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Absttact 

The research documented the existence of preschool 

family literacy programs supported by school divisions in the 

Greater Winnipeg Metropolitian Area and studied their design, 

practices and evaluation procedures. Of particular interest 

was program emphasis on parent-child storybook reading. Four 

literacy programs w e r e  evaluated. Data, including on-site 

observations and serni-structured interviews with school 

administrators, program facilitators and instructors, as well 

as participating parents, was collected over a two month 

period from February to April. The resultant information was 

analyzed according to Nicksefs(1991) three-stage heuristic 

for evaluating family literacy programs. Analysis probed: 

1) design characterisitics; 2) accountability/evaluation 

procedures and 3 ) 19 design features . 
Findings indicated that there was limited programming 

devoted to parent-child storybook reading, little inter- 

agency collaboration between the literacy programs and, 

although the p r o g r a m s  were situated i n  areas of low income, 

high migrancy and unemployment, many program participants did 

not appear to fit these descriptors. A major concern was 

funding i n s t a b i l i t y .  

Implications for future programming include: ( 1) 

increasing the t h e  devoted to parent-child storybook 

reading; (2) fostering more collaboration between literacy 

program providers and other social service agency personnel; 



( 3 ) ensuring the clientelle accessing the  literacy programs 

are those most in need; and ( 4 )  providing long-term and 

consistent funding- Long-term evaluative research that 

follows the children into school is required to denonstrate 

the effectiveness of such parentdchild preschool literacy 

programs. 
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Chapter 1 

NATURE OF THE STUDP 

According to the Organization for Economic Co- 

operation and Development(l998), reading and writing 

abilities are becoming skills of absolute necessity as 

our society moves from a resource- to a knowledge-based 

economy. Their 1998 report on literacy states that 

"literacy is an essential condition for the equitable 

participation of citizens in social, cultural, political 

and economic life"(p.3) and further that "the commitment 

to literacy and learning in every aspect of daily life 

(life-wide) and continuously throughout the life-span 

(lifelong) is an essential determinant of an 

individual's life chances and quality of life"(p. 11- 

12). 

Reading and writing are thus life skills that serve 

as the foundation for success in school as well as 

throughout lif e . 
Initiation into a literate world, with a desire to 

know and to learn, begins at home during the preschool 

years(Iredel1, 1898; Heath, 1986a, 1986b; Taylor & 

Strickland, 1986). If one believes that development is 

cumulative then one recognizes why the early years are 

of extreme importance in moldino and nurturing a childrs 

literacy(Kelleghan, Sloane, Alverez & Bloom, 1993). 

Some children come to school not recognizing the 



value of reading or of print-related activities and 

consequently, do not approach school-based learning 

positively and with success. As Barbara Bush states: 

,-. there are far too many children who do not start 
school "ready to learn"(Morrow, 1995, p. ix). In a 

review of the research, Snow, Burns and Griffin(l998), 

suggest pronounced differences in reading ability 

related to socio-economic status with low SES being a 

"group risk factor". These differences seem to relate to 

school and community locations. However, children in 

middle-income homes seem to have more informal 

opportunties for literacy learning than children in high 

poverty areas (Snow et al, 1998 ) . There may be 
subtleties in the way families read with their children, 

the availability of reading materials and family 

expectations regarding achievement, Tragically, 

children who have few literacy opportunites prior to 

entering school are most likely destined to struggle 

throughout their entire school career and are forced to 

play "catch-up" with their more successful peers. 

Children who lack preschool experiences with print may 

require additional support or intervention to help them 

succeed, The need is urgent- According to 

Allington(1995), children who are placed in low- 

achieving groups in school are more likely "(1) to leave 



school before graduating, (2) to fail a grade, (3) to be 

placed in special education, (4) to become a teenage 

parent, (5 ) to commit a juvenile criminal offense, and 

(6) to remain less than fully literate"(p.2). Whichever 

scenario is contemplated, the situation does not bode 

well for the individual or for society. 

There are, however, home-based literacy activities 

that may improve the literacy apprenticeship of many 

children prior to school entry, and thereby avert the 

negative consequences associated with children at r i s k  

for school failure. Parents can be empowered to assume 

this responsibility(Cairney & Munsie, 1995; Hannon, 

1995; Morrow, 1995; and Thomas, 1998). 

Statement of the Problern 

G i v e n  that the preschool years are important for 

becoming literate and that many chilren come to school 

ill-prepared, educators have come to realize the need 

for earzy parental involvement. 

As increasing attention is paid to the "parent as 

teacher", one of the most common ways in which educators 

can ensure transmission of literacy from parent to child 

is through family literacy programs(Thomas, 1998). The 

common goal of m a n y  family literacy interventions is to 

strengthen the skills parents need to enhance their 



famil ies  learning experiences and t o  help  t h e i r  chi ldren  

prepare f o r  success i n  school. So much school work 

involves a c t i v i t i e s  associateci with l i t e r a c y  . 
One of t h e  most benef ic ia l  and successful  l i t e r a c y  

a c t i v i t i e s  i n  which parents  can engage t o  help prepare 

t h e i r  chi ldren  f o r  success i n  school i s  parent-child 

storybook reading. Through storybook reading children: 

(1) come t o  understand t h e  functions and uses of wr i t t en  

language; ( 2 )  develop knowledge about the basic  concepts 

of p r i n t ,  such as d i r ec t i ona l i t y ;  ( 3  ) become or iented  t o  

letters and the ways  i n  which t h e  alphabet represents  

language through orthographie pat terns;  ( 4 )  l e a rn  book- 

handling s k i l l s ;  ( 5 )  come t o  understand t he  s t ruc tu re  of 

a s tory ,  and ( 6 )  develop a pos i t ive  appreciat ion f o r  

reading(Heath, 1983; Holdaway, 1979; Ninio & Bruner, 

1978; Ninio, 1980; Schickedanz,l978; Snow & Ninio, 

1986; Sulzby, 1985; T e a l e ,  1986, 1984, & 1981; T e a l e ,  

Anderson & Stokes, 1981; T e a l e  & Sulzby, 1986; W e l l s ,  

1985)- 

Thus, with research supporting t he  v i e w  t h a t  

parent-preschooler shared-book engagements are 

benef ic ia l  for c h i l d r e n r s  l i t e r a c y  development and an 

acknowledgment t h a t  parents  are t h e  primary i n t e rp re t i ve  

community f o r  t h e i r  c h i l d ,  during t h e  l a s t  t e n  t o  

f i f t e e n  years e f f o r t s  have been made by educators, 



parents, governmene policy makers and interested 

citizens to involve parents in the sound literacy 

development of their preschool children. Parent- 

preschooler storybook reading and family intervention 

initiatives that promote early literacy development have 

been melded together into one package. Several family 

literacy programs(Cairney & Munsie, 1995; Hannon, 1995; 

Morrow, 1995; & Thomas, 1998) that embody this concept 

have been established in Australia, Canada, England and 

the United States. The programs are either school- 

initiated or projects in which there is a collaboration 

with other family service agencies and organizations 

that already provide support to parents and their 

children. Although program design, implementation, and 

evaluation procedures are varied, the one common bond 

that links al1 of these programs is that parent-child 

storybook reading is an essential component. This 

study, therefore, will review the role assigned to 

parent-child storybook reading in preschool family 

literacy programs which are supported by Winnipeg 

schools beginning with a brief description of each 

program. 

Specific Research Questions 

The general research questions guiding the 



investigation include: 

(1) Are there preschool family literacy 

programs situated in and supported by schools 

in the Greater Winnipeg Metropolitian area 

that use story-book reading as an integral 

cornponent of the program? 

(2 ) To what extent have community partnerships 

been forged between schools and other 

family service agencies, such as social 

welfare and/or child protection agencies, 

in order to foster and support literacy 

in the early years (infancy to school 

entry ) ? 

( 3 ) Do the literacy program's 

facilitators/instructors and or/participants 

expect parent-child storybook reading to lead 

to other positive changes within the family? 

(4) What are some of the positive experiences 

taking place for children and for their 

parents in family literacy programs? 



In addition to the general research questions, 

Nicksers(1991) three levels of program evaluation, as 

described in A Typoloqy of Family and Intersenerational 

Literacy Proqrams(l991), are used to analyze the 

programs in more depth. As a practical heuristic, this 

conceputal framework provides for the investigator an 

organized, broad, yet concise overview of the dimensions 

to consider when planning, implementing and evaluating 

family literacy programs, Within the framework, three 

levels of analysis or data gathering are applied to the 

investigated programs. These concern a classification 

system for the programs, an evaluation plan detailing 

the programs ' method of accountability to its 

stakeholders and a list of suggested program elements to 

consider when designing a program. Therefore, us ing 

this framework as a guide, several questions are asked. 

T h e s e  axe: 

( 5 )  How would the four investigated programs 

be classif ied as to type using Nicke ' s f irçt 

level of program analysis? These are: (1) 

parent/child(family literacy); (2) adultkhild 

(intergenerational literacy); (3) adult alone 

(parent literacy) and ( 4 )  child alone(chi1d 

literacy). 



( 6 )  Were any of the investigated programs 

based on Nickse's second level of evaluation: 

( 1 ) a pre- implementation survey or needs 

assessment; (2) accountability; (3) the 

formative evaluation of a pilot program 

(program clarification); (4) or informed by 

measuring participant progress ; and ( 5 ) 

studying the effects on program participants? 

(7 ) How did the investigated programs display 

N i c k s e  ' s third level of evaluation? that is 

what is/are the: (1) target population; 

(2) community setting; (3) types of core and 

support senrices; (4) staff involment in 

service delivery ; ( 5 ) f unding arrangements and 

other program supports; (6) methods used for 

recruitment of participants ; ( 7 ) the 

instructional format; (8) the program 

materials; (9) attendance and participation 

strategies; (10) retention strategies, (11) 

staff development and volunteer training 

components; (12) transportation and 

child care services offered; ( 13) the nature 

of the workshops or activities for parents; 

and (14) assessrnent measures used to 

determine participant satisfaction with the 



program. Additional features added by the 

investigator include : ( 15 ) the program 

objectives; (16) the program's similiarily to 

existing preschool family literacy programs; 

( 17 ) the number of adult participants; ( 18) 

the number and ages of preschoolers; and (19) 

the sole of parent-child storybook reading in 

the literacy program. 

Scope of the Study 

The purpose of this study is to: (a) document the 

existence of preschool family literacy programs 

supported by school divisions in the Greater Winnipeg 

Metropolitian Area; and (b) study the design, 

implementation and evaluation of such programs, in 

particular, the role given to parent-child storybook 

reading . 
For the purpose of this study, preschool refers to 

children before they enter a forrnalized school setting, 

that is, before a child is five and enters a 

kindergarten prograrn. Only Winnipeg School Division No. 

1 offers a formalized school setting for children four 

years of age, an age when many parents enroll their 

children in the publicly-funded nursery school program. 



As the focus of this study was investigating division 

support for parents of children from infancy to school 

age, many programs established in the various divisions 

did not fit the criteria, either because, as in the case 

of Winnipeg School Division No. 1, the children were 

already receiving a formalized education in Nursery 

School which meant that parents and children would not 

fit the criteria of non-formalized schooling, or, as in 

the case of other school divsions, no family literacy 

programs for pre-kindergarten aged children existed. 

Method 

The fixst thing to do was to identify the school 

divisions that offered preschool family literacy 

programs. Persona1 contact was made by letter and 

telephone to divisional superintendents and/or early 

childhood/language arts consultants. From this list of 

identified programs, four preschool family literacy 

programs were selected to fonn the core of the 

investigative study, three in Winnipeg School Division 

No, 1 and one in Fort Garry School Divsion No. S .  

Information detailing the four selected literacy 

programs was gathered through semi-structured face-to- 

face interviews with £ive preschool family literacy 

facilitators/instructors, four Winnipeg elementary 



school principals and sixteen parents who were program 

participants in the four literacy programs. In 

addition, an on-site observation was made of one session 

at each of three of the four literacy programs. 

To assist the investigator in categorizing and 

analyzing family literacy program design, implementation 

and evaluation processes, specific portions of 

Nicksets(1991) three-stage heuristic were applied to the 

data collected from the interviews and observations of 

the programs. 

1. The first stage of Nicksets categorization 

system examines the programs 'design as involving either 

paxentkhild; adultkhild; adult alone, or child alone. 

2. The second level of analysis documents the 

programs' five levels or tiers of design and 

implementation. These are whether the program: (1) was 

developed as the result of a pre-implementation or needs 

assessment, (2) has built-in accountability procedures 

(3) employs program clarification methods(formative 

evaluation); (4) measures participant progress; and (4) 

documents how the program impacted participants in the 

long term. 



3 .  The third and final level of analysis probes 

more deeply into the design, implementation and 

evaluation procedures of the program by documenting 19 

elements ranging from the programsr target population to 

the role of parent-child storybook reading. 

Significance of the Studv 

Snow, Burns and Griffin(l998) indicate that "adults 

who live and interact regularly with children can 

profoundly influence the quality and quantity of [the 

childrensf] literacy experiencesw(p. 138). Educators 

have a reponsibility to share this knowledge with the 

parents in their communities. It is therefore important 

to establish relationships between the school and the 

home. This study reinforces the urgency in forging 

these links in the preschool years by documenting how 

schools in the Greater Winnipeg Metropolitian Area 

support home-based literacy experiences through 

preschool f d l y  literacy programs. The review of the 

literature and findings will add further insight into 

school-supported literacy programs, their design, 

methodology and accountability. By adding to the 

existing body of knowledge on family literacy 

programming and highlighting issues, this study will 

also inform decision-makers and public policy. 



Definit ion of Terms 

The following explanation of tems used in thiç 

study have been provided to aid the reader in 

understanding the content of the study . 

Emerqent literacy . Emergent literacy refers to 
"reading and writing concepts, behaviors and 

dispositions which precede and develop into conventional 

literacy" (Harris & Hodges , 14 95 ,p. 7 1 ) , This term has 

replaced the earlier known concept of reading readiness 

which refered to childsen as "being ready to profit from 

beginning reading instruction"(Harris & Hodges, 1995, 

p.212). 

Family literacy . Family literacy ref ers "to literacy 
efforts or activities involving more than one 

generation"(Harris & Hodges, 1995, p. 82). For this 

study, the term family literacy is limited to describing 

a program between parent ( s ) and preschool children . 

Greater Winnipeq Metropoïitian area. This t e m  

refess to the area bounded by the City of Winnipeg's 

Perimeter Highway . 



Preschool children- The term is restricted to 

children who are newborns to those who have not yet 

entered a formalized school setting. In this study, 

four-year old children who attend a formalized nursery 

schoof program in a school setting are not considered to 

be ' preschool ' . 

Semi-structured face-to-face interview method- 

An interview is a persona1 conversation with a 

respondent for the purpose of seeking information. Semi- 

structured refers to spontaneous changes which can be 

made during the interview by the interviewer or 

respondent. T h e s e  changes may involve a change in the 

order questions are asked or a change in the wording of 

the questions(Sing1eton & Etratis, 1999, Sommer & 

Sommer, 199 1, Stouthamer-Loeber & Van Kammen, 1995 ) . 

Orqanization of the Studv 

Chapter 1 delineates the area of concern and the 

inquiry. The historicial background and research 

involving the importance of parent-child storybook 

reading and its relation to preparing children for 

success in school is reviewed in Chapter 2. Also 

contained in Chapter 2 is a brie£ review of 



i n t e rna t i ona l  f d l y  l i t e r a c y  programs t h a t  have 

incorporated parent-child storybook reading as an 

e s s e n t i a l  program component. Study rnethodology and 

procedures a r e  reported i n  Chapter 3 .  Chapter 4 

cons i s t s  of an analys is  of the  data with accompanying 

tables t h a t  provide a quick reference and easy 

cornparison of program charac te r i s t i c s .  Chapter 5 

contains a sumrnary of t h e  research, f indings,  

conclusions, implications for programming and 

recommendationç f o r  fu r the r  research. 



CHAPTER II 

Review of the Literature 

This chapter  includes  a review of t h e  r e sea rch  

pe r t a in ing  t o  t h e  h i s t o r i c a l  development of parent-child 

storybook reading f r o m t h e  beginning of the twent ie th  

century t o  t h e  presen t  day, inc lud ing  studies on t h e  

l i t e r a c y  experiences inherent  i n  t h e  read ing  act i t s e l f .  

The theory  of  Vygotsky(l962, 1978)  provides a  framework 

f o r  understanding how chi ldren  c o n s t r u c t  knowledge 

through t h e i r  r e l a t ionsh ips  w i t h  important  o the r s ,  and 

how reading  i s  viewed as a s o c i a l  and c u l t u r a l  p rac t i ce .  

Research is  a l s o  presented on t h e  r e l a t i o n s h i p  between 

storybook reading as a preschool l i t e r a c y  a c t i v i t y  and 

ch i ld rens  ' success i n  school. A l s o  included i n  t h e  

review are examples of  na t iona l ly  and i n t e r n a t i o n a l l y  

based family l i t e r a c y  programs which have incorporated 

parent-chi ld  storybook reading as an e s s e n t i a l  program 

component. 

Parent-Chi ld  Storvbook Readinq - An Interactive 

Literacy  Journey 

Children are born i n t o  a world of language and are 

cons tan t ly  surrounded and bombarded wi th  it. A s  they 

watch how a d u l t s  i n t e r a c t  wi th  t h e  world through 



language and through na tu ra l ,  day-to-day in te rac t ions  

with t h e i r  parents ,  s i b l i n g s  and o thers  who care f o r  

thern, ch i ld ren  come t o  apprecia te  impl ic i ty  that 

communication is a powerful t o o l  and regula tor  of human 

ac t i v i t y .  A s  they develop, youngsters begin t o  copy 

speech pa t t e rns ,  create n e w  sounds and express ideas i n  

an effort t o  make language work f o r  them(Sulzby, 1985)- 

T h e  same can be sa id  for chi ldren  learning t o  read. W i t h  

t h e  support  of nurturing caregivers  , chi ldren come to 

understand t h a t  speech and p r i n t  are interwoven, t h a t  

speech can be written, and read and reread(I redel1 ,  

1898) .  The act of reading storybooks and t h e  

accompanying t a l k  associa ted  with t h i s  l i t e r a c y  a c t i v i t y  

o f f e r s  a c h i l d  increased oppor tuni t ies  f o r  advanced 

language and complex th inking a ~ d  learning(Hiebert ,  

1996). 

Historical Antecedents 

The role played by parents  i n  ushering their 

chi ldren  i n t o  l i t e r a c y  w a s  recognized ea r ly  i n  t h e  

educational l i t e r a t u r e .  I redel l (1898)  was t h e  f i r s t  

educator t o  w r i t e  about he r  observations on the 

para l le l i sm between a preschooler rs  o r a l  language 

development and the acqu i s i t i on  of reading and 

writing(Tea1e & Sulzby, 1 9 8 6 ) .  In  her  a r t i c l e ,  Eleanor 

Learns t o  Read, I r e d e l l  describes t h e  naturaf impulse 
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She found t h a t  a c h i l d  who is surrounded with spoken 

language w i l l  copy what is heard. I r e d e l l  f u r t h e r  

believed t h a t  t h e  same can be s a i d  f o r  learning t o  read 

and t o  mite. When books and w r i t i n g  m a t e r i a l s  are i n  

t h e  home, t h e  c h i l d  bas t h e  sarne na tu ra l  c u r i o s i t y  t o  

corne t o  know what they are al1 about, too-  Having a 

parentwho includes t h e  c h i l d  i n  t h e  every day l i t e r a c y  

experiences of t h e  home i n s t i l l s  t h e  iaea t h a t  t h e  

wr i t t en  word i s  powerful and t h a t  reading is 

pleasurable.  

E. B. Huey(1908), a well-known educational t h e o r i s t  

during t h e  beginning of t h e  twent ie th  century, s t a t e d  

t h a t ,  "The secret of it al1  l i e s  i n  the parents ' reading 

aloud t o  and w i t h  the child. "(p. 32 ) ) . H e  s t rongly 

believed t h a t  a c h i l d r s  l i t e r a c y  development could be 

enhanced through reading a t  home during t h e  preschool 

years. I n  f a c t ,  he f e l t  s o  confident  about t h i s  concept 

t h a t  he devoted a e n t i r e  chapter  i n  h i s  book, T h e  

Psychology and Pedagogy of ~ e a d i n g  t o  lJLearning t o  Read 

a t  Home," 

However, for  al1 t h e  i n t e l l i gence  I r e d e l l  and Huey 

may have brought t o  t h i s  matter  during t h e  ea r ly  years 

of t h e  twentieth century,  they were t h e  exception i n  



bel ieving t h a t  e a r l y  s t o q b o o k  reading was a prime 

source of young c h i l d r e n g s  l i t e r a c y  development, I n  

f a c t ,  p r io r  t o  t h e  1970 ' s ,  t h e  xnajority of educators 

believed t h a t  " l i t e r a c y  development did not  begin u n t i l  

t h e  c h i l d  encountered formal i n s t r u c t i o n  i n  schoolw 

( T e a l e  & Sulzby, 1991, p. i x ) ,  and although reading t o  a 

preschool c h i l d  a t  home was not  frowned upon as being a 

bad th ing ,  ne i t h e r  was  it openly promoted. Rather, it 

w a s  viewed more i n  a folksy,  s i m p l i s t i c  kind of way, 

Consequently, l i t t l e  a t t e n t i o n  was paid t o  e s t ab l i sh ing  

the intrapsychological  and interpychological  

re la t ionships  inherent  i n  t h i s  so-called "s impl is t icw 

act . 
Analyzinq t h e  Readinq A c t  Itself 

This "benign neglect" began t o  change i n  t h e  l a t e  

197 0 ' s with t h e  publ icat ion of t h e  f irst study analyzing 

storybook episodes,  Ninio and Bruner (1978), s tudied  

one Anglo-saxon, middle-class mother-infant dyad when  

t h e  ch i l d  w a s  between e i g h t  months and approximately one 

and one-half years  old.  T h e y  found an amazing amount of 

in te rac t ion  between mother and c h i l d  by observing 

videorecordings of t h e  c h i l d f s f r e e  play. Further 

ana lys is  of t h e  language samples indicated t h a t  

s toqbook  reading not only produced opportuni t ies  for 

in t e rac t ion  between a parent and ch i l d  but, a s  shown i n  



t h e  following quote, t h e  discourse i t s e l f  w a s  of a 

r i t u a l i z e d  na ture  and had an organiza t ional  format 

cons is t ing  of four  elements: (1) a t t e n t i o n a l  vocative;  

( 2 )  query; ( 3 )  l abe l ,  and ( 4 )  feedback utterance.  

