt to, or pretend to read at home? If so, please elaborate.

28. Does someone draw your child’s attention to the print in storybooks? If so, who

does?
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29. What sort of literacy related activities does your child see you engaged in? Please

describe,

Questionnaire, Page 7, Music and Siﬁging

This question was included to collect data about the types of songs, Nurslcxy Rhymes
and jingles taught to children in the home and the level of participation of parents and
children in this activity. Through songs and rhymes, children may develop a
knowledge of alliteration and rhyme and a familiarity with language (Maclean,

Bryant and Bradley, 1987).

Question 30
© 30. Does someone (outside preprimary) teach your child songs or rhymes? If -

so, who? What sort of songs or rhymes are tqught?

Questionnaire, Page 8, And Finally...

These questions were related to parental expectations of the preprimary year and of
the child’s ultimate educational achievements. Question 31 asked whether the
respondent believed that reading stories to a child would help him/her to become a
better reader. The question was related to the motivation or intention of the parent in

reading to their child and also asked for reasons for the answer given.

Question 31

31..Do you believe that reading stories to your child helps him/her to become a better .
reader? Please suggest reasons for your answer.
32 What dy You hope that your child will get out of his or her preprimary education?

33. What leyel of education do you hope your child will eventually achieve?
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3.2.2 Early Literacy Related Assessment Tasgks

The following assessment tasks were selected to give a detailed profile of cach child's

literacy-related knowledge.

e 3.2.2.1 Letter Identification. Clay (1993)

This task was administered in order to assess each child’s knowledge of the letters of
the alphabet in both upper and lower case. It was based on Clay’s (1993) Letter
Recognition task which is part of An Observation Survey of Early Literacy
Achievement, The task was changed slightly from that of Clay to suit the age of the
children. Her test is intended for 6-year-old children who have attended school for one
 year. Instead of a printed list of letters, Duplo blocks (plastic cubes) were used
because they could be easily handled by the children. Twenty-six upper case and 26
lower case letters of the alphabet on the 3-D plastic cubes were spread out at random
in rows of approximately 6 in front of the child. Clay included 2 fonts for ‘a’ and ‘g’.
These were not considered appropriate for these young children and were not

included.

The child was asked to find the first letter of his /her name and then to name any other
known letters, As in Clay’s test, the child scored a point for correctly naming the
letter, a word beginning with the letter, or the sound of the letter. Each child was
asked, “Do you know what these are?". If the child answered correctly that ﬂ':ey were
letters the child was then asked, "That’s right, they’re letters. Can you show me

Which letter your name starts with?” If the child said that they were numbers or was
unable to give them a name, the researcher said, "They are called letters. Can you
Show me which letter your name starts with?" (Upper case letters were shown first.)

Then the child was asked, “Do you know what any of the other letters are?”, After
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the child had been shown the upper case letters, the lower case letters were displayed

and the child was asked, “Do you know any of these letters?”

e 3.2.2.2 Ready to Read Word Test (Clay 1993)

This task was used to assess the child’s reading vocabulary. Each child was shown '
Clay’s List A of 15 words common in early texts and reading materials and asked if
s/he could read any of the words. This task was administered and scored as directed
by Clay, the only change being that the words were typed in large print. The child was
asked, “Do you know any of these words?” A point was given for each word read
correctly. The words were: I, Mother, are, here, me, shouted, am, with, car,

children, help, not, too, meet, away.

o 3.2.2.3 Environmental Print

The purpose of this task was to assess whether the child could give meaning to print
and symbols in the environment, for example whether s/he associated the word
“MILK?” in isolation with the word as seen on a milk carton, or the McDonald’s
trademark with the symbol on a McDonald’s building. The words were cut from
magazines and cartons so that they were in the same form as seen by the child in the
environment. They were out of context in that they were not in their usual
environment such as on a milk carton, a shop front or street sign , thus they were
disembedded. This is a more difficult task than giving the correct meaning to print in
its usual "embedded" context, for example, recognising a McDonald’s shop by the
big yellow “M” trademark displayed on the roof, but as Donaldson (1989) has shown,

Mmany classroom tasks are dependent on "disembedded" language.

The child was asked if s/he recognised any of 11 signs and symbols on a sheet of
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paper. The signs were those of popular shops, take away foods and traffic signs:
Coca Cola, Hungry Jack’s, McDonald’s, Police, Bananas in Pyjamas, Stop, Exit,
Target, ABC, Milk, and Myer. The signs and shop names were carefully chosen to be
common to the surrounding environment of both schools. “Bananas in Pyjamas” was
chosen because it is a very popular toy, book and game trademark for preschool

children and is also seen on television at children’s peak viewing times.

The child scored a point for each sign recognised. A point was given if the child said
the exact word or if she gave the correct meaning. Thus, “coke” and “drink™ were
accepted for Coca Cola, as were “burger” for Hungry Jack’s and McDonald’s, “shop”

for Myer and Target and “toymarket” for Target.

s 3.2.2.4 Test of Phonological Awareness (TOPA) (Torgesen, J.K. &

Bryant, B.R., 1994)

This task measures children’s ability to isolate individual phonemes in spoken words.
The Kindergarten version of the test was used to assess awareness of beginning
sounds in words, that is, single phoneme onsets. It was composed of 20 items, in two
different subtests of 10 items each. In the first subtest, the child was asked to find the
one word out of three which started with the same sound as a wore’ _ ~en by the
examiner. In the second the child was asked to find the word which started with a
different sound from three others. The child was shown a set of four pictures each

representing one word and was asked to point to the appropriate picture as the word

Was spoken.

The procedure for _tést administration differed somewhat from that given in the TOPA
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manual as that version was intended for group administration and the instructions
were considered too complex for young children. In the manual, the children were
rcqui;cd to mark which one of three words began with the same sound as a stimulus
word. The test was modified by presenting the children with a strip of pictures, the
s;imulus word and three other words (one set of pictures cut into a strip), instead of
using a student booklet with five sets of pictures to a page. Rather than ask the child
to mark a box next to the picture by drawing a line to join two dots, the child was
asked to put her finger on the picture which was her choicé of answer. This was
considered to be a less complicated procedure for children of this age to follow as it
would make fewer cognitive demands on the young preprimary children and so would
be a more ‘pure’ measure of phonological awareness. The child scored a point for
each correct answer. The question was not repeated if the child's first answer was
incorrect. The two subtests were given on different days rather than together as
directed in the manual, as it was considered confusing for the child to first identify the
same sound and then the different sound in the same sessicn. For each subtest there

were three practice items with corrective feedback.

The following instructions were given:

Subtest 1. Initial Sound - Same.

The examiner said:

“Look at these pictures. (Demonstration A).

The first picture is bat; the other three pictures are horn, bed, cup.
Put your finger on the picture that begins with the same sound as bat.

(PAUSE)

You shoulg have put your finger on bed because bat and bed begin with the
Same soyng (o). |
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Now look at these pictures. (Demonstration B).

The first picture is car. The other pictures are cake, rice, box. Put your finger on the
u.nc that begins with the same sound as car. (PAUSE).

You should have put your finger on cake because car and cake begin with the saﬁe

sound (/k/). Let's try one more for practice.

Look at these pictures. (Demonstration C).

The first picture is gate. The other pictures are pig, cow and gun. Put your finger on

the one that begins with the same sound as gate, You should have put your finger on
¢un because gate and gun begin with the same sound (/g/).

Now, let's try these ones.” (The cards containing the first 10 sets of items were then

presented individually.)

Subtest 1I. Initial Sound - Different.

- The examiner said:
“Look at these pictures bed, bus, chair, ball. Put your finger on the one that has a
different first sound than the other three. (Pause.)
You should have put your finger on chair because bed, bus and ball begin with the
same sound /b/. Chair begins with a different sound /ch/.
Now look at these pictures knife, fork, neck, nest. Put your finger on the one that has a
ditferent first sound than the other three. (Pause.)
You should have put your finger on fork, because knife, neck and nest all start with the
same sound //. Fork begins with a different sound /F/. Let's try one more for practice.
Look at these pictures glass, horse, hand, hat. Put your finger on the one that has a
different first sound than the other three, (Pause.)

Y
Ou should haye put your finger on glass, because glass has a different first sound

than horse, hand and Aaqt.
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Now let's try these ones.” ( The cards containing the next [0 sets of items were then
presented individually.)

Scoring was based on the number of words identified correctly as beginning with the
same sound (first 10 Qucstions) and as beginning with a different sound (next 10

questions).

e 3.2.2.5 The Kaufman Survey of Early Academic and Language Skills (K
SEALS), Kaufman & Kaufman (1993) — Receptive and Expressive
Vocabulary — subtest of 40 items

The Kaufman Survey of Early Academic and Language Skills 1s designed to provide
an overall view of the performance of a preschool child in receptive and expressive
language. The vocabulary subtest was used to assess receptive and expressive
language skills in the children participating in the study. In the K-SEALS manual
(p-8) it is claimed that vocabulary tests are well known “as excellent measures

of general intelligence and as one of the best predictors of success in school”.

In the K-SEALS Vocabulary Subtest there are 14 recall items which assess expressive
(naming) vocabulary and 15 recognition items which measure receptive (hearing)
vocabulary. Overall, the expressive and receptive vocabulary components of the test
contain almost equal numbers of nouns and verbs (15 objects and 14 actions). There
are also five receptive and six expressive riddles which require the child to identify a
concrete object by integrating information about its characteristics. The Vocabulary
Subtest wag administered according to the guidelines in the manual. Assessment was

discont;
ntinued after five consecutive item scores of zero.

* 32256 Concepts of Print

» Used to measure the child's knowledge about various concepts of print, was
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adapted from that of Clay (1993) in view of the young age of the children. In Clay’s
test, the child is read the book “Sand” or “Stones” and asked questions related to the
pictures anci text. The books were considered outdated as they wérc printed in 1972
and somewhat inappropriam for children of prehrimary age. Jo.hn Burningham’s book
“The Dog” was used instead of “Sand” or “Stones” as it was considered that the
story and pictures were more interesting for children of this age. The simple pictures
and text of “The Dog” met the requirements of the task. One page was inverted to

cater for two of the questions.

Clay’s items 10 to 15 and 18 to 24 were deleted as they Were considered too difficult
for 5-year-old children and Clay’s research showed that these concepts were attained
by few 5-year-olds. Items 1 to 9 were chosen because results of research by Clay
(1993), showed that they were passed at a 50% rate by European children at or
below 5.6 years and so were considered suitable for the children in the present study.

Items 15 and 16 were used to include some simple punctuation.

The items included assessed the following concepts about print as identified by
Clay (1993):

1. Idéntiﬁcation of the front of the book.

2. Print contains a message.

3. Where to start.

4. Which way to go.

5. Word by word matching.

6. First and last concept.

7. Response to inverted picture

8. Response to inverted print
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9. Meaning of question mark

10. Meaning of full stop

1L Given upper case M, find lower case m
12. Given upper case H, find lower case h

13. Givcnﬂ upper case T, find lower case t

o 3.2.2.7 Grammatical Awareness

Grammatical awareness has been shown to be related to early reading (Tunmer,
Herriman & Nesdale 1988). It is defined by Tunmer and Hoover (1992) as “the
ability to reflect on and manipulate aspects of the internal grammatical structure of

sentences” (p.35).

The purpose of this task was to measure the child’s grammatical awareness by
correcting mistakes in accordance with the rules of language in sentences spoken
aloud by the researcher. The task used in this study was based on an assessment of
syntactic awareness designed by Blackmore (1991). Blackmore’s task was modified
to suit the props available in the preprimary centres and the age of the children (for
example, a farmer smoking a pipe was considered inappropriate for prcprimary |
children and was excluded). (There is a list of items in Appendix B). Pilot tests
suggested that this task was difficult for many children and as a result it was decided
to reduce the number of tasks to five morpheme deletions and five word order
changes. The child was shown plastic animals and people as props to help understand
th_e meaning of five short sentences with incorrect word order and five with
morpheme deletions. The props were plastic models of animals and people. They

- were placed on the table in front of the child and manipulated to give meaning to the

- sentence. The child was asked to correct each sentence. The examiner said, “This is
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John. John saw pig.”, and made the John doll look at the pig. The child was told that
these senténces "don’t sound right because someone made a mistake when they wrote
them down". .The child was asked to tell the adult how the sentence should sound. The
exafnincr said, “John saw pig. That doesn’t sound quite right does it? What would you
say?". Whilst it is acknowledged that verbal working memory is involved in most
verbal tasks, the purpose of this task was to identify the grammatical error. Thus a
point was scored for either correctly repeating the whole sentence or for cbrrecting the
appropriate word or words, for example, “John has a red shirt”, “red shirt” and “John

has a shirt that is red” were all accepted as corrections for “John has a shirt red”.

3.3 PROCEDURE

Principals and teachers were informed about the project and were given a letter of
explanation and a consent form (see Appendix C). Parents were also informed
individually at the preprimary centre, given a letter of explanation and asked to give
written permission for their child to participate in the study (see Appendix D). Diary
entries were not required, nor were the case studies. Questionnaires were given to all
families and were completed either on the spot at school or were taken home and
i;ctumed later. The assessment of early literacy-related knowledge was carried out at
the preprimary centres during the first school term. These tasks were piloted by ﬁrst
administering them to three children who were not included in the study so that

modifications could be made to the procedure if necessary.

Children were withdrawn individually to a quiet room adjoining the main playroom
where they participated in assessment tasks for periods of up to 10 minutes. The total

assessment time per child was approximately 30-40 minutes, depending on the length
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of individual responses.

The tasks were administered in the following order:

- Table 3.1
Order of administration of assessment tasks
SESSION TESTS ADMINISTERED
1. K-SEALS ( expressive and receptive language, 20 items)
2. Letter recognition ( 26 upper case & 26 lower case letters)
3. TOPA (initial sound same) and Environmental print
4, TOPA (initial sound different) and Ready to Read Word Test
5. Grammatical Awareness (word order changes first)
6. Concepts about Print
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CHAPTER FOUR
RESULTS

4.1 QUESTIONNAIRE

Of the 50 questionnaires distributed, 47 were completed and returned. All the
questionnaires given to parents at School A were returned but one was not included in
the study as the child left the school before being assessed; three questionnaires were
not returned by parents at School B as their children did not attend school regularly
during the assessment period. These children were not included in the study. Asa
result, the sample sizes were uneven: 24 questionnaires from School A and 23
questionnaires from School B. A questionnaire was completed by a parent of all of the
children who were assessed for early literacy related skills. Some parents did not
answer all questions, so the sample size for individual items varies. It is noted that the
following presentation of results is based on parent's response and represents their

perceptions of their home literacy practices.

4.1.1 Demographic Information

The questionnaires were completed by 39 mothers and eight fathers: 22 mothers were
from School A and 17 mothers from School B; two fathers were from School A and
six fathers from School B. Mothers' education levels ranged from below year 12 to
postgraduate degrees. Education levels of mothers from School A ranged from Year
11 to postgraduate degrees. Fourteen of the 23 mothers from School A had university
or postgraduate degrees. The education levels of mothers from School B ranged from
below Year 10 to TAFE. Thirteen of the 23 mothers from School B had an education

level of Year 10 or below and none had a university degree (see Table 4.1).
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Table 4.1

Mother’s Education Level

Education level Total School A School B
Below Year 10 1 0 1.
Year 10 12 0 12
Year 11 3 1 2
Year 12 8 3 5
TAFE 8 5 3
University 10 10 0
Postgraduate - 4 - 4 0.
Total response 46 23 : 23

Fathers' education levels als» ranged from below Year 10 to p'ostgraduate degrees.
Twenty-two fathers from School A had an education level of Yeﬁr 12 or above and 17
fathers had postgraduate degrees. Four fathers from School B had an educatlon level

of Year 12 or TAFE, none had a university degree (see Table 4. 2).

