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refer to ‘Pakistani origin’ bilingual families.

Most of the names of individuals mentioned in this thesis are pseudonyms. The
exceptions (where permission was given by parents) are seven out of eight children who
were 1n a programme described in Chapter 7. In these cases, the children’s names
appeared 1n some form in their writing.

Shaheen Khan, the bilingual nursery nurse, who acted as interpreter and collaborator,
specifically requested that her name should be used throughout the thesis.

Acknowledgements

My grateful thanks to my supervisor Peter Hannon for his support and advice; to Cathy
Nutbrown, my friend and colleague for her support, and commenting on an earlier draft
of the thesis; to Shaheen Khan (who worked with the families and acted as interpreter) for

her collaboration over a number of years; to the children and the families; to the study

school; and finally, to my family for their continual support and patience.

This study was partially funded by a studentship from the Economic and Social Research
Council (ESRC).



List of figures

Figure 2.1 The ORIM framework

Figure 4.1 Possibilities for the language of assessment
Figure 6.1 The Arabic alphabet used in Qu’ranic teaching
Figure 9.1 SELDP pre-programme scores for each group

Figure 9.2 SELDP post-programme scores for each group

37

112
174
266

268

It



Table 4.1
Table 5.1

Table 5.2

Table 6.1
Table 6.2

Table 7.1
Table 7.2
Table 7.3

Table7.4
Table 8.1
Table 8.2
Table 9.1
Table 9.2
Table 9.3
Table 9.4
Table 9.5

"List of tables

Where each research question will be addressed

Percentage of children on free school meals in Sheffield schools
in 1994

Number of bilingual children in the study school and languages
spoken

Where parents were born. S

Where grandparents lived. Number of children with grandparents
living in Britain or Pakistan

Pre-programme scores

Number of home visits, postal contacts and group meetings attended

The programme families. Family members in each household and
parents’ occupations.

Number of books borrowed by each family

Participation levels of programme families

Books owned by children in each group

Pre-programme scores

Post-programme scores

Pre- and post-programme scores by ranks (English scores)

Details of mothers' education

Number of mothers interested in adult education and training

Table 10.1 Where each research question has been addressed

100

125

126
160

160
192

195

196
200
229
236
2635
267
269
276
277
281

111



List of appendices

Appendix 1 The ORIM framework (Hannon and Nutbrown, 1997, p.82)

Appendix 2 Interview schedule for the survey of family literacy

Appendix 3  The Sheffield Early Literacy Development Profile Score sheet
(Nutbrown, 1997, pp.124-130)

Appendix4 Interview schedule for programme parents

Appendix 5 Interview schedule for control group parents

Appendix 6  Planning sheet for home visits

Appendix 7 Extracts from Zain’s, Romana’s and Wagas’ book stimulated by
‘We’re going on a bear hunt’ (Rosen, 1989)

Appendix 8 Mehreen’s dual language book stimulated by ‘Doing the washing’
(Garland, 1983)

Appendix 9 Mehreen’s dual language book ‘Nice days’ stimulated by ‘Good
days, bad days’ (Amholt, 1993)

Appendix 10 Tehseena’s dual language book stimulated by ‘Owl babies’

(Waddell and Benson, 1994)

Appendix 11 Zara’s book stimulated by Eric Hill’s ‘Spot’ books

Appendix 12 Zeeshan’s story ‘Sleep’ stimulated by a Teletubbies stripin a
comic sent as a postal contact

Appendix 13 Naail’s dual language book ‘Flying Batman’ stimulated by his
interest in Batman seen on his home video and on television

Appendix 14 Example of ‘Book reviews’ ‘Five minutes peace’ and ‘The very
hungry caterpillar’

Appendix 15 Programme children’s independent writing of their name at the
beginning and end of the programme

Appendix 16 Programme children’s emergent writing and “string of letters’
at the beginning of the programme

Appendix 17 Khaizer’s menu from café play during home visit

Appendix 18 Postal contact from programme child and her sister.

306
308

315
320

337
351

353

355

357

359
361

363

365

367

369

371

373
375

v



Appendix 19 Zara’s and Tehseena’s writing in Urdu and/ or Arabic at the end

of the programme - 377
Appendix 20 Zara’s story, ‘Zara’s day out’, dictated by Zara and written by

her mother between visits ‘ | 379
Appendix 21 Zara’s independent writing between visits 381



Summary

Preschool literacy and home-school links
in Pakistani origin bilingual families
in the United Kingdom

Although much is now known about preschool literacy development as a part of family
literacy and how it can be linked to school literacy, there has been virtually no research
into these 1ssues in relation to bilingual families. The study reported in this thesis aimed
to explore the nature of family literacy and how school can collaborate with families to
enhance the literacy development of preschool children in the case of Pakistani ongin
bilingual families in an inner city community in the north of England. Findings from a
family literacy survey of 30 bilingual children with preschool children showed that all
parents were interested, and most were actively involved, in children’s preschool literacy.
Most said they were ready to collaborate with school to enhance their child’s literacy
development. Observations of Qu’ranic classes showed how older siblings’ literacy
learning for religious practices might impact on family literacy. Based on the survey, a
12-month preschool literacy programme was designed and offered to a random selection
of eight families with three-year-old children. The aim of the programme was to enhance
children’s literacy at school entry. All families agreed to take part. The thesis describes
the programme rationale, how it was implemented in the families’ homes and evaluated

through qualitative and quantitative methods. Programme parents reported benefits for
their children and themselves. Programme children clearly gained, in comparisonto a
randomly selected control group, in terms of a measure of early literacy development.
The implications of findings from the programme evaluation and the earlier family

literacy survey are discussed in relation to practice, policy and theory.



CHAPTER 1

OVERVIEW AND INTRODUCTION

THE ORIGINS OF THE STUDY

The research reported in this thesis originated from my interest in early literacy
development and my work as Head of Nursery in a multicultural school. In earlier
work (Hirst, 1987; Hirst & Hannon, 1990) I evaluated a preschool home-teaching
project which involved home-based work in a socially deprived area with
monolingual parents and their preschool child. Early literacy was a key part of that
project. Books were shared with each child on every visit. Families renewed or
exchanged books when visited the following week. Some parents were surprised to
see books for very young children and others found new ways of sharing books with
their child. One of the benefits most commented upon by parents was their child's
interest in books as a result of the home visits. A mutual trust developed between
parent and teacher and an acknowledgement of each other's skills that could enhance
their child's literacy development.

I later worked in a multicultural nursery in an inner city school, (the study school in
this thesis) where 80% of the pupils were bilinguals or emerging bilinguals of
Pakistani origin. Literacy results in the school were poor. (In 1996, for example, the
Key Stage 2 National Standard Assessment Tasks results in English (at age 11)
showed that 43% achieved the required standard compared with the national average

of 56.3%). There was a need to do something to support early literacy development
of children in the school.

It became apparent from my interaction with parents (and that of the bilingual nursery
nurse) that parents had wide-ranging literacy backgrounds. Ibecame curious about
the literacy environment in the homes of the Pakistani origin children and how
parents enhanced their children's literacy development in a multiliteracy environment
that could involve as many as four languages. This raised the following questions for
me about young children's literacy development at home and in the early years at
school. What influence did religion have upon the literacy environment? How did
parents involve their children with as many as three scripts (Urdu, Arabic and
English) as well as a language (Mirpur1 Punjab1) which does not have a written form?
Did girls have the same educational opportunities as boys? What aspirations did



parents have for their children's education? How did parents with limited literacy
skills themselves develop their children's literacy?

In 1991, I was invited to conduct independent interviews of parents on the Sheffield
Early Literacy Development project (Hannon, Weinberger and Nutbrown, 1991). The
commitment of parents on that project to enhancing the literacy development of their
preschool children left me wondering whether a similar programme would be feasible
with Pakistani origin bilingual families.

At the school where I worked, home visits were made before a child started nursery
to enable families and nursery staff to build up relationships and to exchange
information. However, no attempt had been made (until I carried out a survey to be
reported later in Chapter 6), to establish the home literacy environment or to work
with parents to enhance their young child’s early literacy development.

I have outlined the personal professional experiences which led me to discover that
early literacy with inner city Pakistani origin families whose mother tongue is Punjabi
or Urdu 1s an under-researched area. One aim of this study therefore, is to add to
current knowledge of children's early literacy development in these families, and of
the role of the family in young children’s literacy development. Without this, 1t 1s
difficult for educators to build confidently on children's earlier literacy experiences.

Much good practice takes place in schools but it is often not documented or research-
based. In this study I hoped to combine my experience and knowledge as a teacher
and Head of Nursery specialising in Under Fives and in working with monolingual
and bilingual parents, with my research-based knowledge of early literacy
development and bilingualism. Although I did not remain a practitioner throughout
my research, my teaching experience informed and influenced my work with
families.

OVERVIEW OF THESIS

This thesis includes three main studies: a survéy of family literacy, observations of
Qu’ranic classes, and evaluation of a programme of work with families to enhance
children’s early literacy development before entry into school.



Chapter 1 has so far presented the origins of this study. It provides an overview of
the thesis and gives an account of my opening theoretical position concerning literacy
in the home and my early work in the community which led to a survey of family
literacy. The advantages and disadvantages of research in the workplace setting are
also discussed.

Chapter 2 presents a review of a comprehensive literature search of studies
concerning home factors in early literacy development, covering such i1ssues: as the
influence on young children's literacy development of environmental print; stones;
picture books; reading to young children; early writing and the influence of rhyme
and role play. The importance of home background and parents as role models will
also be discussed paying some attention to the ORIM (opportunities, recognition,
interaction and model) framework (Hannon, 1995), and children's acquisition of
oracy skills, These studies of home-school links related to the development of early

literacy include a review of surveys, longitudinal studies, case studies, ethnographic
studies, and intervention studies.

Chapter 3 provides a review of research studies on early literacy development with
bilingual families. Attention is paid to the multiliteracy environment in families and

to the influence of home practices, culture and religion on the children's literacy
awareness.

Chapter 4 outlines my research questions and explains the organisation of the thesis
in relation to the research questions. The rationale for both the qualitative and
quantitative methods used is discussed as are the methods, which included survey,
interview, observation and experimental design. The design of the programme
evaluation 1s also outlined with sections on assessment, the rationale for the language
of assessment and for the assessments used. Issues concerning evaluation, ethics and
the role of the researcher are discussed.