Mother : Look! [ATTENTIONAL VOCATIVE ) 
Child: [Touches p i c tu r e )  
Mother: What are thoçe? [QUERY] 
Child: (Vocalizes and smiles ) 
Mother : Y e s ,  they are rabbits, 

( FEEDBACK AND LABEL ) 
Child: (Vocafizes, s m i l e s  and looks 

up a t  mother) 
Mother : (Laughs) Yes, rabbits. 

(FEEDBACK AND LABEL ) 
Child: (Vocalizes , smiles ) 
Mother : Y e s  . (Lzughs ) ( FEEDBACK ) 

pp. 6-7 

In  fu r t he r  anaylzing t h e  language samples, Ninio 

and Bruner determined t h a t  t h e  mother provided 

scaffolding dialogue. The mother, who was 

s k i l l e d  i n  a p r ac t i c e  t h a t  t h e  c h i l d  w a s  not ,  assumed 

t h a t  t h e  smiling,  reaching, point ing and babbling of t h e  

cb i l d  w e r e  expressions of t h e  c h i l d r s  i n t en t i ons  t o  

request  a l a b e l  o r  f o r  t h e  mother t o  provide one. 

Therefore, t h e  mother supplied or ' scaf fo ldedr  al1 four 

s teps  of t h e  rout ine:  a t t e n t i o n a l  vocat ive,  query, l a b e l  

and feeàback u t te rance ,  and by doing so ,  helped t h e  

c h i l d  p a r t i c i p a t e  i n  t h e  dialogue. These r i c h  language 

in te rac t ions  between mother and c h i l d  demonstrated how 



reading picture-books t o  chi ldren can provide wonderful 

learning oppor tuni t ies  f o r  developing a c h i l d f s  ea r ly  

experiences with language. 

Although Ninio and Brunes's s tudy concerned only 

one mother-child dyad and w a s  limited i n  t h e ,  jus t  

u n t i l  t h e  c h i l d  w a s  one and one-half years  of age, t h e i r  

study remains important. I t  provided preliminary 

ins igh t  i n t o  t h e  organization and consequences of 

parent-child storybook reading and how chi ldren  l ea rn  

language during these  events . 
Two years  l a t e r ,  Ninio (1980)  conducted another 

study which es tabl i shed l inks  between l i t e r a c y  

soc i a l i za t i on  p rac t i ces ,  and parent-child storybook 

reading, She wanted t o  determine t h e  eifect maternai 

education and socio-economic s t a t u s  (SES) had on book 

reading behavior through t h e  study of  picture-book 

reading with 40 Israeli mother-child dyads. The 

chi ldren w e r e  approximately 1 7  t o  22 months o ld  from 

high and low SES famil ies ,  A t  the conclusion of the 

study, s i g n i f i c a n t  in te rac t iona l  d i f ferences  were found 

t o  e x i s t  between t h e  high and low SES mothers. ~ i g h  SES 

mothers asked t h e i r  chi ldren m o r e  "what's t h a t w  

questions which resu l t ed  i n  t h e  ch i l d r en  having a l a rger  

vocabulary base than the low-SES ch i ld ren ,  She observed 

t h a t  mothers who w e r e  of low-SES s t a t u s  



seemed adequate as vocabulary teachers in 

the sense that their interactions were 

commersurate with their young childrs 

developmental level but their teaching 

style was "not future-oriented, not 

sensitive to changes in their infantsf 

needs, and therefore probably inadequate 

to enhance rapid progression to more 

complex levels of language use (p. 

5 8 9 ) .  

In a one month, home-based shared storybook reading 

intervention experiment, Whitehurst, F&O, Lonigan, 

Fischel, DeBaryshe, Valdez-Menchaca and Caulfield (1988) 

sought to test the hypothesis that materna1 picture book 

reading had direct immediate effects on the rate of 

children's language acquistion. Twenty-nine middle- 

class children between 21-35 months of age and their 

mothers were equally divided into experimental and 

control groups. Parents in the experimental group 

received two, thirty minute training sessions on how to 

read to their children. They were show how to use a 

number of reading techniques to increase first, their 

rates of posing open-ended and functiodattribute 

questions and expansions; second, how to respond 



appropriately t o  ch i ldren  who attempted t o  answer t he se  

types of questions and, t h i r d ,  how t o  decrease t h e  

frequency of engaging i n  s t r a i g h t  reading and posing 

questions t h a t  could be s a t i s f a c t o r i l y  answered by 

pointing. The con t ro l  group parents  were ins t ruc ted  t o  

read as they had always done. 

Results  frorn pre-post-testing ind ica ted  t h a t  

chi ldren i n  t h e  experimental group had a higher rnean 

length of utterance(MLU = 2 - 5 5 ) ,  p l u s  more frequent use 

of phrases as opposedto  s i ng l e  word u t te rances  i n  

cornparison t o  t h e  cont ro l  group(MLU = 2 - 0 4 ) .  The 

experimental group w a s  approximately 8.5 months ahead of 

t he  con t ro l  group when tested on t h e  ve rba l  expressive 

subscale of t h e  Illinois T e s t  of Pyscholinguistic 

Abilities(Kirk, McCarthy, & K i r k ,  1968)  and a 6 month 

lead i n  regard t o  scores on t h e  expressive vocabulary 

subscale of t h e  Expressive One W o r d  P i c t u r e  Vocabulary 

Test(Gardner, 1981). 

A s  a r e s u l t  of t h e  research carried ou t  by and 

Whitehurst and colleagues, t h r e e  t h e o r e t i c a l  pr inc ip les  

w e r e  es tabl ished:  (1) materna1 j o i n t  p i c tu r e  book 

reading does increase  a c h i l d r s  language acquis i t ion;  

( 2 )  c h i l d r e n r s  language development i s  enhanced when 

there  i s  an increased opportunity f o r  t h e  ch i l d  t o  

respond ac t i ve ly  t o  t h e  content,  style and language 



found i n  t h e  s t o r y  when t h e  reading is carried o u t w i t h  

a s t i rnulat ing,  i n t e r a c t i v e  s t y l e  r a t h e r  than  merely 

evoking pass ive  l i s t e n i n g ;  and ( 3 )  t h e  effects of 

pa ren ta l  speech, a l s o  known as 'motherese' o r  

'parentese ' ,  serve important  funct ions i n  c h i l d  language 

acqu i s i t ion ,  f t  does m a k e  a d i f fe rence  how parents  t a l k  

t o  t h e i r  c h i l d r e n  dur ing  s t o r y  reading,  i n s o f a r  as t h e  

na ture  of t h e  d i scourse  can increase  language 

development . 
More R e c e n t  Research 

Whitehurst and col leagues (1994 )  continued t o  

explore t h e  n a t u r e  of  storybook reading t o  preschool 

chi ldren.  They demonstrated t h a t  shared  reading and 

o t h e r  emergent l i t e r a c y  experiences i n  t h e  preschool 

per iod a r e  important  f o r  l a t e r  l i t e r a c y  development. 

One hundred and sixty-seven fous-year o l d s  who  

at tended Head S t a r t  Centres were randomly ass igned t o  

i n t e m e n t i o n  and c o n t r o l  classrooms, H e a d  S t a r t  i s  t h e  

United States governmentrs preschool program f o r  

ch i ldren  f r o m  f a m i l i e s  w h o  a r e  l i v i n g  a t  t h e  poverty 

l e v e l  . 
Children who a t tended t h e  preschool in te rvent ion  

classrooms had a combination of d i a l o g i c  reading and 

phonemic awareness t r a i n i n g  a t  school wi th  d ia log ic  

reading a l s o  being carried o u t  a t  home. The main 



mechanism f o r  d ia logic  reading, which i s  an i n t e r a c t i v e  

s t y l e  of adul t-chi ld shared p i c t u r e  book reading, are 

t h e  f i v e  types of questions t h e  a d u l t  reader can pose t o  

t h e  ch i ld :  completion prompts, recall prompts, open- 

ended prompts, wh-prompts and dis tancing prompts. The  

phonemic structure of language and the r e l a t i o n  between 

phonemes and letters was taught  using a commercially 

ava i l ab le  curriculum ca l l ed  sound foundations(Byrne & 

Fielding-Bransley, 1992 ) .  Parents  and teachers w e r e  

shown a video on howto i n t e r a c t  during dialogic reading 

with role-playing and discussion following the video. 

Children in t h e  control  classrooms w e r e  taught using t h e  

regular Head S t a r t  curriculum. 

Each c h i l d  was pre- and post- tested on t h e  four  

outcome fac tors :  language, wr i t ing ,  l i n g u i s i t i c  

awareness and knowledge of p r i n t  concepts through 

app l ica t ions  of t h e  Peabody P i c t u r e  Vocabulary T e s t -  

Revised(Dunn & Dunn, 1 9 8 1 ) ,  Expressive One Word Pic tu re  

Vocabulary T e s t  (Gardner, 19 8 1 ) , expressive subscale of 

t h e  I l l i n o i s  T e s t  of Psycholinguist ic  Abi l i t ies (Kirk ,  

McCarthy, & Kirk, 1968) and 18 subscales from the  

Developing Skills Checklist(CTB, 1 9 9 0 ) .  

Resul ts  indica ted  t h a t  t h e  chi ldren  who received 

t h e  d i a log i c  reading a t  school and at home plus t h e  

phonemic awareness t r a in ing  perf onned a t  a s i gn i f i can t ly  



higher level on the writing and print concepts factors, 

From the data, the authors reflect that it was 

possible for Head Start children's language to be 

increased when there was interactive storybook reading 

happening in the home. They also felt that the frequency 

of exposure to print in the home, especially for late 

preschool children, may be a more powerful venue for 

language development than a preschool program where 20 

or more children require attention. The present study 

raises two issues, First, how much of the increase in 

childrenfs language development is due to dialogic 

reading and how much to phonemic awareness training? 

The autnors suggest that these two items be separated 

and analyzed. Second, the long term effects of the 

intervention need to be studied to determine the impact 

on word decoding and reading comprehension in elementary 

school. 

Holdaway (1979) studied childrenfs independent re- 

enactments of storybooks that had been read tu them 

several times. He found that children learned the 

vocabulary and syntax of written language as a direct 

result of being read to. He concluded that parent-child 

storybook reading at home in the early years had 

significant literacy potential for literacy development 

in that storybook reading exposed children to processes 



useful for reading- He also found that children 

practiced reading-like behaviors such as self-regulation 

and self-correction in order to corne to grips with the 

structures and meaning inherent in the written language, 

He felt so strongly about the importance of parent-child 

storybook reading as a powerful tool to develop 

preliteracy skills that he made storybook reading the 

cornerstone of his multi-disciplinary literacy program, 

the "shared-book" experience. 

Schickedanz (1978) found that storybook experiences 

for preschoolers developed conscious awareness that 

language was an object in itself. Childrenrs 

metalinguistic knowledge about print was demonstrated 

through increased letter and word recognition abilities 

and knowledge of symbol sound correspondences. In 

particular, Schickdanz found that the effects of 

storybook reading led children to the development of 

three schemata about letter-sound associations. For 

example, a memorized story  line helps children: (1) 

grasp the idea that story lines can be remembered and 

that there are general strategies for doing so; (2) 

develop an understanding of the connection between 

certain words and the way they look on a page; and, (3) 

fosters the awareness that there is a pattern of 

regularity in the correspondence between letters and 



sounds. Children en t e r ing  school who have enjoyed 

storybook reading a t  home br ing  t h i s  knowledge with 

them. They already know how books work and the re fore  are 

confident and a t  ease with something they have, 

l i t e r a l l y ,  grown up with. 

Sulzbyrs(1985) developmental s tudy of reading 

behaviors, based on t h e  observation of preschoolers as 

they 'pretend readr  t h e i r  favorite books, added furthex 

ins igh t  i n t o  t h e  importance of early parent-child 

sto-rybook reading. She described a progression of 

changes i n  behavior, ranging from t h e  least mature re- 

enactments, such as  l abe l l i ng  and commenting, t o  

independent reading from p r i n t ,  o r  i n  o ther  words, from 

picture- to print-governed attempts t o  read, from no 

a t t en t i on  t o  t h e  p r i n t  t o  t h e  p r i n t  being watched. 

These changes i n  behavior d id  not  occur i n  a lock-step 

progression but  tended t o  r e f l e c t  a developmental 

pa t t e rn  as t h e  chi ldren  moved from 'pretend'  reading 

toward *realf reading. From h e r  f indings,  Sulzby 

concluded t h a t  (1) 'pretend' reading allowed t h e  

chi ldren  t o  role-play, t o  re-enact and try out  

behaviors, s k i l l s ,  and thinking processes t h a t  a r e  a l1 a 

p a r t  of reading, and ( 2 )  that young ch i là ren  who are 

read t o  before coming t o  school can  and do en t e r  i n t o  

an understanding of t h e  r e l a t i onsh ip  between o r a l  and 



written language within a social context. 

Like Sulzby, the importance of reading early to 

children was highlighted in Catherine Snow and Anat 

Ninio ' s research ( 198 6 ) . Their investigations are 
worthy of note because these investiqators identified 

seven contracts or rufes for storybook reading: (1) 

Books are for reading, not for manipulating; (2) In 

storybook reading, the book is in control, the reader is 

led; (3) Pictures are not things but representative of 

things; (4) Pictures are for naming; (5) Pictures, 

though static, can represent events; (6) Book events 

occur outside real time and (7) Books constitute an 

automonous fictional world. 

Snow and Ninio admit that these "contractsv and 

"metacontractsm between child and parent are not all- 

inclusive. Although there may be different or 

additional "tacit" rules of literacy applicable towards 

other parent-child dyads, social classes, or cultures 

the main p o i n t  is that for preschoolers to be successful 

in literacy activities during their school years they 

need to be aware of "tacit" storybook rules. 

Taylor and Strickland (1986) believed family 

storybook reading, seen as "a family legacy to be 

passed ont0 the n e x t  generationW(p.x) contained six 

important qualities to  help "break the cycle of 



i l l i t e r acy" .  Sharing storybooks: (1) helps ch i ldren  t o  

bui ld  a storehouse of information t h a t  they w i l l  need as 

they l e a rn  t o  read and write; ( 2 )  helps ch i ldren  develop 

a sense of how s t o r i e s  a r e  constructed,  an important 

s t e p  t o  l i t e r a c y  learning; ( 3 )  provides ch i ld ren  with a 

t reasury  of words t h a t  r e in fo rce  and extend meaning; ( 4 )  

provides ch i ldren  with t h e  opportunity t o  hear a v a r i e t y  

of formal language pa t te rns  not  encountered i n  everyday 

speech; (5 )  encourages ch i ld ren  t o  engage i n  language 

play t h a t  parodies t h e  sounds of language; ( 6 )  f o s t e r s  

ch i ldren ' s  a b i l i t y  t o  l i s t e n ,  which is an e s s e n t i a l  

learning requirernent i n  school . 
Panofsky (1990) contr ibuted t o  t he  understanding 

of parent-child s torybook reading by focus ing  her  

research on descr ibing t h e  uses of language t h a t  

chi ldren develop a f t e r  years of book-reading experience, 

She hypothesized t h a t  these  uses of language gathered 

through years of parent-child book-reading experiences 

a r e  eventual ly  t r ans fe r red  t o  success i n  school. 

Preschoolers,  who ranged i n  age £rom two t o  s i x  

years of age and who w e r e  from homes where reading w a s  

already viwed a s  an important e a r l y  l i t e r a c y  experience, 

w e r e  video and audiorecorded during parent-child 



storyreading. In analyzing the recordings, Panofsky 

found that the childrenrs representational discourse 

could be divided into seven subfunctions- These were: 

(1) attentionah; (2) pictorials; (3) connectives; (4) 

inferentials; (5) emotives; (6) imaginatives; and (7) 

recitations, While pictorials, connectives and 

inferentials were the most frequently used utterances, 

al1 participants used al1 of the functions at one time 

or another with a moving back and forth between the 

functions, Panofsky believes that by identifying the 

representational f unctiofis iriherent in parent-child 

storybook reading discourse, an instructional mode1 to 

enhance the development of cognitive-language processes 

may be of fered to children who have not been read to 

prior to attending school, 

Based on findings in work carried out by Mandler 

and Johnson(1977), it is now evident that through 

storybook reading, children also learn how to use an 

intemalized grammar for narrative and expository text 

to assist comprehension and to "take inff information 

from materials. Mandler and Johnson identified a 

formal device or ' story grammar consisting of story 

characters, the problem(s), the setting, the 

relationship among episodes and the resolution- 

Teale (1984) also believed that storybook reading 



had a pos i t i ve  e f f e c t  i n  developing: an awareness of and 

an appreciat ion f o r  s t o ry  grammar by fami l i a r i z ing  a 

c h i l d  with l i t e r a c y  conventions and developing a taci t  

schema f o r  s t o r i e s ,  Story-book reading, through parent- 

c h i l d  in te rac t ions ,  helps t o  i n t e r n a l i z e  t h i s  process. 

Yaden, Smolkin and Conlon(1989), i n  t h e i r  two 

longi tudinal  s tud ies ,  inves t iga ted  the content and 

frequency of preschoolers '  sponteneous questions during 

parent-child stoxybook reading with t h e  prime ob jec t ive  

of determining whether o r  not home storybook reading had 

more of an effect on t h e  development of ch i l d r en r s  

development of comprehension processes than on t h e i r  

p r i n t  awareness. 

Using middle t o  upper income chi ldren ,  aged t h r e e  

t o  £ive years  o ld ,  Yaden and b i s  colleagues audiotaped 

c h i l d r e n f s  unprompted questions when parents read aloud 

t o  them at home. I n  Study 1, two boys w e r e  audiotaped 

t w i c e  a week for two years ,  generating 810 questions.  

I n  Study 2 ,  four  boys and t h r ee  g i r l s ,  who were recorded 

f o r  one year,  asked 1,915 questions,  These queries  w e r e  

subsequently catagorized according t o  inqu i r i e s  about 

(1) pic tures ;  ( 2 )  s t o r y  meaning; ( 3 )  word meaning; o r  

( 4 )  graphic form (letters, punctuation o r  t he  p r in ted  

word) , 

Analysis of t h e  da ta  indica ted  t h a t  between 40-60 



percent of the children's questions were about pictures 

or illustrations, with decreasing percentages for story 

meaning, word meaning and graphic form. Although the 

children appeared to interpret the storybook from the 

pictures initially, over t h e  sorne children began to 

focus more on the storyline- This was followed with a 

focus on the print to word match. Preschoolers, 

particulary between the ages of three and four years 

old, were more apt to see the reading act as an 

explanation of the pictures with the printing serving as 

labels for objects illustrated in the pictures . For 
preschoolers from age four and older, more interest was 

shown in other acts of the reading process such as 

story, plot and characters. Several mothers commented 

that their children tended to use language from the 

books they had read in order to describe frequent, 

everyday events- This indicated that children's oral 

language is enriched through book reading. This study 

reflected the theories of Vygot~ky(1978~1986) in that 

initially, children's interests are global, but then 

become more specific or differentiated over the, 

Yaden and his colleagues(l989) felt that they were 

unable to substaniate Schickedanz's hypothesis of 

storybook reading equally enhancing the development of 

print awarenss or other graphic forms and awareness of 



book conventions o r  book language. These la t ter  terms 

r e f e r  t o  chi ldren  becoming familiar with  t h e  look and 

di rec t ion  of p r i n t ,  t h e  f a c t  t h a t  i t w a s  wr i t t en  by 

someone, and t h e  idea  t h a t  pages are turned t o  move 

through t e x t .  However, Yaden and h i s  colleagues did  

conclude t h a t  storybook reading was instrumental  i n  the 

devefopment of inner storying. T h e  concept of inner  

storying provides a mode1 i n  t h e  b ra in  of  t h e  rhythms 

and pa t t e rns  of wr i t t en  language, which is somewhat 

s imi l i a r  t o  a c h i l d f  s acqu is i t ion  of s t o r y  grammar. 

Another item of p a r t i c u l a r  note  i n  t h i s  study was 

t he  factor of pa ren ta l  reading s t y l e  during t h e  

storybook sessions,  The  authors found t h a t  t h e  majori ty  

of parents  f a c i l i t a t e d  t h e  c h i l d ' s  explorat ion of t h e  

book, I n  o ther  words, they d i d  not  t a k e  con t ro l  of t h e  

in te rac t ion ,  When t h e  parents  d id  t ake  con t ro l  t h e  

ch i ld  asked fewer quest ions-  Findings from t h i s  study 

thus  conf irm f indings f rom earlier s tud i e s  (Ninio & 

Bruner, 1978; Panofsky, 1990)  where it w a s  found t h a t  

t h e  reading style of t h e  parent  has an impact on t h e  

ef fec t iveness  of stosybook reading- 



Social and Cultural Factors 

T h e  Connection between Vyqotskp and P a r e n t - C h i l d  

Stor~book Reading 

As implied in the foregoing review of the research, 

literacy development is a social cultural activity 

highly related to people, their patterns of 

communication and their use of language to mediate day- 

to-day activities. 

One of the theorists who has had the greatest 

influence on literacy researchers working f r o m  a social 

constructivist perspective is L.S. Vygotsky(1962,1978). 

Social constructivistism is based on the premise that 

both social and cognitive structures begin and are 

situated in interactions among people, One of 

Vygotsky's concepts in examining people's language, 

thought, and cognitive developmentwas to explain human 

learning and development in relation to interactions 

with others over t h e ,  Central to this process is the 

concept known as the zone of proximal development (ZPD), 

The ZPD refers to " the  distance between a child's actual 

developmental level as determined through independent 

problem solving and [his or her] potential development 

level as determined through problem solving under adult 

guidance or a collaboration with more capable peers" 



(Vygotsky, 1978, p.86). 