Table 4.2

Father’s Education Level

Education level Total School A . School B
Below Year 10 6 ' o - 6 -
Year 10 -7 0 7
Year 11 1 0 1
Year 12 5 3 2
TAFE 2 0. 2
University 2 2 0
Postgraduate 17 17 0
Total response - 40 22 18

Ten of the parents had some teacher training. Eight parents from School A had Early
Childhood, Primary or Secondary teacher training. One parent from School B had
done Early Childhood Studies in Year 12 and one was an Aboriginal Education

Worker (see Table 4.3).
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Table 4.3

Teacher Training

Training - Total -~~~ School A School B
Early Childhood 2 1 . 1
Primary ' 4 ' 4 -0
Secondary 3 3 ' 0
Other 1 _ -0 . 1
None 37 16 21

“Total response 47 ' - 24 23

4.1.2 Joint Book Reading

Question 1. Who reads to your child?

This question identified the number of people who read on a regular basis to the
preprimary child (outside preprimary). All children except one were read to by at leasf ..
one person and some children had as many as five people reading to theni regularly,
Eighteen children from School A and nine children from School B had three or more

people reading to them on a regular basis (see Table 4.4).

Table 4.4

Number of Readers

Readers “Total ~ School A School B
No-one 1 : -0 ] :
1 person 8 2 6

2 people mn . 4 7

3 people 19 12 7

4 people 5. .3 2

5 people 3 3 0.
Total response 47 24 _ 23

Question 2. How often is your child read to on average?
Only one child was never read to at home. Most children were read to at
least every three to four days. Twenty-two of the 47 children whose parents

_partic'ipated in the questionnaire were read to in their home every day. Sixteen
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children from School A and six children from School B were read to every day (see

Table 4.5).

Table 4.5 :

Frequency of Reading (per week

Frequency Total School A School B
Every day 22 16 6

5-6 days 8 -4 4

3-4 days 11 ' _ 4 7

I-2 days 5 . 0 5
Never 1 0 1
Total response 47 : 24 23

Question 3. Who reads most frequently to your child?
Mothers were named as the people who most frequently read to the children in the
siudy at School A and at School B. Grandparents, babysitters or others were not

named as the most frequent readers for any child (see Table 4.6).

Table 4.6

Main Reader

Reader Total ' School A . School B
Mother 32 16 - 16
Father 6 . 4 2
Mother & Father 6. 3 3
Sibling 2 1 1
Grandparent 0 0 0
Babysitter 0 0 0
Other 0 0 0
Total Response 46 24 22

Qlues'pion 4. What types of books or literature are read to your child?

- Sfprybooks (44) and Nursery Rhymes (27) were identified as the types of literature
most frequently read to the children taking part in the study. Only two families listed

| comics, four listed poetry and five listed encyclopedias. Most children were exposed

~ to more than one type of literature. Other types of literature mentioned were:
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alphabetical education books, Bibte Stories, The Bible, non-fiction books, children’s

magazines, for example, Thomas The Tank Engine, and toy and hardware catalogues.

Parents from both schools mentioned a wide range of literature (see Table 4.7).

Table 4.7

Type of Literature Read

Literature Total School A School B
Storybooks - 43 - 24 19
Comics 2 0 2
Poectry 4 : 3 1
Nursery Rhymes 26 15 11
Encyclopedia 5 1 _ 4
Other 26 - 16 o 10

Total response M4 : 24 20

Question 5. Whe is primarily responsible for choosing the books which

are read (eg. the child, mother)?

Eighteen people replied that the child was responsible for choosing the books read, 17
replied that the mother was responsible and nine said that both mother and child chose

the books. One person said that the father chose the books and one said the family

chose (see Table 4.8).
Table 4.8
Book Choice
Chooser .. Total - School A . School B
Mother 17 o 9 o _ 8
Father 1 K ' 0 1
Child 18 7 11
Both . 9 8 1
Family ' D 0 1

4 22

Total rtesponse. - = 46 2
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Question 6. Does the reader discuss what a book could be about before,

during and/or after reading it with your child?

All but five of the parents replied that they discussed what the book could be

about at least half the time. Sixteen parents from School B and 11 parents from
School A replied that they discussed what the book could be about always or nearly.
always. Ten parents from School A and two from School B said they discussed the

book before, during and/or after reading about half the time (see Tabie 4.9).

Table 4.9

Discussion about Books

Discussion Total School A ~ School B
Always 9 3 6
Nearly Always 18 8 10
About half the time 12 10 2
Hardly ever 4 3 1
Never 1 0 1

Total response 44 24 20

Question 7. Does yc :r child borrow books from a library?
About half of the parents (19 from School A and five from School B) replied that their -

child borrowed books from a library (see Table 4.10).

Table 4.10

Library Borrowing

Answer Total School A School B
Yes 24 19 5
No : 20 : 5 _ 15

Total response 44 24 ' 20

| Question 7a. If so, how often?

- Respondents indicated that if their child borrowed books from a library it was most
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likely to be on a monthly or fortnightly basis. Of the parents who responded that their
child borrowed books from a library, nine parents from School A and three from

School B said they borrowed books at least once a fortnight (sec Table 4.11).

Table 4.11

Frequency of Library Borrowing

Frequency Total - School A School B
Once a week 4 2 ' 2 '
Once a fortnight 8 7 1

Once a month 7 6 1

Less than once a month 4 4 0

Other 1 0 1

Total response 24 19 5

Question 8. What is the main source of books that are read to your child?

Answers to this question indicated that books in the home were acquired from a
range of sources. There was often more than one source mentioned. One respondent
gave sources which were not included in the question examples as secondhand books
from swapmeets and garage sales. Eleven parents from School A and three from
School B said that their main source of books was from bookshops. One parent from
School A and eight from School B said their main source was the supermarket and
two from School A and 14 from School B - ‘ted department stores. Gifts were
mentioned as a main source of books by 10 parents from School A and nine parents

from School B (see Table 4.12).
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Table 4.12

Main Source of Books

Source Total School A School B
Bookshops 14 11 3
Library 15 12 ' 3
Supermarket 9 . 8
Dept. Store 16 2 14
Gifts 19 10 9
Other 1 o 1 . 0
Total response 74 37 37

NB. More than one "main source” was listed by some parents,

Question 9. How often does your child ask for a favourite or particular book -to be
read?

Thirty-five of the 47 children whose parents responded to the question asked for

a favourite book to be read to them at least half the time. A total of 20 parents from

School A and 17 parents from School B replied that their child asked for a favourite

book to be read at least half the time (see Table 4.13).

Table 4.13
- Asks for a Favourite Book
Frequency Total -+ School A School B
Always 5 -3 2
Nearly Always 16 ' 7 -9
About half the time 16 10 6
Not Often : 7 - 4 3
Never r 0 1
21

Total response 45 - 24

Question 10. Does your child ask for a book to be read more than once at a sitting

?

Parents reported that most children asked for a book to be read again. Sixteen parents

from each school answered "yes" (see Table 4.14).
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Table 4.14

Child asks for Book to be Read Again

Answer Total School A School B
Yes 32 16 16 '_
No 12 8 4

_Total response 44 24 ' 20

Question 10a. If so, how often is the book read again?

Sixteen parents said that the book was always or nearly always read again if requested
by the child. Seven parents from School A and nine parents from School B reported
that they always or nearly always read the book again. Seven parents from School A
and five parents from School B said that they read the book again about half of the
time. Two parents from each school said that they did not often read the book again if

requested by the child (see Table 4.15).

Table 4.15

Freguency of Re-reading

Frequency Total School A School B
Always 6 2 4
Nearly always 10 5 5
About half the time 12 7 5 -
Not often 4 2 2
Never 1 0 1
Total response - 33 i6. 17

Question 11. How often does your child memorise the text of books?

Thirty-five parents, 19 from School A and 16 from School B, replied that their child
memorised the text of books about half the time or more often. Three parents from
each school said that their child did not often memorise the text of books. Two parents

from School A and one parent from School B said that their child never memorised

| text (see Table 4.16).
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Table 4.16

Memorisation of Text
“Frequency Total School A _ School B
“Always 4 1 3

Nearly always 8 1 7

About half the time 23 17 6

Not often 6 S 3 3

Never 3 2 1

0

Total response: 4 - 24 ' 2

Question 12. What is your child’s favourite book?

Books in the following categories were listed as favourites: picture books, stofybooks,
Disney books, fairytales, classics (such as Peter Pan) non-fiction books and the Bible.

In all, 39 different books were mehtioned; The Jolly Postman;_;and The Lion King were

each mentioned twice, Five parents wrote “none’ or did not.gjfve an answer to this

question, two parents wrote ‘all’ and two wrote ‘it chahges’. _{[’here was a wide

selection of titles from both schools.

4.1.3 Participation in Daily Routines

Question 13. What sort of family or household routines doﬁ.tles your child participate
in which involve some sort of literacy (eg. cooking, shopping)? Please specify.
The activities given as examples, shopping and cooking, were the most frequently
mentioned activities. This was probably because they were suggested in the

| questionnaire as possible literacy related routines in which children might be
involved. Thirty-six respondents listed the suggested activity of shopping and 22

~ listed cooking (see Table 4.17). There were sixteen different activities or routines

- identified by parents as literacy related. Only eight of these were nominated by

o parents from School B, whereas 15 were nominated by parents from School A,

- suggesting that either the children from School B did not take part in as many of these
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activities as children from School A, or that the respondents from School B did not
fecognise them as Iiteracy based activities.

Table 4.17
Literacy Related Routines

Literacy Routines ~ Total - School A School B
Shopping 36 20 - 16
Cooking 22, - 13
Chores 15
Television & guide 5
Outings ' 3
Selecting CD's videos & 2
books

Banking

Mail, newspaper
Church & family prayer
Board & card games,
jigsaws

Computer

Taped stories & books
Drawing & describing
Reading catalogues
Magnetic letters

Home reading (siblings)
Total response
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Question 14. Does your child participate in any c[asses outside preprimary? If so
which? |

Nineteen parents replied that their child regularly attended at least one class outside
preprimary. Included in these classes were swimming lessons, gymnastics, ballet
classes, piano lessons, music appreciation, tennis, an enrichment group for five year
olds, Kindy Sport, speech therapy, daycare, a church club for children and Sunday
School. Two parents from School B responded that their child attended classes: one
was an occupational therapy class and the other was “occasionally Sunday School
with Grandma”. Twenty-six parents replied that their child did not attend classes

outside school. There were eight parents from School A and 18 from School B who
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replied that their child did not participate in any other classes. Three parents from
‘School A replied that their child participated in two classes (two went to gymnastics
and swimming and one went to a Church Club and Sunday School) and one child
attended three different classes outside preprimary (swimming, piano and
gymnastics). These four parents were from School A. All other children who attended

classes were attending only one class outside preprimary (see Table 4.18).

Table 4.18

Classes Attended Qutside Preprimary

Classes attended Totai - School A School B
Sport 13 13 ¢
Church/religion 8§ 6 2
Daycare 2 2 0
Music 2 2 -0
Therapy 2 1 .2
5yr old enrichment i 1 0
None 26 8 18
More than one o - :

class 4 : 4 0
Children attending _ o
classes _ 24 21 -3

-Question 15. What other activities does your child take part in (eg. religion, sport)?
Twenty-five parents said that their child participated in other activities: 15 were from
School A and 10 ﬁ'om School B (see Table 4.19). Other activities which parents
listed were canteen and classroom roster, religious meetings, family activities such as

: cainping, bike riding, walking, parties, watching siblings play sport, visiting friends

and relatives, computer games, Monopoly, playing dolls, playing with a neighbour's

child, walking on the beach, any outdoor sport, bowling, basketball, cricket, fishing,

and kite flying.
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Table 4.19

Other activities

Other activities " Total School A - School B
Religion/social 13 9 : 4
Sport 19 10 -9
Games 3 1 2

Total response 25 5. 10

Question 16. Does anyone draw your child’s attention to signs (ég. BP, McDonaids)
and print in the environment? Please. elaborate.

Parents reported that in 18 out of 47 families it was the child who drew attention to
print. In five families it was siblings and in 13 families it was the whole family who
drew attention to print. Seven parents said that no-one pointed out print in the child's

environment. The responses from parents at both schools were very similar (see Table

4.20).

" Table 4.20
Attention drawn to environmental print
Attention drawn by Total School A School B
Child 18 9 9
Siblings 5 3 2
Whole family 13 -6 ' 7
No-one _ 7 Y 1

Total response 43 24 - 19

SR B Children from both schools were exposed to a range of print sources in the

- envirbnment. There was no mention of print associated with television. Only one

| parent mentioned food labels. It may be that “environmental” was interpreted as
-pertaining to the outdoors as a lot of the answers were about print that would have
bcen seen in the street and on shops. See Table 4.21 for print that parents listed as

. recognised by the children in their environment.



Table 4.21
Print Recognised by Child in Environment

Environmental print

School A School B

FOR SALE FOR SALE

STOP STOP

Street signs Street signs

Alphabet letters Alphabet letters

McDonalds McDonalds

Take Away signs Take Away signs

NO STANDING - Crosswalk

Shop windows Shopping centres

Exit : Target

Billboards K Mart

Car stickers Holden Models

KFC BP

Number Plates Motor sport personalities

Traffic lights Bunnings '
- lcecream WA Salvage

Shops . ' BMW

Question 17. What drawing and writing resources are available to your child at

| home?

All parents reported that their children had at least three resources available-

for drawing and writing in the home, The items most frequently mentioned were

pencils, colouring books and Textas. Other items listed, mostly by parents from

School A, were magnets, craft materials, sticker and activity books, stamps, tracing

paper, Magna Doodle (x 2), toys and computer (x 5, basic p;‘i_‘iﬁing and paintbrush).
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See Table 4.22 for information on drawing and writing materials reported by parents

to be available to children in their homes.
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Table 4.22

Drawing and Writing Materials

Item Total School A School B
Pencils 46 23 : 23
Crayons 42 22 20
Textas 4] 23 18
Paints .37 21 16
Chalk & board 23 13 . 10
Stencils 24 16 ' 8
Colouring books .~ 44 24 ' 20
Other 14 12 . 2
Total response 47 24 23

4.1.4_ Explicit instruction

Question 18. Does your child use any pre-reading or literacy packages?

If so, which ones?

Eighteen parents from School A and 15 parents from School B said their child did not
use a pre-reading or literacy package. Eleven parents answered that their child did use
a pre-reading or literacy package. Six parents from School A and five parents from
School B said they used this form of explicit instruction (see Table 4.23). Two

parents from School A said they were using two pre-reading or literacy packages: one

was using Ladybird and Preschool Activity books, and the other was using Early

Learning Centre and Preschool Activity books. Four other parents at School A were

using Preschool Activity books. One parent at School B was using Ladybird books

and the other four parents were using Preschool Activity books.