Chapter 5 describes the school and community setting in which the research was
based and outlines the lifestyles of the Pakistani origin families in this community..

Chapter 6 reports a survey of family literacy and observations of Qu’ranic classes.
The survey of family literacy involved thirty interviews of families with children aged
between two and four years. Observations and discussions with the teachers and the
children in the Qu’ranic classes concerning literacy learning in children’s religious
practices in the community are also reported.



Chapter 7 describes the development of a programme to enhance children’s literacy
development. Eight families were invited to collaborate with school over a 12-month
period to enhance children's literacy development. Most of the work took place in the
home with some group visits and meetings.

Chapters 8 and 9 evaluate the programme and include comparisons of programme
and control group families. Chapter 8 reports and evaluates the implementation and
processes, while Chapter 9 reports and evaluates the programme outcomes.

Three chapters (7, 8 and 9) are allocated to the programme compared with one for the
survey (6). The findings from the survey about the multiliteracy practices in the
home and community were essential to inform the nature and content of the
remainder of the study. The level of detail about the programme, which sought to
change and enhance children’s literacy development through work with families,
reflects the intensity of the work involved.

Chapter 10 discusses the main findings from the survey, observations of Qu’ranic
classes and from the evaluation of the programme. The survey of family literacy
indicated that parents were interested in home-school links. Observations of
Qu’ranic classes showed how older siblings or more able children acted as mediators
of Qu’ranic learning. Some children reported that parents supported their Qu’ranic
learning at home and teachers said where parents were involved the children’s
learning was enhanced. Programme families said both they and their child had
benefited. Assessments prior to school entry showed that children in the programme
group had made significant gains in their literacy development compared to the

control group. Implications for practice, policy and theory are discussed.

Appendices provide details of the ORIM framework, the Sheffield Early Literacy
Development Profile (SELDP) (Nutbrown, 1997), interview schedules for programme
and control group parents), a checklist for the survey of family literacy, and a
planning sheet for a home visit (Appendices 1-6). Further appendices (Appendices 7-
21) provide examples of programme children’s early literacy development and some
examples of contributions from programme parents to their preschool child’s literacy
development.

This thesis has not specifically focused on the contribution of theorists to the
acquisition of additional languages. Reports in Chapters 5 and 10 (from those who



are learning additional languages or teaching their children several languages), show
that the acquisition of additional languages seems to be a far greater problem to
theorists than to those who are in the process of naturally becoming bilingual or

multilingual. ‘The multilingual and multiliterate envirohment, however, has been
‘worked with’, acknowledged, valued and addressed throughout the study.

AR Y I S

MY THEORETICAL POSITION

This section discusses my own opening theoretical perspective. Literacy is a key to
education around the world. The importance of literacy acquisition crosses cultural
boundaries and is seen by many (Auerbach, 1989; Delgado-Gaitan, 1990, 1996;
Gregory, 1994, 1996a; Gregory and Williams, 2000) as a means by which people can
be full participants in the literate society of the twenty-first century. These issues will
be discussed further in Chapter 3.

In the past there was great emphasis on what was described as 'pre-reading’ and "pre-
writing' skills. Walker (1975) claimed ‘in order to overcome the unique difficulties
inherent in beginning reading, it is necessary for the child to have first developed a
minimum set of skills and capacities’ (p.7) and the child should acquire such skills
‘before the reading process can begin’ (p.5). These ‘subskills’ included hand-eye
coordination, left to right eye movements, shape and letter discrimination, letter
recognition, visual memory, knowledge of letter names and sounds and auditory
memory. Walker also suggested that ‘success in the skills of reading depends on
successful acquisition of the related subskills of pre-reading’ (p.7). Literacy learning
was seen to have its roots in formal literacy skills teaching as a child started school.
Little attention was given to a child's literacy expeniences before school or to the
importance of home as an influential factor in a child's literacy development.

Since then in the UK, much practice is based upon the perspectives of literacy
outlined by Yetta Goodman (1980) who referred to the ‘roots of literacy ’°, Teale and
Sulzby (1986) and Hall (1987) who used the term ‘emergent literacy’. Both these
perspectives acknowledge and build upon previous informal literacy experniences of
the child in the home and community and link this learning to the acquisition of key
skills. In the late 80’s and early 90’s the teaching of reading was in change and there
was great excitement by teachers about nurturing literacy in the nursery environment.



The National Literacy Strategy (D{EE, 1998) re-introduced more formal literacy
learning for young children with emphasis on phonics and letter recognition which
are taught during the daily Literacy Hour, a recommended practice for all children of
compulsory school age. Many of the more formal recommended practices were

actually highlighted as good practice for nursery education in the National Literacy
Strategy (DfEE, 1998) document.

All aspects of Literacy Hour work are appropriate to Reception children.
The daily programme should include shared reading and writing, focused
word-level teaching, guided reading, independent work and a class
plenary.... Staff working in nursery and pre-school settings may, therefore
wish to adopt and adapt sensitively, the Reception year literacy objectives

and some of the strategies, particularly for older 4 year olds. (DfEE 1998,
p.104)

It was likely therefore, that educators of nursery children influenced by such gmidance
would adopt the more formal skills teaching. It took the publication of the Curriculum
Guidance for the Foundation Stage (DfEE/QCA, 2000) to reaffirm the place of play
and some informality, alongside other officially prescribed pedagogy.

The influence of the home is important for all children but for children who have
multilingual experiences at home, there is an even greater need for educators to be
aware of home and community literacy experiences and the culture of families as
recommended by researchers such as Auerbach; 1989; Blackledge, 2000; Delgado-
Gaitan, 1990; 1996, Gregory, 1993, 1994, 1996a, 1996b, 1998; Gregory and
Williams, 2000; Huss, 1991; Huss-Keeler, 1997; Kenner, 2000.

The National Curriculum, introduced and developed throughout the 1990's in the UK,
places great emphasis on literacy. However, in most government documents there 1s
little mention or guidance for children with English as an Additional language (EAL).
‘The Desirable Outcomes of Nursery Education’ (DfEE/SCAA, 1996) makes some
reference to bilingual children and includes specific reference to certain literacy skills
such as alphabetic knowledge, book handling and writing 'form'. The National
Literacy Strategy (DfEE, 1998) offers guidance on the teaching of literacy with some
minimal guidance for EAL children. The more recent document ‘Curriculum
guidance for the foundation stage’ (DIEE/QCA, 2000) allocates two specific
paragraphs to children with English as an additional language that place emphasis on
children’s home language and their experiences of language at home but pays little
attention to the diversity of cultures.



As previously mentioned, the changing view of literacy development of young
children over the past three decades acknowledges that literacy can be promoted from
birth to five years (Goodman, 1980; Ferrerio and Teberosky, 1982; Teale and Sulzby,
1986), that children try to make sense of print in their world (Hall, 1987; Nutbrown
and Hannon, 1997) and the importance of family members in acknowledging and
promoting this awareness in their everyday lives (Hannon, 1995; Weinberger, 1996;
Wolfendale, 1996; Nutbrown, 1997).

A fuller account of studies informing my theoretical position will be given in
Chapters 2 and 3 but my starting point was the emergent literacy perspective, a term
used by Teale and Sulzby (1986). According to this view, literacy develops from
birth through the involvement of adults in everyday activities. Early literacy
development in the preschool years, referred to by Yetta Goodman (1980) as the
'roots’ of literacy, includes an awareness of print in context, metacognitive and
metalinguistic awareness in written language and functions and form in written
language. Ken Goodman (1986) refers to the function of literacy being more
important than form for young children and that they need to see the whole before
they can break it down into constituent parts. Through informal activities children
learn about reading and writing. They share books with adults, early wniting develops
into conventional writing, and they use their knowledge about literacy in their play.

The theories of ‘emergent’ literacy (Teale and Sulzby, 1986) and ‘roots’ of literacy
(Goodman, 1980) influenced the Sheffield Early Literacy Development Project
(Hannon, Weinberger and Nutbrown, 1991), a study that involved working with
parents to promote early literacy development, and which influenced my research.
The methods developed by Hannon, Weinberger and Nutbrown, (1991) for working
with parents were the provision of literacy materials, home visiting and meetings. All
the children had English as a first language. Reflecting on that experience and my
work as a teacher of bilingual children, I was interested to find out whether similar
methods could work with families for whom English was an additional language.

S O T L

LITERACY IN THE HOME

It cannot be assumed that all literacy and literacy skills are learnt in school. In the
home, many young children are exposed to written language and its uses from birth,
although there may be varying degrees to which parents become involved in their
child's early literacy development (Weinberger, 1996). However, on the basis of my



professional experience I have come to believe that most parents have high

aspirations for their children's education. There 1s also research evidence to support
this view (Siraj-Blatchford, 1994; Delgado-Gaitan, 1990, 1596).

Hannon (1995) suggests that "Despite its impbﬁégée :regea}éhers have been slow to
study home learning before school entry” (p.37). He suggests this 1s partly due to
methodological difficulties - it 1s easier to observe children in a school setting or in
artificial experimental settings, and there is the queétion of gaining access 1n order to
study home learning. Many of the studies of children’s home literacy development
have been studies of the researcher’s own children or grandchildren (Butler, 1979,
Bissex, 1980; Baghban, 1984; Schickedanz, 1990).

Hannon (1995) asks whether preschool literacy intervention involving families could
increase access to school literacy. He sees at least two difficulties with previous
initiatives which sought to increase children's opportunities for early reading
experiences ~ firstly, the problematic relation between school literacy and home
literacy and secondly, the limited scope of the interventions. Hannon also suggests
that school literacy is different from family literacy. It may be, depending on the
home and the view of literacy in the school. Is there insufficient knowledge of, or
attention paid to, home literacy in school? Without knowledge of a child’s home

literacy experiences it is impossible to build appropriately upon such experiences in
school. As Gregory (1996b) points out:

How can teachers build upon home literacy experiences when they have
little idea of the literacy history of parents or the current home and
community practices families participate in and the differences which might
exist between these and the English school? (Gregory, 1996b, p.91)

From the survey I hoped to find out about some of the community and home literacy
practices. This would then place me in a more informed position to work with
families to enhance their young children’s literacy development. Wolfendale (1996)
recognised the importance of family literacy and the need to work closely with
families. She provided the following definition of family literacy:

... family literacy is about enabling children and their families to
participate in and benefit from and shape the future of their cultural
heritage, by equipping them with the appropriate tools and techniques
derived from and applicable to formal schooling and the 'natural’

resources of their home and community environment. (Wolfendale,
1996, p.169)



Weinberger (1993, 1996,) has explored the gap between home and school literacy
learning and states that schools should be

AR S f

taking more of the initiative in communication with parents about literacy,
and finding ways to allow the literacy learning that takes place at home to
become more visible. (Weinberger, 1993, p.91)

A further concern expressed by Hannon (1995) is the limited scope of intervention
studies so far. His wider framework for intervention (the ORIM framework) of
providing opportunities, recognition by parents of the child's literacy achievements,
Interaction by parents and staff and models of literacy, is one that has also influenced
my research and will be discussed further in Chapter 2.