Two very important conditions must be present for 

changes to occur in the ZPD. The first involves the 

notion of play, the capacity for imagination. It is 

through play that a new relationship is created between 

thought and real situations. This playfulness, which 

can be created between parent and child during storybook 

reading, reflects the interplay between imagination and 

reality . 
The second condition for change in the ZPD is the 

capacity for one to make use of the help of others. As 

thinking is initially carrried out through people in 

groups, over t h e  the individual cornes to control 

his/her own thinking and performance. Storybook reading 

personifies this concept by demonstrating that the 

parent, who is knowledgeable about the process, first 

guides or scaffolds the information for the child to 

understand, but soon the child will be able to do this 

him/herself . 
Heath (1983), in her well-known ethnographie study 

(1969-1977) of the literacy behaviors of households in 

two working class comunities in North Carolina, 

Roadville, a white working-class community and Trackton, 

a black working-class community, highlighted the social 

and cultural factors that impact preschoolers' literacy 



development. 

Although Heath considered these two communities to 

be literate communities as the adults could read and 

write what was necessary for their daily lives, she 

identified them as being non-rnainstream. This 

description defined families as "not being school 

oriented, aspiring toward upward mobility through f ormal 

institutions, and providing enculturation which 

positively value routines of promptness, linearity and 

evaluative and judgemental responses"(1982, pg.52). 

Heath elaborated that in rnainstream families the content 

and habits of the book-reading episodes are extended 

beyond the actual event itself. This means that when 

parents comment on a story and question the child on 

certain aspects of it, they help to link information in 

the text with the childrs real life experiences and 

thereby help to extend and build the childfs knowledge 

of literacy . Heath termed these parent-child 
interactions inherent during storybook reading as1'life 

to text interactionsf'( 1982, pg. 72) . By parents helping 

their children, who were the story-listeners , to use 
knowledge of the world in order to make sense of the 

text, parents involved their children in bringing their 

own life experiences to the story. Thus, when parents 

read to their children, social interaction is 



st imulated and learn ing  enhanced. 

Furthemore,  i n  mainstream fami l i e s ,  Heath f ound 

t h e  parents '  questioning techniques followed t h e  

organizat ion of t h e  s t o r y  events which, i n  t u rn ,  tended 

t o  resemble the format of classroom questioning. 

Questions seeking f ac tua l  responses were i n i t i a l l y  posed 

a t  t h e  beg iming  of t h e  book-reading episodes,  and 

subsequently followed with m o r e  open-ended and a f f e c t i v e  

questions. 

Heath found t h a t  t h e  Roadville ch i l d r en  tended t o  

do w e l l  i n  t h e  f i r s t  t h r ee  grades as they came t o  school 

knowing t h e  decontextualized na tu re  of reading a.nd 

t r e a t e d  w r i t t e n  t e x t s  as a r t i f a c t s  . They knew t h e  

alphabet,  could recognize t h e i r  names and s i t  and l i s t e n  

t o  a s to ry .  They w e r e  a l so  able t o  answer "whatf* 

questions.  Although Heath found t h a t  book-reading 

episodes i n  t h e  Roadville community tended t o  be 

similiar t o  t h e  pa t t e rn  described by Ninio and Bruner 

(1978), she a l s o  noted t h a t  f o r  ~ o a d v i l l e  chi ldren  who 

w e r e  t h r e e  years  o r  o lde r  t h e  na tu re  of t h e  i n t e r ac t i on  

w a s  q u i t e  d i f f e r e n t .  Whereas before  t h e  chi ldren  w e r e  

encouraged t o  engage i n  a highly i n t e r a c t i v e  

p a r t i c i p a t i v e  r o l e  by asking ques t ions  o r  commenting on 

what they had heard, they w e r e  now encouraged t o  l i s t e n ,  

s t o r e  what they  had heard and on cue from the adul t ,  



answer a quest ion-  I n  con t r a s t  t o  the mainstream 

chi ldren ,  Roadville chi ldren  eccountered increas ing  

d i f f i c u l t y  i n  later grades when more emphasis w a s  placed 

i n  reçponding t o  "whyff questions,  when t h e i r  r eac t ions  

o r  opinions t o  t e x t s  w e r e  e l i c i t e d  or when they had t o  

summarize information. 

Shared parent-child storybook reading was a rare 

event  i n  t h e  Trackton community. Children and parents  

d id  not  i n t e r a c t  i n  a dyadic manner as described by 

Ninio and Bruner, r a t h e r  book reading events w e r e  

c a r r i e d  o u t  i n  t h e  midst of an audience- Trackton 

parents  d i d  not  ask t h e i r  ch i ldren  t o  name and desc r ibe  

letters, words, p ic tu res  o r  t e x t  passages, ne i t he r  d id  

they allow t h e  f o r  t h e  chi ldren  t o  decode words o r  t o  

p r ac t i c e  reading. I n  f a c t ,  reading by onself  was seen 

as s o c i a l l y  inappropriate-  Children were not  

"preschooled" t o  view language ir\, a decontextualized 

manner and t a l k  about it i n  terms of i ts  

represen ta t iona l  o r  expressive meaning, and as r e s u l t  

Trackton ch i l d r en  had extrene d i f f i c u l i t e s  i n  school i n  

" learning t o  read" and i n  later yestrs i n  "reading t o  

learnff . 
I n  summation, Heath determined t h a t  ch i ldren  £rom 

both communities d id  not do w e l l  i n  school as "they did 

not  have t h e  c r i t i c a l ,  aes the t i c ,  organiza t ional  and 



recreational uses for reading and writing, skills which 

are necessary for school-oriented discussions of 

literacyfr (1986,pg- 22)- 

In an effort to test the hypothesis that storybook 

reading is a distinct social practice, Phillips and 

McNaughton(l990) gathered data on the frequency, nature 

and content of preschool reading practices in ten 

middle-class Anglo families living in Auckland, New 

Zealand- Storybook sessions were audiotaped and al1 

verbalizations by the reader (usually the mother) and 

children were analyzed and coded. The data revealed the 

extensive scaffolding instruction that took place during 

the mother-child interactions and the jointly 

participatory discourse had only one goal in mind: to 

construct meaning from the text. Through adult 

questioning and statements voiced during the reading 

sessions, the children were able to experience 

decontextualized language. 

The authors concluded that children who do not 

acquire decontextualized language skills will encounter 

difficulty in school, This may be one of the reasons 

why middle-class or mainstream children do better in 

school that those from different socio-cultural groups 

where storybook reading is not seen as a social 

practice. In their opinion, storybook reading offered a 



double bonus f o r  chi ldren .  F i r s t ,  it crea ted  an avenue 

through which ch i ld ren  could become a c t i v e  l ea rners  i n  a 

l i terate environment and second, t h e  environment i n  

which storybook reading i s  prac t iced  c rea ted  an a c t i v e  

soc ia l i z ing  s e t t i n g  i n  i t s e l f .  

P h i l l i p s  and McNaughton f u r t h e r  believed t h a t  

although print concepts such as letter o r  word knowledge 

o r  d i r e c t i o n a l i t y  w e r e  not e x p l i c i t y  r e f e r r ed  t o  by t h e  

mothers during t h e  reading sess ion ,  impl ic i ty ,  t h e  

chi ldren became ves se l s  f o r  t h i s  knowledge. They found 

t h a t  families who prac t i ced  storybook reading a l s o  

engaged i n  a number of wr i t ing  a c t i v i t i e s ,  which helped 

t o  explain why t h e  chi ldren ,  upon en te r ing  kindergarten,  

w e r e  ab le  t o  i d e n t i f y  most letters of t h e  alphabet.  

In  another  s tudy t h a t  focused on t h e  r e l a t i onsh ip s  

between f a m i l i e s r  soc io-cul tura l  and e thn ic -cu l tu ra l  

backgrounds and families l i t e r a c y  p rac t i ces ,  Leseman and 

de Jong ( 1 9 9 8 )  analyzed book reading events  of Dutch, 

Turkish and Surinamese parents  and t h e i r  ch i ld ren  who 

attended inner -c i ty  elementary schools i n  t h e  

Netherlands. Video recordings of  t h e  j o i n t  shar ing  of 

p ic tu re  books between mother and c h i l d  w e r e  examined f o r  

four  f ea tu res  : ( 1) t h e  degree of l i t e r acy - r e l a t ed  

in te rac t ions  o f f e r ed  t o  t he  ch i l d ;  ( 2 )  t h e  s o c i a l  

emotional q u a l i t y  of t h e  i n t e r ac t i on  between mother and 



child; (3) the procedural qyality or the level of co- 

operation between mother and child; and ( 4 )  the 

instructional quality of the mother-child book reading 

interactions. They found that the parentsr storybook 

reading instruction was influenced by the parentsr own 

literacy practices which were, in turn, influenced by 

the parentsr education, employment and ethnicity. In 

particular, views on how to read to a child differed 

within Dutch, Turkish and Surinamese families. Dutch 

mothers tended to read, evaluate and extend the topics 

read whereas Turkish and Surinamese familes conducted 

book reading like that of religious memorization 

practices: Mothers would read and the child would 

repeat verbatim. 

At the conclus ion of their investigation, Leseman 

and de Jong found that (1) a childrs reading achievement 

in school is directly proportional to the opportunity 

for literacy learning at home; and (2) the socio- 

emotional quality of literacy instruction indirectly 

afiected the opportunity to engage in literacy acts. 

The authors felt these findings had implications 

for the design of farnily literacy programs, especially 

for those programs which narrowly focus on offering 

opportunities for families to engage in literacy 

activities only  rather than also dwelling explicity on 



t h e  na ture  of t h e  i n t e r ac t i on  itself. Leseman and de 

Jong have a  r a t h e r  grim outlook i n  terms of t he  r o l e  of 

storybook reading i n  a  c h i l d f s  development. They 

suggest t h a t  increasing a ch i l d ' s  l i t e r a c y  w i l l  only 

happen i f  t he r e  i s  a  change i n  t h e  parent 's  education; 

job content and l i t e r a c y  l i f e s t y l e .  

W e l l s  (1985)  conducted a study t o  inves t iga te  

preschool l i t e racy- re la ted  a c t i v i t i e s  and t h e i r  effects 

on school attainment with chi ldren  ranging from 1-1/2 t o  

3-1/2  years o ld  during t h r e e  month i n t e rva l s  over t h e  

course of a year. H e  wanted t o  f i nd  answers t o  two 

questions i n  pa r t i cu la r :  ( 1) Which of t h e  following 

w e r e  more s t rongly  associa ted  with progress i n  t h e  e a r l y  

s tages  of learning t o  read i n  school: looking at books 

o r  o the r  p r in ted  mater ial ;  l i s t e n i n g  t o  a story being 

read o r  t o l d  £rom a book; drawing and colouring; and 

wr i t ing ,  and ( 2 )  Whether any of these  a c t i v i t i e s  helped 

t h e  c h i l d  cope with t h e  o r a l  language demands of t h e  

classroom - i n  p a r t i c u l a r ,  t h e  request  f o r  d isp lay  of 

knowledge o r  competence. 

I n  analyzing t h e  data ,  W e l l s  found t h a t  Listening 

t o  s t o r i e s  was the most d is t inguishing  cha rac t e r i s t i c  

held i n  common by the chi ldren  judged competent i n  o r a l  

language i n  t h e  classroom context.  W e l l s  believes t h a t  

storybook reading provides t h e  c h i l d  with knowledge of 



the following levels or functions of written language: 

(1) performative (decoding); (2) functional ( h m  print 

is used); (3) informational (communiction of knowledge); 

and (4) epistemic( where language structures become an 

integral part of a childfs way of thinking and acting). 

He also believes it was not only listening to 

stories that helped the children with the "reflective, 

disernbedded thinkingW(Wells, 1985, p. 253). which is a 

preremisite for success in school but that it was "the 

complete interaction between the child and the story 

that was beneficialW(Wells, 1985, p,  253)- Wells 

further concluded that inner representations of the 

world could be enriched only through discussion of the 

story - relating the story to a child's own experiences 
acccompanied by the childfs reflection and questioning 

about the events in the story, their causes, problems, 

consequences, and significance(Wells, 1985). Wells 

concluded that language is the modus operandi by which 

these representations operate. Children and parents 

need to be aware of this, Wells further concluded that 

when a child listens to a story, the child experiences 

"the sustained organization of written language and . . 
its characteristic rhythms and structures ,.. and 
language alone is used to create experienceW(p. 251). 



Meta-Analysis Studies 

During the last thirty years an increasing amount 

of empirical data has accumulated on the efficacy of 

parent-child storybook reading, In their meka-analysis 

of the research, Scarborough and Dobrich(l994) reviewed 

the data to determine if readLng to preschool children 

fostered childrenrs literacy development as stated in 

many research studies and if the statement by the 

Commission on Reading, National Academy of Education was 

accurate. This statement claimed that reading to young 

children "is the single moçt important activity for 

building the knowledge required for eventual success in 

readingW(Anderson, H e i b e r t ,  Scott & Wilkinson, 1985, pg. 

23)- 

Through examination of the research, childrensf 

achievement tests, emergent literacy skills, oral 

language abilities, socio-economoc status and 

attitudinal differences, Anderson and his colleagues 

found that only about 8% of the variance could be 

predicted between children being read to by their 

parents and concurrent or subsequent literacy success. 

Their investigations found five surprizing elements 

in the accumulated research: (1) the small number of 

published research studies; (2) the wide variability of 



co r r e l a t i on  r e s u l t s  contained i n  t h e  samples even though 

similar outcomes were being measured; ( 3 )  t h e  low 

co r r e l a t i ona l  magnitude of -24  o r  lower between parent- 

preschooler reading frequencies and chi ldren ' s  l a q u a g e  

l i t e r a c y  a b i l i t i e s ;  and ( 5 )  inappropriate measures o r  

too  few s tudies  inves t iga t ing  t h e  qua l i ty  of parent- 

ch i l d  shared book reading- A s  sugggested by t h i s  

l i t e r a t u r e  review it is t h e  qua l i ty  of parent-child 

i n t e r ac t i on  during storybook reading t h a t  had a more 

d i r e c t  impact on a c h i l d ' s  language and l i t e r a c y  

development- 

Although Scarborough and Dobrich concluded the re  

w a s  a modest reliable re la t ionsh ip  between parent- 

preschooler storybook reading and chi ldrens ' l i t e r a c y  

development, they thought t h a t  parent-child storybook 

readings i n  and of i t s e l f  should not be viewed as a 

panacea i n  i o s t e r i ng  e a r l y  language development and 

subsequent later success i n  reading- I n  f a c t ,  t h e  

authors d id  not agree with t he  claim made by many 

researchers t h a t  j u s t  t h e  opportunity fo r  t h e  parent and 

c h i l d  t o  engage i n  reading storybooks would make a 

pos i t i ve  d i f ference  on how chi ldren performed on school 

reading tasks .  There w a s  a va l i d  reason why chi ldren,  

upon enter ing  school, have widely d i f f e r e n t i a l  l i t e r a c y  

s k i l l s :  t h e  qua l i t y  of t h e  reading during shared book 



reading sessions,  Scarborough and Dobrich be l ieve  t h a t  

t h e  focus of inves t iga t ion  r e l a t ed  t o  parent-child 

storybook reading should s h i f t  towards t h e  r o l e  of 

motivational f a c to r s  i n  l i t e r a c y  acquist ion-  

In  response t o  Scarborough and Dobrichrs meta- 

analys is ,  Bus, van IJzendoorn, and Pe l l eg r in i  (1995) 

conducted t h e i r  own comprehensive, quan t i t a t ive  meta- 

analys is  r e l a t ed  t o  parent-preschooler j o i n t  storybook 

reading. They focused on reviewing s tud ies  which 

examined t h e  frequency of storybook reading a s  t h i s  

measurement was t h e  one most commonly employed i n  t h e  

majori ty  of t h e  s tud ies  they reviewed. They concluded 

t h a t  the re  was very l i t t l e  da ta  t h a t  invest igated t h e  

qua l i t a t i ve  differences i n  book reading, f o r  instance,  

differences i n  parenta l  reading s ty le .  

S imi l ia r  t o  Scarborough and Dobrich, Bus e t  al. 

recognized t h e  key r o l e  played by parental  support of 

t h e  reading a c t  but they w e r e  much more supportive of 

i n t e r ac t i ve ,  storybook reading as "one of t h e  most 

Emportant a c t i v i t i e s  f o r  developing t h e  knowledge 

required f o r  eventual success i n  readingW(pg. 15)- Even 

f o r  low socioeconomic fami l ies ,  where parents had low 

l eve l s  of l i t e r a c y  t o  begin with,  they found book 

reading increased c h i ï d r e n r s  knowledge of l i t e r a c y  

conventions, The s t ronges t  e f f e c t  was on language 



s k i l l s ,  most notably i n  famil iar izing children with t h e  

more formal wri t ten l a q u a g e  seg i s t e r ,  a prerequis i te  

for reading compxehens ion 

B u s  and her colleagues supported t h e  transmission 

of l i t e racy  through intergenerat ional ,  family l i t e r a c y  

programs , programs which endeavored t o  stimulate parent- 

chi ld  book reading and prepare children fo r  beginning 

reading ins t ruct ion i n  school. These authors, too, 

would l i k e  t o  see more empirical research data conducted 

on t h e  qual i ty  of adul t  storybook reading s t y l e s  and i ts  

impact on a ch i ld f  s emergent l i t e r a c y  s k i l l s  . They 
recommend more invest igat ions on the book reading 

conditions which f o s t e r  preparedness for  reading i n  t h e  

primary grades O 

Summary and Implications 

In this chapter a number of in te r re la ted  

components concerning parent-child storybook reading 

have been explored and serve as t he  groundwork f o r  t h i s  

investigation. 

F i r s t ,  h i s t o r i c a l  antecedents beginning near the  

turn  of the  twentieth century with observations from 

Iredell(1898) and Huey(1906), t o  more recent research 

carr ied out by Teale(1984) and Whitehurst and 

colleagues(l988, 1994), have acquainted the  reader with 



the gradua1 evolution of storybook reading from an 

undervalued literacy activity to one viewed as an 

important predictor of a childr s later success with 

literacy; from an activity seen in a simplistic, folksy 

light to one seen as containing complex dialogue and 

rich language opportunties. 

Second, Vygotskyrs(1978) social constructivistisrn 

perspective, in particular the concept of Zone of 

Proximal Development, has served as an important 

cornerstone in understanding not only human development 

and learning but how the concept applies to the 

interaction between parent and child when quality 

parent-child storybook reading is taking place. 

Third, contributions from Sulzby(1985), 

Wells(1985), Snow and Ninio(1986) and Panofsky(1998) 

have revealed the incredible array of literate behaviors 

children corne to learn through parent-child storybook 

reading . 
Fourth, the mounting evidence contained in the 

research shared by Scarborough and Dobrich(l994), Bus, 

van IJzendoorn and Pellegrini(l995) and Leseman and de 

Jong(1998), suggest a shift of focus £rom research 

studying the quantity of parent-preschooler book 

engagements to studying the quality of the parent-child 

interactions during storybook reading. This change in 



thinking has important implications for al1 literacy 

providers as it indicates a new direction for: (1) 

researchers as they continue to investigate the learning 

that takes place during storybook reading and (2) 

programmers who provide early childhood literacy 

intervention strategies for parents and chilàren. 

The next section of this literature review provides 

a sampling of preschool literacy programa that emphasize 

storybook reaading aa an integral part of their 

activities, 

A Sampling of National and International 

Preschoo1 Family Literacy Proqrams That Include A 

Parent-Child Storybook Readinq Component 

Talk to a Literacy Learner or (TTALL), New South 
Wales, Australia 

The T a l k  to a Literacy Learner or TT&L was 

developed in response to a New South Wales state 

goverment initiative as part of the International 

Literacy Year in 1990. It was designed to focus on 

parent interaction with their children, specifically, 

the strategies that parents use as their children read 

and write. Over a period of 18 months, 25 parents with 

34 children, aged one to twelve years of age, 



par t i c ipa ted  i n  an educational program to:  (1) inc rease  

parenta l  pa r t i c i pa t i on  i n  t h e  l i t e r a c y  a c t i v i t i e s  of 

t h e i r  chi ldren;  ( 2 )  change t h e  nature of t h e  

in te rac t ions  adu l t s  have with chi ldren  as they read and 

write; ( 3 )  introduce parents  and t h e i r  ch i ld ren  t o  a 

range of l i t e r a c y  p rac t i ces  which are r e l a t e d  t o  success 

i n  schooling; ( 4 )  t r a i n  community resource people who 

could be deployed i n  a  w i d e  range of community l i t e r a c y  

a c t i v i t i e s ;  ( 5 )  raise community expectat ion concerning 

l i t e r a c y  and education; and ( 6 )  serve as a c a t a l y s t  f o r  

a va r ie ty  of community-based l i t e r a c y  i n i t i a t i v e s .  The 

prograrn w a s  evaluated aga ins t  a randomly se lec ted  

cont ro l  group of 7 5  s tudents  wbo d id  not  p a r t i c i p a t e  i n  

t h e  program. The r e s u l t s  £rom t h e  q u a l i t a t i v e  and 

quan t i t a t ive  analys is  concluded t h a t  t h e  program had a 

positive impact i n  the following areas:  (1) increasing 

parent-child in te rac t ions ;  ( 2 )  awareness of reading and 

writling s t r a t e g i e s ;  ( 3 )  knowledge about choosing 

resource mater ia ls ,  helping chi ldren with book 

se lec t ions  and using l i b r a r i e s  more e f f ec t i ve ly ;  ( 4 )  

knowledge about wr i t ing ,  reading and spe l l i ng  as well as 

about learn ing  i n  general;  ( 5 )  parenta l  shar ing of 

ins igh t s  outs ide  t h e  family; ( 6 )  understanding of 

schools; ( 7 )  parenta l  confidence and s e l f  esteem; ( 8 )  

chi ldren 's  l i t e r a c y  performance levels, a t t i t u d e s  and 



interests and; (9) involvement in school activities, 

classroom work and school decision making (Cairney & 

Munsie, 1995). 

The Fun and Learninq Centre of the Foqo Island 
Literac~ Association, Foqo Island, Newfoundland 
The Read W i t h  Me Proqram 

Kindergarten teachers in the local school were 

noticing that m a n y  children were coming to school with 

few school-related early literacy experiences. Children 

did not know that: (1) books could be used to tell 

stories; (2) books begin at the front cover and; (3) 

books contain pictures and words which tell a story. 