Table 4.23

Pre-reading packages

Packages - Total . -~ School A School B
Yes 11 6 _ 5 '
No 33 18 15

Total response 44 24 20



71

Question 19. Is your child being taught or has your child been taught to read at
home? If so, how?

Thirteen parents replied that their child was being taught to read at home: six from |
School A and 7 from School B. Ei ghteen parents from School A and 12 pérents-from '

School B said that their child was not being taught to read at home (see Table 4.24).

~ Table 4.24
Parents Who Taught Reading
Taught reading Total School A School B
Yes 13 6 7
No 30 18 12
Total response 33 24 19

Most of the instruction methods described by parents involved pointing to letters and
| v?ords whilst reading a book to their chiid. Several parents said that they taught

| feading by teaching the letters and sounds of the alphabet. One parent replied that the
.child was being taught to read "by TV" and one child was said to be leamihg to read

by copying her sister’s Year 1 school work,

Q. uestion 20. Has someone taught your child the letters of the alphabes?

If so, who? |
Thirty-four parents answered that someone had taught their child the letters of the
alphabet. Ten parénts replied that no one had taught their child the letters of the

alphabet (see Table 4.25). One parent answered "No, but he knows most letters”.

Table 4.25

Children Taught Letters of Alphabet
_Ehi!d taught alphabet Total i ._SchoolA o School B -
Yes 34 19 15

No - 10 . 5 - | 5

Total Respohse_ - 44 24 C20
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A range of family members were said to be involved in teaching the alphabet: mother,
father, both parents, siblings and a grandmother. Other people mentioned as being
involved were: Daycare, Kindy, Preschool, teachers, mother's friend, children's

programs, junior computer and a S-year-old children's enrichment centre (see Table

4.26).
Table 4.26
Person Who Has Taught Chlld the Alphabe
Teacher of - -'I_',otal School A - School B -
alphabet : o _ . E
Mother 217 10 7
Father 3 2 1
Sibling i 6 3 3
Both parents i 6 1 5
Grandparent 2 1 1
Kindy or Daycare 6 4 2
Television or .
computer -2 1 i

- QOther _— 3 1 2
Total response o 34 19 15

Qucstion 21. Does someone sound out words to your child?
Thirty-five parents replied that someone sounded out words to their child. Nineteen
parents from School A and 16 from Schooi B answered "yes" to this question. Five

parents from each school replied that no one sounded out words to their child (see -

Table 4.27).

_Table4 27 '

Words sounded out to Chlld

Words sounded Total SchoolA ~ SchoolB
Yes 35 L | 16

No _ _ 10 5 5

Total response 45 24 | 21

Question 22. Does someone play number, letter or word games with your child?




73

If so, which games?
Thirty-six parents replied that someone did play number, letter or word games with
their child. Twenty-one parents from School A and 15 parents from School B said

""yes" and three from School A and six from School B said "no" (see Table 4.28).

Table 4.28

Number, Letter or Word Games Plaved

Games Total School A ' School B
Yes - 36 : 21 - 15
No 9 3 : 6

Total response 45 24 21

Parents were asked to indicate whether they played the following games with their

child: UNO, I Spy, Snap, Scrabble, Boggle and other games if any, All of the games
mentioned were said to be played by at least one child. Seventeen parents replied that

. they played other games with their child (see Table 4.29).

Table 4.2 _

Games Played with Children

Game . ~ Total L School A -, School B
UNO : 11 . 8 3
1Spy . : 23 . 16 . 7
Snap e 21 17 10
Scrabble 3 -3 ' 0
Boggle ' _ .2 - 1 _ .
Other ' S 17 _ ' 1 6

Total response 36 — 21 15

o | Other games listed by parents from School A were: gaines in native language,

' Révensburger, Fisher Price , Lotto, Maths Bingo, Trouble, a Mickey Mouse game,

n ) Dc;minoes, own adaptations of Snap, Memory, Monopoly and Fish, card games, board

- " games, Lotto Letters, .and games from a toy library. Other games listed by parents
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from School B were: Monopoly, Snakes and Ladders, board games, a game that helps

to count, Bananas in Pyjamas Memory_Game, Opposites, Disney Letter Game,

Trouble and a memory game.

4.1.5 Computer

Question 23. Does your child use a computer at home? If yes, how ofien?

How many hours per day on average?

Twenty parents replied that their child used a computer at home: 14 from School A
and six from School B. Twenty-four parents replied that their child did not use a

computer at home: nine from School A and 15 from School B (see Table 4.30).

Table 4.30
Children Who Used a Computer at Home
Use computer at home Total - School A School B
Yes 20 ' 14 6
No 24. 9 15

- Total response 44 23 . .21

Eighteen parents said that their child used the computer on a regular basis. TWelve of ..
the parents who said that their child used a computer at home replied that their child

; used the compu. ..~ 5-6 days per week. Three parents said their child used the |
computer every day and three said their child used it 3-4 days per week. One

| parent said their child used the computer 1-2 days per week and one parent replied

"ofher" and did not elaborate (see Table 4.31).
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Table 4.3

Frequency of computer use.

Days per week Total -School A ' School B
Every day 3 2 1

5-6 days 12 9 3

3-4 days ' 3 2 1
1-2 days 1 ] 0
Other ' 1 0 t
Total response 20 14 .6

All parents who reported that their child used a computer at home said that thé child
used the computer two hours or less each day. Five parents said that thcif child used
the computer one to two hours per day and 15 parents said that their child used the
computer for less than one hour per day (see Table 4.32). Thirteen parents from
School A and five parents from School B said that their children used the computer at

home on a regular basis.

Table 4.32

Hours Per Day (on average) Use of Computer

Hours per day Total R School A School B
More than 4 0 -0 0

3-4 hours 0 0 0

2-3 hours 0 -0 .0

1-2 hours 5 3 2

Less than | hour 15 11 4

Total response . 20 14 6

Question 24. How does your child use fhe computer?

mee parents from School A and one from School B reported that their child used '.the
| computer to write letters, Four parents from School A and two from School B.
reported that their child piayed number games on the computer. Two parents from

each school reported that their child used the computer to play word games. Three
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parents from School A and two parents from School B reported that their child used
'tlie' computer to play educational games. Eight parents from School A and one from
School B reported that their child used a drawing program on their computer at home

~ (see Table 4.33). One parent reported that their child used the computer with games

and CD ROMS from the library.

Table 4.33

Type of Computer Use

Type of usc Total School A School B
Write letters 4 3 i
Number games 6 4 2
Word games 4 2 2
Educational games 5 3 2
Drawing programs 9 8 1
Other 1 1 0
Total response 20 ‘14 6

Question 23. Does your child use the computer alone?

Of the 20 parents who responded that their child used a computer at home, eight
parents from School A and two parents from School B replied that their child used the
computer alone_. Six parents from School A and four parents from School B repl;ed

that their child did not use the computer alone (see Table 4.34).

- Table 4.34
Children Who Usecd the Computer Alone
Child uses computer alone Total School A School B
- Yes 10 -8 2
No 10 -6 4

Total response 20 - 14 | 6

If not, who sits with your child whilst using the computer?

. __ Six parents replied that the mother sat with the child; two from School A and four
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from School B. Three fathers, all from School A, and one sibling (also from School

A), were reported to accompany the child at the computer (see Table 4.35). -

Table: 4.35

Who sat with child at computer

Accompanist Total School A School B
Mother 6 ' 2 4
Father 3 3 0
Sibling 1 R B 0
Other ' 0 N 0 0
Total response 10 ' 6 4

How often is the child accornpanied at the computer?

| Five parents, three from School A and two from School B replied that their child was
always accompanied at the computer, Six parents, three from each school, said that
their child was nearly always accompanied at the computer. Six parents from School
A said that their child was accompanied about half the time at the computer. Three
parents, two from School A and one from School B, said that their child was not often -
accompanied at the computer. None of the parents replied that their child was hg{fer

accompanied at the computer (see Table 4.36).

 Table 4.36

How often child was accompanied at computer

Freguency Total - ~ School A School B
Always 5 4 i 2
Nearly always -6 3 3
Halfthe time 6 6 0
Not often 3 2 1
Never e 0 0
Totalresponse .~ 20 4. 6
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‘4.1.6 _Role Play Reading and Writing

Question 26. Does your child attempt to, or pretend to write at home? If so, please
'{:efabamte.

;:IForty parents';repli:;d that their éhild did attempt some form of writing at home and

| ':;four parents re pl_ie;i that their child did not .atten.lpt to wﬁt_e. ng__r:._i.ty"two parents frofn
. EEjschool A and 18 parents from Scho'ol B replied.:that their Chlld did attempt or
pretended to write at home. Two parents from each sch_oﬁl repiiéd that their child did

not attempt or pretend to write at home.

" Some of the writing that children wefe reported to be doing was: writing his/her
© .name, pretending to do "running writing like sistcr",'writing names spelt out by
édﬁlts, copying letters, "writing" shopping lists, letters to family and friends, labelling
 things, scribbling on paper and calling it writing, "writing" signed messages to family
members, making cards, writing name on the blackbﬁard, using _é book to help trace
lietters, attémpting to write letters and numbers, scﬁbbling on paper and telling parents
what the story is. Some examples of responses were: o
"Has just recently begun to show an interest in writing- will scribble.
on paper and say that's a letter.”
“Yes. Writes "letters"” makes cards. Asks Qs fo read them back.ro her!”
_"Yés.' Everyday she sits with her textas and prin; letters and spells
words that she wants to. Adults around her at the time will often be
o asked how to spell them orally & then she prints the letters herself to |
Jorm words."
* "Yes she scribbles her name but she can copy if1 wn'rel dbwn '
something.”

"He scribbles on paper and then tells us what the story is ie. Shopping
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lists or bills or a story.”

Q uestion 27. Does your child attempt to, or prete;ftd to read at home? If so, please
elaborate. | | |
Thirty-four parents replied that their child attempf?d or prcténded"'to read at home. .
Nineteen parents from School A and 15 parents ﬁ"_om School B said 'yes' and five
parents from School A and four parents from Schbol B said 'no'. Some of the reading
‘related activities that children were reported to be engdged in were: roleplay reading,
rhaking up stories, word for word memorising, séunding out words and letters, |
_ ahticipating words and using picture or meaning;clues. Typical responses were:

"She sometime (sic) prefends toread io he'r baby br:chher & her dplls. " |

"Yes makes up stories to go with picfurés; " |

"knows her storybooks off by heart and su‘s and ”read; " them by
_ fbllawing the pictures."” .. |

. "Yes. Watches Grade 2 brother's reading and tries to anticipate.”

Question 28. Does someone draw your child's atiention to the print in storybooks?
If so, who does?

Thirty-three parents, 18 from School A and 15 from School B, replied that someone -
~ drew their child's attention to the print in storybooks. Eleven parents, six from School

A and five from School B, replied that no-one drew their child's attention to the print

-~ in storybooks (see Table 4.37)

- Child's attention drawn to print

Table 4.37

Answer : Total - "+ SchoolA - School B
Yes - o330 18 15
No. S 11 ' 6 5

- Total response’ 44 24 20
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Question 29.What sort of literacy related activities does your child see you engaged

in? Please describe.

Thi.rty-six parents, 21 from School A and 15 from School B, gave examples of what
they considered to Be literacy related aqtivities in which theyrwere engaged in the
presence of their child. These activities could be classified under the follonwing
headings: recreational (reading novels, hews_papers or magazines, doing crosswords
and word puzzles), functional (writing letteré and shopping lists, reading the
television guide, reading instructions, reading recipes), study (re_ading and writing

related to study), and work (using computer at home).

4.1.7 Music and Singing

Question 30. Does someone (outside preprimary) teach your child songs or
rhymes?

If so, who?

Thirty-six parents replied that someone (other than preprimary staff) taught their child
songs. Nineteen parents from School A and 17 parents from School B, replied that
someone taught their child songs outside preprimary. Nine parents, five from School '

A and four from School B, replied that no-one else taught their child songs (see Table

4.38).

Table 4.38

Songs taught outside school

Answer Total  SchoolA  School B
Yes 36 _ 19 S 17
No . 9 5 4
Total response - 45 24 : 21

B Elght pai'ents answered that the whole family was involved in teaching songs to the

SAN bepfimary child; six from School A and two from School B. Eight parents, three
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from Schoof A and five from School B, answered that both parents taught songs to
their child. Fifteen parents said that the mother taught the child songs; six from
School A and seven from Schﬁol B.F iv'é.i'sib_iings, three from School A and two from -
School B, were said to teach songs. Grandparents were named as teaching songs once
bya parént from School A and three times by parents from School B. Siblings weré
rﬁentioned as teaching songs to the preprimary child by three parents from School.A
and two parents from School B. Under the category Of "other people who taught their
-child songs out of preprimary", parents from School A listed the following: Sunday
School teachers (x 2), Daycare (x 3), tapes (x 2), CD's (x 2), videos, television (x 2), -
"Playschool" and piano teacher. Parents from School B listed the following as pcbple
who taught their child songs: Daycare, Karaoke, television ("Playschool" and

"Sesame Street"), radio (x 2), "The Wiggles" and "The Wiggles" video {see Table

4.39).

Table 4.39

Who Taught Songs to Child

Teacher Total School A : School B
Whole family 8 6 2
Both parents 8 B 3 3
Mother 13 6 7
Father 0 0 0.
Siblings -5 3 2
Grandparents 4 1 3
Other 18 11 7
Total response 36 19 17

What sort of songs or ritymes are taught?

Parents were ask?d if their child was taught songs in the following categories:
Nursery Rhymes, Children's Songs, Television Jingles, Popular Songs, Folk Songs
and other. Of the 36 parents who replied that their child was taught songs by someone

~ other than preprimary personnel, all except two replied that their child was taught
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more than one type of song. One child was said to have been taught songs from all six

categories (see Table 4.,40).

Table 4.40

Type of Songs or Rhymes Taught

Type Total School A School B
Nursery Rhymes 34 - 19 : 15
Children's songs 38 22 16
Television jingles 15 3 10
Popular songs 24 - 12 12
Folk songs 6 4 ' 2
Other 5 _ 2 3
Total response 41 22 ' 19

4.1.8 Parental Expectations

Question 31. Do you think that reading stories to your child helps him/her to
become a better reader? Please suggest reasons for your answer,

Forty-four parents, 23 from School A and 21 from School B, replied that they thought
reading stories to their child would help them to become a better reader. One parent
from School B answered "ro" to this question with the reason that "because some
time he dosnt (sic) take it in"(see Table 4.41). The question was intended to refer to
the child's long term success as a reader and the parent who answered "no" may have

“been referring to the child's current progress as a reader.

Table 4.41

Does Reading to Your Child Make him/her a Better Reader

Reading makes better readers Total School A School B
Yes 4 23 21

No 1 0 1

Total response 45 23 - 22

_ Pa'rents who answered "yes" to this question gave a variety of reasons for their

answer. Ten parents, nine from School A and one from School B, said that they
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believed that by reading to their child they were helping the child to develop an
interest in words and print. Some exambles of these answers follow:
"Develops an iﬁterest in ivoi'ds', how rhey are put together, double-
| meam';rgs h&mbur. "
”Hé can associate what the word looks like 1o how it sounds and learn
- the words."
' "Helps, them become familidr with. pririr, shoivs them that they can
predict what is hqppéning in i‘h_e storfy by looking at the pictures etc. -

basic familiarisation.”