Other studies (Heath, 1983; Goelman ef al., 1984; and Harste et al., 1984; Taylor &
Dorsey Gaines, 1988; Minns, 1990) stress the importance of home literacy. Most of
these studies are with monolingual children, with the exception of Minns, (1990),
whose study includes two children from multilingual families and Heath’s (1983)
study where Creole or Patua may have been spoken in the Trackton families. I could
not find however, any documented research on studies with Pakistani origin
preschool children.

Huss (1991), 1n her study of five-and six-year-old children, made a significant
contribution to understanding bilingualism and early literacy, and I have pursued
several 1ssues in her implications for policy, practice. Her results called into question
two common misconceptions held by teachers and the schools, firstly, that the
Pakistani origin children and families were ‘culturally deficient’ and secondly, that
children must learn to speak English well before they can become competent literacy
learners. One of my main purposes was to document the literacy environment in the
homes of the Pakistani origin families, how the culture in this community influences
home literacy, and whether it would be possible for home and school to work
together. I have pursued the need identified by Huss to address the attitudes of
Pakistani origin parents toward their children's literacy learning. Huss (1991) was
one of the catalysts for my research into early literacy development and home-school
links in a Pakistani origin community. This study links with and builds upon such
research studies.



COMMUNITY WORK LEADING TO A SURVEY OF FAMILY
LITERACY

When I was 1n school, my headteacher was keen for school staff to build relationships
within the local community. As part of this initiative a bilingual nursery nurse and I
were given one day a week over a period of two terms, from October 1993 - March
1994, to make several visits to families during the term before the child's admission
to nursery. In addition to creating or strengthening relationships within the
community, our emphasis was to build upon the literacy environment in the homes.

This short project, (Hirst, 1996), provided a springboard for a later survey of family
literacy.

The family literacy survey to be reported in Chapter 6 was designed to find out about
the home literacy environment from a sample of local families and involved 30
families each with two, three or four year old children. I was interested to know
whether parents offered equal opportunities for girls and boys, parents aspirations for
their children, the influence of culture, traditions and religious practices on young
children’s early literacy development and whether parents would be interested in
working with school to develop their child's early literacy development. I anticipated
that home visits, school meetings or both would subsequently be offered to enable

work with parents and children. This, however, would depend on the findings from
the survey.

ADVANTAGES AND DISADVANTAGES OF RESEARCH IN
THE WORKPLACE SETTING

There were many advantages in conducting research in my own workplace setting.
Many aspects of the situation were familiar - the ethos of the school, the internal
politics of the school, the staff, the children and the nuclear and extended families.
There were everyday opportunities to meet parents at nursery or to meet them in the
neighbourhood when making preliminary visits before a child started nursery. As my
research was also with children who had not yet attended nursery some of the
families were new to us. However, being known and welcomed by many nuclear and
extended families alongside involvement with the close community network in the
neighbourhood made access to the homes unproblematic.

10



The community work, supported by the headteacher, was also an advantage. Asa
monolingual teacher with only some words or phrases of Urdu and Punjabi, the
opportunity to work with a member of staff of Pakistani origin from the nursery who
could speak Urdu, Punjabi and English was a great asset. Parents could see our
positive and relaxed relationship in the nursery and as we approached the families:
with non-judgemental attitudes, a position of mutual trust was quickly established or
reinforced. From their comments it was clear that parents realised we approached
them with the best interests of their children in mind.

Confidentiality was stressed at all stages of the research and parents were given the
choice of whether they wished to take part. As I conducted the survey, knowing some
of the families helped to create a mutual feeling of warmth and security that enabled
parents to answer questions in a very open manner. A multi-dimensional picture was
created, especially when members of the extended family gathered in the homes and
made their additional contribution, either about their own learning in Pakistan or
about how they were involved in their young relative's early literacy development.

On occasions when I interviewed on my own, the extended family would sometimes
help with translation if the mother had limited English. In some families both the
mother and the father contributed to the survey.

Although I started my research as Head of Nursery in the study school, I left before
the research was completed. Nevertheless, I retained the advantage of being known
by many of the families in the neighbourhood. My continued collaboration with the
bilingual nursery nurse was an invaluable component of my research. A new
Headteacher was also in post and although not essential to the study, I felt it was
important to consult and negotiate with both him and the new Head of Nursery to
establish and maintain good relationships with the school. These consultations are
reported 1n Chapter 7.

There were some disadvantages in conducting research in the workplace setting
(although the advantages far outweighed the disadvantages). I perceived a degree of
resentment from some staff 1n school to the bilingual nursery nurse and I being out of
the classroom during school time even though we obviously had the full support of
the Headteacher. One of the bilingual teachers was scheduled into nursery to cover
my absence but because she was withdrawn from work in school to do this, I
perceived some unease, especially as some staff did not support the philosophy of
working in the community. Burgess (1989) reported on such problems relating to

11



research in one’s own workplace, and also of returning to the same place to conduct a
further study. Wellington (2000) also pointed out potential problems of
‘Practitioner/Insider research’ such as ‘prejudices’, ‘time’ and ‘familiarity’ (p15).
These 1ssues are discussed further in Chapters 6 and 7. When I returned to the school
to work on the programme, the new Head of Nursery was supportive. She
collaborated by allowing me to contact parents in the nursery and by arranging cover
(paid for out of my ESRC funding) so that Shaheen Khan, the bilingual nursery nurse,
could occasionally work with me in the community during school time. This 1s
discussed in more detail in Chapter 7.

This chapter has discussed the origins of this study, an overview of the thesis, my
theoretical position, literacy in the home, community work leading to a survey of
family literacy, concluding with advantages and disadvantages of research in the
workplace setting.

Chapter 2 will address home factors in early literacy development. It will discuss
‘What is literacy and why is it important?’, young children’s emergent literacy
development, and research studies that focus on the influence of the home on young
children’s literacy leamning.

12



CHAPTER 2

HOME FACTORS IN EARLY LITERACY
DEVELOPMENT

n,
r |

INTRODUCTION

In this chapter I will discuss definitions of literacy and why literacy 1s important, the
term ‘emergent literacy’, and the influence of the home on young children’s literacy
learning. Research studies into home factors in children's early literacy development,
their later literacy achievements and other influences on this study will be reviewed.
The study by Cairney (1995) is of particular interest and worth describing in some
detail because it focuses on many of the issues that I will wish to address.

The role of interested parents, significant adults or siblings as crucial factors in
children's emergent and later literacy development is a central issue in this study. My
study concerns Pakistani origin bilingual or multilingual families but there 1s little
research on preschool literacy development in this area, so it is important, first, to
review the literature on monolingual families which feature issues relevant to my
study. Research involving bilingual families will be reviewed in Chapter 3.

WHAT IS LITERACY AND WHY IS IT IMPORTANT?

Hannon (1995) defines literacy as ‘the ability to use written language to derive and
convey meaning’ (p.2). He also claims that literacy 1s essential to education because
that ability to use written language 1s fundamental to contemporary culture and
thinking (Hannon, 2000).

Written language enables members of a culture to communicate without
meeting; to express and explore their experience; to store information,
ideas and knowledge; to extend their memory and thinking; and

increasingly nowadays, to control computer-based processes. (Hannon,
2000, p.8)

Written language may be used for many purposes and transactions, either to people
we know, to strangers or to ourselves. Literacy ‘is fundamentally a matter of
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understanding others’ meanings or communicating meaningfully with them rather
than exercising specific perceptual and motor skills’ (Hannon, 2000, p.9)

Nutbrown (1997) offers a similar definition by pointing out that ‘literacy 1s a social
construct which enables human beings to communicate’ and that it ‘could be defined
as the ability to engage with written language’ (p.2). Barton (1994) illustrates that

literacy means different things for different people and is dependent upon the social
context.

All sorts of people talk about literacy and make assumptions about it,
both within education and beyond it. The business manager bemoans the
lack of literacy skills in the workforce. The politician wants to eradicate
the scourge of illiteracy. The radical educator attempts to empower and
liberate people. The literacy critic sorts the good writers from the bad
writers. The teacher diagnoses reading difficulties and prescribes a
programme to solve them. The preschool teacher watches literacy
emerge. These people all have powerful definitions of what literacy 1s.

They have different ideas of ‘the problem’, and what should be done
about it. (Barton, 1994, p.2)

Weinberger (1996) supports this view of ‘contextual literacy’ and suggests that.
literacy is not a product made up of autonomous skills which we learn to become

fully literate. It is rather a succession of on-going literacy practices and events that
vary according to different situations.

EMERGENT LITERACY AND YOUNG CHILDREN’S
LITERACY DEVELOPMENT

‘Emergent literacy’ is a term used by several researchers (Teale and Sulzby, 1986;

Hall, 1987) who claim that literacy emerges over time and children can be responsible
for their own learning. Most children in the Western world are exposed to written
language from birth and this informal perspective can illuminate children's early
literacy development. This theory values what children can do rather than
emphasising what they have yet to achieve and shows how literacy develops from
birth through the interaction of significant others with the child in informal literacy
activities. These ‘significant others’ may be seen as models of literacy. Many
preschool children know about print from their environment and they see other people

in their lives interacting with print. This may involve reading newspapers, magazines,
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books, writing letters or greeting cards, reading advertising mail, packaging, and

reading from the television or compufer screen. As Clay (1991) pointed out:

N S .

This lead.é them to fonniplj'mi:ﬁ;(ei hypotheses about letters, words or
messages in books, or in handwritten messages...it 1s a... widely held view
that learning to read and write in school will be easier for the child with
rich preschool literacy experiences than it 1s for the child with almost no
literacy experience. (Clay, 1991, p.28)

Children too, act as models of literacy and may be seen in similar literacy activities or
reading comics, doing homework, reading logos on clothes or any of a whole range of
every day literacy activities inside or outside the home.