In collaboration with the local school, Venture 

Academy, Human Resources Development Canada and the Fogo 

Island Literacy Association, the Read with Me Progran 

was established with the objective of increasing 

exposure to books for children between the ages of 2-5. 

The program is delivered by p r h a r y  school teachers 

one afternoon each week. A classroom in the school 

operates as a book lending library. Children are able 

to take home a book bag which contains a set of five 

books. T h e y  also receive a cloth bag with crayons, 

safety scissors and a pencil to motivate children to 

engage in extended print-related literacy activities at 

h o m e  (Thomas, 1998). 



The E a r l y  Childhood Centre,Victor Maqer School, 
St. Vital School Division, Winnipeq, Manitoba 

A s  w e l l  as serving as t h e  site f o r  a wide spectrum 

of family services which inc lude  classes f o r  adu l t  

English as  a second l a q u a g e ,  daytime adu l t  General 

Education Dipoma (GED) and evening a d u l t  bas ic  upgradino 

c lasses ,  adu l t  pre-employment and job re-enty programs, 

and t h e  parent  computer program, t h e  school a l s o  serves 

as a s i te  f o r  an E a r l y  Childhood Centre. Funding f o r  

t h e  Centre cornes from t h e  National Li teracy Secretariat, 

t h e  provincia l  governrnent and t h e  school d iv i s ion  

Since 1988, t h e  Centre has been designed t o  o f f e r  

educational experiences f o r  parents  and preschool 

chi ldren  every morning and a f t e r ~ o o n ,  Monday t o  

Thursday. A teacher and i n s t r u c t i o n a l  a ide  s t a f f  t h e  

Centre. Through s to ry t e l l i ng ,  songs, rhymes and shared 

storybook reading as w e l l  as sand, w a t e r  table and c r a f t  

a c t i v i t i e s ,  250 parents and ch i l d r en  t ake  f u l l  advantage 

of t he se  various learning oppor tun i t i e s  . They have corne 

t o  r e l y  upon t h e  Centre not only i n  terms of it being a 

place where chi ldren can leam new academic and s o c i a l  

s k i l l s  but  it is a l s o  viewed by parents  as a place f o r  

guidance, support and friendship(Thomas, 1998 ) .  



Parentinq and Family Literacy Centres, Toronto 
District School Board, Toronto, Ontario 

I n  1980 t h e  Board w a s  concerned with t h e  low l e v e l  

of academic preformance of its students  and t h e  high 

percentage of school dropouts from inner  c i t y  schools. 

m e d  with a body of research which c i t e d  parenta l  

involvement a s  t h e  key t o  young ch i l d r en r s  academic 

success, t h e  Board implemented a policy f o r  t h e  c r ea t i on  

of Parenting Centres. It w a s  f e l t  t h a t  t h e  preschool 

years  i n  t h e  home w e r e  t h e  most crucial f o r  a c h i l d ' s  

success o r  f a i l u r e  i n  school, A s  parents  a r e  t h e  

c h i l d r s  f i r s t  and most i n f l u e n t i a l  teacher ,  teaching t h e  

" teacherr  o r  parents  on how t o  read with t h e i r  ch i ld ren  

bef o r e  coming t o  school , would el iminate  many problems 

which developed l a t e r  i n  a c h i l d  ' s school l i f  e . 
During formal s t o r y  t h e  parents have reading 

techniques modelled for  them. There a r e  many informal 

times f o r  parents t o  read with t h e i r  chi ldren as well. 

Program del ivery  always happens i n  t h e  schools. Early,  

d a i l y  pos i t i ve  contac t  between school s t a f f  and parents  

and chi ldren  increases  t h e  l ikel ihood t h a t  parents w i l l  

s t a y  involved with t h e  school. Involved parents can 

increase  a c h i l d r s  academic success. Funding for the 

Centres is through t h e  Boardr s Department of Continuing 

Education but t he r e  remains a stong link between t h i s  



department and the Early Childhood Education Deparment. 

The Centres are seen as the first step in the 

literacy continuum(Thomas, 1998)- 

The Sheffield Early Literacv Developrnent Project 
Sheffield, Enqland 

The project's purpose was to find practical ways of 

working with parents, many of them disadvantaged, to 

promote preschool literacy development in the home. 

Paxents and children who were approximately 2.5 to 3 

years of age were provided with literacy materials, six 

fortnightly visits by one of the project researchers, 

and regular meetings with parents to give them an 

opportunity to share their experiences with the project. 

Results from the data gathered revealed that parents 

providing opportunities for book sharing was one of the 

most striking positive changes documented in the range 

of literacy experiences offered. Further long-tem 

research is required to document the school success of 

these students(Hannon, 1995)- 

The Kenan Trust Family Literacy Pxoiect, 
Louisville, Kentucky, United S t a t e s  

This community-based program in Kentucky and North 

Carolina was designed to "help break the cycle of 

poverty and illiteracy in families with low literacy 



l eve l s '  (Morrow et  a l . ,  1995) by improving parentsr 

bas ic  education s k i l l s  as well as enhancing t h e i r  

ch i ldren ' s  a b i l i t y  t o  learn.  Ninety-five percent of t h e  

pa r t i c i pan t s  w e r e  unemployed and received government 

ass i s tance .  Candidates f o r  t h i s  program m e t  t h e  

following criteria: (1) parents who d id  no t  work 

outs ide  khe home, and who could, over  a per iod of 18 

months, devote severa l  hours each week t o  t h e  program 

and, ( 2 )  parents  who had a preschool c h i l d  from th r ee  

t o  f i v e  years  of age. 

The program is f a c i l i t a t e d  by t h r e e  s t a f f  m e m b e r s ,  

including an  e a r l y  childhood education teacher ,  an aide,  

and volunteers ,  Components of t h e  program included: 

adu l t  education,  e a r l y  childhood i n s t ruc t i on ,  parent  

support groups and parent-child i n t e r a c t i o n  groups. A 

t yp i ca l  day would involve: (1) 8:45 t o  10:45 a - m .  

parents received bas ic  s k i l l s  i n s t ruc t i on  o r  employment 

preparat ion t r a i n ing ;  ( 2 )  10:45 a .m.  t o  1 1 : O O  a.m.,  

parent  break; ( 3 )  1 1 : O O  t o  11:45 a-m., parents  joined 

chi ldren  for l ea rn ing  a c t i v i t i e s ;  ( 4 )  1 1 ~ 4 5  t o  1 5 ~ 1 5  

p.m., parents  and chi ldren  had lunch together ;  ( 5 )  1:00 

t o  2: 30 p.m., parents  had a l a rge  group discussion 

centered on parent ing s k i l l s .  

According t o  a 1990 summary r e p o r t  on t h e  Kenan 

Trust  Family Li te racy  Model, 90 percent  of t h e  parents 



stayed w i t h  the program for its duration. They e i t h e r  

reccived a GED (General Education Diploma) or an 

alternative high school diplma.  In f act some of t h e  

parents were hired i n  the schools after completing the 

program while others  subsequently enrolled i n  technica l  

schools or col leges .  Same entered the w o r k  force for' 

t h e  f irst t h e .  The children, of wham many were 

labelled as being 'at r i s k ' ,  were i n  the upper half of 

t h e h  primary classes w i t h  positive attitudes about 

school, good attendance,  motivation to leam and social 

maturity . 
Funding sources consis ted of gavernment agencies, 

l i t e r a c y  volunteer  organizations,  corporat ions,  local 

and na t iona l  foundations and private indiv iduals  

(Morrow, 1 9 9 5 ) .  

The Bven Stast Family Literacy Proqram, United 

States 

I n  1989 t h e  United States Department of Education 

launched t h e  Even Start Family Literacy Program f o r  at 

risk ch i ld ren  and t h e i r  faxnilies. It w a s  a 

coxprehensive, intensive, in tegra ted  and col labora t ive  

effort. Through its combination of adult parenting and 

childhood education it sought to address t h r e e  of the 

eight  United States  nat ional  eduoation goals t o  be 



achieved by the year 2000, 

Goal 1: A l 1  ch i ldren  i n  A m e r i c a  w i l l  

s tar t  school ready t o  learn. 

Goal 6: Every a d u l t  American w i l f  be 

l i t e r a t e  and w i l l  possess t h e  

knowledge and s k i l l s  necessary 

t o  compete i n  a g lobal  economy 

and exerc i se  t h e  r i g h t s  and 

r e s p o n s i b i l i t i e s  of 

c i t i zensh ip .  

Goal 8: Every school w i l l  promote 

par tnerships  t h a t  w i l l  i nc rease  

pa ren ta l  involvement and 

p a r t i c i p t i o n  i n  promoting t h e  

soc i a l ,  emotional, and academlc 

growth of ch i ldren .  

Family e l i g i b i l i t y  cons is ted  of e i t h e r  an a d u l t  

member who was n o t  a t tending  school o r  a teen-age mother 

who lacked basic education s k i l l s  and w a s  a parent  of a 

ch i l d  younger than  e i g h t  years  old.  

The Even S t a r t  Family Literacy Program is a c o s t  



shared program between federal and state governments 

with a collaborative effort between teachers, social 

workers and home care aides. Support services can 

include childcare, transportation, crisis intervention 

counseling, nutritional services, social services and 

health referrals. Of particular note are the home-care 

aides who may be teachers, social workers or aides who 

can assist families in finding housing or help with 

substance abuse, but the main purpose is to 

meet the educational needs of the children by working 

with parents to improve the literacy environment in the 

home. 

An evaluation of the program was carried out in 

1990 with encouraging results confirming the 

importance of intensive, early childhood education and 

parenting education in improving the children ' s 

readiness for school and literacy. Study findings 

indicated that Even Start children(those £rom age three 

to f ive) whose parents had received parenting * . 
instruction regarding literacy in the home had'an 

increased vocabulary level as opposed to Even Start 

children whose parents had received very little 

instruction (Morrow, 1995). 



CHAPTER III 

Method 

The purpose of this study was t o  d e t e d n e  i f  t he r e  

w e r e  school d iv is ions  i n  t h e  Greater Winnipeg area t h a t  

supported preschool family l i t e r a c y  programs and, i f  so,  

t o  discover t h e  r o l e  assigned t o  parent-child storybook 

reading wi th in  these  programs. 

This chapter  begins by describing how: (1) 

preschool family l i t e r a c y  programs supported by school 

divis ions i n  t h e  G r e a t e r  Winnipeg area w e r e  iden t i f i ed ;  

( 2 )  a sample f o r  study was se lec ted;  and ( 3 )  data ,  

including pa r t i c i pan t  interviews, interview 

ve r i f i c a t i ons  and program sess ion  observations, w e r e  

col lected.  The chapter  concludes with a descr ip t ion  of 

t h e  measures used t o  analyze and i n t e r p r e t  t h e  data .  

Procedure 

Creatinq a Database 

A s  ou t l ined  i n  Chapter 1, t h e  f irst s t e p  was t o  

iden t i fy  e x i s t i n g  preschool family l i t e r a c y  programs i n  

t h e  G r e a t e r  Winnipeg area  t h a t  w e r e  supported by school 

divis ions.  Telephone contac ts  were made with e i t h e r  t h e  

school div i s ion  superintendents,  e a r l y  childhood o r  



language arts consultants in each of the nine Greater 

Winnipeg school divisions.(See Appendix A for telephone 

protocol.) The telephone survey resulted in the 

identification of four preschool literacy programs 

sponsored by school divisions. 

Participants 

The facilitators/instructors and school principals 

at the four sites were subsequently invited, by letter 

(~ppendix B), to participate in audio-taped, individual, 

semi-structured interviews about their programs. 

Accompanying the letter were both a consent form and a 

copy of the interview questions.(Appendices C and D e )  

During a follow-up telephone cal1 to answer questions 

concerning the study, a convenient time was arranged for 

program facilitators/instructors and school principals 

to be interviewed at each literacy program's school 

site. Except for one program facilitator/instructor and 

onr school principal, who were audio-taped separately, 

al1 program facilitators/instructors and school 

principals were jointly interviewed. Permission was also 

sought to observe each program in operation so that the 

investigator could document a typical session and invite 

a small group of parents from each of the programs to 

volunteer to be interviewed. 



In receiving permission to approach the parents, a 

brief information-sharing meeting, organized with the 

assistance of the program facilitators/instructors, was 

held in each literacy program, either one or two weeks 

prior to the actual interviews. During the meeting at 

each program site, the nature of the study was explained 

with an open invitation for parents to participate. 

Those who expressed interest were then given a cover 

letter, consent form and a copy of the interview 

questions.(See Appendices E, F and G.) 

Atotal of 16 adult participants, who were al1 

parents of preschoolers, volunteered for these 

interviews. Each literacy program's parents were either 

audio-taped as a group at the program's school site or 

in one of the parent's homes. Specifically, three 

parents at Site Number 1, five parents from Site Number 

4 ,  as well as one parent £rom Site Number 3, were 

interviewed at each program's school site. Five parents 

from Site Number 2 were interviewed in a parent's home 

with a similiar method being carried out for two parents 

£rom Site Number 3. 

The audio-taped intenriews for 330th the 

facilitators/instructors, principals and parents were 

then transcribed, summarized and given to the respective 

participants to verify the accuracy of the information. 



Method of Data Analvsis 

After a brief description of each program studied, 

specific segments of Nicksers three-stage conceptual 

heurisitc for evaluating f amily literacy prograrns as 

described in A Typoloqy of Family and Interqenerational 

Literacy Proqrams(l991) were applied in analyzing the 

data. This particular evaluative f ramework was chosen 

because Nicksers heuristic offered an organized, broad 

yet concise framework in which the design, 

implementation and evaluation of family literacy 

programs could be studied. Consequently, the 

characteristics of each of the family literacy programs 

studied were matched against those of Nicksers to 

determine degree of similarity. 

licksers first level of aaalysis. The first 

level of study examined the preschool literacy programs 

£ r o m  the perspective of design type, and classified each 

program as being either: ( 1 )  parent/child; (2) 

adultkhild; (3) adult alone and (4) child alone. 

Nicksers second level of analysis. At the 

second level, the programs were evaluated accordingto 

whether they were designed with or as a result of (1) a 

pre-implementation survey or needs assessrnent ; 

(2) accountability; (3) a formative evaluation in which 

pilot program information was collected and analyzed 



(program clarification); (4) a measure of participant 

progress/satisfaction within the program; and (5) a 

study of the long tenn ef fects of the program on the 

lives of the participants. 

While information pertaining to al1 five levels of 

analysis was directly sought from the 

facilitators/instuctors and school principals. no formal 

measurements of participant progress or program impact 

by the investigator w e r e  carried out in the present 

study. 

Nickse's third l eve l  of anaips is .  The third 

level of analysis probed more deeply into specific 

aspects of the literacy programs and the participants in 

each of the four programs. For this study the following 

19 features were used to describe the family literacy 

programs investigated: These included a description of 

the: (1) target population; (2) community setting; (3) 

types of core and support services planned for or 

provided by the program; ( 4 )  staff involvement in the 

delivery of services ; ( 5 ) funding arrangements and 

other program supports ; (6) recruitment of 

participants; (7) instuctional format; (8) selection of 

program materials, (9) attendance and participation 

strategies; (10) retention strategies, (11) staff 

development and volunteer training; (12) transportation 



and child care services; (13) the provisions of 

workshops or activities for parents; and (14) 

assessment measures used to determine participant 

satisfaction with the program. In addition, the 

following items, which were not part of Nickse's 

conceptual framework but which were included in the 

interview with the facilitators/instructors and school 

principals, were also analyzed. These were: (15) the 

program's objectives; (16) the program's similiarity to 

existing preschool family literacy programs; (17) the 

number of adult participants; (18) the number and ages 

of preschoolers and (19) the role of parent-child 

storybook reading in the literacy programs. 

Limitations of the Study 

~his study may be lùnited by a number of factors. 

Itwas difficult to collect accurate information on 

the number of preschool family literacy programs 

supproted by Winnipeg schools and therefore, the number 

of programs investigated in this study was restricted in 

tems of numbers. Two school divisions did not respond 

to the investigatorrs request for information. In 

addition, school divisions did not seem to keep a 

central registry of preschool f amily literacy programs 

operating in their jurisdiction. 



Observing the programs was a valuable exercise in 

meeting the program participants and in viewing the 

programs 'in actionr. However, conducting only one 

observation of the program may not have provided the 

tirne necessary for rapport between the participants and 

the observer to build, which may, in turn have had a 

limiting effect on the completeness of interview 

responses . 
Information pertaining to Site 3 was not as 

complete as wished. A direct observation of the program 

was not possible due to poor participant attendance. 



CHAPTER IV 

Data Analysis 

The purpose of this study was to determine whether: 

(1) there were preschool family literacy programs 

supported by schools in the Greater Winnipeg area, and 

in regard to the identified programs, (2) to discover 

how many and to what degree parent-child storybook 

reading was incorporated into the design of t h e  program. 

Descriptive Analysis of the Data 

Description of the Proqrams  Investiqated 

Of the four programs investigated, three were 

situated i n  Winnipeg School Division No. 1 and one in the 

Fort Garry School Division No. 5. These programs were 

identified after contacting the respective school 

administrators in the nine Greater Winnipeg School 

divis ions. The exis ting programs seemed to be the 

result of initiatives undertaken by individual schools 

rather than the result of initiatives on the part of the 

central administrations. 

Site 1. As the  first of three preschool literacy 

programs showcased in this study, Site 1 serves an 



e thn ica l ly  and socio-economically diverse inner-ci ty  

community i n  Winnipeg School Division N o .  1. Recently 

es tabl i shed i n  January of 2000,  t h e  program w a s  modelled 

on t h e  Parent-Child Mother Goose Program developed i n  

Toronto, Ontario, Canada. The goal of t h e  Parent-Child 

Mother Goose Program w a s  t o  enhance language development 

and increase bonding between parent and chi ld .  A l o c a l  

church and the  Orioles Adult Literacy Learning Cent re  

funded the  program. Par t i c ipa t ion  i n  t h e  program was 

voluntary and open t o  a l1  parents and t h e i r  preschoolers  

who resided i n  t h e  s choo l f s  catchment area. T w e n t y - o n e  

chi ldren,  ranging i n  age from newborn t o  kinderqasten 

l eve l ,  attended with t h e i r  parents/caregivers.  Service 

was provided by two l i t e r a c y  co- 

f acilitators/instructors, two ch i ld  care workers and a 

f e w  volunteers who w e r e  associated with t he  O r i o - l e s  

Adult Literacy Learning Centre. Sessions occurred  every 

Tuesday between 9:30 a.m. and 11:30 a-m. and w e r e  

divided i n to  three d i s t i n c t  segments : ( 1) parent and 

c h i l d  together; ( 2 )  snack f o r  t he  pa r t i c ipan t s  amd, ( 3  ) 

parent  alone. An observation took place i n  t h e  f i f t h  

sess ion  of the  program's t en  planned sessions. A 

port£ o l i o  of in£  ormation describing d e t a i l s  of the 

Parent-Child Mother Goose Program w a s  shared w i t h  t h e  

inves t iga tor .  



Site 2. Similiar to Site 1, Site 2 also operates 

within a low-income community in Winnipeg School 

Division No. 1. The program, which targets three year- 

old preschoolers and their parents who reside in the 

school's catchent area, has been offered for the past 

six years. Initially modelled on the City of 

Winnipeg's library preschool literacy program, it has 

become an important component of the elementary schoolrs 

schoolwide literacy plan. Sessions usually involved the 

reading of books to the participants by the program 

provider or guest readers as well as fun with nursery 

rhymes, songs, chants and finger plays. The school's 

teacher-librarian has served as the programsrs 

faciliator/instructor with sessions held once a month, 

£rom October to June, 1 0 ~ 3 0  a . m  to 1 1 ~ 1 5  a-m. Between 

eight and thirteen preschoolers, accompanied by their 

parents, voluntary attended the sessions. The 

observation of this literacy program occurred during the 

fifth session of the program's nine planned sessions. A 

one-page hand-out describing the program's rationale was 

provided to the investigator. The handout included 

dates and times for the rnonthly sessions. 

Site 3 .  Located in the west central area of the 



inner-city, Site 3 has served, for the past two y e a r s ,  

an ethnically diverse, low-income community in Wi~ipeg 

School Division No. 1. Funding for the program was a 

joint effort between the federal government, the 

provincial department of Adult Literacy and Continuing 

Education, and the school division. Consequently, this 

program's design was somewhat unique as compared to the 

other programs investigated as (1) an adult education 

component was included in the program's methdology and 

(2) the program included preschoolers and school-aged 

children, the school-aged children leaving class to 

participate. While the program's main focus was to help 

improve parents' reading and writing skills and to 

increase the opportunities for bonding between farnily 

members through collaborative writing projects, the 

program also sought to enhance parentsf compter 

literacy skills, The program, which has been in 

operation for the past two years, was provided by one 

facilitator/instructor and one child care worker. 

Sessions, offered during October through to May, were 

held twice a week £rom 1:00 p.m to 4:00 p.m. Seventeen 

participants attend the program, of which four were 

preschoolers. Attendance was voluntary even though 

families registered to attend the program. Although the 



investigator made two attempts to observe a program 

session, on both occassions only one of the seven 

registered parents actually attended. A newspaper 

clipping highlighting last yearfs graduation of the 

program's participants was shared with the investigator. 

Site 4 .  This site serves a community of disparate 

socio-economic levels and subsidized housing 

accommodations in Fort Garry School Divsion No. 5. 

Similiar to Site 1, Site 4 was originally modelled on 

the Parent-Child Mother Goose Program, although in its 

two years of existence, adaptations and extentions have 

been made. While the program invites al1 preschoolers 

and their parents who reside in the schoolfs catchent 

area to attend, the program implicity attempts to target 

families who cannot afford the expense of enrolling 

their child(ren) in private preschool programs or the 

cost of admission or transportation for visiting 

learning venues in the city, such as museums or the zoo. 

Funding for this and next year's programs has been 

provided by the school division, a tri-partite 

government funding agreement and a civic charity. 