- Ten parent_s, five frorﬁ éaéﬁ schlo'o.l', said t.hat”t_hey b.elieved that by .reading ta their
child they would msnl a desire in thc child to read _chr him/her_se]f. For exémple:
"Ti he ch:'ld_: éah see.rha.r ybu have an .infere'sf by rgading to them and
then théy attempt 10 do the same." |
*“Reading stories encourages the child to enter into a world of magic |
& imagination and if done repeatedly encourages the child to want fo

do it for themselves."

Six parents, four from School A and two from School B, .'.said that they believed that |
reading to their child helped the child to develop a love of reading, that is, reading for
pleasure. For example:

"Role model. Pleasure in hearing stories, indicating pléasure to be

had at reading.” |

"Gets them familiar with books & to enjoy it."

Four parents, three from School B and one from School A, said that reading to their

child helped the child to understand the world:
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“Broadens their knowledge."
“Reveals to the child the wide & wonderful world of entertainment,

knowledge & imagination thar is always on tap.”

One parent from School B said that reading to her child helped him to be able to
understahd and repeat the story; "because he's able to think and tell the story."
One parent from Scfmol A said that reading helped toldevelop the child's imagination,
"Children develop their fﬁmginations where they can relate to the
content of the book, becoming more involved."

Thirteen parents did not answer this question (see Table 4.42),

Table 4.42

Why parents believed that reading to child helped the child learn to read
Reason Total School A School B
Interest in print 10 9 1
Desire to read 10 5 5
Pleasure 6 4 2
General knowledge 4 1 3
Comprehension 1 0 1
Imagination 1 1 0
No answer 13 3 10
Respondents 45 23 . 22

Question 32. What do you hope that your child will get out of his or her prep}'imary :
education?

Sixteen parents replied that they hoped their child would get a broad education.

They replied that they hoped their child would develop a variety of skills in the social, .-
cognitive and physical areas as well as having fun and developing a positive attitude
- towards school and learning. Thirteen parents from School A and three parents from

School B gave answers that could be classified as holistic such as:
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"dn enjoyable experience of learning. A holistic approach to
EDUCATION.
Developing my child socially emotionall ly academically individud!iy |

(being realistic for the teacher though)."

| Seven parents, four from School A and three from School B, replied that they wanted
their child to have a year of what I have categorised as "education with enjoyment”.
These parents said that they wanted their child to develop a love of learning and for
school. Some examples of answers [ placed in this category are:

"At least I hope he is given a broad understanding of different things.

Especially reading and writing in a fun way but still be educational "

"4 love & enjoyment of learning. Preprimary is a vé.r.y important year as it

Jorms the basis for the rest of their schooling life.”

Four parents, all from School B, said they hoped that their child would gain

knowledge from preprimary. Some examples of these answers follow: |
" We hope that he will lean (sic) so he can be something when he
grows up."”

"Learning ability." ..

Four parents, two from each school, sa'id"'they hoped their child would gain literacy
skills from preprimary. For example:
"To be able to be close to reading and writing and be disciplined

enough to sit in a classroom without too many distractions.”

Five parents, ihree from School A and two from School B, said they hoped their child

would gain socialisation or social skills from preprimary. For example:
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"4 lovely social time."

"4 year of fun with friends."

Three parents. One from School A and two from School B said they hoped t_hai'
- preprimary would prepare their child for school. For example:

"To help her cope when she starts primary school.”

One parent from School B hoped that his child would “do his best" and one parent
from School A hoped that his child would develop “Sensibility & responsibility.”

Six parents did not answer this question. (See Table 4.43 for a summary.)

Table 4.43 B

Outcomes Parents Expect of Preprimary Education

Desired outcomes of Total School A ‘School B
Preprimary -
Holistic 16 : 13 3
Education with enjoyment 7 3
Knowledge 4 0 4
Reading & writing 4 2 2
Socialisation -5 -3 2
Preparation for school 3 1 2
To do his/her best 1 -0 . 1
Sensibility and responsibility 1 1 0

No answer 6 0. 6
Respondents 47 24 23

Question 33. What level of education do you. hope your child will eveiééaally
achieve?

One parent from School A said she would like her child to achieve a postgraduate
degree. Twenty-one parents, 17 from School A and four from School B, said that they
hoped that their child would obtain a university degree. Nine parents, two from

School A and seven from School B, said they hoped that their chiid would achieve an
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education level of Year 12. One parent from School B hoped that his/her chitd would
reach Year 11 and one parent from School B hoped that his/her child would reach
Year 10. Seven parents, one from Schoo! A and six from School B, said that they
hoped that their child would achieve his/her best. Two parents, one from each school
hoped that their child would achieve his/her ambition. One parent from School A s;lid
that she hoped that her child would achieve whatever level of education would enable

him to get a job (sec Table 4.44).

Table 4.44 _ _

Parents' Expectations of Child's Eventual Level of Education

Expectations Total School A : School B
Postgraduate 1 1 -0
University 21 17 -4
Year 12 9 2 7
Year 11 1 0 i
Year 10 1 0 1
His/her best 7 1: 6
His/her ambition 2 1 1
Enough to get job i 1 0
Respondents 43 23 = 20

4.2 SUMMARY AND DISCUSSION OF QUESTIONNAIRE RESULTS

4.2.1 Demographic information

The questionnaires were mainly completed by mothers. There was a wide range of
educétion levels amongst parents; from below Year 10 to postgraduate university

~ degrees. As Heath (1983) has shown, ﬂie education level of parents may infiuence &e
- type of literacy activities in the home, thus advantaging some children and
disadvantaging others once they enter school. Reid (1998) claimed that a child's

~ school achievement level is predetermined by economic and cultural advantage.
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4.2.2 Joint Book Reading

Parents reported that nearly all of the children (77.5%) in the study were read to at
least three times a week. The frequency of parent-preschooler reading has been shown
to be related to later literacy development by Bus, ljzendoom and Pellegrini (1995),

Spreadbury (1994) and Wells (1986).

In the present study, the most likely person to be reading to the child was their
mother. The books which were read were mostly storybooks and were either chosen
by the child or the mother. Many parents reported that they frequently discussed the
book with their child before, during and/or after reading. This practice provides
opportunity for verbal interaction between the parent and the child which Hess and

Holloway (1984) cite as a factor which may influence reading development.

Approximately half of the children in the study were reported to borrow books from a
library on a fortnightly or monthly basis. There was a range of sources for books read
to the children; supermarkets, libraries, gifts and their own collections. The

availability of reading materials in the home was another factor identified by Hess and

Holloway (1984) as being involved in children's reading development.

Parents reported that the children in the study often asked for a book to be re-read and
that they complied with this request about half the time. Reading to the child every
day and the repeated reading of the same book may help children to develop
gmmmatical awareness which has been shown to be important in the development of

early literacy (Adams, 1990; Tunmer, Herriman and Nesdale, 1988).

o ‘Many (35 of 44) children were reported to memorise the books read to them about

half the time. By memorising text, a child may be able to make a connection between
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the spoken word and the printed word (Holdaway, 1979), in other words, that print
has meaning. This is one of the contepts of print which Weinberger (1997) claims
children need to understand in order to 1eam to read.

The children's favourite books were saldto be mainly classics (such as Peter Pan) and
storybooks. By repeatedly readin ga £ é;fourite book, children become familiar with ;:he
language of books and the concepts of print. Familiarity with print and the language

- of books has been shown by Donaldson (1986) and Weinberger (1996) to be

important in learning to read.

4,2.3 Participation in Daily Routines

Garton and Pratt (1990) have suggested that children may acquire language through -
continuous interaction with parents or significant others in everyday situations.

- Parents in the current study identified 16 different literacy-related activities that their
children were engaged in on a regular basis in their homes. The parents reported that
there was a wide range of literacy-related routines occurring in their homes which
supports the results of the study by Breen et al (1994) which found that a large variety
of literacy-related practices were being carried out in a range of homes. As will be

- discussed later, the results of this study, similarly to those of Breen et al (1994), found

- . that parents did not define the literacy environment of their homes solely in terms of

. books, but included activities such as shopping, household chores, banking, religious
-practices, computer and television. So it seems that the children in these homes were
exposed to a variety of activities which may have contributed to the development of

their literacy knowledge (Weinberger, 1996).

" 4,2.4 Classes

 The children in the study attended a range of classes other than preprimary. The
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children most likely to attend classes were those attending school in the middle class
area. They attended sport, music, dance and church classes out of school hours. Such
classes may well help to develop listening skills and familiarise children with "schoql
behaviqur“, for example, following routines and instructions as a group. By sending

their child to classes other than preprimary parents would appear to be displaying an

- ~interest in developing the child's skills in a varicty of areas. Some of these, such as the

5-year-old extension class, were related tc school literacy, activities and behaviours.

Attendance at classes and activities other than preprimary could possibly be related to
finance and access. Those parents who were able to afford to pay for classes, or who
had private transport would perhaps be more likely to send their child. There were
possibly more classes and activities availablé to the children attending the school in

the middle class area.

Other activities which over half of the parents said their child participated in were
religion and social activities, sport and board or card games. The study by Breen et al
(1994) found that literacy-related practices such as religious practices may contribute
to literacy learning. Playing board or card games provides opportunities for verbal
interaction which Hess and Holloway (1984) identified as a possible inﬂuepce on

reading development.

4.2.5 Environmental Print

Recognition of print in the environment was identified by Frith (1985) as an
important stage in the development of word reading. Thirteen parents reported that
they drew their child’s attention to print in the environment and five others reported
that siblings drew their child's attention to print. By pointing out print in the

environment, parents and siblings were reinforcing the child's developing
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understanding of print. The print given as examples by the parents in the study was
often related to take away food and drinks, street signs and print that the child might

sce whilst travelling in the car.

4.2.6_Writing Resources

Parents reported that there was a wide range of writing and drawing materials
available to children in their homes. All of the children in the study were said to have
at least three types of drawing or writing resources in their home. As previously
mentioned, Hess and Holloway (1984) included availability of reading and writing
resources in the home as one of the areas of family functioning which may influence
reading development. They found that availability of reading and writing material in
the home was likely to encourage literacy-related experiences. Parents who read and
write as part of their daily routine in the home are modelling literacy practices. Such
literacy practices would appear to be more likely to be imitated in role play by
children who had reading and writing materials available to them. Baker, Serpell and
Sonnenschein (1995) identified role play reading and writing as possibly being related

to early literacy development.

4.2.7 Explicit Instruction

One quaﬁer of thé parents in the study said that they were using pre-reading packages
with their children. One third of the parents said that they were teaching their chiid to
read and two thirds said that they (mainly the mother) were teaching the child the
letters of the alphabet. Adams (1990) reported letter knowledge to be one of the best
predictors of reading achievement, especially if combined with phonological

awareness. Two thirds of the parents said that they sounded out words and played

" numiber, word and letter games with their child. Sounding out words may help to
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develop phonological awareness which has been shown by Adams (1990) to be very
important in learning to read and write. Rohl and Milton (1993) suggested that

playing games which require whole sentence responses may help children to develop
grammatical awareness and playing [ Spy may help children to develop phonological

awareness.

4.2.8 Computer

Nearly half (20 of 44) of the children were reported to use a computer at home at least
three to four days per week for two hours or less per day. The children were said to

- use the computer for a range of activities: to write letters, play number games, word
games, educational games and interact with drawing programs, all of which could be
said to be assisting in the development of literacy-related knowledge and skills, The
study by Breen et al (1994) found that literacy practices in homes are not restricted to
books; there are other practices such as computer use which may also contribute to
literacy learning. The children who were using a computer may have been developing
their literacy knowledge by doing so. Of the children who used the computer, half
were reported to be using it alone. Those parents who were accompanying their child
at the computer may have been teaching them literacy-related skills such as letter
recognition and the direction of print. The availability of a computer in the home
could possibly be related to financial status as there weie 14 children from School A

who were said to be using a computer compared with six from School B.

4.2.9 Role Play Reading and Writing
Nearly all the parents (40 of 46) said that their child attempted or pretended to write.
Many (34 of 46) parents said that their child attempted or pretended to read. Parents

gave examples of how children role played reading and writing at home (see section
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4.1.6). More than half of the parents said that they drew their child's attention to print,
thus helping to familiarise them with concepts of print. The parents who took part in
-ihe survey identiﬁcd a range of literacy-related activities that they said were taking
place in their homes. Approximately three quarters of .the parents surveyed gave
examples of literacy activities in which their child sa.w them engaged. The model that
a parent gives a child by engaging in literacy-related practices either for work, -

~ household routines or for recreation, was identified by Hess and Holloway (1984) as
"value placed on literacy” which they believed may influence reading development.
According to Hess and Holloway, parents demonstrate to their child that they value
reading by reading themselves, either for work, as part of their daily household

routine, or for pleasure.

Many of the answers given by parents indicated that their homes provided the three
facets of home literacy practice which Leseman and de Jong (1998) identified as
responsible for literacy development: opportunity (exposure and modelling),
instruction (transmission of knowledge and skills) and cooperation between parent

and child.

4.2.10 Literacy Related Activities

Approximately three quarters of the parents surveyed said that they (mainly mothers)
taught their child songs, either Nursery Rhymes, children's songs or popular songs.
Research by Maclean, Bradley and Bryant (1987) has demonstrated the importance of
songs in terms of alliteration and rhyme in the development of phonological

awareness.

4.2.11 Parental Expectations

All but one parent replied that they be_!ieved that reading to their child would help to
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make her a better reader. Many parents were able to give reasons that were related
to familiarisation with print, motivation to read and pleasure in reading, all of which
" indicated th_at they placed value on reading and were creating Hess and Holldway's

- "press for achievement”. -

Nearly all of the par.ents said that they wanted the preprimary year to cater holistically
to theif child's needs and development. Some parents said that they wanted their child
to ha\}e fun, some wanted their child to learn (for example the alphabet) and some saw
the preprimary year as important in preparing the child for school. Approxi:riéiely
90% of the parents who responded to the questionnaire said that they _wailted their
child to achie\}e Year 12 or above. All parents said that they _wantcc.l.their child to
achieve the parent's level of education or higher. Parental exi;ectations, or "pmss for
achievement” was another area identifted by Hess and Hblloway (1984) as one which

may influence reading development.

43 ASSESSMENT TASKS

A total of 46 children participated in the assessment tasks. The numbers of children
assessed by individual tests vary because some children were absent on test days.
See Table 4.45 for the overall results (minimum score, maximum score, mean and

standard deviatioﬁ) of the assessment tasks used to measure early literacy-related

knowledge.
‘Table 4.45 '
Early Literacy Related Assessment Tasks (N = number of children tested)
Task N Range Mean S.D.
Letter Recognition 46 0-52 17.39 16.65
Environmental Print 46 0-10 6.41. 2.16
Phonological Awareness 44 0-19 8.30 4.03
Vocabulary ' - 46 14-38 28.52 4.87
- Concepts of Print ' 45 0-11 58 3.62

Grammatical Awareness. 44 - 0-9 5.86 3.25
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Table 4.46
Pearson Correlation Coefficient for Assessment Tasks
Letter Envirenment  Phonological  Vocabulary Concepts of
ldentification Print Awarencss Print
Environmental Print 0.58%*
Phonological Awareness 0.477** 0.331*
* Vocabulary 0.479%* 0.527%* 0.469** |
Concepts of Print 0.713** 0.576** 0.560%* 0.671** :
- Grammatical Awareness  0.269 0.374* 0.294 0.582** 0.529**

** Correlation is significant at the 0.01 level (2-tailed)

* Correlation is significant at the 0.05 level (2-tailed)
Number of children tested = 44

Table 4.46 shows a correlation matrix for the assessment tasks. Most variables were

found to be related at the 0.01 level; only two variables had no significant correlation.