THE INFLUENCE OF THE HOME ON YOUNG CHILDREN’S
LITERACY LEARNING

This section will discuss research studies that focus on the influence of the home on
young children’s literacy learning. Teachers in the past (for whatever reason), have
excluded parents from children's early literacy learning (Hannon, 1995) and yet
studies show that parents from all social classes wish to be involved (Hannon and
James, 1990; Hannon, Weinberger and Nutbrown, 1991; Weinberger, 1996). Some
parents through their own education or home experiences are more confident than
others, but it 1s unwise to assume that there are any parents who cannot contribute to,
or have no interest in, their children's literacy achievements.

I will be looking at three ways that the'rehlation between early literacy development
and home factors has been investigated - (1) surveys and longitudinal studies, (2) case
studies and ethnography, and (3) intervention studies - as these are the three most
used methods. The ages of children 1n these studies range mainly from birth to seven
years with emphasis on preschool children, although older children have been
included where there is relevance to my own study. This may be in terms of earlier
intervention or experiences having a significant effect on later achievements, the
mother's language behaviour or method of interaction, or the attitudes and beliefs of
parents on literacy learning affecting their children's literacy achievements. The
issues raised in the following studies form the basis for my research with bilingual
preschool children and their families and home-school links.
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Surveys and Longitudinal studies

This section discusses relevant large and small-scale surveys and longitudinal studies
that researched the influence of the home on young children’s literacy development.
Both large and small-scale surveys will be discussed and connections made with the
focus of my study.

I was 1interested to learn how children spend their waking hours and whether time is
spent on literacy or literacy related activities. I did not envisage undertaking a strict
documentation of the percentage of a child's waking day which is spent on such
activities, but the following findings from a British study (Davie, Hutt, Vincent and
Mason, 1984) highlight this issue. -The study involved observing 165 preschool
children aged 3 to 4 years in their homes. This took place over a period of several
days during which six one-hourly observations were made. Some activities were -
literacy related. Findings showed that 94% of the children looked at books some of
the time (for approximately twenty minutes per day), and often with an adult.

Many parents hold meaningful conversations with their preschool children as the
following study reported by Tizard and Hughes (1984) shows. As language is a
vehicle for learning, I was interested in finding out whether the parents I hoped to
study held meaningful conversations with their children and if so, in which
languages. Tizard and Hughes (1984) attached radio transmitter microphones to 30
four-year-old girls so that conversations with parents could be recorded. The girls
were from working class and middle class homes and their language experiences at
home were compared with their experiences in nursery. Tizard and Hughes
emphasised the importance of the home environment as a significant factor in
children's learning. Meaningful conversations were held by all the children, covering
a wide range of topics. Many of the conversations took place during play or whilst
looking at books, but others took place during daily activities - over lunch, feeding
the baby and so on. Tizard and Hughes described conversations where the children
were eager for detailed explanation. The tape recordings obtained accurate accounts
that could be analysed without missing much of the conversation. The study
demonstrated that the home 1s a powerful learning environment for the preschool
child. Teachers must be aware that their contribution may well be limited compared
to that of parents.
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Although family income may play a part in children's literacy experiences in terms of
access to a variety of literacy materials in the home and opportunities to use literacy
as part of family experiences, (for instance visits to places of interest or shopping
expeditions), research indicates that parental attitudes, beliefs and interaction may be
more positive indicators of children's literacy achievements. I shall discuss this next.

Hannon and James (1990) reported a preschool study that compared teachers' and
parents' perspectives on early literacy development. Forty parents representing a
random sample from 10 nursery classes were interviewed at home, and their
children's teachers were interviewed at school. Parents interviewed were asked about
their literacy activities with their children, what they and their children felt about
them and whether they felt they needed advice. The study revealed that all parents
were taking a very active role in their children's literacy development. Activities
covered a wide range, reading shop signs, reading and writing greeting cards,
watching television programmes, looking at newspapers, magazines and adult books,

drawing, writing and book sharing. Most children enjoyed these literacy activities
and there was no pressure from parents to participate.

There was a general lack of communication from nursery teachers to parents on the
purpose of all nursery activities and none of the parents, when asked, mentioned

reading or writing as a nursery activity. More than three quarters of parents
expressed uncertainty about the way in which they helped their children with literacy

activities but only one had asked a teacher. However, considering the teachers'
responses it 1s likely that if more had asked for advice, they would have been told not
to get involved at all. The general conclusion from this study 1s that parents were
actively involved and would have welcomed advice but believed that teachers were
unhappy about involving them in their children's literacy development.

If children reading aloud to parents makes a significant contribution to children's
reading scores, preschool children who get into the habit of ‘reading' to parents and
other family members are more likely to want to share books and to read aloud at
home when they are competent readers. My study will be investigating the interest
parents have in sharing books with children and the extent to which children are
encouraged to ‘read’ the story to parents.

Research by Hewison and Tizard (1980) on parental involvement with 7-year-old

children from working class families showed that some working class children can
become good readers. Hewison and Tizard looked at various factors in the children's
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home backgrounds, not just social class, including such factors as parents' attitudes to
discipline and play, the amount of conversation with the child, whether stories were
read to them, how leisure time was spent, parents attitudes to school and so on. They
also considered children's 1Q scores and the mother's language behaviour. Many of
these factors had some impact but the single most significant factor was not whether
mothers read to their children but whether children read to their mothers. Ninety per
cent were reported as reading aloud to an adult at home but 1t was those who were
heard to read regularly at age 7 who appeared to have benefited most. Reading test
standardised scores showed that those children who were heard to read regularly
(about half) had a score some 14 points higher than those who were not heard to read
on a regular basis. Hewison and Tizard claimed that this difference could not be
accounted for in terms of children's 1Q or parents' attitudes.

William Teale (1986) reported a longitudinal study on the relationship between home
background and young children's literacy development in San Diego. Twenty-four
preschool children were systematically observed over a period of 3-18 months. The
children were from low income families of various ethnic backgrounds. Eight Anglo,
eight Black and eight Mexican American children and families were studied. The
sample included equal numbers of boys and girls between the ages of two and a half

and three and a half. Fourteen hundred hours of home observations were recorded by
either field notes or audiotapes.

The children were observed during their waking hours, seven days a week. The main
method of data collection was field notes, supplemented by audiotapes, interviews
and conversations with families. This enabled documentation of what was actually
happening in the home without disrupting family life. Both quantitative and
qualitative analysis of the children’s literacy interactions were undertaken. Like
Teale, I hoped to explore the links between home practices and the effects on the
child's early reading and writing skills and to investigate some of the areas he
identified, such as: reading material available; literacy in daily living routines;
religion and interpersonal communication. Quantitative analysis of the average
frequency per hour of a child’s literacy events and the number of minutes per hour
spent on literacy activities showed a range of 0.34 to 4.06 events per hour and 3.09 to
34.72 minutes per hour. These results showed that every child in the sample was
involved in literacy during the course of everyday activities. Teale found that reading
materials were available in all the homes. However, in all but three homes there was
a problem locating writing materials and paper. By the time the materials were found
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the children had often lost interest in using them. In the three homes where there was
a special place for paper, pens and pencils the children did the most writing.

Teale (1986) provided additional evidence to that of Heath (1983), Taylor (1983),
Harste, Woodward and Burke (1984) and Goodman (1986) that virtually all children
in a literate society have numerous experiences with written language before they go
to school. It also contested the traditional view that children from low-income
families have few literacy expeniences before school. As White (1982) commented:

It may be how parents rear their children ... and not the parents’

occupation, income, or education that really makes the difference.
(White, 1982, p.471)

My study will highlight the literacy environment in which the Pakistani origin parents
rear their children and the ways in which the tradition and culture of their close-knit
community influences these practices.

Teale, unlike Heath, found no differences due to ethnicity. In Heath's research the
respective communities were held together by history, tradition and cultural practices.
Teale's subjects were from various neighbourhoods around San Diego, did not know
each other, and were not part of a close-knit community with traditions, history and
cultural practices. A similarity in the studies by Teale and Heath was the lack of
literacy activities associated with parents’ work. This stands in contrast to the study
by Taylor (1983) who found that literacy activities were a significant part of the
working routine for each of the parents employed outside the home in the six families
studied. In Teale's study there was little evidence of reading (as in the Trackton
homes in Heath's study), except for three children who were read to approximately
five times a week. These three children proved to have the most highly developed
emergent literacy skills of all the 24 children, confirming the view that storybook
reading experiences further children's literacy development (Taylor, 1983; Baghban,
1984; Wells, 1982, 1987). Findings from a longitudinal study (Wells, 1987) showed
that storybook reading is more than likely the best way of helping young children to
read as 1t provides opportunities for decontextualised language.

The following two studies show that mothers from different socio-economic classes
were involved 1n sharing books and picture labelling with their preschool children but
there were differences in style and language use.
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In a survey of 40 Hebrew speaking mother-child subjects, Anat Ninio (1980) studied
picture book reading activities. The Israeli children were 19 months old and were
observed looking at three picture books that were brought into the homes. The aims
of the study were to investigate the effect of maternal education and socio-economic
status on book-reading behaviour. Half the mothers were from low-income families
of Asian and North American origin and half were from high-income families and
English origin. All the mothers were Isracli Jews.

AL S

The similarities in the findings in the two groups were more marked than the
differences despite the cultural differences between the two families. This study
replicates the findings in the study by Ninio and Bruner (1978), (to be discussed
under Case Studies) insofar as all the mothers established a routinised dialogue when
picture labelling. There were, however, differences in style. The low-income
mothers were reported as not being future oriented or sensitive to the child's needs
and therefore did not enable rapid progression to more complex language use. As
Ninio pointed out, an important aspect of picture book reading which was given little
attention, 1s that it is ‘a source of enchantment and wonder’ (p.121) - perhaps a
significant contribution in respect of picture book reading to the early acquisition of
literacy skulls.