Program sessions are managed and instructed by one 



l i t e r a c y  provider  and are held i n  nine week blocks every 

Tuesday and Thursday afternoons from 1:00 p.m. t o  3:00 

p.m. Each s e s s i o n  is  divided i n t o  s i x  segments. They 

are: (1) pa ren t s  and ch i ld ren  mingle/play toge the r ;  ( 2 )  

f i r s t  circle t ime  where t h e  group chants  o r  s i n g s  

nursery rhymes, songs, o r  chants; ( 3 )  book making o r  

c r a f t  a c t i v i t y ;  ( 4 )  snack f o r  t h e  p a r t i c i p a n t s ;  ( 5 )  

second circle t h e  where s t o r y t e l l i n g  is  carried o u t  by 

t h e  i n s t r u c t o r ;  and, ( 6 )  checking o u t  books f r o m  t h e  

program's l i b r a r y .  Approximately 12 c h i l d r e n  a t t e n d  t h e  

program ranging i n  age £rom newborns t o  £ive years  of 

age. An observa t ion  of t h i s  l i t e r a c y  s e s s i o n  occurred 

during t h e  f o u r t h  week of t h e  programr s n ine  p l a ~ e d  

weeks. Documentation descr ib ing  t h e  program's goals  and 

planned a c t i v i t i e s  , including 1999's e v a l u a t i v e  

statistics,  w e r e  shared  with  t h e  inves t iga to r .  

Research Findinqs 

Existence of School-Supported Parent-Child Family 

Literacy Proqrams 

The genera l  ques t ion  t h a t  guided t h e  r e s e a r c h  w a s  

whether t h e r e  w e r e  preschool family l i t e r a c y  programs 

s i t u a t e d  i n  and supported by schools i n  t h e  G r e a t e r  



Winnipeg ~ e t r o p o l i t i a n  area and whether storybook 

reading was an i n t e g r a l  l i t e r a c y  cornponent of  t h e  

programs, 

The simple a n s w e r  t o  t h e  f i r s t  part of  t h i s  

quest ions  was yes ,  t h e r e  w e r e  preschool family l i t e r a c y  

programs s i t u a t e d  i n  and supported by schools  i n  t h e  

G r e a t e r  Winnipeg Metropol i t ian area. Not many, but  

t h e r e  w e r e  some. However, i f  one w e r e  t o  count t h e  

number of schools  loca ted  i n  t h e  Grea te r  Winnipeg area 

and then compare t h a t  number of programs t o  t h e  number 

of preschool family l i t e r a c y  programs funct ioning  a t  t h e  

t h e  of t h i s  i n v e s t i g a t i o n ,  one could conclude t h a t  

preschool l i t e r a c y  in te rven t ion  w a s  n o t  an important 

focus f o r  many schools .  One needs t o  remember, however, 

t h a t  t h e  mandate of t h e  publ ic  schools ,  as set down by 

government s t a t u t e ,  is t o  a s s i s t  c h i l d r e n  only  when they 

e n t e r  t h e  school  system, which u s u a l l y  occurs when 

ch i ld ren  e n t e r  kindergar ten.  Consequently, one of t h e  

t h e  reasons t h a t  s o  few programs rnay e x i s t  i s  not  only 

due t o  pub l i c  p o l i c y  bu t  may be related t o  funding 

a v a i l a b i l i t y .  Those programs i n  e x i s t e n c e  seemed t o  be 

opera t ing  as a r e s u l t  of i n i t i a t i v e s  by concerned school 

personnel wi th  funding j o i n t l y  provided through p r i v a t e  

sources,  civic c h a r i t i e s  and government grants .  



The second part of the question cannot be answered 

with a straight yes or no. The investigator found that 

al1 programs, either through direct instruction or 

indirectly through verbal seinforcement, encouraged 

parents to read to their children. However, Site Number 

2 appeared to be the only one of the four programs 

investigated in which parent-child storybook reading was 

an integral design component modelled explicitly for the 

participants. Not only did the facilitator/instructor 

mode1 for parents how to share the pleasure of reading 

with their child, but by accessing reading materials 

from the school's library parents could practice at home 

what they had learned at the program. Sites 3 and 4 

also provided books for take home. 

Community Partnerships 

The second question dealt with the extent to which 

community partnerships were f orged between schools and 

other family service agencies, such as child protection 

or social welfare agencies or the Public Health Nurse, 

in order to foster and support literacy in the early 

years(infancy to school entry). 

A review of the data suggested that there were very 
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f ew community par tners  hips forged between schools and 

o t h e r  f d l y  service agencies t o  foster and support  

preschool li-teracy. There d i d  n o t  appear t o  be  a shar ing  

of informatbon between schools and o t h e r  service 

agencies i n  segard t o  meeting the needs of program 

p a r t i c i p a n t s ,  o r  shar ing ideas  on i n s t r u c t i o n a l  format. 

S i t e  4 seemed t o  be t h e  only program w h i c h  had 

es t ab l i shed  contact with ( 1) a f amily service agency, i n  

p a r t i c u l a r ,  Winnipeg Child and Family Services ,  

Southwest Area Council and ( 2  ) t h e  P u b l i c  Health Nurse. 

The former agpeared  t o  be f o r  funding purposes and t h e  

latter f o r  f a c i l i t a t i n g  a t  pa ren t  meetings. The data 

revealed t h a t t  no contac t  had been e s t a b l i s h e d  between 

the o t h e r  t-ee sites and any family semice agency. 

The E f f e c t s  of Parent-Child Storvbook Readinq 

The t h i s d  quest ion was concerned wi th  whether 

program deveZopers and/or p a r t i c i p a n t s  expected parent- 

c h i l d  storybook reading t o  l e a d  t o  o t h e r  p o s i t i v e  

changes w i t h n n  t h e  family. 

Parents who w e r e  respondents i n  t h e  personal 

interviews dnd not  f e e l  t h a t  parent -ch i ld  storybook 

reading had Ped t o  o the r  p o s i t i v e  changes i n  t h e i r  



l i ve s .  Many of t h e  parents repor ted  t h a t  they already 

valued parent-child storybook reading p r i o r  t o  coming t o  

t h e  program and had read t o  t h e i r  chi ldren  s ince  

infancy. They, therefore,  did not  see any ove ra l l  

changes i n  t h e i r  o r  t h e i r  c h i l d r e n r s  l i v e s  as a r e s u l t  

of storybook reading. Fo r  those for whom reading t o  

t h e i r  chi ldren  w a s  a new experience, pa r t i c ipa t ion  i n  

t he  program w a s  s o  recent  t h a t  they w e r e  unable t o  

respond t o  t h e  question. 

The social c o ~ e c t e d n e s s  aspect  of fered  by t h e  

programs w a s  quoted by many of t h e  program providers and 

par t i c ipan t s .  Parents w e r e  i n t e r e s t e d  i n  meeting new 

people and t a l k i n g  t o  someone who a l s o  had chi ldren t h e  

same age. Parents a l s o  found t h a t  t h e  programs crea ted  

opportunties for t h e i r  chi ldren  t o  leasn  t o  play 

together  w i t h  o the r  chi ldren i n  a pos i t i ve  manner. 

It was found t h a t  t h i s  quest ion d id  not  have a 

g rea t  deal  of app l i cab i l i t y  t o  t h e  programs invest igated 

because, as suggested i n  t he  discussion of Question 1, 

t h e  r o l e  given t o  parent-child storybook reading in 

t h r ee  of t h e  four  programs w a s  minimal. Singing and 

chanting rhymes and fingerplays w a s  t h e  dominant 

a c t i v i t y  . 



Positive Experiences for Participants 

The next question sought t o  discover some of t h e  

pos i t ive  experiences t ak ing  place f o r  chi ldren  and f o r  

t h e i r  parents i n  t h e  family l i t e r a c y  programs s tudied.  

Although many of t h e  parents  involved i n  t h e  

programs already placed a high value on reading t o  t h e i r  

chi ldren a t  home and i n  engaging the* chi ldren  i n  o t h e r  

important home-based l i t e r a c y  experiences p r i o r  t o  

par t ic ipa t ion ,  t h e  programs did re-acquaint parents  wi th  

t h e  importance of o r a l  language play with t h e i r  

youngsters through t h e  shar ing  of nursery rhymes, f i n g e r  

plays,  songs and chants.  Parents ,  many of whom 

remexnbered doing these  same a c t i v i t i e s  with t h e i r  own 

parents when they w e r e  ch i ldren ,  had forgot ten t h a t  it 

was a wonderful way t o  share  t h e  beauty and t h e  rhythmn 

of language, 

Parents w e r e  under t h e  assumption t h a t  p r i n t  i n  a 

book had t o  be read word f o r  word. During t he  

interviews they mentioned t h a t  t h e  idea of paraphrasing 

p r i n t  i n  order  t o  make t h e  author 's  ideas  more 

understandable t o  t h e i r  c h i l d  w a s  an acceptable 

technique, 

Although t h e  programs w e r e  a wonderful ex tent ion  t o  

t h e  l i t e r a c y  experiences of t h e  preschoolers involved, 

of equal appeal t o  the parents ,  f o r  themselves and for 



t h e i r  ch i ldren ,  w a s  t h e  whole idea  of  being s o c i a l l y  

connected t o  o the r s  i n  t h e i r  community. Parents  were 

i n t e r e s t e d  i n  meeting new people, i n  speaking with 

others  who  a l s o  had chi ldren  of t h e  same age and i n  

discussing parent ing  ups and doms. For t h e i r  chi ldren,  

t h e  parents  thought it very important that chi ldren  

l e a m  t o  p lay  i n  a p o s i t i v e  manner w i t h  o t h e r  chi ldren.  

Not only w e r e  t h e  programs thought t o  o f f e r  opportunites 

f o r  ch i ld ren  t o  have fun playing t o g e t h e r  and making 

f r iends ,  b u t  t h e  programs w e r e  also seen as a 

preparat ion for i n s t i l l i n g  appropr ia te  school-l ike 

behaviors such as r e s p e c t f u l  l i s t e n i n g  h a b i t s  and 

a t t e n t i o n  t o  t h e  task  a t  hand. 

~ p e c i f i c  f ea tu res  of program design w e r e  valuable 

experiences t h a t  increased family bonding, f o r  example, 
L 

i n t e r a c t i v e  play during nursery rhyme learn ing ,  wr i t ing  

a family h i s t o r y  toge ther ,  o r  having school-age ch i ldren  

teach cornputer word processing s k i l l s  t o  t h e i r  parents. 

Both t h e  f a c i l i t a t o r s / i n s t r u c t o r s  and parents  believed 

t h a t  p a r t i c p a t i o n  i n  t h e  programs opened parents  ' eyes 

t o  similiar a c t i v i t i e s  they could be doing with t h e i r  

ch i ldren  a t  home. Family l i t e r a c y  programs w e r e  viewed 

by program pxoviders and school adminis t ra tors  as an 



avenue by which families could assume the initiative for 

spending more t h e  together as a family which could lead 

to the building of strong, functional families with a 

responsible outlook on life. 

Summary of f indinqs. There are very few 

preschool family literacy programs supported by schools 

in the Greater Winnipeg Metropolitian area. The reasons 

for this dearth of preschool initiatives may centre on 

educational policy, in particular, the mandate of 

schools and program funding. 

Only one of the four investigated programs offered 

modelled storybook reading, in conjunction with this, 

convenient access to reading materials. Thus, parent- 

child storybook reading was not a predominant activity 

in three of the four programs. 

There was very little inter-agency collaboration 

between schools and family service agencies, such as 

child protection and social assistance agencies as well 

as the Public Health Nurse, particularly in regard to 

proactive literacy interventions for parents of 

preschoolers . 
Interview data revealed that storybook reading 

tended to be an established family practice in the 

household of many of the participants. In some 



families, storybook reading was a too recent literacy 

practice and could not, therefore, be used as a 

benchmark to track positive change within the family. 

Positive comments were expressed by the participants in 

regard to engaging their children in oral language play 

through the sharing of nursery rhymes, finger play, 

songs and chants. Parents also valued having their 

children exposed to school-like routines. Two 

programs,(Sites 2 and 4 )  recommended the paraphrasing of 

print to make the language more understandable to the 

child. At Site 2, the literacy program provider also 

demonstrated questioning techniques for parents. 

The responses to the questions that related to 

Nickse's framework for evaluating family literacy 

programs are described in the following discussions. 

Nickse's F i r s t  Level of Analysis 

Nickse's first level of analysis focuses on how 

the four investigated programs would be classified in 

regard to design type:(l) parent/child(family 

literacy); (2) adult/child (intergenerational 

literacy); (3) adult alone(parent literacy) and (4) 

child alone(chi1d literacy). 

As shown in Tables la to Id, the programs displayed 



many of the characteristics associated with Type 1: 

ParentIChild, but not exclusively. Some programs were 

afso characterized as Type 2: Adult/Child 

(intergenerational literacy); Type 3: Adult 

Alone(parent literacy) and Type 4: Child Alone(chi1d 

literacy). 

At Sites 3 and 4 ,  an opportunity for parents and 

children to visit libraries and to make field trips were 

provided. This characteristic of offering part of the 

program's curriculum in 'adapted sitesr, fits the Type 2 

category: Adult/Child. 

Participants at Site 2, 3 and 4 had access to an 

in-house library of reading materials to borrow and take 

home. As well, while children and parents at S i t e  4 

were encouraged to construct mini-books together for 

take home purposes, Site 1's participants also engaged 

in c r a f t i n g  activities, These 'take homer features 

belong in Type 4: Child Alone, 

Parents at Site 1 participated in adult-only group 

storytelling. This latter characteristic is included 

in Nickse's features list for Type 3: Adult Alone. 

The characteristic of "parent networkingr, as 

featured in Type 3: Adult Alone, was reflected in al1 

the l i t e r a c y  programs studied. 





Table lb: Nicksef e f i r s t  l e v e l  of analysis: S i t e  2 

Type 1: 
Parent IChild 
Alone 

Ooal is positive, long 
term family intervention 
literacy 

Characteristicsr 

parent/child:parent; 
child activities 

intense, frequent 
participation 

highly etructured; 
forma1 instruction 

integrated curriculum 

direct instruction: 
dual curriculum 

nionitored attendance 

long-term intervention 

Goal is supplementary, 
for ski11 building and 
enjoyment. 

Characteristicsr 

non-related adult and 
children 

lower level of intensity 
and participation 

less structured, more 
inf ormal 

weekends, after school 
programs 

collaborations (none to 
many 

adapted sites 

short-term intervention 

.- 

Type 3: 
Adult Learner Alone 

Goal is parent 
education. 

Characteristicst 

parent/adults alone- 
children present 
infrequently or not at 
al1 

workshop formats, low 
intensity 

peer instruction and 
practice 

"portable" curriculum 

parent networking 

short-term intervention 

Type 4: 
Child Learner 

Goal is supplementary 
school related 
improvement for 
children. 
Characteristics: 

school-based parents, 
at home children 

school-linked program 

teacher supervised 

take-home materials 
for children 

short-term 
intervention 



Table lc: Nicksefs f irst  l e v e l  of analysis: Site 3 

--- 

Type 1: 
Parent/Child 

A l o n e  

Goal is positive, long 
term family intervention 

Characteristics: 

parent/child:parent; 
child activities 

intense, frequent 
participation 

highly atructured; 
formel instruction 

integrated curriculum 

direct i n s t r u c t i o n :  
dual  curriculum 

monitorad attendance 

long-term intervention 

Bold tvoe refers t o  cl 

Type 2: 
Adult/Child 

Goal is supplementary, 
for ski11 building and 
enjoyment. 

non-related adult and 
children 

lower level of intensity 
and participation 

less structured, more 
inf ormal 

weekends, after school 
prograrns 

collaborations (none to 
many ) 

adapted sites 

short-term intervention 

iracteristics f eatux 

Type 3: 
Adult Learner Alone 

Goal is parent 
education. 

parent/adults alone- 
children present 
infrequently or not at 
al1 

workshop formats, low 
intensity 

peer instruction and 
practice 

dtportableff curriculum 

parent networking 

short-term intervention 

!d in the Droqram. 

Type 4 :  
Child Learner 

Goal is supplementary 
school related 
improvement for 
children. 

Characteristics: 

school-based parents, 
at home children 

school-linked program 

teacher suparvised 

take-home materiala 
for children 

short-term 

intervention 



Table ld: Nicksets f i r s t  level of analysis: Site 4 

Type 1: 
Parent/Child 

Goal l a  positive, long 
term family intervention 

Characteristics: 

parent/child:parent; 
chi14 activities 

intense, frequent 
participation 

highly structured; 
forma1 instruction 

integrated curriculum 

direct instruction: 
dual  curriculum 

moaitored attendance 

long-term intervention 

Bold type refers to c 

Type 21 
Adult/Child 

Goal is supplementary, 
for ski11 building and 
enjoyment. 

characteristics: 

non-related adult and 
children 

lower level of intansit~ 
and participation 

less structured, more 
inf ormal 

weekends, after school 
programs 

collaborations (none to 
many 1 

adapted s i t e e  

short-term intervention. 
aracteristics featui 

Type 3: 
Adult Learner Alone 

Goal is parent 
education . 

Characteristics: 

parent/adulCs alone- 
children present 
infrequently or not at 
al1 

workshop formats, low 
intensity 

peer instruction and 
practice 

"portableu curriculum 

parent networking 

short-term intervention 

!d in t h e  program 

Type 4 t 
Child Learner 

Goal is supplementary 
school related 
improvement for 
children. 

characteristics: 

school-based parents, 
at home children 

school-linked program 

teacher supervised 

take-home materials 
for children 

short-term 
intervention 



Summary of findinqs for Nickse's level 1. 

Program characteristics largely resembled those of Nickse's 

~arent/Child category. However ,  some additional features 

from Nickse's three other  design types: A d u l t / C h i l d ,  Adult 

Alone and Child Alone were also present- 

Nickse's Second Level of Analysis. 

The question for study was to determine if any of 

the investigated programs were designed with or as a result 

of Nickse's second level: ( 1) a pre-implementation survey or 

needs assessment; (2) the desire for accountability; (3) the 

formative evaluation of a pilot program(program 

clarification); (4) the measuring of participant progress; 

and (5) studying the long-term effects of the program on the 

lives of participants. 

Each of these program features is discussed in order* 

Pre-implementation survey or needs assessment. 

While none of the investigated programs formally conducted a 

pre-implementation survey or community needs assessment 

before becoming established, al1 program designers 

infomally observed their school populations and the socio- 

economic realities of their 

communities and by doing so recognized the advantages, as 

reflected in the literature, of offering a preschool family 



l i t e r a c y  program t o  preschoolers and parents.  

While S i t e  4 engaged i n  an informa1 observation, they 

did take pre-assessrnent one s t e p  fu r t he r  than t h e  o the r  

programs. They conducted, through a community meeting, a 

semi-formal needs assessrnent to determine t h e  f e a s i b i l i t y  and 

l e v e l  of support f o r  such a program i n  t h e i r  community, no t  

only i n  terms of support  from po t en t i a l  area participants bu t  

a l s o  i n  terms of monetary and volunteer support. 

None of the programs e x p l i c i t l y  t a r g e t e d  one p a r t i c u l a r  

socio-economic group over another, but stated ra the r  t h a t  t h e  

programs w e r e  open t o  al1 parents and preschoolers i n  t h e i r  

communities. H o w e v e r ,  although Site 4 offered its program t o  

a l1  in te res ted  community r e s iden t s  who w e r e  the parents of 

preschoolers, they i m p l i c i t l y  sought the parents of chi ldren  

who could not  a f fo rd  t o  send t h e i r  preschoolers t o  p r i va t e ly  

run preschools nor ai ford t ransportat ion o r  admission c o s t s  

to visit places of i n t e r e s t  such as t h e  zoo, museums, o r  

swimming pools. 

A variance i n  ages for pa r t i c ipan t  chi ldren  was a l s o  

evident throughout t h e  data, E v e n  though t he  

programs w e r e  i d e n t i f i e d  as preschool programs, S i t e s  1, 

2 and 4 accepted chi ldren  who at tended kindergarten. This 

w a s  as a convenience for t he  parents who w e r e  already 

at tending the program with their younger ch i ld ren .  

Although the age focus a t  Site 2 was three year-olds, 

kindergarten-aged children and two-year olds were also 



accepted i n t o  t h e  program, pa r t i cu l a r l y  i f  t h e  two-year-olds 

w e r e  ab le  t o  s i t  and l i s t e n  t o  the  reading of a twenty 

minute s t o r y  o r  story r e - t e l l ing ,  o r  watch a puppet play or 

reader r s  t h e a t r e  production without d i s t r a c t i n g  t h e  e n t i r e  

group, The main reason behind t h e  decis ion t o  t a r g e t  three- 

year old  chi ldren  a t  S i t e  2 ,  besides t h e  purely academic one 

of exposing ch i ld ren  t o  language and literacy throughthe 

program's a c t i v i t i e s ,  w a s  t o  expose ch i ld ren  t o  important 

school-like rout ines  before  they entered t h e  school 's  nursery 

program t h e  following year. 

Those f amilies who had preschool ch i ldren  and who wished 

t o  r e g i s t e r  f o r  t h e  program a t  S i t e  3 ,  could only do so i f  

t h e i r  preschool ch i ld ren  w e r e  between two and t h r e e  years of 

age. T h e  service providers  f e l t  t h a t  most chi ldren  a t  t h i s  

age l eve l  were usua l ly  q u i t e  verbal and would be able t o  

cont r ibute  something t o  t h e  s t o r i e s  the fami l ies  w e r e  

col laborat ively wri t ing.  

Accountabil i t p  . Although al1 programs kept  a record 

of pa r t i c ipan t s '  at tendance,  S i t e  1 and 4 kept de t a i l ed  

records of attendance and a journal of l i t e r a c y  a c t i v i t i e s  

presented during each class. F i r s t ,  maintaining attendance 

records w a s  thought t o  be a way t o  measure pa r t i c i pan t  

s a t i s f a c t i o n  with t h e  program. It was thought t h a t  i f  

pa r t i c ipan t s  w e r e  n o t  s a t i s f i e d  w i t h  t h e  program they would 

not  a t tend,  Subsequently, a dwindling attendance would 



indicate that the way in which the program was designed was 

notmeeting needs and therefore was not being accountable to 

the people it was designed to serve in the firsl place, 

Second, keeping accurate attendance records helped program 

providers, particularly in the case of Site I and 4, to 

secure further funding. In addition to the written program 

summary, Site 4 also held a year ly  meeting of al1 

stakeholders responsible in the creation of the literacy 

program. 