A significant correlation was not found between letter identification and grammatical

awareness or between grammatical awareness and phonological awareness. This is

different to some findings of Tunmer, Herriman and Nesdale (1988) who found

significant correlations between grammatical awareness and phonological awareness.

However, the present sample was smaller and the children were younger. There have

not been many studies of these variables in children of this age and experience.

4.3.1 Letter Identification

The mean score for the letter recognition task was 17.4 with a maximum score of 52.

Of the 46 children who attempted this task, 33 recognised more upper than lower case

letters. Two children recognised more lower case letters than upper case letters, and

seven children did not recognise any letters at all. Thirty-eight of the 46 children were

able to identify the initial letter of their first name. For five children this was the only

letter they could recognise. All but two children answered by giving the alphabet

response rather than the letter sound response or a word beginning with the letter

- sound. One child consistently gave the letter and a word beginning with that letter, for
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example, v’ for victory". There were many incorrect guesses and a few children,
when asked "Do you know what these are?”, referred to the letters in general as

numbers.

4.3.2 Ready to Read Word Test

Very few children were able to recognise any of the 15 wo_rds on the list. Of
the 46 children who attempted this task, on.l_y six were able to recognise-ar_;y
words. The highest score was four; one child scored two and the other four
recognised one word. The words rc'cogni.sed were: ], not, too, car.

Because of the floor effect this test could not be included in later analyses.

4.3.3 Environmental Print

The mean score for the environmental print task was 6.41 with a possible score of 11.

One child who scored close to the mean with a score of 6 was able to name Hungry

Jack’s, McDonald’s, Target, Bananas in Pyjamas, and ABC. Other frequently

recognised symbols were Coca Cola and STOP (see Table 4.47).

Table 4.47

Frequency of words recognised

Word recogpised  School A School B Total Sample
Milk 19 10 29
ABC 15 1 S 16
Stop 23 . 10 ' 33
Exit 8 ' 3 o 11
Bananas in _ S
Pyjamas 22 o 14 36
Coca Cola 22. 21 43
Hungry Jacks 24 | 19 - 43
MacDonalds 23 20 43
Police 8- 6 14
Target 9 13 22

Myer .2 | 3

Total number of children assessed = 46 (24 from School A, 23 from School B). |
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4.3.4 Phonological Awareness (TOPA)

Twenty-six of the 45 children tested could identify the same sound at the beginn.ing of
a word in at least 50% of the tasks presented 1o them. Ten of the 45 children tested
could identify the word that started with a different sound in at least 50% of the tasks
presented to them, suggesting that they had some phonological awareness in that théy
wérc able to identify more than half the onsets. The mean score for identifying the
different sound was 3, which meant that most children could only identify the correct
word in three out of ten tasks, all of which contained multiple choice items. This score
could have been gained by chance as there was a choice of three items. The total

mean score for the phonological tasks was 8.3.

4.3.5 Vocabula -SEALS
This task was scored out of 40 with a possible sub-total score of 20 for expressive
skills and 20 for receptive skills. All but two of the children assessed achieved a

higher score for receptive skills than for expressive skills. The mean score for this

task was 28.52

4.3.6 Concepts of .pring

This task was scored out of 13 and the mean score was 5.8 which indicated that most
of the children were familiar with some items of print in their environment. There

~ were two children who were unable to recognise any of the symbols.

4.3.7 Grammatical Awareness
- The mean score for this task was 5.8 with a possible score of ten which indicated that
most children were developing an awareness of grammar. Generally, the children

scored higher i;’_or the morpheme deletion task than for the word order changes task.
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4.3 SUMMARY AND DISCUSSION OF ASSESSMENT TASK RESULTS
The mean scores for the tasks listed above indicate that, as a group, the children in the
study were developing literacy skills in the following arcas: letter recognition, which
Adams (1990) identified as one of the best predictors of reading achievement;
environmental print, which is an early stage in learning to identify words (Goswarﬁi
(1994); phonological awareness, which Roh! and Pratt (1996) have shown to be one
of the pre-requisites in learning to read and write; vocabulary, which Snow (1998)
reported to be a reliable predictor of later reading ability; concepts of print, which
according to Weinberger (1997), children need in order to learn to read; and
grammatical awareness, which has been shown by research studies to be important in
the development of early literacy (Adams, 1990; Tunmer, Herriman and Nesdale,
1988). They were not, however, at the stage of being able to recognise words as
unique visual patterns which Frith (1991) says comes with an increased familiarity

with print.

The range of scores (see Table 4.45) indicates that for each task there were some
children who had little or no knowledge (except in the case of vocabulary where all
children knew some words). There were also some children who achieved high

scores in the tasks.

As referred to in the literature review, the literacy-related knowledge which was
assessed by the above tasks, has been shown by research to predict later success in
learning to read. It seems, from the results of this study, that .sonie of the children had
developed a range of literacy-related skills before they entered preprimary. Some
children's literacy-related skills were already well developed, whereas other children's

skills were not. Those children who scored well in the assessment tasks would appear
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to have already begun to develop the emergent literacy skills which will enable them
to leamn to read conventionally. If previous research concerning the predictors of
reading success are correct, it appears that the children who scored well in the
assessment tasks may be more successful in learning to read than the children who

did not score well.
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CHAPTER FIVE

RESULTS AND DISCUSSION

5.1 RELATIONSHIP BETWEEN HOME LITERACY PRACTICES AND THE

CHILDREN'S LITERACY-RELATED KNOWLEDGE

Parents' answers to the questionnaire and the results of the literacy-related assessment
tasks given to the children were examined for possible relationships between

home literacy practices as reported by the parents and the literacy-related skills of the
children involved in the study as tested by the researcher. It should be noted that only
significant relationships are reported (.05). Further, there is always the possibility of
Type 1 errors when many comparisons are made, in which particular findings may be

due to chance.

5.1.1 Relationships

Significant relationships were found between mother's education level and letter
identification, concepts of print and vocabulary; father's education level and letter

identification and concepts of print.

5.1.1.1 Mother's Education Level

A one-way ANOVA (see Table 5.1) showed a significant relationship between
mother's education level and the child's letter identification score (F(6,36) =4.3,P =
0.002), vocabulszy (expressive and receptive language) score (F(6,36) =6.0,P =

'<0.001) and concepts of print score (F(6,35) = 5.3, P = 0.001).
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Table 5.1

Relationship between mother’s education level and child's score
Values are means. Number of children in parentheses.

Mother's Ed.  Letter Vocabulary Concepts of
Level Identification Print
Below Year 0.00 (1) 14.00 (1) 2.00(1)
10

Year 10 13.10 (10) 28.60 (10} 3.50 (10)
Year 11 1.67 (3) 22.00(3) 2.67 (3)
Year 12 6.38 (8) 25.87 (8) 4.63 (8)
TAFE 22.14 (7) 30.57 (D) 8.17 (6)
University 27.80(10) 31.40(10) 8.40 (10)
Degree '
Postgraduate  36.75 (4) 29.75(4) 9.00 (4)
Degree _

Significance 0.002 <0.001 0.001

(P valne of . '
ANOVA)

5.1.1.2 Father‘s Education Level

A one-any ANOV A (see Table 5.2) showed 2 significant relationship between
father's education level and letter identification (F(6,30) = 5.2, P = 0.001) and
concepts of print (F(6,29) = 13.3, P <0.001).

Table 5.2

Relationship between father's education level and child's score
Values are means, Number of children in parentheses,

Father's Ed. Level Letter Concepts of Print
Identification

Below Year 10 4.20 (5) 2.6 (5)

Year 10 7.17(6) 2.17(6)

Year 11 17.00 (1) 8.00(1)

Year 12 12.40 (5) 7.40 (5)

TAFE 8.00 (1) - 5.00(1)

University Degree  0.50 (2) - 6.000(2)

Postgraduate 30.35(17) 8.94 (16)

Degree

Significance (P 0.001 . <0.001
value of ANOVA) CE -
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S5.1.1.3 Joint book reading

Questions in this category related to factors involved in reading to the young child.
These included the number of people who read to the child; how often the child was
read to (referred to as reading frequency); whether the topic of the book was diséusscd
Before, during or afier reading; whether the child borrowed books from the library énd
how often; whether the child requested a favourite or particular book to be read;
whether the child requested that a book be read more than once at a sitting; how often
the book was read again if requested by the child and how often the child memorised
the text of hooks. A one-way ANOVA (see Table 5.3) showed a significant
relationship between reading frequency and the child's vocabulary score (F(6,30) =
3.17, P =0.013). Reading frequency did not have a significant relationship with any
other assessment tasks.

Table 5.3

Relationship between reading frequency and the child's vocabulary
Values are means. Number of children in parentheses.

Never 1-2 days 3-4 days 5-6 days Every day P value of
per week per week per week ANOVA

Vocabulary  23.00 @) 27.50(4) 26.75(12) 27.40(5) 30.50 (30) 0.013

5.1.1.4 Explicit instruction

Included in this section were questions related to explicit instruction in literacy in the
child's home: the use of pre-reading or literacy packages; if the child was being taught
to read at home; if the child was being taught the letters of the alphabet; if someone
sounded out words to the child; if the child played number or letter games; if the
child's attention was drawn to print in storybooks; if someone taught the child songs
or thymes and if the parent thought that reading stories to the child helped him or her

to become a better reader.
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T-tests performed on these results showed that teaching the child the letters of the

~ alphabet had a significant relationship with the child's vocabulary. Vocabulary scores
were significantly higher for the children who had been taught the letters of the
albhabet (M= 29.6) than in the group who had not been taught them _(M = 24.6), t(38)

=2.91, P = 0.006.

The task which one might expect to be affected by this home activity, identification
by the child of the letters of the alphabet, was not significant. The group who had
been taught the letters of the alphabet (M = 21.6) had higher scores than the group
who had not been taught (M =9.7), t(38) = 1.95, P = 0.059; see Table 5.4). Being
taught the letters of the alphabet would seem to be more closely related to letter
identification than to vocabulary, however a larger sample size may be necessary to
show this. There was also a large range of scores for letter identification within the

group of children whose parents said that they taught their chiid the alphabet.

Table 5.4

Relationship between teaching the child the alphabet and literacy-related assessment
tasks
Values are means. Number of children in parentheses.

Alphabet taught Alphabet not taught P-value of t-test
Letter Identification 21,6 (30) 9.7(10) 0.059
Vocabulary 29.6 (30) 24.6 (10) 0.006

Scores were separated into two groups on the basis of the answer to the question
“Does someone play letter or word games with your child?" (see Table 4.28).
T-tests showed that playing number or letter games had a significant relationship to
the child's environmental print, vocabulary and grammatical awareness (see Table
5.5). However, these results should be viewed with caution as the group which did

play letter games was much larger than ihe group which did not.
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Environmental print scores were significantly greater at the .05 level in the group

- who did play games (M = 6.2) than in the group who did not play games (M = 4.6),
t(42) = 2,64, P = 0.048. Vocabulary scores were significantly greater in the group who
did play games (M = 29.4) than in the group who did not play games (M = 24.9), t(42)
= 2.61, P =0.012. Grammatical awareness scores were significantly greater in the |
group who did play games (M = 6.5) than in the group who did not play games (M =
3.6), t(3%9) =231, P =0.027.

Table 5.5

Relationship between playing number or letter games and literacy-related assessment

tasks
Values are means. Number of children in parentheses.

Played games Did not play games P-value of t-test
Environmental Print 6.2 (35) 4.6 (9) 0.048
Vocabulary 29.4 (35) 24.9(9) 0.012
Grammatical 6.5 (34) 3.6(7) 0.027

Awareness

5.1.1.5 Computer use

Scores were separated into two groups on the basis of the answer to the question
"Does your child use the computer?” (see Table 4.30). T-tests showed that computer
use had a significant relationship to the child's score for environmental print,
concepts of print, vocabulary and letter identification (see table 5.6). Letter
identification scores were significantly greater in the group who used computer (M =
23.4) than in the group who did not (M = 12.8), t(41) = 2.22, P = 0.032.
Environmental print scores were significantly greater in the group who used the
computer (M = 6.9) than in the group who did not (M = 5.0), 1(41) = 3.07, P = 0.004.
‘Vocabulary scores wers: significantly greater in the group who used the computer (M

- =30.3) than in the group who did not (M = 26.8), t(41) = 0.55, P = 0.017. Concepts of
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print scores were significantly greater in the group who did use the computer (M =
7.4) than in“the_ group who did not use the computer (M =4.7), ((40) = 2.74, P =
0.009. There were too few éhildren who used a compulqr at home lo test for the
.._signiﬁcan;:e of other’compute;-re_latcd variables, for example, how many hours the
child used the computer.

Table 5.6

Relationship between computer use and literacy-related skills
Values are means (Number of students).

Used computer Did not use computer P-value of {-test
Letter identification  23.4 (19) 12.8 (24) 0.032
Environmental print 6.9(19) 5.024) 0.009
* Vocabulary 30.3 (19) 26.8 (24) 0.017
Concepts of print 7.4(18) 4.7 (24) 0.009

52 DISCUSSION OF REL ATIONSHIPS FOUND BETWEEN HOME
- PRACTICES AND CHILDREN'S LITERACY-RELATED KNOWLEDGE
It is important to bear in mind that the results referred to above are correlational and
cannot be used to ascribe cause. In the discussion that follows, these results will be
- .discussed in terms of findings from the literature and some possible relationships will

- be tentatively explored.

o ‘The results of this study seem to support some previous research which has looked at
the relationship between pércntal input and children's language acquisition and
literacy development. As the results of Well's (1986) research showed, children who
were read to at home demonstrated a better reading comprehension than those
children who were not read to at home. The children in the current study who were
read to frequently scored higher on the vocabulary task than the children who were __

read to less frequently. Bus, Ijzendoorn and Pellegrini (1995) alse found that book
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reading assisted language development.

Teaching children the letters of the alphabet was also found in the current study to
have a significant relationship to the children's vocabulary. Leseman and de Jong
.(1998) found that instruction was one of the facets of home literacy which was related
to the language development and achievement levels of the 7-year-old children in

their study.

Results from the current study als}'o indicated that playing number or letter games may
be significantly related to children's literacy development, specifically environmental
print, vocabulary and grammatical awareness. It is suggested that a child whose
attention is drawn to print by playing such games may have an increased awareness
and understanding of print. Rohl and Milton (1993) have suggested that the
development of grammatical awareness may be assisted by games which include [
Spy for phonological awareness and sentence transformations and extensions which

encourage children to focus on the structure of language.

| It is possible that children may be learning about p.rint and vocabulary by using a -
computer as the results of this study showed a significant relationship between
computer use and environmental print, concepts of print, vocabulary and letter

| identiﬁcation. Nevertheless, it is possible that other variables in the homes of
computer owning families, such as parent education level may be responsible for the

relationship with early literacy-related knowledge.