A 5 year longitudinal study by Wagner and Spratt (1988) was set up to investigate the
specific role of parental literacy and attitudes on children's literacy acquisition. It
involved 350 six-to seven-year-old Moroccan children and their parents. A socio-
democratic and attitudinal survey was administered. Parents’ beliefs on reading
habits, development and self-perception were ascertained within the context of their
children's academic and literacy development. Tests were given to children to assess
their reading abilities and metacognitive beliefs about reading behaviour and
attitudes. The results showed that although in some cases parental educational levels
secemed important, a full third of the highest scoring readers had parents who had
never attended school. Certain beliefs and attitudes of parents strongly predicted
their child'’s beliefs about reading achievement and were not directly related to -
parental educational levels or socio-economic status. Teachers and researchers
should concentrate on creating or maintaining, positive parental attitudes towards
literacy irrespective of the parents' educational or socio-economic status. This study
is significant to my research, for although the children in my study were younger,
many of the parents, especially the mothers in my survey of family literacy, were
unlikely to have attended school while others may have received several years'
education.
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In a four-year longitudinal study Weinberger (1996), investigated 60 children’s
literacy experiences and achievements from preschool to age seven. Information
about children’s literacy was collected when children were aged three, five and
seven. At age three, information was obtained by interviewing parents at home to
ascertain family background and family literacy activities at home. At age five,
assessments were made of children’s vocabulary, writing, letter knowledge, access to
stories at home and use of books. At age seven, updated information on families and
family literacy activities were obtained by interviewing both children and parents.

Weinberger found that literacy experiences at age three that impacted on children’s
later reading attainment were children’s knowledge of nursery rhymes, whether
children were library members, whether children were read to from storybooks, and
one of the greatest predictors was whether children had a favourite storybook.

Children reading well at seven were those who were involved in literacy activities at
home, saw their parents as models of literacy through their own engagement with
reading and had parents who had some idea of literacy teaching in school.

Weinberger concluded

It 1s how parents interact with their children on literacy, and the literacy
climate of the home, that is shown in this study to have an influence on
children’s literacy performance. (Weinberger, 1996, p.152).

Case studies and Ethnography

The following case studies range from those that provide in-depth information on the
early literacy activities of one preschool child to those that study 24 children. Some
have studied children over an aggregated week while others have studied children
over many months. One of the research strategies used in both case studies and
ethnography may be that of participant observer. Although no research can be value
free, researchers such as Shirley Brice Heath (whose main study involved participant

observation over a period of ten years), may have some impact on furthering
educational policy:.

A study by Taylor (1983) looked at six families with varied socio-economic and
educational levels representing diverse social and ethnic backgrounds. Taylor
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claimed that if literacy is significant in the parents' lives it 1s significant in the lives of
the children.

Taylor set out to develop systematic ways of looking at reading and writing as
activities that have consequences in and are affected by family life. Within the six
families chosen, a total of 15 children between the ages of 2 and 17 were studied for
sixteen months. Interviews, field notes and audio tapes were used. The influence on
their families of parents' own literacy experiences was studied as well as the
children's awareness of written language at home, school and in various social

situations. Taylor argued that literacy needs to be meaningful in a child's life.

In a later study, Taylor and Dorsey-Gaines (1988) examined four African-American
children’s literacy events in the context of their homes and families. All the children
lived 1n the same neighbourhood, were in the first grade and were successfully
learning to read and write.- Both field studies and ethnographic methods were used.
Taylor and Dorsey-Gaines found that socio-economic status and educational
attainment of the parents were not necessarily predictors of children's literacy
attainment. The results supported the evidence of earlier studies by Teale (1986) and
Wagner and Spratt (1986).

Studies by Purcell-Gates (1994) and Heath (1983) illustrated the different levels of
literacy in homes. Purcell-Gates (1994) took up the issue of the relationship between
what young children learn about written language in the home and their parents’
literacy levels and everyday uses of print. Twenty-four children between 4 and 6
years of age in 20 low socio-economic families were observed during their waking
hours in their homes and communities for an aggregated week. The researchers were
participant observers noting all the instances of uses of print within the homes and
families. They also asked the children to perform certain tasks designed to measure
critical language concepts that influence the degree of success young children
experience in early literacy instruction.

The results showed that relatively little print use was found in all homes, although
there were variations. Print was used mostly for daily living routines and
entertainment purposes. Text was used mostly in the homes for reading such items as
food coupons and container print. The next most used category of text was that found
in books, magazines and documents. (Pointing out print in the environment has been
a positive influence on children's awareness of print and early reading (Yetta
Goodman, 1986), but this does not appear to have been acknowledged here.)
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According to Purcell-Gates, children who begin formal literacy instruction knowing
more about written language concepts, come from homes where parents read and
write on their own at more complex text levels and who 1involve their children with
reading and writing. Parents who have lower literacy levels involve themselves less
in higher literacy skills and, reported Purcell-Gates, are unable to help their children
acquire the concepts at home that they will need at school. I would question this
view as there would seem to be many ways in which parents with limited literacy
skills themselves could influence their young children’s literacy learning (see Chapter
7). However, adult education programmes that focus on family literacy can positively
influence both the frequency of literacy events and of mother-child interaction in

literacy events (see Brooks, Gorman, Harman, Hutchison and Wilkin, (1996) to be
discussed later).

Heath (1983) reported an American ethnographic study. - She showed how the local
culture and traditions influenced the home literacy activities. -1 am interested in
finding out how the culture and traditions of the Pakistan1 origin community in my
research influence the children's literacy achievements. Heath aimed to pull apart the
linguistic features characterising the activities provided in each kind of home to find
out how children learn the skills and habits that make them good or poor readers and
writers, which in turn contribute to overall success in school. Three communities
were studied; Trackton - an African-American working class community, Roadwville -
a white working-class community, and a Mainstream Piedmont Carolinas community
made up of both whites and African-Americans. Her ethnographic study was spread
over 10 years. Her evidence was in the form of her own spontaneous observations of

parent-child interactions, field notes, tape recordings and the tape recordings of the
mothers in the Mainstream homes.

Results showed that children's engagement in frequent verbal interaction with parents
was a predictor of success in school. Trackton parents did not engage in frequent
conversations with their children; Roadville parents talked more with their
preschoolers than Trackton parents did; Mainstream parents, however, held more
sustained conversations than either the Trackton or Roadville parents and were the
only ones who tended to prepare their children for school and reinforce learning at
home. Neither Trackton nor Roadville parents maintained a pattern of success in
school but the Mainstream children, with few exceptions, did. Educators need to
communicate the importance of verbal interaction to parents of young children and to
be aware that children enter school with varying degrees of home literacy learning.
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However it is possible to influence parent's verbal and literacy interaction with their
children by providing literacy materials and gutdance as the following study shows: 1
have included the next report under ‘Case studies’ as there is minimal intervention,
although it could have been considered as an intervention study.

Heath and Thomas (1984) reported a study designed to discover what associated
behaviour and adjustments of verbal and non-verbal behaviour accompanied book
reading with a preschooler. In this case study they introduced literacy artefacts (with
minimal guidance) to a 16-year-old American mother and her two-year-old son from
the Trackton community. They observed and noted the verbal interaction and literacy
activities that took place and used the mother's written notes and audiotapes also in
their analysis. Results showed that book-reading provided new opportunities for the
adults in the home to talk with the child and changed their views on the traditional
roles of caregivers and children. An increased awareness of the child's language
development and new patterns of talking about language were created. This study
provides further evidence that educators can work effectively alongside parents, and
that parents need not be excluded due to deficit views of their limited education.

The next two studies, Ninio and Bruner (1978) and Baghban (1994), illustrate the
importance of book-sharfng activities with very young children. The study by
Baghban, also highlights the importance of sibling interaction. Parents, caregivers or
siblings may be involved in children's everyday literacy activities but may not fully
recognise the importance of the child's achievements. The importance of recognition
(Hannon, Weinberger and Nutbrown, 1991) is discussed in more detail later in this
chapter in the section covering ‘Intervention studies’.

Ninio and Bruner (1978) reported a case study of a very young child, tracking his
development over a span of eleven months, from the age of 8 months to 18 months.
They observed mother and child interaction with picture books over this period
remarking on the simple steps in a routinised cycle. These consisted of; one
participant getting the other to focus on a picture; attempting to get the other
participant to label the picture, and, if this is done; providing positive or negative
feedback on the performance; if this is not done, the first participant provides a label
for the picture. The researchers were impressed by the stability of the routine over
the 11-month period. The child progressed from trying to eat the book to entering
into a dialogue about the book. The mother was the stability, and the participation in
the ritualised dialogue, rather than imitation, was found to be the key feature through
which labelling was achieved.
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A later project by Baghban (1994) investigated sisters and brothers reading together,
and whether the reading interaction between two siblings, an older sister and a
younger brother, paralleled parent-child reading. Observations of the researcher’s
own two children started when her 8-year-old daughter showed pictures in a book to
her 3-day-old brother and ended one year after the younger brother read two books
consecutively to his older sister. Diaries, tape recordings, photographs and interviews
were used for data collection. As can be expected all reading sessions between
siblings did not go smoothly, but when they did the younger sibling paid attention and
learned fast, better than in reading interactions with adults.

Intervention studies

Intervention studies involving parents could be the subject of much controversy,
especially home intervention studies. One argument is that ‘home is home’ and

- *school 1s school’. Teachers working in homes can be seen as an invasion of privacy.
This can be overcome however, if parents are given the choice of participating ina
home-based intervention project. It was my intention to involve intervention in the
home and that my intended survey of home literacy should find out whether parents
were interested in working with teachers to enhance their children's literacy skills. As
shown in the study discussed earlier (Hannon and James, 1990), many parents were
not sure whether they were doing the right thing or were unsure what to do. The
following intervention studies all show that planned literacy activities and home-
school links can benefit the child.

Much of this evidence comes from intervention programmes in the United States.
Bronfenbrenner (1974) in his review of some of the high quality substantial
programmes noted that where intervention was focused on children in group settings,
there were substantial gains in IQ in the first year but these were not increased by
starting programmes earlier or by continuing them longer than one year. (These
programmes were not purely literacy development programmes but Bronfenbrenner’s
findings on involvement of parents are relevant to my study). He also noted the gains
faded quickly when programmes finished, especially for children from the most
deprived social and economic backgrounds. When, however, the intervention was
also focused on parents, substantial gains in IQ in the first year could be further
improved by continuing the programme. There were benefits for parents and siblings
too. The more successful forms of parental involvement deliberately offered support
to parents in their role as educators and avoided visitors to the home being seen in the
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role of 'experts’. In addition to home visits, some programmes held meetings in
school to enable further support and contact between workers and parents. Both
home and school based meetings were in my 1nitial plan for a programme of work
with a random selection of parents, if indeed, that should prove to be an option after

¢

consultation with parents.