Formative evaluation or proqram clarification, 

Al1 programs collected and analyzed data in order to ensure 

that their services met the needs of participants- Moreover, 

a11 programs, except for Site 2, employed formal, end-of- 

program written questionnaires as a means of obtaining 

feedback both from their participants and, w h e r e  applicable, 

volunteers- 

Site 2 opted for a more informal method of discerning 

whether or not the program was meeting the needs of 

participants. N e a r  the end of evesy monthly session, five 

to ten minutes were spent by the program 

facilitator/instructor speaking to the parents and children 

about the day 's literacy events . This in£ onnal gauging of 
opinion offered the facilitator/instructor insights into how 

the parents and children felt about the session and whether 

changes for the next session needed to be made in the 



selection of materials, activities or method of presentation. 

Sites 1 and 4 sought formal written feedback at the 

termination of each nine week Iiteracy session. A suwnary of 

the feedback was disserninated to everyone involved with the 

program, 

Two written questionnaires a year, as designed by the 

provincial education' s department of Adult Literacy and 

Continuing Education, were completed by the 

Eacilitator/instructor and participants at Site 3. 

Measurinq participant proqress None of the 

investigated programs formally charted or rneasured individual 

participant progress , in terms of literacy development , 
neither did any of the programs provide written goals or 

objectives for families. 

Contained within Site 4 ' s  adult questionnaire were two 

questiom which attempted to understand how participant's 

viewed their progress in the program. The questions asked 

were: (1) What did you and your ch i ld  accomplish? and (2) 

Were you able to carry over ideas and activities to the home 

setting during the week? Answers to these  questions were 

dependent on w h a t  information parents wished to share with 

the program providers. 

Site 1's facilitators/instructors felt the participants 

were making progress if a positive change was observed in the 

manner in which the parents participated during the 



parent/child sessions or the adult-only group storytelling 

segment. For example, if an individual, who was initially 

very quiet and nervous when speaking in a group, would become 

more verbal and anirnated over the, then this would be viewed 

as a positive change in behavior. 

A number of informal observations conducted by the 

facilitator/instructor or parent testimonals measured 

participant progress at S i t e  3 .  Progress was assummed to be 

made if the programsrs facilitator/instructor noticed 

increased qua l i t y  in the parent ' s and/or children ' s writing , 
families showed an increased interest and involvement in 

their community, and parents demonstrated an increased 

awareness in the importance of family literacy and reading if 

they presented books as g i f t s  to their children. 

Proqram impact on participants. Based on the 

information collected by the investigator, it appeared that 

no longitudinal data on individual or group changes or 

cornparisons of the effects of different literacy 

intementions had been developed to detemine if the current 

program was having an effect on program participants or 

indeed, if or how the current program could have a greater 

impact. Al1 the programs relied on adult testimonials or 

ins tructor observations to determine if the program was 

having any effect on participants and their families. 

Although no data were collected detailing the impact of 



t h e  program on par t i c ipan t s ,  S i t e  2 ,  which was es tab l i shed  i n  

1994, reported t h a t  t h e  ch i ld ren  who had attended t h e  program 

i n  previous years were observed a s  being very se l f -conf ident  

when they entered t h e  school 's  nursery program f o r  t h e  f i r s t  

t h e .  The  chi ldren,  through contac t  with various school 

s t a f f  m e m b e r s  who w e r e  gues t  readers  i n  t h e  l i t e r a c y  program, 

recognized these  individuals  and therefore  f e l t  they  already 

"knewW many people i n  the school. I n  addi t ion,  ch i ld ren  had, 

through par t i c ipa t ion  i n  t h e  program, equated t h e  school as 

being a fun, s a f e  place t o  l e a r n  about new th ings  and new 

ideas,  especia l ly  t he  wonder of reading. 

S i t e  4 ,  i n  its endeavor t o  va l i da t e  t h e  p o s i t i v e  impact 

t h e  program w a s  seen t o  be having on kindergarten-aged 

chi ldren who had attended t h e  program, planned t o  i n i t i a t e  an 

informal obsemation of t he se  chi ldren  through an assessrnent 

of t h e i r  kindergarten-related l i t e r a c y  s k i l l s .  Alsot due t o  

pos i t ive  repor ts  from both pa r t i c i pan t s  and t h e  community 

regarding t h e  l i t e r a c y  program, t h e  school d iv i s ion  was 

considering t he  establishment of a similiar program i n  

another school i n  t h e  d iv i s ion .  

S i t e  1 ant ic ipa ted  t h a t  parents  and chi ldren  would be 

pos i t ive ly  impacted from pa r t i c ipa t i on  i n  t h e  program, 

although they recognized t h a t  more parents and ch i ld ren  could 

benef i t  from t h e  program i f  they  would at tend,  With t h i s  

concern i n  mind, they f e l t  t h a t  t h e  addi t ion of an out-reach 

worker, who could m e e t  with parents  i n  t h e i r  homes and 



encourage themto a t t end ,  would be extremely benef ic ia l  

Tables Sa-2d summarize these  i s sues  for each site. 





Table 2a: Site 1 continued 

I Purpose of 
Evaluation 

LEVEL 4 
Program Progrees 
To determine i f  
p a r t i c i p a n t s  are 
making progress  

Level 5 
Program Impact 
on Participante 
To determine long-term 

Audiences 

Funding agenc ies .  

Undeterrnined. 

Observe change 
i n  adults attendance 
& p a r t i c i p a t i o n  i n .  
s t o x y - t e l l i n g  segment. 

Undetermined. 

Types of Data t o  
Col lect /Analyze  

Attendance records .  

Undetermined . 



Table 2a: Site 1 continued 

I Purpose of Evaluation 

LEVEL 1 

Neede Assesanent 
(Pte-Implementation 
To document the 
need for services 

LEVEL 2 
Accountability 
( Program 

Documentation) 
90 determine who 
is receinving 
services and what 
services are provided 

LEVEL 3 
Fomtttive Evaluation 
(Program 

Clarification) 
To improve services to 
participants 

Dissemination of Findings 

Funding agencies. 

Written program surnmary to 
progxam participants & 

funding agencies. 

Summary of report to funding 
agencies and participants 

Program Planning 

Established preschool family 
literacy program at school site, 

Undetermined. 

Undetermined. 





Table 2b: Nickse's second level of analysis: S i t e  2 

I Purpose of 
Evaluation 

LEVEL 1 
Needs Aesessment 
(Pre-Implementation 
To document the 
need for services 

LEVEL 2 
Accountability 
(Program 

Documentation) 
To determine who 
is receinving 
services and wha t 
services are provided 

LEVEL 3 
Formatf ve Evaluation 

(Program 
Clarification) 

To improve services to 
participants 

Audiences 

Not applicable to 
program. 

Program participants, 

Program participants. 

Not applicable to 
program. 

Monitor attendance. 

Participant satisfaction 
determined. 

Types of Data ta 
~ollect/~nalyze 

Not applicable to 
program. 

Maintain attendance 
records. 

Informa1 chats with 
adults after each 
session. 





Table 2b : Site 2 continued 

Purpose of 
Evaluation 

LEVEL 1 
Needs Assessment 
(Pre-Implementation 
To document the 
need for services 

LEVEL 2 
Accountability 
( Program 

Documentation) 
To determine who 
is receinving 
services and what 
services are provided 

LEVEL 3 

Formative Evaluation 
(Program 

Clarification) 
To improve services to 
participants 

~issemination of Findings 

Not applicable 

Program participants. 

Program participants. 

Program Planning 

Not applicable. 

Not applicable. 

Changes to programming based on 
participant satisfaction. 



Table 2b: S i t e  2 continued 

I Purpose of 
Evaluation 

LEVEL 4 
Program Progress 
To determine if 
participants are 
making progress 

Level 5 
Program 1 mpact 
on Participants 
To determine long-term 
effects on participants 

Dissemination of Findings 

Undetermined. 

Undetermined. 

Program Planning 

Undetermined. 

Undetermined. 
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Table 2c: Site 3 continued 

Purpose of 
Evaluation 

LEVEL 1 
Neetda Aseessnent 
(Pre-Implementation 
To document the 
need for services 

LEVEL 2 
Accountability 
(Program 

Documentation) 
To determine who 
is receinving 
services and wha t 
services are provided 

LEVEL 3 

Formative Evaluation 
( Program 

Clarification) 
Fo improve services to 
participants 

Dissemination of Findings 

Not applicable 

Program participants. 

Program participants. 

Program Planning 

Not applicable. 

Not applicable. 

Changes to programming based on 
participant satisfaction. 



Table 2c: Site 3 continued 

I Purpose of Evaluation 

LEVEL 4 
Program Progress 
To determine if 
participants are 
making progress 

Level 5 
Program Impact 
on Participants 
To determine long-term 
effects on participants 

Dissemination of Findings 

Undetermined. 

Undetermined. 

Program Planning 

Undetermined. 

Undetermined. 



Table 26: N i c k s e ' s  second l e v e l  of analyeis: Site 4 

I Purpose of 
Evaluation 

1 LEVEL 1 
Needs Assesament 
(Pre-Implementation) 
To document t h e  
need f o r  services .  

LEVEL 2 
Accountability 
(Program 

Documentation) 
To determine who 
is  receinving 
services  and what 
services  are provided 

LEVEL 3 
Formative Evaluation 
(Program 

Clarification) 
To improve services  to 
par t i c ipan t s  

Audiences 

No forma1 assessment. 

Board of Directors,  
program par t i c ipan t s ,  
community stake- 
holders, school 
d iv is ion,  f unding 
agencies . 

- - 

A s  i n  Level 2 above. 

Implici ty designed f o r  
parents who cannot af ford  
preschool programs or v i s i t  
places of i n t e r e s t  i n  the  
c i t y  . 

Number of families i n  
program, number of 
parents at tending who 
al30 have chi ldfen i n  
school, number of 
volunteers, number of 
adver t i s ing posters  & i n -  
vitations t o  a t tend & t o  
whom, number of books 
loaned t o  pa r t i c ipan t s  & 

number of l i t e r a c y  re la ted  
a r t i c l e s  taken by parents. 

Determine pa r t i c ipan t  
s a t i s f a c t i o n .  

Types of Data t o  
C o l l e c t / ~ n a l y z e  

Local demographics, 
s k i l l s  of school 
population 

Track attendance, 

Written quest ionnaire 
completed by 
par t ic ipants .  



Table 2d: S i t e  4 continued 

I Purpose o f  
Evaluat ion 

LEVEL 4 
Program Progress 
To detexmine i f  
participants are 
making progress  

Level  5 
Prograla Impact 
on Part ic ipants  
To determine long-term 
e f f e c t s  on p a r t i c i p a n t s  

Audiences 

Undetermined. 

~p - - 

Undetermined. 

P o s s i b l e  tracking of 
program c h i l d r e n  i n  
kindergarten.  

Undetermined. 

Types of Data to 
Collect /Analyze  

Observe childrenfs 
l i t e r c y  s k i l l s  i n  
kindergarten.  

Undetermined. 



Table 2d: Site 4 continued 

Purpose of 
Evaluation 

LEVEL 1 
leedm Asseesment 
(Pre-Implementation 
To document t h e  
need f o r  services  

LEVEL 2 
Accountability 
(Program 

Documentation) 
To determine wh O 

is receinving 
s e r ~ i c e s  and wha t 
services  a r e  provided 

- 

Formative Evaluation 
, (Program 

Clarification) 
To improve services  t o  
pa r t i c ipan t s  

~ i s s e m i n a t i o n  of Findings 

Observational repor t  t o  program's 
Board of Directors,community 
stakeholders, & f unding 
agencies . 

Written program summary t o  
Board of Directors,  school 

d iv is ion,  program par t i c ipan t s  
& funding agencies. 

As i n  Level 2 above. 

Program Planning 

N o t  applicable.  

Undetermined. 

Recruit more volunteers,  
e spec ia l ly  Senior Cit izens .  
Involve Special Needs chi ldren 
i n  t h e  program. 
Offer a used c lo thing exchange. 





Nickser s Third Level of Analysis 

At this level, the question of how the programs met 

Nicksers third level of evaluation was investigated by 

applying the 14 specific design features of: (1) target 

population; (2) community setting; (3) types of core and 

support semices planned for or provided by the program; (4) 

staff involvment in the delivery of services; (5) funding 

arrangements and other program supports; (6) recruitment of 

participants; (7) instructional format; (8) selection of 

program materials, (9) attendance and participation 

strategies; (10) retention strategies, (11) staff development 

and volunteer training; (12) transportation and child care 

services; ( 13 ) workshops or activities for parents; and ( 1 4 )  

assessment measures used to determine participant 

satisfaction w i t h  the progran. Five additional features 

included: (15) the programrs objectives; (16) the programrs 

similiarity to existing preschool f amily literacy programs ; 

(17) the number of adult participants; (18) the number and 

ages of preschoolers and (19) the role of parent-child 

storybook reading in the literacy programs. 

1. Tarqet population. As previously mentioned, al1 

programs wished to serve parents and preschoolers who resided 

within their schoolrs catchment areas and except for Site 4 ' s  

implicit reference, programs did not explicitly target any 



group based on socio-economic status , 

As 'preschoolr programs, the ages of children fell 

between newborns to, as noted in Site 1, 2 and 4, children up 

to £ive years of age. Although five year-olds may not be 

considered preschoolers, they were accommodated as a 

convenience to parents who were already bringing younger 

children to the programs , 

2. Communitv settinq. . People responsible for the 

programs perceived that Sites 1,2 and 3 operated w i t h i n  

poorer areas of the city and that Site 4 was situated within 

a less affluent enclave in a suburban neighbourhood. 

Decriptors (Nickse, 1991) such as poverty, unemployment, 

single-parentage, rental housing, ethnicity, second language, 

social assistance, and migrancy, describe, in varying 

degress, each of the program's community settings. However, 

in observing and speaking personally to many prograrn 

participants, the investigator found that many of these 

characterisitcs could not be said to describe al1 of the 

program participants at each site. ~uring the observation, 

many parents seemed informed and well-educated- 

3. T y p e s  of core and support services planned for 

or provided by the p r o q r a m .  Al1 programs provided 

positive literacy experiences for parents and children 

through either the sole-modelling of literacy activities for 

111  



parents to do at home with their children or, at Sites 2, 3 

and 4 ,  providing program participants w i t h  opportunities to 

borrow resources from the program or school library. 

As well as offering these important services to its 

participants, Site 4 intended to add to its services a used 

clothing exchange and child rearing workshops. These would 

be faciliated by division consultants and/or the Public 

Health Nurse. Field-trips to different venues in the city 

such as the zoo and museums were also part of their program. 

4. Staff involvment in delivery of services. One 

facilitator/instructor was employed at Sites 2, 3 and 4. At 

Site 1, two CO-faciliators/instructors delivered t h e  program. 

Site 1, 3 and 4 also employed child care w o r k e r s  t o  supervise 

children. 

5 .  Fundinq arranqements and other proqram 

supports . Funding issues w e r e  constant .as a major concern 

at Sites 1, 3 and 4. In the case of Site 1, funding £rom a 

local church and adult parent centre provided suf f icient 

funds to cover salaries and expenses for the number of 

sessions planned between January and May, 2000. Funding from 

the school division, plus a grant from the  Winnipeg 

Development Agreement, covered the costs of operation for 

S i t e  4 until June of 2001. The principal funding source for 



Site 3 was being withdrawn at the end of May, 2000. Funding 

did not appear to be a concern for Site 2 as (1) the program 

was implemented by the school's teacher-librarian during 

school hours, thereby, salary expenditures were non-existent 

and (2) expenses incurred by the program were so minimal they 

were easily handled by the schoolrs budget. 

6. Recruitment of participants. Program 

participants were recruited in a variety of ways. Common to 

al1 programs was the idea of advertising the program in the 

school ' s newsletter. For programs which had been established 

for a few years, such as Sites 2,3 and 4, literacy providers 

and school administrators perceived that word-of-mouth had 

worked well in informing parents in the community of the 

program's existence. 

Site 2 had set up a web site on the internet to attract 

potential parents and preschoolers to its program. As well, 

Site 1 and 4 had requested their schoolrs guidance counsellor 

and/or clinical staff to promote the program t o  their 

clientele. 

7. Instruction format f o r  the participants. The 

programs at Site 1 and 4 were modelled after t h e  Parent-Child 

Mother Goose format. Through this method, the program's 

facilitators/instructors taught the parents how, through the 



use of hand and body motions, t o  make nursery rhymes, 

s t o r i e s ,  songs and f ingerplays pleasurable language and 

l i t e r a c y  learning experiences for t h e i r  chi ldren.  

A t  S i t e  2,  l i t e r a c y  through s to ry  reading, r e - t e l l ings ,  

and plays w a s  highlighted. However, t h e  physical  arrangement 

of parents and ch i ld r en  d i f f e r ed  from t h a t  of S i t e  1 and 4 as  

parents a.t S i t e  2 d i d  not hold preschoolers who w e r e  two, 

three o r  four years-old on t h e i r  laps.  Rather, t h e  chi ldren  

sat on t h e  carpet while t h e  parents sat on cha i r s  behind t h e  

cni ldren.  Both parents  and chi ldren were a qu i e t ,  a t t e n t i v e  

audience for t h e  f a c i l i t a t o r / i n s t r u c t o r  or guest  readers.  

S i t e  3 sess ions  included time f o r  fami l ies  t o  

col labora te  on composing s t o r i e s  o r  family h i s t o r i e s  and 

t rans fe r r ing  written work ont0 a computer disk.  Computer 

l i t e r a c y  was  provided through t h e  f a c i l i t a t o r / i n s t m c t o r  b u t  

a l s o  by t h e  fami l i es '  school-aged chi ldren.  

The adult-only group s t o r y t e l l i n g  segment, as modelled 

i n  t h e  Parent-Child Mother Goose program, was offered t o  Site 

1 program par t i c ipan t s .  H e r e ,  chi ldren w e r e  lef t  with t h e  

c h i l d  ca re  workers while t h e  adu l t s  l e f t  t o  share  together  a 

sho r t  s to ry ,  fable o r  fo lk ta le .  Then, i n  a round-robin 

fashion, each p a r t i c i p a n t  shared a sequent ia l  p a r t  of what 

they remembered hearing. The objec t  of t h i s  a c t i v i t y  was t o  

encourage parents t o  " t e l lw s t o r i e s  t o  t h e i r  chi ldren  a t  

home. With no provision f o r  c h i l d  care, S i t e  4 had t o  



modify t h i s  p a r t  of the program f o r  its p a r t i c i p a n t s .  

Consequently, t h e  i n s t r u c t o r  re - to ld  a s t o r y  t o  t h e  e n t i r e  

group of p a r t i c i p a n t s ,  who served a s  t h e  audience. 

8. Selection of materials for the proqram. A l 1  

mater ia l s  f o r  the  d e l i v e r y  of t h e  programs w e r e  selected by 

t h e  program's facilitators/instructors. A s  S i t e  1 and 4 

c lose ly  followed t h e  Parent-Child Mother Goose program, 

mater ia ls  c o n s i s t e d  of nursery rhymes, chants ,  songs, 

f ingerplays ,  fables, f o l k t a l e s  and s h o r t  s t o r i e s .  Materials 

for  S i t e  2 w e r e  comprised of al1 of the above with  an 

addi t ion  of props f o r  p lays  and reader  t h e a t r e  productions. 

I n  add i t ion ,  S i t e  1 and 4 a l s o  o f f e r e d  a v a r i e t y  of 

play centres t o  the  young chi ldren.  A t  Site 1, everything 

from recyc lab le  con ta ine r s  such a s  cardboard bathroom t i s s u e  

cy l inders ,  aluminum p i e  pans, and styrofoam egg car tons  w e r e  

readily a v a i l a b l e  to t h e  ch i ldren  f o r  craf t  p r o j e c t s .  In  

addi t ion,  a t o y  c e n t r e  and a do-it-yourself 'make and t a k e f  

t a b l e  w e r e  also available. S i t e  4 o f f e r e d  p a r t i c i p a n t s  an 

opportunity t o  c o n s t r u c t  prepr inted mini-books. 

A t  t h e  conclusion of t h e  sess ions ,  S i t e  1, 2 and 4 

presented p a r t i c i p a n t s  wi th  a copy of a l1  i n t e r a c t i v e  

mater ia l s  used i n  al1 of t h e  sess ions .  It was hoped t h a t  by 

doing so paren t s  would have a resource t h a t  they  and t h e i r  

ch i ld ren  could re-visit and enjoy long i n t o  t h e  fu ture .  



According to the available data, only Site 2 extended 

borrowing privledges to the program participants from the 

school's library- Site 4 had established their own in-house 

library from which parents could select childrens books as 

well as books related to parenting topics. Site 3 had 

purchased a basal reading series which was kept in the 

program's classroom. In addition, many of the parents, who 

were interested in cooking, shared cooking magazines and 

cookbooks , 

Access to cornputers was included at Site 3 .  

Participants accessed either the one computer in the 

classroom or chose to use a computer in the schoolrs 

computer lab. 

9. Attendance and participation strateqies. The 

data indicated that Site 1 was the only program that reminded 

parents to attend each session- One of the CO- 

facilitators/instructors would telephone each adult 

participant a day in advance to remind them of the next dayrs 

session. 

10. Strateqies for retention of participants. It 

was felt by al1 the site's facilitator/instructors that 

participants would only remain with the program if they felt 

their needs were being met. If participants were happy with 



the way the program was managed, or if they had built a 

trusting relationship with the facilitators/instructors and 

saw positive outcomes, they would rernain with the program. 

If parents and children were not getting anything from the 

program, then attendance/participation would suf f er. 

11. Staff development and in-service traininq 

for the employees and volunteers. Site 1 program 

facilitators/instructors and child care workers. as well as 

the facilitator/instructor from Site 4, attended training 

workshops for the Parent-Child Mother Goose program. 

Periodically, the facilitator/instructor of Site 3 

attended literacy in-services facilitatied by the provincial 

governmentrs Continuing Education and Adult Literacy 

departxnent. 

Adult volunteers were not an integral part of any of the 

programs investigated. Site 3 selected school students to 

serve as 'buddies' for the preschoolers. 