5.3 DIFFERENCES BETWEEN THE TWO SCHOOLS
In the literature review it was suggested that children from different socio-economic

context= may perform differently in school literacy-related tasks according to their
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"cultural capital” (Heath, 1983). As the two schools in the study were in two different
socio-economic arcas and, as some differences between the parent's questionnaire
responses and the children's test scores across the two schools were noted, it was

decided to examine the results for each school separately.

5.3.1 Questionnaire results

An#wers to the questionnaire indicated that there were many differences between
the two schools. The differences were particularly noticeable for the education levels
of fathers (see Table 4.2); the education levels of mothers (see Table 4.1); the
frequency of joint book reading (see Table 4.5); the number of classes attended
outside preprimary (see Table 4.18); computer use (see Table 4.30); frequency of
library borrowing (see Table 4.11); and the parents’ expectations of their child's

eventual level of education (see Table 4.44).

5.3.1.1 Fathers' education level

Answers to the questionnaire showed that 68% of the fathers of children at School
A had postgraduate university degrees. A total of 88% of the fathers at School A had
an education level of Year 12 or above. Answers to the questionnaire showed that

none of the fathers from School B had a university degree, 4.2% had attended TAFE,

“. 8.3% had complefed Year 12, 25% had completed Year 10 and 25% had left school

beforg: Year 10.

5.3.1.2 Mother's education level

Answers to the questionnaire showed that 40% of the mothers of children attending
School A had university degrees and 72% had completed Year 12 or above. Mothers
from School B answered that 50% had left school at the end of Year 10 or before,

8.3% had completed Year 11 and 20% had completed Year 12. Two mothers (8.3%)
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from School B had a TAFE qualification and none had a university degree.

5.73.1.-3 Frequency of joint book reading

- All of the parents of children at School A reported thﬁt their child was read to at least
three to four days per week; 64% said their child was read to every day. Sixteen
percent of the parents of children at School B answered that their child was read to
every day; two parents (8.3%) said their child was never read to and four parents

(16.7%) said their child was read to one or two days per week.

5.3.1.4 Classes attended outside preprimary

Answers to the questionnaire indicated that a total of 19 children, 16 (67.7%) from

" School A and three (14.3%) from School B, attended classes outside preprimary.

5.3.1.5 Computer use

Fifty-six percent of parents of children at School A said that their child used a
computer at home. Twenty-five percent of parents of children at School B said that

their child used a cornputer at home.

5.3.1.6 Library borrowing

Parents of children at School A said that 79.2% of them borrowed books from a
fibrary and 25% of parents of children from School B said that they borrowed books

from a library.

5.3.1.7 Child's eventual level of education

Of the 23 parents of children from School A who answered the question regarding
their expectétions for their child's eventual level of education, 82.6% replied that they
* hoped their child would obtain a university degree. Of the 20 parents of children from

School B who answered this question, 55% said that they hoped their child would
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obiain a university degree.

5.3.2 Assessment tasks results

As differences between the two schools were noted in the children's scores on the
assessment tasks, these differences wefé investigated by means of t-tests. The children
:from School A scored significantly higher as a group than the children frqm Sq_hool B
in every assessment task. Table 5.7 shows the mean scores, standard é.léviz;t.i;ns and

significance for both schools for the assessment tasks.

Table 5.7
Mean scores, standard deviations and significance (2-tailed t-test) for both schools
School N Mean Std. T-test
_ Deviation  P-value
Letter A 24 26.67 16.14
recognition B 22 - 7.27 10.15 <0.001
Environmental A 24 7.29 1.68
- print B 22 545 2.24 0.003
Phonological A 23 10.17 3.37
awareness B 21 ' 6.24 3.73 0.001
Vocabulary A 24 30.71 3.05 |
K-SEALS B 22 26.14 5.42 0.001
Concepts A 23 8.52 1.93 B
About Print B 22 2.95 2,63 <0.001
Grammatical A 23 709 341
Awareness B

21 4.45 244  <0.001

T-tests performed on the results of the assessment tasks for both schools showed that.
there was a significant difference between the mean scores for the two schools for

all the assessment tasks when the level of significance was set at 99%, that is, a P
value of less than 0.01. As was discussed on page 98, there is always a possibility of
chance results when many statistical comparisons are made. However, in all but one

* comparison the P value was 0.001 or less (in the other case it was 0.003) showing a
high level of significance. This, along with the fact that all scores for School A were

larger than those for School B suggest that these were not chance results.
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3.3.2.1 Letter Identification

The range of scores for Schbol_A in the Jetter identification task was 0 — .52
(max_imum possible score 52) with a mean of 26.67.The range for School B

was 0 — 38 with a mean of 7.27. Results of a t-test showed the differcnqes between

the mean scores to be significant (1(44) = -4.83, P < 0.01).

Ann, from School A, scored 25 on this task. She was able to correctly name with an
alphabet response A,F, K, W,B,H,J, Y, L M,D,N, S, X,G,R,V, T,a,w, b,s, %, 1,
and v. Joe, from school B, scored 8 and was able to name A, J, K, M, 0,8, X andj

with an alphabet response.

5.3.2.2 Environmental Print

The mean score for School A for environmental print was 7.29 (possible score of 11)
witha range of scores from 3 — 9. The mean score for School B was 5.45 witha range
of scores from 0 — 8. A t-test showed the differences between the mean scores to be

significant (1(44) = -2.78, P < 0.01).

Neil, from School A, had a. score of 6. He correctly identified STOP, Bananas in

Pyjamas, MacDonalds, Police, “Coke” for Coca Cola and Hungry Jack's. Cam, from
School B, with a score of 5, correctly identified Bananas in Pyiamas, MacDonalds,

Hungry Jack's, “Coke” for Coca Cola, and STOP.

5.3.2.3 Phonological Awareness

The mean score for the total phonological awareness task (possible score of 20) for
* School A was 10.17 with a range of scores from 4 —17. For School B the mean was
6.24, with a range of 1 — 19. A t-test showed the difference between the scores for the

o two schools to be significant (1(42) = -3.68, P< 0.01) for the total scores for
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phonological awareness and for identification of the same sound (t(43) = -4.17) and
stgnificant at the P*i 0.05 level of significance for identification of the different sound

_(t(4i) =0.7,P= 0.627).

Emory, from Schooi_:: A, scored 10 out of 20. He correctly identified eight of the 10 .
items with the same sound and two of the 10 items with a different sound. Jake, from
School B, scored 6 out of 20. He correctly identified three of the 10 items with the

same initial sound and two out of ten of the words beginning with a different sound.

5.3.2.4 Vocabulary (K-SEALS)

The mean score for the K-SEALS receptive and expressive vocabulary (possible
score of 40) for School A was 30.‘51 with a range of 25 — 38. The mean score for
School B was 26.14 with a range of 14 —32. A t-test showed the difference between
the mean scores for the two schools to be significant (1(44) = 0.03, P <0 .01) for the

total vocabulary task.

Alison, from School A, scored a total of 30. She correctly responded to 14 of the 20
expressive language skills items. She was able to name pictures of the following:

spoon, cat, watching TV, eating, book, running, umbrella, lamp, painting, milk, door,

bench, washing machine. Instead of baby she said “crawling, a person crawling”.
When given a description without a picture she was unable to give an answer for: star,

moon, escalator, globe, compass and hinge. Of the 20 receptive skills items, Alison

was able to point correctly to 16. She could show bird, elephant, pencil, toys, flying,

washing, crayons, cart, floating, tissues, bandage, sharing, helping, glasses, arguing,

 and directing. She said “I don’t know"” in response to discussing, pointed to First did

for experimenting, spatula for tap and floating for exercising.
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Kaye, from School B, scored 26. She was correctly able to name spoon, cat, TV,

eating, book, umbrella, milk, door, washer and star. She answered “crawling boy”

for baby, “cleaning” for painting, “chair” then “bed” for bench, “car” for moon,

“steps” then “skier"” for escalator, “wheel” for globe, "clock" for compass and

“square” for hinge. For the receptive tasks she was able to show bird, elephant,

pencil, toys, flying, washing, cart, floating, tissues, bandage, sharing, helping, glasses,

arguing, and tap. She pointed to soap for crayons, floating for exercising, carpenter

for directing, cashier for discussing and doctor for experimenting,

5.3.2.5 Concepts of print

The mean score for School A in the concepts of print task was 8.52 (possible
score of 13) with a range of 5— 12. The mean score for School B was 2.95 witha
range of scores from O — 10. A t-test showed that the difference between the means for

the two schools was significant (t(43) = 0.31, P < 0.01).

Andrew, from School A, scored eight for this task. He was able to identify the fiont
of the book, indicated that print contains a message, knew where to start, which 'way
to go, was able to match word by word, understood first and last concepts, inversion
of the picture and responded to inverted print. He did not know the meaning of a

question mark or a full stop, nor could he find capital M, H or T. Amy, from School
B, scored 3 and was able to point to the front of the book, knew that print contains a

message and was able to indicate which way to go (ie the directionality of print).

5.3.2.6 Grammatical Awareness

~The mean score for School A for grammatical awareness was 7.09 (possible score of

10) with a range of 0 — 10. The mean score for School B was 4.45 with a range of 0 -
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~ 8. A t-test showed the difference b:tween the mean scores for the two schools to be
significant for word order changés (1(42) = -4.75, P <0.01) and for morpheme

deletions (1(42) = -759, P < 0.01).

Jim, from School A, scored 5 out of 5 for morpheme deletions and 2 out of 5 for .
word order changes._{?or the morpheme deletion tasks he was able to correctly repeat
the whole sentence fbr each of the five ite:ns. For the word order changes tasks he

answered “Looking after the horse" instead of Mary patted the horse, "Mary has a

blonde hair” instead of Mary has blonde hair, and “John has a horse” instead of John

is watching the horses. Sophie, from School B, scored a total of 4 out of 10 for the

grammatical awareness tasks. She corrected three of the five morpheme deletion
tasks. She did not correct John eat his apple and said "7 don't know". For It is John

horse she answered "John's horse”, for The horse has tail she answered “got a tail”,

which were both accepted as correct. For The cow has two horn she answered ”

Cow's got two horns" which was also accepted. Sophie found the morpheme deletions
more difficult and only answered one question correctly. She said "Mary patting the

horse” for Patted Mary the horse, "has coloured hair” for Mary blonde hair has

and "Pig's lying down" for Pig the went to sleep. She did not give an answer for John

watching is the horses but was able to correct John has a shirt red with “got a red

. shirt”. As mentioned in the Method, 3.2.2.7, a point was scored for either correctly
repeating the whole sentence or for correcting the appropriate words. Verbal working
memory was involved in this task but the purpose of the task was only to identify the

grammatical error.
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5.4 DISCUSSION OF DIFFERENCES BETWEEN THE TWO SCHOOLS
Parent responses to the questionnaire

From the results of this study, it is apparent that the parents of the chiidren entering
the two preprimary centres were able to identify a wide variety of literacy-related
activities occurring in their homes. The education levels of both mothers and fatl{ers .
were far higher in School A than in School B. Whilst thi.s is most likely a reflection of
" the difference in socio-economic status between the.two groups of parents, it is also
probable that the remaining five differences were also related to this same
socio-economic difference. Hence, frequency of joint book reading, classes outside
preprimary, computer use, library borrowing and the parents' expectations for their

. children's eventual level of education may all be seen to be related to the parent's
education level, which in turn is most likely to be socio-economically determined. It
is of interest to note that these same seven differences were those which were
identified in section 5.1 of this chapter as being related to children's early literacy
knowledge (see below). It may also be that children at School A had higher levels of
intelligence which was not controlled for in this study. It will be noted that as a group,
the children from School A scored higher than the children from School B in the K-
SEALS test for vocabulary which has been used by researchers to measure one facet

- of verbal intelligence.

| .Assessment tasks

As shown in table 5.7, significant differences (P values of less than 0.01 in t-tests)
were found between the schools for the mean scores for each of the assessment ta;qks;
The largest differences were for letter recognition, concepts of print and grammatical
awareness, If, as discussed in the literature review (section 2.4), each of these factors

- is an important predictor of early reading success, the children in School A may
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therefore be seen as having an advantage. It should be noted that the six assessment
tasks were chosen to assess an individual child's level of literacy knowledge in
areas which have been shown to predict success in reading. As the children from
School A performed significantly better in each assessment task, we can infer that
there was most likely a relationship between the home variables of this group and t.he
literacy assessments used. In section 5.1 (discussed in section 5.2) a relationship

. between specific home variables and children's literacy-related knowledge

was noted. These same specific home variables identified in section 5.1

(mother's education level, father's education level, frequency of joint book reading,
explicit instruction and computer use) were variables which were observed to be
different between the two schools in the parents' responses to the questionnaire.
Hence there appears to be a relationship between these specific home variables and
the child's literacy-related knowledge. These variables include parents’ lévels of

education and specific home literacy practices.

In summary, the parents from School A, who had higher educational levels, said that

' ihey were providing more of those activities which have been shown in this study to
have a relationship to the children's literacy knowledge. In section 2.2.3 of the
literature review the concept of "linguistic and social capital" (Cairney, 1994) was
noted. Research by Breen et al (1994) has found a wealth of literacy practices within
homes across a range of communities. The same research also found that within
socio-economic groups there were families who engaged in few school-like
behaviours and others whose home culture was similar to that of the school. Parents
with higher educational levels are more likely to use in their homes the social,.cultmal
and linguistic bracticcs of schools and thus give their children the linguistic and social

capital described by Cairney (1594). Therefore, parents with higher educational levels
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~ are likely to be providing their children with some school-like practices at home. As
previously pointed out in this discussion, higher education levels are generally linked
to socio-economic status. This supports the ﬁndiﬁgé of a recent survey conducted in
Australia, the National School English Literacy Survey (1997), which found that

differences in literacy achievement were related to socio-economic status.
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CHAPTER SIX

GENERAL DISCUSSION

6.1 AIMS OF THE STUDY
This study was designed to answer the following research questions:
(a) What do the parents of children attending two WA preprimary
centres identify as the literacy-related practices in which their children

are engaged at home?

(b) What is the literacy-related knowledge of children attending two WA

preprimary centres?

(c) Is there a significant relationship between these literacy practices in

the home and the children's early literacy-related knowledge?

A fourth question was added later, as during data analysis, it was observed that there
were noticeable differences between the literacy related knowledge of the two groups
of children. This fourth question was:

(d) Are there differences in the home literacy practices and

the literacy-related knowledge of the children at the two centres?

One of the aims of this research was to obtain data from the parents of children
entering two WA preprimary centres about their child's literacy knowledge and the
literacy-related practices in which the child and family were regularly engaged at
home. The questionnaire was personally handed to a parent of each child and parents
were asked to respond to the questions as honestly as possible. There was a very good

response rate of 94% to the questionnaire, with most respondents attempting to
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answer most questions.