A follow-up study by the Consortium for Longitudinal Studies reported by Lazar,
Darlington, Murray, Royce and Snipper (1982) investigated eleven well-designed
preschool intervention experiments in the United States. The benefits found years
later, included reduced likelihood of special education placement or being held back
a grade at school, high school graduation, employment, take-up of post-school
education and other social outcomes. The study also found, the more parental
involvement, the more positive outcomes. The implication here is, if preschool

intervention works for overall development, it should also work for preschool
literacy.

Recent Family Literacy Demonstration Programmes in the UK established by the
Basic Skills Agency and funded by the (then) Department for Education and the
Welsh Office have been evaluated by Brooks, Gorman, Harman, Hutchinson and
Wilkin (1996). The four programmes were based in areas of multiple deprivation in

Cardiff, Liverpool, Norfolk and North Tyneside. The overall aims of the programmes
WEre: |

- to raise standards of literacy among adults with difficulties and their
children and, |

- to extend awareness of the importance of literacy and the role of family
literacy. (Brooks et al., 1996, p.3)

Courses lasted 96 hours over 12 weeks and were provided for children aged three to
six and their parents. 96% of participating parents were mothers. On entry, parents’
literacy levels were low and children were severely disadvantaged by low levels of
development in vocabulary and emergent reading and writing. Parents learned how
to extend involvement in their child’s literacy development and worked on their own
literacy. Children were given extensive teaching in reading, writing and talk and in

joint sessions parents learned how to develop their skills so that they could also help
their child. |

The main findings showed that the overall aims to boost children’s literacy, parents’
ability to help their children and parents’ literacy were fulfilled. Children benefited
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by greater-than-expected average improvements in vocabulary and reading, not only
over the duration of the course, but in the 12 weeks after. In writing, the results
showed not only substantial average improvements during the courses and in the 12
weeks after but also in the next six months. Children therefore benefited in all three
aspects of language and the majority of children were better equipped for school
learning.

Parents’ newly learned literacy activities became firmly embedded in family practice
and parents had more confidence in their ability to help their children. The barrier
between school practice and home had been crossed and parents were beginning to
enjoy their success as they saw their children achieving.

There were benefits for parents too. 91% of parents completed the courses and
attendances were consistently high. Parents improved their own reading and writing
ability and 95% achieved accreditation. 52% of parents reported increased
confidence and at the end of the course 80% of parents planned to take up further
study. Twelve weeks after the course 70% of parents had done so.

All gains made by parents and children were sustained for at least nine months and in
many cases there were further improvements. Communication between parent and
child and parents and teachers improved markedly. - The agency’s model was shown
to be transferable to different settings.

The most common form of parental involvement is school-focused as it 1s easier to
justify in terms of teacher time, and easier to organise. However, the disadvantages
of school-located or school-focused parental involvement are that not all parents find
it easy to come into school. This could be due to work commitments, or as
previously mentioned, family commitments (young children, dependent family
members or domestic commitments, 11l health of the mother or lack of confidence.
Some parents, therefore, would be excluded and this exclusion would not be a
reflection on their lack of interest in their children. For parents who have not
attended school themselves or who have unhappy memories, school may not be the
best place to encourage their involvement. The home is their territory and, for many
parents, the place where they feel the most comfortable. This is an issue to be
considered 1n my research and I will take parents' views into account when
contemplating school-based meetings.
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Some studies of home-focused preschool parental involvement programmes address
such 1ssues as how teachers can influence parent-child interactions at home, whether
parents welcome such attempts, whether this would change the nature of home
literacy and most of all whether children's literacy development would be affected.

Swinson (1985) reported on a British study where parents of 3- and 4-year-old
children were encouraged to read to their children from books available from a
school. The level of home-reading rose from 15% to almost 100% in the school year.
At the end of the project the children who participated showed gains in oral
vocabulary and verbal comprehension. A follow-up study after school entry showed

gains in word matching and letter identification compared with a control group. In

the Calderdale Preschool Book Project, (Griffiths and Edmonds, 1986) reported how
parents were encouraged to borrow books from the project schools, the focus being
home leaming experiences of children.” Meetings were also held in school. Take up
was high over an eight-month period, parents and teachers' views were positive and
there were some gains in children's literacy development.

McCormick and Mason (1986) reported on a small intervention project in the States
where there was minimal parent-teacher interaction. Results proved that the mailing
of 'little books' to preschoolers before entry into kindergarten had some impact on
their literacy attainment at the end of the kindergarten year. Green (1937) described a
programme that enabled parents to help with their children's early writing. - Parents of
kindergarten children were shown three ways they could help their child (by writing
to children, by acting as scribe and by encouraging children to write themselves).
When compared with a control group there were measurable literacy gains for the -
children and positive responses from parents. -

Many of the intervention programmes focused on opportunities for reading and book-
sharing and fewer on writing or environmental print. ‘A project in Sheffield, England
(Hannon, Weinberger and Nutbrown, 1991), aimed to promote practical ways of
working with parents involving all of those aspects of literacy development using the
ORIM framework (Hannon, 1995). As well as providing opportunities for early
literacy development, it attempted to change parents’ interaction with their children,
increase parents’ recognition of their children's preschool literacy achievements and
increase awareness of how parents can act as models. No direct attempt was made to
measure children's increased literacy development. The project was designed as a
feasibility study with a qualitative evaluation.
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The overall findings were based on a range of data including field notes, examples of
children's work, records of book-borrowing, observations, and pre-programme and
post-programme interviews. Results showed that participation levels were hi gh with
no drop-outs. Parents welcomed the intervention and both they and the project team
found it meaningful. Some strands of literacy (environmental print, early writing and
book-sharing) were changed due to parents providing a model, providing
opportunities and recognising their child's literacy achievements. Home based
methods were more effective than school-based ones especially in booksharing.

The next section discusses in some detail an intervention project in Sydney, Australia,
initiated by Trevor Cairney (University of Western Australia).

A review of research by Trevor Cairney

Trevor Cairney’s work has been reviewed here in some detail as certain aspects of 1t
are similar to the 1ssues in the study I hoped to undertake, albeit that my study would
be with bilingual families. These include such issues as the research concerns culture
and recognises how certain groups in society can be dissmpowered; parents may have
received limited education themselves, be unsure of how they can help their child’s
literacy development and have a fear of the school setting.. Cairney also aimed to
break down barriers between home and school to enable teachers and parents to be
aware of how each uses literacy in their cultural practices.

The next section will discuss Trevor Cairney’s research with the ‘Talk to a Literacy
Learner’ (TTALL) programme in Sydney, Australia. Trevor Cairney's research has
some similarities with the work of Delgado-Gaitan (to be discussed in Chapter 3).
Although his research was not with bilingual families, it was culture specific. He
recognised how certain groups in society are disesmpowered and how some parents
through their own life experiences lack self-esteem and confidence. They may have
received limited education themselves and therefore feel they have no role to play in
their children's education and in particular 1n their literacy learning. In one of his
research projects he took up the issue of empowerment and literacy learning with
parents in an urban community in Sydney, Australia.

Cairney and Munsie (1995) reported on the Talk to a Literacy Learner' Programme

(TTALL), a parent training programme which was designed to focus on parents'
interactions with their children as they learn to read and write.
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Caimey and Munsie suggested that some programmes do not attract parents due to
parents' lack of self-confidence with schoolwork. Some have a general fear of taking
part in their children's learning and a fear of the school setting, possibly based on
their own experiences of school. Teachers' negative aftitudes towards parents and
parental participation can be another cause of failing programmes. Parents respond
to feelings of warmth and trust and will not feel comfortable if these are not present.
Furthermore, a middle class culture is found in most schools which influences views
on what literacy is and how it should be defined, but seldom takes account of the
diverse cultures in our society.

As Bourdieu and Passeron (1977) have pointed out, schools
inconsistently tap the social and cultural resources in society,
privileging specific groups by emphasising particular linguistic styles,
curricula and authority patterns. Thus, it should not surprise us that
specific cultural groups experience difficulties coping with literacy 1n
such a context. (Cairney and Munsie, 1995, p.393).

The way to break down barriers between home and school is to enable parents and
teachers to understand the way each uses literacy as part of their cultural practices.
Caimey and Munsie are clear that schools can then be in a better position to meet the
needs of famtilies while parents can be aware of school literacy.

Unfortunately, parent participation has all too frequently been seen as how parents
can help teachers rather than how teachers can help families. The 'Talk to a Literacy
Learner' programme initiated by Cairney and Munsie outlines one way of closely
involving parents in their children's literacy development while at the same time
developing closer links between home and school.

The TTALL programme aimed ‘to achieve a lasting effect on the nature of

parent/child interactions in order to offer long term potential for literacy growth'
(Caimey and Munsie, 1995, p.394).

The main site for the project was in an urban community in the western suburbs of
Sydney. The problems there were the same as those in many urban communities;
isolation, no family support, low participation in education, high unemployment,
drugs related problems, vandalism, crime and high instances of family breakdown.
The project was based in the local elementary school and nearby preschool. The
main purposes of the project were to:
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- increase parental participation in the literacy activities of their
children;

- change the nature of the interactions adults have with children as
they read and write;

- introduce parents (and their children) to a range of literacy practices
which are related to success in schooling;

- train community resource people who could be redeployed in a wide
range of community literacy activities; ¢ -

- raise community expectations concerning literacy and education; and
- serve as a catalyst for a variety of community-based literacy -
initiatives.  (Cairney and Munsie, 1995, p. 394)

The project had three clear stages designed to be implemented over a period of
eighteen months. Stage I aimed to identify and train 25 parents to be more closely
involved with their own children (aged 1-12 years) as they engaged in literacy
activities, using a range of literacy strategies and literacy practices related to success
in school and making use of literacy resources in the community. Parents were - -
expected to attend sixteen 2-hour workshops and to be involved in between-class
work with their children over a period of 8 weeks. A Community Literacy Training
Certificate was presented to all parents on completing the programme. Stage 2
involved training 15 of the initial group of parents to be more advanced literacy
tutors. Such parents would work in school with other children. Stage 3 aimed to
train selected parents from Stage 2 to act as community tutors. Fourteen parents were
trained to use a specially prepared pack consisting of six 1-hour sessions designed to

enable another parent and child to use some of the TTALL strategies in their own
home.

All stages of the programme involved training by the programme co-ordinator (Lynne
Munsie) and selected people from the university, school, preschool and the -
community.