12. Transportation and child care services. Site 

1 and 3 provided child care support. During the parent/child 

session in the mulitipurpose room, at Site 1, two child care 

workers were responsible for patrolling the periphery of the 

circle and watching that no children left their parents to 

run around the room. In this way they helped to ensure that 



ch i ld ren  remained with t h e i r  parents  t o  take  f u l l  advantage 

of p a r e n t k h i l d  in te rac t ion  t h e .  In addi t ion,  they  

supervised t h e  chi ldren when the  parents  attended the  adul t-  

only group s t o r y t e l l i n g  session.  They a l s o  prepared t h e  

chi ldrens '  nu t r i t i ous  snack. 

S i t e  3 's c h i l d  care  worker supervised t h e  ch i ld ren  who 

w e r e  no t  col laborat ing/wri t ing with t h e i r  parents. 

S i t e  4 an t ic ipa ted  h i r i n g  a c h i l d  care worker t o  

supervise chi ldren  whose parents  would be at tending 

parent works hops . 

13. Workshops or activities for parents. 

S i t e  4 w a s  planning t o  o f f e r  addi t ional  resources 

r e l a t e d  t o  c h i l d  rear ing  t o  t h e i r  pa r t i c ipan t s .  These 

resources would include c l a s se s  f o r  t he  Nobodyrs Perfect 

Parent ing  Program, informational meetings f a c i l i t a t e d  by t he  

Public Health Nurse and c l i n i c i a n s  from t h e  d iv is ion ' s  

support s t a f f  as w e l l  as  possibly,  cornputer workshops. I n  

addi t ion,  and a t  no cos t  t o  t h e  pa r t i c ipan t s ,  excursions t o  

swimming  pools, public l i b r a r i e s ,  t h e  zoo, and various 

museums w e r e  being comtemplated. 

Pa r t i c ipan t s  i n  S i t e  3's program occassionally v i s i t e d  

bookstores and attended dunctions promoting family l i t e r acy .  

Workshops f o r  parents a t  S i t e  1 w e r e  not only f o r  

pa r t i c ipan t s  i n  t h e  l i t e r a c y  program. A s  one of t h e  



program's facilitators/instructors was a l s o  t h e  d i r ec to r  of 

t h e  school's Parent Centre, parent  workshops and 

informational meetings w e r e  rou t ine ly  o f fe red  t o  al1 

in t e r e s t ed  parents i n  t h e  school's catchment area.  

14. Assessment measures to determine patticipant 

satisfaction w i t h  the proqram. A l 1  programs maintained 

attendance records and as such used attendance l eve l s  t o  

monitor pa r t i c ipan t  s a t i s f ac t i on .  As w e l l  as t racking 

pa r t i c i pan t  s a t i s f a c t i o n  through attendance, three of t h e  

four  sites, S i t e s  1, 3 and 4,  requested parents ,  a t  program's 

end, t o  complete a wr i t t en  questionnaire about t h e  program. 

S i t e  2 opted t o  t rack  pa r t i c i pan t  s a t i s f a c t i o n  by speaking 

directly t o  parents. 

IS. Proqram objectives . A s  these  programs w e r e  

l abe l l ed  'preschool l i t e r a c y  programsf, t h e i r  prime object ive 

w a s  t o  promote ea r ly  l i t e r a c y  a c t i v i t i e s  i n  t h e  home as a 

shared family  value. While enhanced l i t e r a c y  experiences for 

chi ldren  w e r e  the raison dfetre f o r  t h e  exis tence  of these  

programs, a number of o the r  important objec t ives  w e r e  a l s o  

noted. A l 1  t h e  programs inves t iga ted  mentioned t h e  s o c i a l  

implications associated wi th  program attendance, not  just 

from a purely soc i a l  'get-togetherf kind of aspect  for t h e  

adu l t s  and an opportunity f o r  t h e  children t o  play w i t h  



peers, but also as an effort to interest parents in what was 

happening in their neighbourhoods. 

16. Proqram similiatity to existinq preschool 

family literacy proqrams. Programs at Sites 1 and 4 

mirrored the oral language activities found in  the Parent- 

Child Mother Goose program. 

S i t e  2's design were fashioned after t he  public 

library's preschoolers program. In addition, many of the 

oral language activities attributed t o  the Parent- 

Child Mother Goose program were also part of the program's 

activit ies.  

17. N u m b e r  of adult participants. In total. 

between 30 and 34 parents/caregivers attended the four 

progras. The following table t a b u l a t e s  t h e  number of adult 

participants attending each program. 

Name of Proqram 

Morning Funtime 

Wee Readers Club 

Wellington School 
Family L i t e r a c y  Group 

Story and Rhyme Time 

N u m b e r  of Adult Paxticipants 

II 

6-8 

Number and aqes of preschoolers, In total, 59 

preschool children ranging i n  age from newborn to age five 



at tended t h e  four programs w i t h  t h e i r  parents.  The following 

t a b l e  shows t o t a l  numbers of a t tending preschoolers f o r  each 

corresponding age range. 

Aqe Ranqe Number of Preschoolers 

0-1 5 

1-2 12 

2-3 17 

3-4 15 

4-5 10 

19. The role of parent-child storybook readinq 

in the literacy proqramr s curriculum. Ind i rec t ly ,  

parent-child storybook reading w a s  encouraged i n  al1 

programs. S i t e  4 pa r t i c ipan t s  constructed mini-books o r  

fami l ies  borrowed storybooks from the  program's l ib ra ry .  

Likewise, parents i n  S i t e  3 may used books as references f o r  

t h e  wr i t i ng  p ro jec t s  they undertook. During S i t e  1's 

s t o r y t e l l i n g  segment, parents w e r e  not only encouraged t o  re- 

t e l l  t h e  various f ab l e s ,  f o l k t a l e s  and s t o r i e s  they heard 

during t h e  sessions t o  t h e i r  chi ldren  a t  home but  t o  a l s o  

read t h e  wr i t t en  t e x t  fom t o  t h e i r  chi ldren .  

Generally speaking, t h e  emphasis placed on parent-child 

storybook reading i n  t h e  program sessions d i c t a t ed  t o  what 

ex ten t  parent-child storybook reading w a s  included i n  t h e  



components of the program and h m  it w a s  shared with t he  

program par t i c ipan t s .  For instance,  S i t e  2 ' s main objective 

w a s  t o  expose preschool ch i ld ren  t o  t h e  wonder of language 

through storybook reading. Naturally,  parent-child storybook 

reading w a s  very important i n  t h i s  program and t h e  

f a c i l i t a t o r / i n s t r u c t o r  had chosen t o  demonstrate f o r  parents 

t h e  many positive techniques associated with parent-child 

storybook reading.  In  cornparision, Sites 1 and 4 objectives 

w e r e  more heavily weighted t o  exposing ch i ld ren  t o  t h e  

beauty of language through t h e  o r a l  language t r a d i t i o n  of 

nursery rhymes , songs and f ingerplays . Therefore, t h e  same 

amount of t h e  o r  t he  same in s t ruc t i ona l  format was no t  t h e  

same as found i n  S i t e  2. 

Summary of findinqs for Nickse's level 3. Tables 

3a-3j d e t a i l  t h e  q u a l i t i e s  of each l i t e r a c y  program as they 

pe r t a in  t o  Nicksers Level 3. Findings i n  general  suggest: 

1. Pa r t i c i pan t s '  at tendance was s t r i c t l y  voluntary. 

2, Many of  t h e  pa r t i c i pan t s  w e r e  parents  who resided 

within c a t c h e n t  areas f o r  t h e  various schools. 

3 .  Descriptors such as unemployment , single-parentage, 

ren ta l  housing, e t hn i c i t y ,  second language, s o c i a l  assistance 

and migrancy described, i n  varying degrees, each of t h e  

programs' community s e t t i ngs .  However, many of t h e  program 

par t i c ipan t s  did not f i t  these c h a r a c t e r i s i t i c s -  



5 .  Two of t h e  four  programs w e r e  modelled on t h e  

Parent-Child Mother Goose program. 

6. Many of t h e  programs received short-term funding 

through governrnent grants  and c iv i c  cha r i t i e s .  

7. Three of t h e  four  programs provided c h i l d  ca re  

services. 

8. Par t i c ipan t  attendance tended ta be used as t he  s o l e  

measure of accountabi l i ty  . 
9. Ancillary services such as  a used c lo th ing  exchange 

and informational meetings f o r  parents w e r e  o f fe red  t o  

pa r t i c ipan t s  i n  t h r e e  of t h e  four programs. 

10. Attendance a t  program sessions ranged £rom as low a s  

one pa r t i c ipan t  t o  as high as 18, although it m a y  be too 

ea r ly  for  such f ledging programs t o  be held accountable f o r  

numbers . 
11. Over ha l f  of t h e  preschoolers who  pa r t i c i pa t ed  were 

between 2 and 4 years o r  age. 

12. A l 1  programs m a d e  i nd i r ec t  references t o  t h e  

importance of parent-child storybook reading, bu t  only one 

program modelled parent-child storybook reading. 



Table 3a: NickseJs third level of analysis 

Site Number of 
Literacy Program 

Site 1 

Site 2 

Target Population 

School catchment area 
parents/caregivers & 

pre-schoolers(infants 
to 5-year olds). 

school catzhment area 
parents/caregivers & 

three-year old pre- 
schoolers. 

Community Setting 
- -- 

~amiiies in Eastern sector 
of school's catchment area: 
umemployment, single-family 
homes: mainly rental accom- 
modation, English as a Second 
Language 61 First ~ations 
families, high migrancy of 
families from area. 
 amil lies in Western sector 
of schoolfs catchment area: 
More stable families, many 
third and fourth generation 
children attend school. 

Single-parent families, 
families receiving social 
assistance, majority of 
families live in rental ac- 
commodation, high migrancy 
of families from the area. 

Types of Services 
Provided 

~arent/Child group 
oral experiences with 
nursery rhymes, songs, 
chants 6 fingerplays. 

Group adult story- 
telling . 

~odelling of storybook 
reading, nursery rhymes 
songs, chants and 
fingerplays. 



Table 3b 

Target Population 

Parents,preschoolers, 
& school-age children 
within schoolls catch- 
ment area(preschoo1ers 
must be between two & 
three years old). 

School catchment area 
parents/caregivers who 
cannot afford preschool 
programs or in visiting 
interesting places in the 
city. 

Community Setting 
- -  

Diverse ethnic, inner- 
city community. Many 
~nglish as a Second 
Language & First Nations 
f amilies. 

~iverse economic levels. 
Many families 
live in subsidized 
housing, unemployed 
parents, also stay-at- 
home Mums. 

-- - -- .- 

Types of Services 
Provided 

Compostion e computer 
literacy skills. Field 
trips to bookstores & 

libraries . 

~arent/Child group 
oral language experience 
with nursery rhymes, 
songs, chants & finger- 
plays, group serves as 
an audience for programf 
facilitator/instructor 
storytelling. 

Parents/children con- 
struct mini-books. 
Book lending library, 
Fieldtrips, child-rear- 
ing workshops, used 
clothing exchange. 



Table 3c 

Program Staff 

Two CO-facilitators/ 
instructors. 
Two child care providers. 

-- 

One facilitator/instructor. 
Grade 2-6 students serve 
as buddies for preschoolers. 
If requested, assistance 
from staff members. 

One facilitator/instructor. 
one child care provider. 

one facilitator/instructor. 
If requested, substitute- 
teacher-aides. 

Funding 

$1,000.00 from local 
church. Employee 
salaries, training 
workshops 6 materials 
funded through Adule 
Literacy Centre. 

Funded through school's 
literacy plan. 

- -- 

Funded through gnant from 
Community Education Develop- 
ment(C.1.D.A) 6 provincial 
education and school divi- 
sion. 

Manies from school division, 
civic charity h government 
grant . 

Recruitment of 
Participants 

Notice in school's 
newsletter and by 
word-of-mouth. 

Notice in school's 
newsletter and by 
word-of-mouth. 

Internet site. 

Notice in schoolrs 
newsletter. 

Notice in school's 
newsletter 6 by word 
of mouth, posters 
to lacal Club,womens 
gxoup clinicians, 
s~e~ific families. 



Table 3d 

~nstructional Format 

Play centres, parent/ 
child oral language 
activities, snack, 
adult only story- 
telling. 

Facilitator/instructor 
and/or guests perform 
for audience, snack. 

Unknown. 

Play centres, parent/ 
child oral language 
activities, snack, 
storytelling to group b: 
program's facilitator/ 
instructor. 

Selection of 
Program Materials 

Program's facilitators/ 
instructors â parents. 

Program's facilitatm/ 
instructor . 

~acilitator/instructor 
and parents. 

Program's facilitator/ 
instructor. 

Attendance and Participation 
Strategies 

Telephone cal1 placed a day 
prior to session. 

Unknown. 

Unknown. 

Unknown. 



Table 3e: 

Retention Strategies 

Unknown . 

Unknown . 

Unknown . 

Unknown. 

Staff Development 
& Volunteer Training 

Al1 staff & volunteers 
have attended Parent-Child 
Mother Goose workshop. 

Facilitator/instructor has 
registered to attend Parent- 
Child Mother Goose workshop. 

~acilitator/instructor attends 
literacy in-services sponsored 
by Continuing Education a 
Adult Literacy. Faciliator 
instructor & one parent £rom 
group plan to attend Parent- 
Child Mother Goose workshop. 

Facilitator/instructor o school 
principal attended Parent-Child 
Mother Goose workshop. 

Transportation & 

Child care Training 
-~ .... -- 

No transportation 
provided. Child care 
provided during adult 
stoxytelling segment. 

No transportation nor 
child care provided. 

No transportation 
provided. Child care 
provided . 

No transportation 
provided. Child care 
provided only during 
parent workshops. 



Table 3 f :  

-- 

Site Number of 
Literacy Program 

S i t e  1 

Workshops or Activities 
For Parents 

Workshops are nat provided 
exclusively for program 
participants, but 
participants may attend 
workshops arranged by 
schoolts Parent Centre. 

No workshops or 
other activities 
provided . 

- - 

Measures of Participant 
Satisfaction 

Participants requested 
to complete question- 
naire at conclusion of 
nine week sessions. 

Facilitator/instructor 
requests verbal feedback 
at conclusion of each 
monthly session. 

Programrs Objectives 

To strengthen bond between 
parent/caregiver & child. 
To foster & enhance childrent 
early oral language ex- 
periences, 
To provide opportunties for 
parents/caregivers to meet & 

build positive relation- 
ships with one another. 
To attempt to ameliorate 
parent's cultural bias and 
persona1 negative schaol 
experiences by showing 
school in a positive light. 

To expose preschool children 
to the wonder of language 
through storybook reading. 
To encourage home literacy 
activities . 
To mode1 for parents creative 
literacy experiences they can 
try with their children. 
To expose children to school- 
like behaviors . 



Table 3g 

Workshops o r  Act ivi t ies  
For Parents 

Field t r i p s  t o  bookstores 
and l i b r a r i e s .  

Possible computer courses, 
The Nobodyts Perfect 
Parenting Program, informa- 
t iona l  meetings by the  
Public Health Nurse & 

school cl incians.  

Measures of Part icipant 
Satisfaction 

Bi-yearly questionnaire 
as provided by Con- 
t i m i n g  Education & 

Adult Literacy . 

- 

Participants re- 
requested t o  complete 
writ ten questionnaire 
a t  conclusion of 9- 
week sessions. 

Program's Objectives 

----- 

To of fe r  families opportuni- 
t i e s  t o  become more involved 
with t h e i r  own l i t e r acy  
journey . 
To demonstrate t o  families 
t ha t  l i t e r acy  is a day-to-day 
ac t i v i t y  . 
To encourage parents t o  in- 
volve t h e i r  children i n  f r ee  
or low-cost a c t i v i t i e s  
avai1abi.e i n  the c i t y .  
To expose parents /preschoole~ 
t o  computer l i t e r acy  s k i l l s ,  

To a s s i s t  families t o  value 
l i t e r acy  ac t i v i t i e s .  
To have parents and children 
develop a love of rhymes,sonc 
and s tores .  
To do "learning i n  playu 
ac tv i t i e s  with t h e  children,  
To encourage home l i t e r acy  
ac t i v i t i e s .  
To provide a bridge between 
home and school environments, 
To support adul ts  as parents, 



Table 3h 

L 

S i t e  Number of 
Li te racy  Program 

S i t e  1 

S i t e  2 

h 

Site 3 

S i m i l i a r i t y  t o  Exis t ing  
Preschool Famiiy Li te racy  

Proqrams 

Si rn i l ia r  t o  Parent-Child 
Mother Goose Program 

S i m i l i a r  t o  preschool 
program as of fered  by 
~ i n n i p e g ' s  Public Library 

Not s i m i l i a r  t o  any e x i s t i n g  
progrâm. 

Number of Adult 
P a r t i c i p a n t s  

11 parents  & 

caregivers .  

Between 6-8 
parents .  

5 parents .  

Number and Ages of 
Preschoolers  

21 preschoolers:  
0-1 years o ld  - 2 ch i ld ren  
1-2 years  old - 8 ch i ld ren  
2-3 years  o ld  - 4 ch i ld ren  
3-4 years o ld  - 6 c h i l d r e n  
4-5 years  o l d  - 1 c h i l d  

9-11 preschoolers:  
0-1 years o ld  - 1 c h i l d  
1-2 years  o ld  - 1 c h i l d  
2-3 years  old - 2-3 c h i d l r a n  
3-4 years  o ld  - 4-5 c h i l d r a n  
4-5 years  o l d  - 1 c h i l d  

4 preschoolers  : 
0-1 years  old - O ch i ld ren  
1-2 years old - O children 
2-3 years  old - 1 child 
3-4 years  o l d  - 1 c h i l d  
4-5 yea r s  o ld  - 2 ch i ld ren  



Table 3i 

Similiarity to  Existing 
Preschool Family Literacy 

- - - - -  -. 

Similiar to Parent-Child 
Mother Goose Program. 

Number of Adult  
Participants 

Between 8-10 parents. 

Number and Ages of 
Preschoolers 

15-18 preschoolers: 
0-1 years old - 2 children 
1-2 years old - 2 children 
2-3 years old - 6-8 children 
3-4 years old - 2 children 
4-5 years old - 3-4 chi ldren  



Table 3 j  

I Site Number of 
Li teracy  Program I R o ~  of Parent-Child Storybook Reading 

i n  Literacy Programs 

I S i t e  1 I Not applicable t o  t h i s  program. 

I Site 2 

- 

I 
-- - -- 

A d i r e c t  component of t h i s  program. Role-modelling of storybook reading f o r  t h e  
parents  and oppor tuni t ies  for parents t o  borrow books from t h e  school l ib ra ry .  

I S i t e  3 

- pp - 

I No d i r e c t  modelling of parent-child story-book reading although the f a c i l i t a t o r /  
i n s t r u c t o r  encourages parents t o  purchase books as g i f t s  f o r  t h e i r  chi ldren 

S i t e  4 

h 

Occassional role-modelling of akory-book raading. Pa r t i c ipan t s  may borrow books 
front an in-house ch i ld ren l s  l ib ra ry .  



CHAPTER V 

Results and Discussion 

The purpose of this study was to document the 

existence of preschool family literacy programs supported by 

school divisions in the Greater Winnipeg Metropolitian Area 

and to study their design, practices and evaluation 

procedures. In particular, the goalwas to ascertain the 

place of parent-child storybook reading in the programs. 

The investigation was guided by one general research 

question: Are there preschool family literacy programs 

situated in and supported by schools in the Greater ~innipeg 

Metropolitian Area that use storybook reading as an integral 

component of the program? Six supplemental questions were 

also posed in order to understand the genesis behind the 

creation of the literacy programs. Three questions centred on 

a broad analysis of program design. These ( 1) focused on the 

extent to which community partnerships were forged between 

schools and other family service agencies to foster and 

support literacy in the early years(infancy to school entry); 

whether the literacy program facilitators/instructors and 

or/participants expected parent-child storybook reading to 

lead to other positive changes within the family; and (3) 

whether the experiences being provided for children and their 

parents were positive. A set of supplementary questions 



based on Nickse * s ( 199 1) analytical framework for evaluating 

family literacy programs delved into the finer details of 

program design and methodology. These questions related to 

whether the programs were designed for parent and child, 

adult and child, adult learner alone or child learner; 

whether any of the programs were developed as a result of a 

needs assessment; accountability - in which case records of 
attendance were monitored; formative evaluation to see 

whether program modifications were required; and whether 

summative evaluation procedures were in place to measure the 

long-tem impact of the program on participants themselves , 
the wider cornmunity and ultimately , children' s school 
success. 

This chapter discusses results and implications for 

programming and future research. 

Summary of Findinqs 

Findings showed that : 

There was limited emphasis on storybook reading. 

While school professionals were able to describe the schoolrç 

catchent area, many program participants did not match these 

descriptors. 

In the main, programs were funded through short-term 

non-renewable goverment grants. 

There was a minimum of inter-agency collaboration. 



While there were questionnaires that informed instructors and 

stakeholders, there was little 

evidence of long-term evaluation to establish whether 

program participation led to success. 

Participation was voluntary. 

The common design type was Type 1: Parent/Child. 

The largest contingent of preschoolers were between the ages 

of two and four. 

Discussion 

Interesting details were indicated by the data 

pertaining to the design of the programs and the evaluation 

procedures employed by the programs to self -analyze. For 

instance, while the programs to a large extent resembled 

those catagorized by ~ickse as Parent/Child, there were also 

characterisitics from three other design types: 

Adult/Child(adapted sites), Adult Alone(parent networking) 

and Child Alone(take-home materials for children. Also of 

interestwas that while one of the four programs was designed 

subsequent to a community needs assessment, two of the 

programs were based solely on the convictions of school 

personnel, stemming from their perception that early 

intervention is necessary in order to prevent problems w i t h  

beginning reading acquisition. 

Accountability measures were limited, but appeared to be 



more well def ined if there were a Board of Directors and/or 

governrnent funding s u p p o r t i n g  the program. This also appears 

to be the case with two of the preschool family literacy 

programs highlighted in Chapter II, in particular Australiars 

T a l k  To A Literacy Learner and the Even Start Program in the 

United States . 
None of tne investigated programs had measures to assess 

long-term program effects. There were no mechanisms in place 

to formally establish whether the programs had eff ect on 

later schooling. Programs relied heavily on feedback 

questionnaires from participants t o  detedne the immediate 

effectiveness of the program and provide formative feedback. 