The second aim of this research was 1o assess the literacy related knbwlcdg{: of the
children beginning their education in two WA preprimary centres. The tasks used to
assess the children's knowledge were chosen with reference to previous research in
order to collect relevant information at a level appropriate for the age of the children.
Much previous research had involved children who had already completed at least one
year of school. This study aimed to assess the knowledge the children had when they

entered pre-primary, so it was important to carry out the assessments as soon in the

year as possible and as consistently as possible for both groups. Great care was taken
to test the two groups of children under the same conditions and with the same

procedures.

The third aim was to identify any significant relationships between home literacy-
related practices and the assessment of the children's early literacy knowledge. T-tlests
were used to test for significant differences between two related samples, such as the
letter identification scores of the children who were taught the letters of the alphabet
and the letter identification scores of the children who were not taught the letters of
the alphabet. Analysis of variance was used to test for relationships between the
parents' answers to the questionnaire and the children's literacy-related skills as

assessed by the researcher.

The fourth aim, which was added as data were analysed, was to look at the differences
between the results for the two schools. Two-tailed t-tests were used to compare the
mean scores for the assessment tasks for the two schools. Parents' responses to the

questionnaire were divided into school groups and compared (see Tables 4.1 to 4.44).
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No statistical analyses were carried out on these data as such complex analysis would

have extended the scope of the project well beyond that which was initially planned.

6.2 LIMITATIONS OF THE STUDY

There are some limitations to this study. One of the major {imitations is the way in
which the information was gathered. A questionnaire is limited in that it relies upon
the accuracy of the answers as given by the res’pﬁndents. There was no obseﬁation of
actual home literacy practices, for example, counting cﬁ' books or attempts to estimate
the amount of time spent on shared book reading, which are other ways thgt'!hpme
literacy practices have been measured (see Leseman and de Jong, 1998). lt is possible
that in some cases parents may have given the answer that they thought they should
have given, that is, socially desirable answers, rather than the answer which best
described what really happened in their home. It may also have been that where
examples were given in order to clarify a question, parents used only the given
examples to respond to the question. This may have resulted in a decrease in the
variety of possible responses. However, there was a wide range of responses from

both schools.

Another limitation is that the assessment tasks performed on the children may not
have been developmentally appropriate for all of the children in the survey. Very few
of the children were able to recognise any of the words in Clay's Ready to Read word
recognition task so the results from this observation were not used in analyses.
Further, as the children had only just begun their preprimary education, they may not
have been familiar with the question-response format of the assessments, nor with

- some of the language forms used. Nevertheless, they appeared to enjoy the one to one

.. attention from the teacher and were keen to participate in the assessment sessions.
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It was difficult to assess the phonological awareness skills of the children, especially
the éhild's ability to identify the 'different’ sound at the beginning of the wordﬁ. In
some cases the task may have been too difficult for the child as it was carried out
before phonological awareness and reading instruction which usually begins a year

" later. Leseman and de Jong (1998) did not include phonological awareness in .their..
assessments for this reason, However, Maclean, Bradley and Bryant (1987} in their
study showed that phonological awareness can begin to develop at 3 years of age and
the children’s ability to identify onsets was, as a group, above chance level.. There

was also some concern about the children's ability to do the word order changes.

In this study, it was not possible to measure reading achievement, or success in
learning to read and write; it was only possible to measure those skills considered to
be predictors of later reading success. Further studies would need to be carried out to
discover whether those children who scored well on the assessment tasks became

successful readers.

Results of this study need to be interpreted with care as the size of the sample was

relatively small. Also 1.Q. was not included as a control variable.

Finally, the study used a large number of t-tests which may lead to Type 1 errors. As
explained by Minium (1978), if one t-test is done and significance is set at the 95%
level (p<.05) then there is a 1 in 20 chance of a significant finding being due to
chance. He states: "for each taken individually, the probability of a type 1 error is .05
but taken as a grouy, the probability that at least one from among the several will
prove to be a false positive is greater than .05 and continues rising as more tests are
made" (p 277). Further research will need to be done to confirm the results of this

study. ;;
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6.3 GENERAL DISCUSSION

6.3.1 Home literacy practices

The questionnaire was designed to answer the research question:
What do the parents of children attending two WA preprimary
centres identify as the literacy-related practices in which their

children are engaged at home?

Responses to the questionnaire provid=d much information about a variety of
literacy-related practices as identified by the parents of the children attending the two

preprimary classes. A summary follows.

Answers to the questionnaire showed that parents believed that children entering
preprimary had a broad base of literacy-related experiences. Most of the literacy-
related experiences described by parents who completed the questionnaire were
related to joint book reading. However, the parents involved did not define literacy
exclusively in terms of paper-based texts, as home computers were reported to be
used for literacy related activities by approximately half of the preprimary children in
ﬁe study. Many parents reported that they were involved in teaching their child the

letters of the alphabet and how to read and write.

- ‘This would seem to indicate that these parents saw themselves as having an impbrtant'
_role to piay in their child's education, even before the child began formal schodiing._
- Mothers were the people most likely to be involved in the child's early literacy
- -experiences, but the results of the questionnaire also showed that other family
‘members were often involved, for example, by rea.ding to the child and exposing the

child 1o environmental print.
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The results of the questionnaire would seem to support the results of research by
Breen et al (1994) which found a wide range of literacy practices within the homes of
families from both high and low socio-economic groups as the parents in the current

study reported a variety of litéracy-related practices occurring within their homes.

6.3.2 Literacy-related knowledge of the children

The assessment tasks were used to answer the question:
What is the literacy-related knowledge of children attending two

WA preprimary centres?

From the results of the assessment tasks, it would appear that an "average" child
entering one of these two preprimary centres would be able to recognise and name
some upper case letters of the alphabet and possibly a few lower case letters, would.
not be able to recognise printed words on a page, but would give meaning to some
signs and symbols in the environment. She might be able to identify some similarities
and differences in initial sounds of words, but not very reliably. She would have some
knowledge of some concepts of print, such as being able to distinguish words from
pictures and that print contains a message. She would have some grammatical
awareness but would still find it difficult to hear and correct mistakes in word order
and grammar. The "average " child would be able to name pictures of some common
items such as 'spoon’ and 'cat’ and activities such as 'unning’ and ‘crawling’ but would
find it more difficult to give a name to items which were verbally described. Her
receptive language would enable her to show ‘exercising'’ and 'floating' but not

more complex and less familiar tasks such as ‘experimenting’ and 'discussing’.

The results of the assessment tasks showed that there was a wide range of literacy-

related knowledge in the group of children in the study. Some children displayed very
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little knowledge about concepts of print, phonological awareness and grammatical
awareness, whereas some children were able to name nearly all the letters of the
alphabet and had well developed grammatical and phondlogical awareness.

There was also a wide range of literacy-related knowledge within each school group.

| This supports the findings of the 100 Children project (Hill et al, 1998) which found
~ that in terms of literacy-related knowledge learnt from literacy practices within the
home there is no "stereotypical” child, but rather a wide range of practices and
abilities even within social and economic groups (see also previous reference to Breen

et al (1994) in section 6.3.1).

6.3.3 Literacy relationships

Data from the quesﬁormaire and the assessment tasks was examined to answer the

-question: |
Is there a significant relationship between the literacy practices in the

 home and the children's early literacy-related knowledge?

In this study only some literacy-related practices were found to have a significant
relationship with the children's literacy-related knowledge. The practices which were
found to have significant relationships with the children's litera- ;-related knowledge
were:

frequency of joint book reading;

teaching the child the letters of the alphabet; -

* playing word and letter games;

computer use.

S ~ These four home literacy practices were found to have a significant relationship to six
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of the seven tasks which were used in this study to assess the children's literacy-

related knowledge.

Significant correlations were found between one of these home literacy practices, that
is frequency of joint book reading, and three aspects of early literacy-related
knowledge: recognition of the letters of the alphabet, phonological awareness which
involved being able to identify words beginning with the same sound and grammatical
awareness which involved being able to correct word order changes in grammatically
incorrect sentences. All of these factors have been shown by previous research to be
related to success in leaming to read (Adams, 1990). These results also support
research by Bus, Ijzendoorn and Pellegrini (1995), which found that parents reading

to preschoolers assists the child's language and literacy development.

Another home literacy factor which was found to have a significant relationship to the
children’s literacy-related knowledge was explicit instruction in teaching children the
letters of the alphabet which has been shown by Adams (1990) to be a predictor of
reading achievement. This was found to be significantly related to the child's
vocabulary score as it seems likely that the child would need to have an adequately
developed vocabulary before being taught the alphabet. Teaching the child the letters
of the alphabet approached significance in relation to the child's letter identification

skills.

The results of this study indicate that playing games involving letters or words, such

- as | Spy, may be significantly related to the child's knowledge of environmental print,

| vocabulary and grammatical awareness. This supports the work of Rohl and Milton

(1993) which suggested that playing games that require whole sentence responses

- may help children to develop grammatical awareness. Using a computer was also
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found to be significantly related to knowledge of environmental print and vocabulary,

as well as concepts of print and letter i_c!elitiﬁcation.

It is possible that seme of the home literacy practices which parents reported that they
were participating in may have influenced their children's literacy-related knowledge.

However, it seems that parents would need to be doing a variety of things in order to
_ zssist the development of the range of skills which previous research has shown to be |

related to success in learning to read.

Leseman and de Jong {1998) found that home literacy is multifaceted, involving
opportunity, instruction and cooperation. These three facets may be relevant to the
results of the current study. Parents who were reading to their children, playing
games, teaching the letters of the alphabet and who owned a computer, were
providing opportunity and instruction. It would seem that there is an element of
| cooperation in shared book reading, playing games, and teaching the letters of the

alphabet.

Leseman and de Jong (1998) found that home literacy could not be separated from the
context of the home, that is, the social and cultural context constituted by the parent's
education, work, social networks and wider cultural and ethnic communities. The
current study also found that there was a significant relationship between parents'
education levels and some aspects of the children's literacy development. Mother's
education level was found to have a significant effect on the child's letter

| identification, vocabulary and concepts of print scores. Father's education level was
found to have a significant effect on the child's letter identification and concepts of
print scores. It may be that parents with high levels of educatio . place greater value

on literacy. Hess and Holloway (1984) suggested that the value placed by parents on
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literacy influenced the child's reading development. It may also be a reflection of the

"cultural capital” identified by Caimney (1994).

6.3.4 Schodl differences

The data were examined for any differences in results between the centres which were
located at different schools in order to answer the question:
Are there any differences in the literacy-related practices and

knowledge of the children at the two centres?

‘Observation of the results of the questionnaire indicated that there appeared to be
differences between the responses that the parents from the two schools gave to
several questions. These questions were related to the level of parents' education, the
frequency of joint book reading, the number of classes (other than preprimary)

attended by the children, computer use and expectations of the child's eventual level

of education.

The level of parent education was strikingly different in the two schools. There were
19 fathers with university degrees (17 postgraduate) at School A and none at School
B. Mothers at School A were also much more highly educated than the mothers at

School B.

Sixteén parents from School A said that they read to their child every day compared
| with six parents from School B. Nineteen parents from School A said that they
borrowed library books for their preschooler, whereas only five parents from School
B said that they borrowed library books. Parents from School A said that they were
more likely to access books from bookshops and libraries whilst parents from School

~ B said that their main source of books was supermarkets and department stores. Both
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: the frequency with wh:ch parenls borrowed llbrary books and !hclr ablllly to purchase -~

_' books could posmbly _havc been related to ﬁnance and accesmbnhly.'of llbrarles and

L _book_ stores_._ -

--_Omé.rll'eusponses genel‘ally appeared to. ha\le been answered srrrlrlarly by parerlts from S
_both schools apart from expectahons of the child's eventual leVel of educatlon These K
| l_'expectatxons were apparently higher for the parents from School A, although parents __ o
.from both schools hoped for their Chlld to achieve approxlmately thelr own level of o

f;ducanonors!_nghuyhngher._ DIRRSEIR RPN S

.'_';_'__fReaults of the hteracy-rela.ted. assessment tasks for the chlldren from the two _
Sehools, whlch were subjected to statrstlcal analysis, differed greatly in terms of letter 5
: .rdent:f ication, phonological awareness, concepts of print and grammatrcal awarenees
In_all assessment tasks, the children from School A scored significantly hxgher, as a'_. ._

_group, than the children from School B. The standard deviation was also lower for all’

'assessment tasks for the group of children from School A than for the group from

- 'échool B. In other words, the children from School A scored at a consistently higher
"'lllevel and there was a smaller range of abilities in that class. Conversely, for School B, ':- -
lwhllst the average scores were lower, there was a very wide range of achlevement .
| _._whlch included some children with high scores. This latter point suggests that y\_rl_t_hl
the. School B parent population there could have been some parent_s-w_li_o_ wer

providing more school-like practices (see discussion of "social and l lngmstlc capital”,
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R tn sectlon 5 4) than others who were prowdmg significantly fewer school ltke |

. 1'-:'pract1ces The greater vanance in the School B group may p0551bl y be a_reﬂectlon '-of A

ne: dwersnty of ltteracy-related practlces occurring in these homes (Breen

esanly related to the parents educat:o"

__._-_p_t')'s__st_b_}_e _._QCIO-BCOHOmIC bas:s of these ebservatlons was dllseu-ssed'm section 5.4
_ ff&tiﬁ'}si;lmiop:s FOR TEACHERS
The two greups of children were very d.ifferent frem each otﬁer m termsof the o

_ :i_.a.."erage level of skill as well as the range of skills within the class, Ttteee results : R
' l'tave implications for teachers who might believe that all preprimary children sheuld
‘be doing the same things in terms of curriculum, for example that they should learn
= “the letters of the alphabet in Term 3, 0r that teachers should teach at a whole class -

' ; level.

“Some children entering'Yeal.' 1 have a good kﬁowledge of letter names and sounds and . .:_' - )
E "f_i.'-'a_r_e weil on the way to becoming competent readers and writers. Howetter, some '- :': S

f_ " children may not be ready for the same type of work.

e Teachers need to ook in detail at the emergent literacy skills (such as recognitien of
" the letters of the alphabet, phonemic and grammatical awareness) of each child in the _.
class .in order to program effectively. This is not new in theory, but the skills that
'.-l_:t_reprimary and Year 1 teachers now need to look at are different. Whereas, in the
past, teachers assessed whether the child knew her colours, could cut and paste; tvﬁte ek S o
her name and follow instructions, this may not be enough if teachers are goi.ng to meet : | -
the needs and address the developmental levels of the children in their classes in

'_ the 21* century. In order to accurately identify students at educational risk, teachers
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“may need to use diagnostic tests to analyse a particular child's need for intervention,

. Asa result of the Making the Difference Policy (EDWA, 1998), government schools =~

“in Wéstcm Australia are forming SAER (Students At Educational Risk) committees - o

e -. to identify those children in need of early intervention at both ends of the spectrum,

- that is, those children who may need more time and help to develop, as well as those o
- children who are advanced in one or more areas of development and thé’re’fqirc: 'l.:l_l_?_cd_.'_' _' o

o extra input and extension to meet their needs.

_ ,_;'f'hose preprimary children in full-time programs_\zﬁhda.re.aliréady Writing' and'rea.l'ding'_ L

o __-_-heed to be extended rather than told to wait until Year 1. Early childhood teachers .