On the implementation of Stage 1, fifty parents attended the first meeting, out of
which 235 expressed an interest to be involved in the eight-week programme. Only
one parent dropped out as she obtained a new job, which meant that she could not
attend the workshops.
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Parents decided the days and times of the twice-weekly morning meetings. Most of
the parents had left high school early and none had taken up any post-secondary
education. Some had limited literacy. Only one man attended the sessions, but no
reasons are given why men chose not to participate. The sessions in Stage 1 aimed
to develop parents' self-esteem, offered basic child development and covered issues
concerning reading and writing and ways in which they could help their children with
their reading and writing. Parents were also shown how to use the library for
research. At the end of each session, parents were encouraged to take part in a home
task, which would enable them to interact with their children in a range of literacy
tasks. Observation checklists were provided for parents to note their children's
achievements and progress. Although the content of the workshops varied, they kept

the same interactive style with opportunities for parents to talk with each other and
share their experiences. -

The 25 parents and their 34 children (aged 1-12 years) were the main subjects of the
evaluation of Stage 1. A control group for comparison purposes was created by
randomly selecting 75 students from all classes in the primary school. Both
qualitative and quantitative measures were used. Pre-tests and post-tests were held 8
months apart for all experimental and control students. These consisted of

commercial comprehension, vocabulary and spelling tests and a specially designed
test of reading attitudes.

All parents were interviewed both before and after the programme. These were
conducted as small group structured interviews, large group unstructured interviews
and individual interviews. Group interviews were also conducted with students and
staff and a written survey was sent to all parents at the end of the programme.

Observation techniques were used. Class, group and home interactions were
recorded in a variety of ways including video-taping, detailed field notes and the

keeping of a reflective journal by both the assistant principal and the programme co-
ordinator.

Nine major themes emerged:

The programme had an impact on the way parents interacted with their children.
Many parents (79%) felt strongly that the course had changed the way they talk to
children about schoolwork. Others (21%) felt less strongly but agreed it had affected
them.
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The programme gave parents new strategies when interacting with their children's
literacy and at the end of the programme 92% said they listened more regularly to
their children reading.

The programme helped parents to choose resource material and enabled them to help
their children choose books and use libraries more effectively.

Parents gained new knowledge. All the parents said they knew more about learning,
reading and spelling while 96% said they knew more about writing.

The parents' families were affected. Not only parents and children but families
generally were affected by the programme. Many (79%) said they organised their
homes differently so that they could help their children with their learning.

Parents shared their newfound knowledge outside the family. The impact on
extended family and friends was an unexpected outcome of the project.

Parents became more informed about schools. Most parents (88%) said they
understood better how schools worked.

T
Parents’ self-esteem and confidence grew. All parents showed increased confidence
and self-esteem. Evidence of this was shown in their willingness to share their
knowledge of the programme with others. : Nearly all parents (96%) said they felt
more confident working with their own children and 92% felt more confident when
working as a parent in school. Most (92%) said they wished to take up further
education -

Children's literacy performances, attitudes and interests were affected. The
qualitative data collected confirmed that children of parents involved in the project
had a more positive attitude to learning, were more confident in their reading and
writing, read more difficult texts on a more regular basis, read more widely and had
less difficulty with school work. The performance gains found for children were
particularly rewarding, as the children were not the main focus of the study. The
change in children's attitudes proved that parents did apply the strategies at home.
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The school and preschool were also affected by the programme. Parents taking part
in the programme became more involved 1n the classroom, with school activities and
in decision-making. Their fear of school had disappeared.

There was a change in teacher attitudes also. Teachers who had previously made
comments such as 'You'll never get these parents interested - no one will ever turn up.’
(Cairney and Munsie, 1995, p.402), showed some interest as the programme
progressed and finally held positive views about parental involvement in their
children's literacy learning. They began to discuss educational issues and concerns
with parents on a more regular basis.

TTALL also had some impact on community development, with parents forming a
cohesive group willing to become involved in school matters.

Caimey and Munsie (1995) claimed the TTALL programme clearly had an impact on
the parents and children. Parents found the programme to be extremely useful, while
the staff of the school and preschool gained new insights into the value of parental
involvement, especially with families whom they had dismissed as disinterested and
incapable of helping their children.

Over 100 schools across Australia took up the project, which suggests others believe
the programme achieved what it set out to achieve.

Discussion of Cairney’s work (Cairney and Munsie, 1995; Cairney, 1995)

There were certain gaps in, and issues that arose from, the TTALL (Talk toa
literacy leamner) programme discussed earlier. It seems that little, if any account was
taken of social and family home literacy in the programme. The emphasis was on a
school-based literacy culture that appeared to be interpreted as separate from and
unconnected with, family literacy. A vital strand was missing which could have
connected home and school literacy.

Although preschool was mentioned as being part of the programme and children aged
1-12 years were involved, emphasis appeared to be on research projects with older
children. This is confirmed in the post-programme surveys which showed that
parents new strategies included the use of personal spelling dictionaries (71%), paired
reading (54%) and editing their children’s work (50%). These percentages do not tell
us much unless they are related to the percentage of children in the project for whom
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such strategies were appropriate. Although 92% listened regularly to their children
reading there is no indication of the percentage ‘of parents who read aloud to their
children, an important indicator of later readlng achievement.

The programme produced positive outcomes but it appears to be restrictive and
within a didactic framework - a framework which does not seem to take account of
emergent literacy or of strategies for working with preschool children. Although
discussion and interaction were evident, this was within the programme content
which did not appear to ascertain, or take account of, literacy activities which parents
might already have been doing with their children, neither did it take account of the
wider literacy strands of oracy and environmental print. The programme also
excluded parents who, for whatever reason, were not available during the day.

Teachers changed their views of parents' ability to help their children but were no
closer to understanding the literacy leaming which was a natural part of the children's
and families' world outside school.

There is no doubt, however, that the parents became empowered to be part of their
children's school literacy development. They gained self-esteem and confidence,

which enabled them to pass on positive attitudes to their children and become
involved more in the school and its decision-making.

In contrast to the prescriptive approach of the 1990 TTALL programme, Cairney
addressed a range of i1ssues concerning literacy in his book Pathways to Literacy”
(Catrney, 1995). Throughout the book he argues that literacy is a 'complex cultural
practice' which ‘offers humans potential to make sense of their world and to share
understandings of others' (p.179). He pointed out, however, that such daily activities
as literacy could regulate and exploit, as well as being potential modes of resistance
and solidanity. However, while acknowledging that literacy can disempower as well
as empower, Cairney still argued that access to literacy is a basic human right and the
title of his book suggests that there are multiple 'pathways to literacy' which can take
each literacy user somewhere.

Nevertheless there were certain questions that he needed to ask:

Why is it that school literacy disempowers some and empowers others?
How must schools change in order to ensure that literacy is empowering
for all? What types of classroom environments permit all children to
gain access to the literacy practices which they need to take their place
in the world? ...
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Why is it that Aboriginal and Torres Strait Islander Australians still -

~ struggle to succeed in our education system? Why do they leave school
earlier? Why do they have higher rates of unemployment? What role
does education play in addressing some of these 1ssues, or perhaps even
acting to inadvertently sustain such inequalities? How i1s literacy

implicated in all this. (Caimney, 1995, p.181).

Such questions as these must surely challenge all researchers of literacy. There 1s a
challenge to teachers to cope with a changing world and meet its needs, but does the
school also have a role as preserver of a culture, and if so, which cultures?

Cairney suggested there is a challenge to develop partnerships with our communities,
but such partnerships are so often 'tokenistic', merely offering information about
schooling. He acknowledged that influences outside school affect children’s
achievements. Some explanations, he recalled, reflect the deficit model, and are
based on the misconception that some children receive 'good’ or ‘appropriate’
preparation for school, while others receive 'poor’ or 'inappropriate’ preparation.
Literacy learners arrive in school with unique social and literacy experiences that
should be recognised in the teaching methods and policy of the school.

OTHER INFLUENCES ON THIS STUDY

Hannon and Nutbrown (1997) evaluated teachers’ use of a conceptual framework for
early literacy education involving parents (the ORIM framework). They pointed out
that although most parents attempt to help their children’s preschool literacy, they do
not all do it ‘in the same way, to the same extent, with the same concept of literacy or
with the same resources’ (p.406). They argued that the variation in children’s literacy
achievements must be due to what parents do at home in the preschool years and that
part of the problem is that teachers are trained to work in the classroom. They are not
necessarily equipped conceptually to appreciate the children’s home school literacy
learning. As there has been little research into how teachers might influence
children’s literacy learning through parents they engaged in a project to introduce the
ORIM conceptual framework as a model for working with parents (see Appendix 1).

As can be seen the grid consists of strands of literacy and the concepts of parental
involvement. For the purposes reported here, the main strands of literacy are
environmental print, book sharing, early writing and oral language. Strands can
always be broken down further to create substrands and in the case of oral language
these could be broken down into storytelling, decontextualised talk, vocabulary and
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talk about written language. Hannon and Nutbrown (1997) reported that the

‘metaphor of strands is helpful in suggesting that these things are at the same time
separable and intertwined.” (Hannon and Nutbrown, 1997, p.407). Some of the
concepts parents can provide for children’s literacy development are outlined in
Figure 2.1

Fig 2:1
The ORIM framework

STRANDS OF EARLY LITERACY EXPERIENCE

Environ Books Writing Oral -
mental language

Opportunitics
15 T R B r v ’
FAMILIES 1Reoogniti0n
CAN

PROVIDE Interaction

Model

(From Hannon and Nutbrown, 1997, p.408, Figure 1)

Parents can provide opportunities by offering resources; encouraging children’s
literacy through play; drawing attention to environmental print; by encouraging their
knowledge of nursery rhymes; sharing books and stories, magazines, comics and so
on; by encouraging their use of libraries and taking them on visits. Also, parents, by
recognising their children’s achievements offer encouragement. By inferacting with
their children they encourage them to take the next steps. This could be through
informal or structured activities and could be in the form of pointing, discussion,
direct instruction or through play. Furthermore, parents also act as models of literacy

when children see them engaging in their own literacy activities.
Hannon and Nutbrown (1997) evaluated the conceptual framework as part of a joint

University-City project in the UK. This project, Raising Early Achievement in

Literacy (REAL) aimed to find ways of raising early achievement in literacy before
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children entered formal schooling at age five. Twenty-four schools participated and
six seminars were held. The average attendance was 31 teachers at each session. The
ORIM framework was used to find possible ways of working with parents.
Participants produced a range of ideas for all strands and in each element of

involvement.