The rnost striking program design similarities pertained 

to community settings and the ages of the preschoolers. Al1 

the programs were situated in low-income neighbourhoods or 

communities that had sorne subsidized housing u n i t s ,  with the 

majority of preschoolers ranging in ages between two and four 

years old. 

In the broadest sense, interviews revealed that bath 

literacy programs' providers and participants believed that 

the programs were worthwhile endeavors in that they modelled 

home-based literacy activities, exposed children to school- 

like routines, and encouraged and b u i l t  a sense of community. 

Although the majority of the investigated programs were 

in their inf ancy , program organizers were positive about 



having the programs in their schools and participants were 

enthusiastic about being involved. 

One administrator shared, "It gives them [parents and 

children] connection to their community school and shows that 

school is not a bad place, therefs positive things happening. 

So it gets them involved in the community and makes the 

transition, one would assume, easier." The feelings of 

participants were captured in the following comment, "Itrs so 

short, its just a taste and then we end up going home and 

reading 20 books that afternoon because they [the children] 

want more and more and more." 

Thus the programs studied were viewed positively by both 

program providers and participants. The programs seemed to 

be a step in the right direction. They were, nonetheless, 

limited in scope. 

The multi-faceted programming evident in a number 

of exemplary preschool family literay programs outlined in 

Chapter II, for example, the Winnipeg Victor Mager school 

project, The Kenan Trust Family Literacy Project and the 

United States Department of Educationfs Even Start Family 

LiteracyProgram, do not appear to be manifested in the 

investigated programs- The investigated programs were, on 

the whole, single-faceted in that they concentrated on 

teaching parents home-based literacy-activities. while the 

exemplary programs cited had a broader perspective that 



included academic and vocat ional  t r a i n i n g  f o r  pa ren t s ,  

childhood education a c t i v i t i e s ,  and focused also on hea l t h  

and w e l f a r e  i s sue s  thus c r ea t i ng  a s i n g l e  e n t r y  po in t  f o r  

f ami l i e s  t o  access support f o r  academic and s o c i a l  i ssues .  

The review of t h e  l i t e r a t u r e  and observat ions frorn 

t h i s  study thus  draw a t t e n t i o n  t o  four  important i s sue s  t h a t  

have implicat ions f o r  f u tu r e  e a r l y  l i t e r a c y  decision-making 

and programming: (1) the place  of storybook reading; ( 2 )  t h e  

c l i e n t e l l e  being reached; ( 3 )  program comprehensibil i ty and 

( 4 )  f inding  i n s t a b i l i t y .  

Place of Stor~book Readinq 

This study was i n t e r e s t e d  i n  t h e  r o l e  given t o  parent-  

c h i l d  storybook reading i n  t h e  preschool family l i t e r a c y  

programs, p a r t i c u l a r l y  a s  t h e  l i t e r a t u r e  review championed 

t h i s  parent-child a c t i v i t y  as important i n  developing 

l i t e r a c y  , 

While it w a s  found t h a t  al1 t h e  programs w e r e  i n t e r e s t e d  

i n  promoting l i t e r a c y ,  only one program gave prominence t o  

adul t -ch i ld  storybook reading i n  i t s  design and procedures, 

not  only  by modelling storybook reading and demonstrating 

questionning techniques t h a t  parents  could use a t  home, but  

i n  providing easy access t a  reading mater ia l s .  Although a 

powerful case can be made f o r  f o s t e r i ng  e a r l y  l i t e r a c y  

through t h e  o r a l  t r a d i t i o n  t h a t  focuses on nursery rhymes, 

songs, chants and f ingerplays,  a s  w a s  represented i n  t h r e e  of 



the four l i t e r a c y  programs s tudied ,  perhaps there should be a 

combination of both o r a l  and text-supporteci l i t e r a c y  

a c t i v i t i e s .  As shown by Whitehurst and col leagues( l988) ,  a 

l i t e r a c y  in tervent ion  program can be developed t o  teach 

parents t o  engage children i n  reading storybooks. Teaching 

parents p o s i t i v e  ways  t o  read and i n t e r a c t  w i t h  their 

chi ldren  while reading stories f o s t e r s  diversified and 

r e f l e c t i v e  thinking,  language development and an extended 

world view. T h i s  idea is supported i n  the l i t e r a t u r e  i n  

which research has  explored t h e  hypothesis t h a t  t h e  way i n  

which a parent  speaks t o  a c h i l d  during t h e  parent-child 

reading a c t i v i t y  may have a more profound effect on a c h i l d r s  

later reading achievement than t h e  ac tua l  t h e  spent  reading, 

O n e  l o c a l  program, Boolanates, has extended t h e  Parent-Child  

Mather Goose program t o  include not  only t h e  o r a l  activities 

of nursery rhymes, songs, chants and f ingerplays b u t  also 

parent-child reading a c t i v i t i e s .  Through t h e  Rock and Read 

Program t h e  i n s t n i c t o r  models t h e  reading of various kinds of 

ch i l d r en r s  books, using a highly animated, i n t e r a c t i v e  s t y l e  

employing f a i r y t a l e s ,  predic table  books o r  board books, 

During t h e  sess ions ,  t i m e  is then a l loca ted  f o r  parents t o  

read to t h e i r  ch i ldren ,  T h e  sessions also included book- 

making a c t i v i t i e s  f o r  parents .  I n  addi t ion,  the Parenting 

and F m i l y  Literacy Centres which w e r e  developed by t he  

Toronto ûistrist School Board and w h i c h  w e r e  reviewed i n  



Chapter II, denonstrated reading techniques for parents and 

suggested rnany informal occassions i n  which parents could 

read t o  their children. 

Clientelle 

The question arises whether or not t h e  service 

being provided i s  directed t o  those i n  most need o r  is 

instead being offered to t h e  'convertedr- T h e  preschool 

l i t e r a c y  programs m a y  only  be attracting families who al ready 

pr ize  l i t e r a c y  and already engage t h e i r  children at home in 

many f o m s  of literacy learning,  including parent-child 

storybook reading- A s  Thomas(1998) contends, w e  should be 

focusing on providing se rv ices  t o  those parents w h o  cannot 

account for or do not know how t o  involve their ch i ld ren  i n  

home-based l i t e r a c y  activities and whose chi ldren  are, 

therefore ,  at a greater risk of experiencing difficulties in 

school-related work- 

With this re-d i rec t ion  of services t o  s p e c i f i c  families, 

an increase  i n  the  pooling and sharing of information and 

resources between program providers,  schools and other s o c i a l  

service agencies, especially i n  terms of w h o  be s t  t o  serve 

and how, would be necessary, A t  t h e  very least, f d l y  

service agency personnel know the  families w h o  need help and 

could act as referral agencies. 



Proqram Comprehensibility 

The programs inves t iga ted  w e r e  pos i t ive .  They were a l s o  

t h e  r e s u l t  of very r ecen t  i n i t i a t i v e s .  Many programs 

described i n  t h e  l i t e r a t u r e  a s  being exemplary were much more 

comprehensive i n  nature .  Although they seeemd t o  be school- 

centred,  they a l s o  s e e m e d  t o  be p a r t  of a much broader 

conmiunity e f f o r t .  Such broad-based p ro jec t s  r e q u i r e  much 

more comprehensive and s t a b l e  funding, which po in t s  t o  t h e  

las t  issue. 

Fundinq 

A concern shared by t h r e e  of t h e  four  program providers  

involved i n  t h i s  study w a s  sustained funding. Not only w e r e  

d i f f i c u l t i e s  experienced i n  accessing funding for t h e  

programs i n  t h e  first  p lace ,  but  funding maintenance and t h e  

p o s s i b i l i t y  of rece iv ing  increases  w e r e  preceived as being 

problematic. When a program may only be i n  opera t ion  f o r  one 

year and without s t a b l e  funding, c rea t ing  a program 

in f ras tuc tu re ,  e spec i a l l y  one t h a t  involves many d i f f e r e n t  

organizations and personnel,  is difficult(Hendrix,2000). 

Recommendations for Future Proqramminq and Research 

F i r s t ,  conducting t h i s  study revealed a dea r th  of 

division-supported preschool family l i t e r a c y  programs , 
pa r t i cu l a ry  f o r  high-risk fami l ies .  While the i n i t i a t i v e s  



were cornendable in and of themselves, there was limited t h e  

spent on parent-child storybook reading. Projects that also 

incorporate storybook reading are recommended- Long-term 

evaluative research with control interventions is requixed to 

show high-risk parents how to interact positively with their 

preçchool children through the pleasure of storybook readng- 

The project should be designed subsequent to a well, thought 

out needs assessement with specific literacy goals for each 

of the participants. The question is just how effective is 

parent-child storybook reading as a vehicle for ensuring 

SuccesS. 

Second, there should be more community collaborations, 

including social service providers, to ensure that the 

clientelle that prograxns attract are the clientelle that 

would benefit the most. Research that documents the 

implementation of such a project is required in order to 

inform program providers in other jurisdictions. Areas for 

study include how the help of other social services was 

enlisted, how the program was funded and sustained and what 

were the long-term e£f ects 

The case defending preschool intervention can best be 

summed up in the following quote from the Future of Education 

Discussions, Early Childhood and Development(2000), 

initiated under the direction of Manitoba Education and 

sponsored by The Manitoba Teachers ' Society- It States that 



The development of children in the early years 

before formal schooling is of great interest 

and consequence. The foundations are laid in 

the early years for l i fe  long health and 

wellness , for successf ul social engagement, 
and for academic and vocational success. 

Investment in the well being of young children 

pays greater dividends in money saved than 

interventions later in the human life span. 

Services to children in our society, however, 

are incomplete, disjointed, and under-funded. 

Leadership is needed in and among [government] 

departments to deal with some of the pressing 

problems that plague programs for young 

children- There needs to be a single entry 

point for services for children so that care 

can be seamless, accessible to allchildren 

who need it and integrated with schools and 

other community agencies(pg.3). 
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APPENDICES 



Appendix A 

Telephone Protocol for Superintendents and/or 
E a r l y  Childhood and/or Language Arts Consultants 

Good moming/good afternoon (name of superintendent 
and/or early childhood andior language arts consultant.) 

This is D a r c y  Manness calling. 1 am a graduate student 
f rom the Faculty of Education, University of Manitoba. 
For my Masterrs t he s i s ,  1 am conducting research on 
preschool family literacy programs supported by Winnipeg 
school divisions. (preschool would involve children 
from infancy to schoÔl entry.) Are they any such 
programs in your division? 

(If they do not have any programs, 1 would thank them 
for their the and inquise if they would be interested 
in receiving a copy of the summaxy of the research on 
preschool family literacy programs in Winnipeg schools.) 

(If they do have preschool family literacy programs 1 
would Say the follawing: 

Terrific ! As part of my research in this area, 1 
would like to understand how your division's programs 
were developed, what are their methodologies, and how 
they are sustained. Therefore, 1 would very much like 
to speak to the literacy program's director/instructor, 
a small group or parents who are participants in the 
program and the principal of the school where the 
program is based. 

The intent of my study is of a very practical nature and 
hopefully, will be of help to the educational 
profession. The information collected from the 
intîrviews with the stakeholders would serve as a 
database for educators who may wish to develop literacy 
programs for families with young children but don't know 
where or how to begin. 
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Knowing this, would it be a t  al1 possible for you 
t o  share with m e  the names of these programs, w h e r e  they 
are housed and who t h e  con tac t  personnel a re?  1 could 
cal1 back i f  you need t h e  t o  gather t h e  information. 
When would it be convenient for  m e  t o  c a l 1  again? 

1 appreciate  t h e  a s s i s t ance  you have given m e  and thank 
you f o r  your t h e  and CO-operation. Good-bye . ) 



APPENDIX B 

20 Blackwood Bay 
Winnipeg, Manitoba 
R3T 5x3 
February 10, 2 0 0 0  

RE: Thesis s tmdv reqardinq preschool f amilv 
literacy proqrams supported by Winnipeq school 
divisions 

Dear (name of school  p r inc ipa l ) ;  

I am a M a s t e z r s  s tudent  i n  t h e  Facul ty of Education 
a t  the  University of Manitoba. To f u l f i l l  my t h e s i s  
requirements, 1 a m  conducting research regarding 
preschool family Z i te racy  programs supported by Greater  
Winnipeg school d iv i s ions .  

The purpose of t h e  study is t o  i d e n t i f y ,  desc r ibe  
and evaluate e x i s t i n g  preschool family l i t e r a c y  
programs. F i r s t ,  1 w i l l  be de t a i l i ng  t h e  l i t e r a c y  
program according t o  t h e  type of program being offered ,  
e i t h e r  pa ren t /ch i ld ;  adul t /chi ld ;  a d u l t  a lone  or  c h i l d  
alone. Second, 1 w i l l  be documenting t h e  program's: 
pre-implementatioil proceçs, design and methodology 
accountabi l i ty  , c l a r i f i c a t i o n  (do t h e  goals/ob j ec t ives  
of t he  program r e f l e c t  the changing needs of t h e  
par t ic ipants  ? ) , p a r t i c i p a n t  progres s and impact on t h e  
par t ic ipants  and the wider community. 

1 would l i k e  t o  c o l l e c t  t h e  research  data through a 
group interview w z t h  you and t h e  d i r e c t o r / i n s t r u c t o r  of 
the  l i t e r a c y  program, and, i f  appl icable ,  other family 
service agency personnel.  Would it be poss ib le  t o  have 
the  interview a t  your  school at a mutally agreed upon 
t h e ,  perhaps w i t h i n  t h e  next w e e k  o r  two? I am a l s o  
seeking your permission t o  approach t h e  
d i r e c t o r / i n s t r u c t o r  of the program t o  see i f  he o r  she 
w i l l  allow m e  t o  observe one sess ion  o f  t h e  
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literacy program and interview four or five parents who 
are participants in the program. 

In order to give you some insights into the nature 
of the data I would like to collect, 1 have enclosed a 
copy of the interview questions ahead of time. 1 would 
like to audiotape the interview as 1 want to reflect 
your views accurately. You have the right to withdraw 
from the interview at any time and no statement will be 
attributed to any one individual. 1 anticipate that the 
interview will take no more than 45 minutes. 

Once the information on the audiotape has been 
transcribed and a program description completed, the 
tape will be erased- In this way, con£ identality can be 
assured. To ensure that the data is truly reflective of 
your program, a draft of the program description will be 
mailed to you. Once you have had t h e  to read through 
the information, 1 will call you to check to see if 
revisions to the report are required, Once al1 the 
revisions are completed, a final draft copy will be 
mailed to you. 

As the information contained in the report would be 
a valuable resource for others who may wish to develop 
preschool family literacy programs, 1 am seeking your 
permission to use the the name and site location of the 
program in the final report. Please indicate your wishes 
in this area by completing the bottom portion of the 
Letter of Consent- 

1 am anticipating the completion of the final 
report by August, 2000. 

A telephone cal l  will follow this consent letter at 
which t h e  aspects of the study will be clarified. If, 
following the telephone call, you would like to 
participate in the study would you please complete the 
attached Letter of Consent and return it to me in the 
starnped self -addressed envelope by Friday , February 25. 
Upon receipt of your Letter of Consent, 1 will telephone 
you to arrange a convenient time for the group to meet. 
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Should you have any questions about this study, 
please contact me at 269-7260 or my faculty advisor, Dr, 
Beverley Zakaluk, at 474-9028. 

I thank you again for your assistance and look 
forward to meeting you. 

Sincerely, 

Darcy Manness 



T h e s i s  Study of Preschool Family Li te racy  Proqrams 

L e t t e r  of Consent- School Pr inc ipa l  

1 agree t o  participate i n  t h e  study conceming 
family l i t e r a c y  programs supported by Winnipeg 
divis ions.  

preschool 
school 

Signature 

Date 

School 

School Division 

- - - - 

Consent Form For Pub l i ca t ion  Purposes 

Are you willing to 
preschool l i t e r a c y  
report? 

Yes 

have t h e  name and l o c a t i o n  of your 
program included i n  t h e  summary 

Would you like to rece ive  a copy of t h e  summary report? 
Please i nd i ca t e  below. 

Y e s  

Thank you, 



Interview Questions for the 
Facilitator/Instructor and School Principal 

1 Pre-implementation Information 

(1) Tell me about the community setting in which this 
program operates. 

(2) Tell me about how this program began? Was it the 
r e s u l t  of a needs assessment? 

( 3 )  Tell m e  about the needs assessment? 

( 4 )  In what specific ways has t h i s  program been 
developed £rom year to year in order to m e e t  
participants' needs? 

II Program Desiqn. Methodoloqy and 
Implementation Information 

(5) What is your target population for t h i s  program? 
How many participants are there? How many staff rnembers 
are there? 

(6) Are only parenr(s1 and child(ren) accepted into the 
program o r  are extended members of the farnily also 
included? 

(7) What are the program's objectives? 

(8) What type of family literacy program would bes t  
describe your program? 

parent and child ( family 
literacy ) 

adult and child 
(intergenerational literacy) 

adult alone (parent literacy) 
child alone (child literacy) 

( 9 )  W h o  were the people involved in designing the 



Page 2 

program? Are t h e y  still involved? 

(10) 1s your program similar to other family l i teracy 
programs already in existence? 

(11) Describe the activities in your program? 

(12) Who selects the materials for the program? 

(13)  H a s  s t a f f  development or in-service training been 
of fered for the program's facilitator (s ) and volunteers?  

(14) Does the school or  school divison support the 
p r o g r a m ?  In w h a t  way ( s ) ? 

(15) What organization(s) £und t h e  p r o g r a m ?  1s funding 
guaranteed frorn year  to year? 

( 16) Do the organizations w h o  fund the program support 
it in other ways as w e l l ?  

( 17) Are there other family service organizations w h o  
support the program? In what way(s)? 

(18) 1s chi ld  care and/or tsansportation provided for 
t h e  participants? 

(19) How important t o  the program is p a r e n t k h i l d  
storybook reading? 

(20 ) How often is the program held? 

21) Why was this p a r t i c u l a r  site selected as t h e  place 
where t h i s  l i t e r a c y  program w o u l d  be offered? 

III P a r t i c i p a n t  Selection Information 

( 2 2 )  How w e r e  t h e  participants selected? 

(23 ) Who was responsible for selection of the 
participants? 

( 2 4 )  How many of t h e  pre-schoolers in t h e  program are: 
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- b e t w e e n  O and 1 year s  of age 
- b e t w e e n  1 and 2 years of age 

b e t w e e n  2 and 3 years of age 
b e t w e e n  3 and 4 y e a r s  of age 

- b e t w e e n  4 and 5 years of age 

( 2 5 )  What is your re ten t ion  rate for participants i n  
t h e  program? 

IV Proqram Accountability Information 

(26) How do you measure whether or  not the program's 
objective(s) i s  (a re )  k i n g  met? 

(27 ) What devices are used t o  evaluate the program? 

( 2 8 )  When is t h e  evaluation conducted? 

V Proqram Clarification 

(29) 1s there a facet of the program you or t h e  
par t icpants  w o u l d  like t o  change? Why? 

(30) Have other services needed t o  be provided t o  meet 
the needs of the  pa r t i c ipan t s?  

VI Proqram Proqress Information 

(31) How is progress in the program measured? For 
adults? For children? 

(32) 1s progress shared with t h e  pa r t i c ipan t s?  

VI1 Program Impact Information 

( 3 3 )  What do you feel are the b e n e f i t s  of the literacy 
program? 

( 3 4 )  For the future, what would you like to have 



happen w i t h  t h i s  program? 



Dear Parent; 

1 am a Masters s t u d e n t  i n  t h e  Facul ty  of Education 
a t  t h e  Univers i ty  o f  Manitoba. To f u l f  il1 my t h e s i s  
reqilirements, 1 am conducting research concerning 
preschool f a m i l y  l i teracy programs i n  Winnipeg schools . 

A f t e r  1 vis i t  t h e  program f o r  one sess ion ,  1 
would very much l i k e  t o  speak t o  you and t h r e e  o r  four  
o t h e r  parents  t o  h e a r  your views about the program. 1 
would l i k e  t o  tape r ecord  t h e  conversation.  Once t h e  
t ape  has been t r ansc r ibed ,  t h e  t ape  w i l l  be erased. In 
t h i s  way c o n f i d e n t i a l i t y  can be assured. You have t h e  
right t o  withdraw from t h e  interview a t  any t h e .  Your 
name w i l l  no t  be used i n  t h e  f i n a l  r e p o r t .  1 a n t i c i p a t e  
t h a t  the  in te rv iew w i l l  be about 20-25 minutes long. 

Once 1 have t r a n s c r i b e d  t h e  information,  1 w i l l  
send copies of the t r a n s c r i p t i o n  t o  you t o  read. 
Afterwards, 1 w i l l  te lephone you t o  ask i f  any changes 
need t o  be made t o  t h e  t e x t ,  

Please 'find a t t a c h e d  a copy of t h e  ques t ions  1 
would l i k e  t o  a sk  you. 1 have a l s o  a t t a c h e d  a Letter of 
Consent i n  regard  t o  t h e  interview. 

If you have any quest ions  about t h e  s tudy  you m a y  
cal1 m e  a t  269-7260 o r  m y  f a c u l t y  advisor, D r .  Beverley 
Zakaluk, a t  474-9028, 

I thank you f o r  your i n t e r e s t  and look  fo rna rd  t o  
speaking with you. 

s incere ly  , 

Darcy Manness 



APPENDIX F 

Preschool Familv Literacy Studv 

Parent's L e t t e r  of Consent 

I agree  t o  participate in the study concerning preschool 
family literacy programs in Winnipeg schools. 

Signa ture  

D a t e  

Name of Literacy Program 

Would you like t o  receive a surmnary r e p o r t  of t h e  
research data? Please indicate below. 

Y e s  

Thank you. 



PROPOSED QUESTIOPS FOR PARENTAL FACE-TO-FACE 
SEMI-STRUCTURED INTERVIEW 

(1) What do you find are the most valuable parts of 
this program? 

(2) Do you f eel you have learned new information or 
ideas about literacy? Would you elaborate a little 
more. 

(3) Have any activities suggested in the program 
become part of your familyr s rou t ine?  

( 4 )  Do you find a change in the ways you read books to 
your child(ren)? 

(5) Do you find you read books more often to your 
child(ren)? 

(6) Are t h e r e  any other changes you have no t i ced  in 
your life as a r e s u l t  of being involved in this literacy 
program? 