» . have always espoused the philosophy of working with the individual child at her own -
level and looking at individual levels of developmental progress which means
. recognising that children of the same age may not all be ready to tackle the same |

emotional, physical and cognitive challenges at the same time, The First Steps

L Program also embraces this ideal and the teachers who have responded appropnatcly S

L to the developmental philosophy of First Steps plan to meet the needs of all the '_ L

’ 'mdmduals in their class and look at each child's progress rather than attempt to 1_'ea_ch"._' e

e benchinarks set for a particular year level or age group. The pressure is on teachers e

' :__fhow, more than ever, to plan for individual progress and acknowledge it, instead of S

o j':\"r_if._a'wing the children in a class as a group to be kept busy and to be assessed as a

" whole. To be truly accountable, teachers need to assess the skills and knowledge of - |

individual children who show signs of being ‘at risk, and, by using diagnostic

~ observation, plan to meet the needs of particular children in their class.

There are implications for those involved in curriculum planning for 4- and S-ye '

- olds. The syllabus cannot be "set" at a level which all children are e‘cpected to
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"achieve. It cannot be assumed that all children in preprimary classes will be ready to

e leam about Letterland (for example) in Term 2. Teachers need to be aware of the N -

...-"_-ag\'rel(_)ping needs of the childrea in _their"c_laés and to plan and program apprc')p;ia_t_e:lj_';_;f._ﬁz_.

Thls w1ll mean workmg wuth md1v1duals and small groups rather than the whole_clas 3

il

A

and havmg dlfferent expectaltonsiand mdmdual educanon plans for each chlld

_' 6_.5 IMPLICATIONS FOR FUTUiiE RESEARCH
. Future research on this topic would need to involve a much larger sample sxze, |
B measured over a period of time in order to obtain results which could be used reliably
_ to predict the literacy related knowledge of children entering preprimary. Instead of
relying on a questionnaire as a means of data collection, it would be preferable to use _.
more accurate measures of family hteracy practlces, for example, a diary, tape or
video recording and observation. theracy practices would also need to be measured
in such a way that relationships could be made with the children's scores in the : ._ - R

assessment tasks administered over time.

' The literacy-related knowledge which was assessed would need to be relevaﬁf-io:tl__l_e

' future school performance of the children involved.

Reid (1998) concluded that the issue of a home literacy curriculum is a complex on'_é.-:._ ) '_ .
" and central to the issue of school literacy learning. She argued that rather than

aﬁempting to compensate for lack of "cultural capital” and moulding home literacy - - :

- experiences into a "homogenous, single set of classroom literacy practices” (p.246), B o -
" teachers should be acknowledging that they can't make the childsen in their
- classrooms all the same and, rather, should be "acknowledging the potential benefits '_:;_' Ny | . -

o ':bf social diversity in language and literacy rather than simply focussing on
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~_'overcoming' diversity and difference". This is a'very different view from that of the , . |

S .reé_e'ar'chers who aim to develop the "transmisgion" style of family literacy progr'ams_'-_ g

R which attempt to transmit the constrained literacy practices of the school to th'c_; Ch

o and diverse literacy context of the home.

Reld does not elaborate on how the social diversity in language and literacy could be .
_..-_-_-;i.r_i.c':qrporated into a classroom curriculum which aims, perhaps unrealistically, to gi'vc! .' o .
. all children equal opportunity in education and is expected, in the current political VU

: d un ate, to ensure that all children meet national literacy standards and bcnchm_arks_ﬁy_ |
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APPENDIX A

As part of my studies for my Master ol Education Degree, [am looking at patterns of development
in the area of children’s literacy. [ am particularly imerested in the literacy development that takes
place at home with parents, siblings and extended farmly (mcludc babysitter if applicable),

| m interested in what sort of literacy activitics occur in the homes of children altcndm[,
preprimary and would appreciate any infornalion you can give me about the level of interest that
your child displays in language, words, books and print. 1 would like you-to answer; the questions
on the bas:s of the last week. -

Please answer the following questions honestly; | want to know what you really do not what you
would like to have time to do. Your responses will remain slrielly confidential, ll 1s not necessary
tosign your name.

. Please tick: -

DEMOGRAPRICS
._F:lled outby
| | LJ Mother
H .Father
D Other (please .speeifj.).
Meihef‘s'level of edgcétibn | o Fal'he'r's.levcl 'ofedecati'dn"'
| _' D b_e.lc.w_\' Yeer _10. _ '_ B | B | T belexe year 10 '_
DYearlo e .'j . | | [0 Year 10
D"'\:’_ear 1 o - | i Year 11
| L—] .”Y.’e:ar' i'2:. ) o .. o o i Year 12 E
:'fi"_._;'-ﬂ Umversnty degree (Underg,raduatc) o oo Unwersny degree (Undergraduate
| [] Postgraduate degree o l] I’oslg,raduate degrce -

" Has Eithé'r_ parent or partner had any l@ehcri_rafning in the 'o!:i'e\x"ih g areas:
[l Early Childhood
[ Primary

_D Secondary

7 Other(please speclﬁr)
B 1—l No teacher trammg ’

Please specifv {eg. mother)
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JOINT BOOK READING

1. Who reads to your child?

Mother

Father .

Sibling

Grandparent
Babysitter;

Other (please specify)

goBogoba

2. How often is your c_hilEl '_rcad to on average?

Every day ‘
5-6 days'a week i
3-4 daysaweek I
I-2 days a week

Never S
Other (please specify)

D oDoguo

3. Who reads most frequently to your c_hild?

- I1 Mother

- O Father
01 Sibling
7] Grandparent
] Babysitter

] Other (pleasé specl fy)

~ What is this persons maxln.reason for reading to the'child? -

4. What type of books or literature are read to your child?

O Storybooks

O Comics

] Poetry

& Nursery Rhymes

0 Encyclodedia - . '

O Other (please speclfy eg. toy catalogue Bible)

5. Whois primarily responsible for choosing the books 'which' are read (eg. the child, mother)?

6 Docs the reader discuss what a book could be about bcfore during and/or after reading it with
- your chlld? . _ . L

Ha o M

Always Nearly Always About haffthe time ~ Hardly Iver Never
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7. Doés your child botrow bo_oks from a library?
O ye - LINo.
If s0, how oftcn?

- I3 Once a week
77 Once a fortnight
1 Once a month |
- [0 Lessthan once a month -
O Other (please specify)

" 8. What is the main source of books that are read to your child?

Bookshops
Library
Supermarket I
Department store (eg. Target)
Gifts

Other (please specify)_

qno0o0go

- 9. How often does your child ask for a faﬂzourit_e or parﬁc’ular book to be read? | _

(3

Always - Nearly Always About Half the Time . Not Often

10 Does your child ask for a book to be read more than once at a sitting?
0 ves [ No
" If s0, how often is the book read again?

Never

jaill L1
Always Nearly Always About Half the Time - Not Often Never
11. How often does your child memorise the text of books? B

1 ~ I § yal [
Always Nearly Always About Half the Time. Not Often  Never

- 12Whatls your child's favourite book?_
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PARTICIPATION IN DAILY ROUTINES

13, What sort of family or houschold routines does your chlld participate in wlnch involve some
sort of literacy{ cg. cookmg, shopping)? Pleasc
' spcmfy

14.Does yohr child ﬁaﬁicipate in any classes outside preprimary? If so, which ?

15, What other activities does your child take part in (eg. Religion, sport)?

o 16 Does an Jone draw your chlld's anentmn to 51gns (eg. BP, McDonalds) and pnnt i the
' envxronment ? ! Please elaborate,

* 17. What drawing and wﬁtingi‘ésourCes_ are lavai__.l.éblé to your child at home?

{3 Pencils

{1 Crayons

[ Textas

[l Paints

(3 Chalk & Blackboard
{1 “Stencils

0 Colouring Books
J Other (please specify)
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EXPLICIT INSTRUCTION

18. Docs your child usc any pre-reading or literacy packages?
| Dyss Owo
If so, whif:h oncs?

M Ladybird Books
1) Early Learning Centre
O Preschoo! Activity Books
1 Letterland

3 Questron

1 Other. (pleasc specxfy)

19 Is your cluld bcmg taught or has been taught to read at homc‘7 _ .

ClYEs EINo

CIfsohow?

20. Has someone taught yo'u'r child the letters of thc' alphabet? If s0, who?

21. Does someane sound out words to yov.i_f chi_ld?

DB ves Do

22. Does someone play number, letter or word games with _your. child? |

D vEs INO

- If so, which games?

0 yno
El I Spy
- -1 Snap
[ Scrabble
(I Boggle S
£ Other (please specify)
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23. Docs your child use a computer at home?

gt ‘_'{ES_'_. O no

If yes, hbw often?

[:] Everyday :
(Q S5-6daysa week
1 34 days a week
1 1-2 days a week
[J Other

" How many hours per day on average? -

" [3 ‘More than 4 hours

- . 3-4hours .

- 11 2-3hours
w2 [g°1-2hours _
[3 Less than one hour

24 How does your child use the computer?

O Write letters

{1 Play number games
- [ Play word games

{3 Play other educational games
[ Drawing programs

1 Other, pleasc specify

25. Does your child use the computer alone? |

00 YES S Owno

- If not, who sits with your child whilst using the cor_ﬁbutér? _

" How often is the child accompanied at the computer?

n. o N

NN

- Always - Nearly Always About Half the Tirﬁc g ]

- Not Often

Never
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ROLE PLAY READING & WRITING

26. Docs your child attempt to, or pretend to write at home 7 If so please
elaborate.

27. Docs your _ch_ild attempt to, or pfctcnd to read at hd_mc? If so, please elaborate

28. Does someone draw your child's attention tb the print in st_orybooks? -
S Oves  Hwxo

If so, who does?____

29. What sort of literacy relaibd_abtivitiés doé_s your chiid see you engaged in? Please dé;scribe

MUSIC & SINGING

'3'(_)__. Does someone (outside pfépim’éry) teach your child songs or thymes?

Dy Owo

. .Ifsd'.whé?. N

- What "sor:t of songs or rhymes are taught?

I3 Nursery rhymes

(3 Children's songs

I TV jingles

03 Popular songs
_ [ Folk songs B
[ Other (please specify)
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AND FINALLY..,
31, Do you think that reading storics to your child heips him/her to become a better reader?

Dy  Ono

Please suggest reasons fof your answer,

32. What do you hope that your child w:ll pet out of hxs or her prepnmary
educatlon'? '

L _':33 What levcl of educatxon do you hopc your chlld wﬂl cventualiy -
i _--achleve? _ ;
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From BLACKMORE'S SYNTACTIC AWARENESS TASK

- All presented wilh props.

- | Morphehe deletions | ._ |
_' @ | Pracﬁc?: items: 1. John saw pig. 2. John cow is big,
o ‘Test items: 1. John.e.at lﬁs apple. |
2. The horse is cai. | |
Zi Itis John horse. | |
4. Thehorse has tail,
5. The cow has two hom.: |
s Peter stand up.
7 'Tl:'xé zebra is walk
; 8 Pctér chimpanices are black.
9. The chimpanzee has banana.

- 1'0_.\Th¢_ zebra has four leg

| .._W(.er 'og_;der changes

) Practice it_#msﬂ 1. Eats grass the sheep. 2. Cow the gives milk.

| - .:_ '.""I"estfitem's:  1Patted Mary the horse. .
S " 2. Mary blonde hair has.

3 Pig the went to sleep.

L - 4 John has a shirt red,
'_ 5 John watching is the horsés. |
e Washes Peter the horse. - "
' 7.Petorblack hairhas,
8. Tiger the is sitting, -
9. The bay has pants blﬁc...

1G. The tiger roaring is.



APPENDIX C

Dear Principal,

[ am a Masters student in Language Education at Edith Cowan University and | am
investigating the literacy development of preprimary children and the home literacy-related
practices of their families.

Aims of the project

The aim of this project is to observe children's literacy development and examine some
literacy practices in the families of children attending a preprimary.

Requirements of the project
L. Observation of children's literacy-related knowledge.

Each child will be observed for literacy related knowledge at a time convenient to you. The
observation will take approximately 20-30 minutes for each child.

2. Questionnaire and diary about Family Literacy practices

Each family will be asked to complete a questionnaire and a diary over a period of 3 days
about the frequency and variety of literacy practices they take part in with their children at
home.

3. Case studies

Three families will be asked to take part in a case study to build up a more detailed picture
of family literacy practices. The case studies will involve classroom observations of the
participants, an interview with the child's parents lasting up to 1 hour and a taped reading of
a story.

Benefits of the study
The observation of the children's literacy skills will provide me with valuable information
which will help me to plan appropriate learning experiences for the children.

My obligations

¢ [ will only collect data that is pertinent to the purposes of this project.

e The participants can withdraw at any time.

¢ Anything I write about the project for an audience will be written so that individuals and
their school cannot be identified.
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o Anything | write about the project for an audience will be written so
that individuals and their school cannot be identified.

I will be delighted if you grant your permission for your school to be
involved in this research project. Once you have made your decision to
participate, could you please fill in the consent form below and return it
to me. If you have any questions about the project or the consent form,
please do not hesitate to contact me.

Yours sincerely,

Susan Beilharz.

Your Consent

[ understand that the children will be observed for literacy-related
knowledge. Any questions I have asked have been answered to my
satisfaction. | agree that the children can participate in this study,
knowing that I may withdraw my permission at any time. [ agree that
information which may be gathered for this study can be published
provided that the children are not identifiable.

(Principal/i‘eacher) _____Date,

(Research Officer) _Date
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Dear Parent,

I 'am a Masters student in Language Educétion at Edith Cowan University and I am
wvestigating the literacy devclopment of pGCnmary children and the home litcracy related
practices of their familics.

Aims of the project

The aim of this projebt is to observe children's literacy development and examine some
literacy practices in the families of children attending a preprimary.

Requirements of the project
1. Observation of children's Iitcracy-_relatcd.knowlcdge.

Each child will be observed for literacy related knowledge at a time convenient to you. The
observation will take approximately 20-30 minutes for each child.

2. Questionnaire and diary about Family Literacy practices

Each family will be asked to complete a questionnaire and a diary over a period of 3 days
about the frequency and variety of literacy practices they take part tin with their children at
home. | |

3. Case studies

Three families will be asked to take part in a case study to build up a more detailed picture
of family literacy practices. The case studies will involve classroom observations of the
participants, an interview with the child's parents lastmg up to | hour and a taped reading of
a story

Benefits of the study
The observation of the children's literacy skills will provide mé with \)al_uablle-mfomation
which will help me to plan appropriate learming experiences for the children.

My obligations

» [will only collect data that is pertinent to the purposes of this pro_] ect.
« The participants can withdraw at any time.

« Anything I write about the project for an audience w1ll be wntten so that mdmduals and
their school cannot be identified.
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I will be delighted if you grant your consent for your child to be involved in this research
project. Once you have made a decision to participate, could you plcasc fill in the consent
form below and return it to me. If you have any questions about the project or the consent
form, please do not hesitate to contact me.

Yours sincerely,

Susan Beilharz.

Your Consent

[ understand that my child will be observed for literacy-related knowledge. Any questions I
have asked have been answered to my satisfaction. I agree that my child can participate in thi
study, knowing that I may withdraw my permission at any time. I agree that information
which may be gathered for this study can bc published provided that my child is not
identifiable.

_“'(Parént)-- S . Date

'_(Reséarch.Ofﬁ_c.ér) L ' _Daté-
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