Teachers were also invited to develop their own practice using the framework and

were invited to evaluate the sessions. The majority of schools went on to develop
some new work with parents eighteen out of 23 schools (only one dropped out)

indicated they would do something. All teachers felt the framework and the 1dea of
different strands made sense and for the majority of teachers the framework was
adequate. Teachers were also asked how useful it was as a model for working with
parents. Few negative comments were found and teachers at all schools except one
said they would use it in future work. It also changed practice as 18 out of 23 schools
had implemented and written up new work with parents by the time this phase of the
project had ended. The findings were sufficiently positive for professional
development with teachers to continue. Hannon and Nutbrown reported the ORIM
framework had developed into a practicai model that informed teachers thinking and
practice and appeared to have enabled change. The framework was subsequently used
in the design and evaluation of an 18-month early literacy project in an experimental
study. It was also used as the basis for planning and evaluation of the study reported

here.

This chapter has discussed; definitions of literacy and why literacy is important; the
term ‘emergent literacy’ and the influence of the home on young children’s literacy
learning. Research studies into home factors in children’s early literacy development
and later achievements have been reviewed. The main points to emerge of relevance
to my study areas follows.

1. The home 1s a powerful learning environment for the preschool child and
teachers must be aware that their contribution may well be limited
compared with that of parents (Tizard and Hughes, 1984)

2. Parents may be actively involved 1n their children’s literacy leaming and
would welcome advice but may believe that teachers are unhappy about
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involving them 1n their children's literacy development (Hannon and
James, 1990)

3. Many children from low-income families (in the Western world) do have
literacy experiences before school (Heath, 1983; Teale, 1986) and
parents beliefs and attitudes can predict reading achievement that was
not related to socio-economic status (Wagner and Spratt, 1988) or
parents’ educational achievements (Taylor and Dorsey-Gaines, 1988)

4. Older siblings can enhance a child’s literacy development (Baghban,
1994)

5. Early literacy programmes designed to work with families can benefit both
parents and children (Hannon, Weinberger and Nutbrown, 1991; Cairney
and Munsie, 1995; Brooks et al. 1996; Weinberger, 1996).

The 1ssue of cultural practices of the home, which may be different from the cultural
practice of school, has been taken up in this chapter in the review of Heath (1983).
This 1ssue will be discussed in the work of Hazareesingh (1994), Delgado-Gaitan
(1990, 1996), Gregory (1993, 1994, 1998), Huss-Keeler (1997), Blackledge (2000)
and Kenner (2000)in the next chapter.

Chapter 3 addresses the influence of the home on bilingual children’s preschool
literacy development.
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CHAPTERJ3

HOME FACTORS IN BILINGUAL EARLY
LITERACY DEVELOPMENT =

INTRODUCTION

This chapter focuses on home factors in eariy literacy deveiopment. It outlines my
theoretical stance on working with bilingual families and reviews the work of some
key researchers, in particular, Gregory (1993, 1994, 1998) who studied the influence
of the home on the early literacy development of Chinese and Bangladeshi origin
primary-age children; Delgado-Gaitan, (1990, 1991, 1993, 1996) who researched
issues of empowerment and literacy development with Spanish-Mexican children;
Huss-Keeler (1997) who investigated teachers’ attitudes, home literacy and the school
literacy learning of Pakistani origin primary-age children; Blackledge (2000) who
addressed issues of empowerment and social justice in Bagladeshi families and how 1t
1s possible to involve Bangladeshl origin parents in their children’s literacy learning in
school, and Kenner (2000) whose study concerns how parents with various home

languages can contribute to their children’s school literacy learning.

Many researchers have looked at homé factors in early literacy development (see
Chapter 2) but few, if any, have yet studied the influence of the home on the early
literacy development of emerging bilingual preschool children who are of Pakistant
origin and the impact of collaborative work with families in the home. In this study, I
want to focus particularly on collaborative work in the home with Punjabi or Urdu
speaking preschool children and their families who are of Pakistani origin but are
living 1n Britain. I have not found any other such studies. Because there are even
relatively few studies that focus on emerging bilingual primary-age children and their
literacy development, this chapter will be reviewing the work of some of the above
key researchers 1in some detail.

My theoretical stance on working with bilingualj families.

Empowerment, cultural identity, the impact of the Muslim religion on children’s
literacy experiences, the need to challenge the ‘deficit hypothesis’® and the
development of early literacy 1in Pakistani origin families are issues that I wish to
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address in this bilingual study. Effective liaison with linguistic minority families -..
requires recognition of their expertise in their home languages and families should be
enabled to support their children’s learning. Street (1997) addressed the issue of
treating language and literacy as soctal practices and suggested that they should be
studied ‘as they occur naturally in social life, taking account of the context and their
different meanings for different cultural groups’ (p.47).

Siraj-Blatchford (1994) pointed out that working with parents demands a sensitive -
approach and outlines specific issues surrounding black parental involvement. While
Klein (1993) suggested that black and ethnic minority families are becoming involved
in their children's formal education, Siraj-Blatchford argued that there are still many
ethnic families who are having difficulty coping with their everyday lives let alone
entering an institutional setting to be ‘involved' in their children's education. As she
stated, if families are also experiencing racism and discrimination, it 1s even more
difficult for black working-class families to become involved. If parents feel
disempowered and have little confidence, and in addition have received limited
schooling themselves, their poor self-esteem may make them feel they have little to
offer their children as educators. The role of educators and parenting is quite different
in some cultures and educators need to spend time explaining how parents can help
their children and how the child can benefit from this experience.- Parents need to be
able to trust educators before they can offer their active support. Siraj-Blatchford also
pointed out that some families do not understand the philosophy of preschool
education. Parents tend to base their understanding on their own early experiences. If
this meant being involved in formal literacy and numeracy activities the informal
learning through play of most early years' settings will need to be carefully explained.
Similarly concepts of child rearing are socially constructed and differ between
cultures. It is useful for educators to talk to parents to gain an understanding of what
childhood means to the different cultures. Educators working with ethnic minority
parents have a great deal to learn from parents, children and the community about the
similarities and differences in cultures which can only enhance the children's .
education and literacy experience.

In view of Siraj-Blatchford’s interpretation of the situation in many families, there is
surely a case here for educators to be reaching out to the community to build on and

enhance children’s literacy development.

Martin (1999) pointed out that the deficit hypothesis proposes that ‘emerging
bilinguals bring little or nothing’ to learning about literacy and that parents are seen as
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‘being ‘illiterate’ and not providing or being able to provide, literacy experiences for
their children’ (p68). ‘In line with other researchers (Delgado-Gaitan, 1990, Siraj-
Blatchford, 1994; Gregory, 1997, Martin, 1999) my study aims to challenge the
‘deficit hypothesis’ theory associated with becoming or being bilingual.

Street’s studies of Qu’ranic literacies in an [ranian village (Street, 1983); aLrgﬁed that
‘maktab’ literacy (literacy learned in the traditional religious schools or ‘maktab’,
where Mullahs delivered Qu’ranic learning) imparted certain skills. He suggested that
the skills learned during Qu’ranic teaching at the Mosque, (maktab literacy) enabled
understanding of the specific links between speech and print and the significance of
format, layout and conventions of presentation for meaning. This study aims to
research the experiences of children in their Qu’ranic classes and to find out about the
family literacy experiences in the home.

?-*' " T, ' g ; X LW ¥ ‘*—_._;.r

A REVIEW OF SOME RELEVANT STUDIES

As little research has been undertaken on the home factors influencing the literacy
development of Pakistani origin preschool children I will also review studies of other
bilingual children where there are factors relevant to this study. ‘Factors to be
discussed include bilingualism or multilingualism in the family and the effect on
children's literacy and language development, the perceived importance by the family
of the languages spoken at home, cultural practices which influence literacy in the
home and empowerment through home-school links.

This section will review studies, articles and readings that are relevant to certain
aspects of my research. Some are as early as the 1980's but nevertheless are worthy of
discussion. Some issues raised with other ethnic groups are pertinent to my research.
The work of Delgado-Gaitan, Gregory and Huss-Keeler are of such relevance to my
study that I will be providing detailed reviews and discusstons later in this chapter.

Titone (1985)
Early bilingual reading

Titone (1985) paid attention to early bilingual reading and asked the question "What

kind of relationship can there be between pre-school reading and the bilingual child?”
(Titone, 1985 p.70) He referred to work by Andersson (1981), who comments:
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If a monolingual child can get a headstart by learning to read before
going to school, why can't a bilingual child get a double headstart by
learning to read two languages before entering school? No one could
deny the educational importance of skill in reading: nor would many
deny the advantage of a knowledge of two spoken languages. The
theoretical advantage of knowing how to read and write in two
languages would seem to be self-evident, and yet rarely emphasised as
an objective 1n our schoool. (Andersson cited in Titone, 19835, p.70).

It must be remembered that this report was written two decades ago, but Delgado-
teach Mexican-American children to read in Spanish, (their first language), before
they learn to read in English. “

Andersson (1981), cited in Titone, (1985), attempting to study more clearly the
educational outcomes of early bilingual reading, presented three cases of preschool
biliteracy. He reported how one child learned to read in both English and Spanish,
starting to read at the age of 1 year 5 months. At the age of 3 years 8 months her level
of reading in both English and Spanish was at the level of the average first grader in
the second half of the term.

The results of two other English/Spanish speaking children in the same family were
reported. Both learned to speak Spanish and English early. At 18 months one child
was asking her parents the names of the letters in a Spanish alphabet book provided by
them. The other, however, took no interest in the alphabet until much later, but
absorbed words by association. Neither child read books of any length until they were
five but reading Spanish at home led to reading English when they entered school.

The progress in school was excellent for both children.

The early reading development of a Korean/English bilingual and biliterate child was
also reported. Because her development 1n Korean was 1n advance of her
development in English, her father decided to introduce her to reading in English to
prepare her for kindergarten. Through ‘Sesame Street’ on television she learned all
the letters of the English alphabet. Her parents taught her to read first in English,
while the language of instruction was Korean. Just before she became a first grader
she also learned to read in Korean.” |

Andersson (1981) remarked that far from being a double burden, learning to read in

two languages was a double joy for the children in these three bilingual families.
Similarities existed in the approaches of the parents in all three families: no pressure
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was placed on the child, the child's interests were followed, children were included in
conversation and activities and above all reading appeared to be related to a sense of
personal and social values.

Hazareesingh (1994)

Home culture in the classroom

A UK project described by Hazareesingh (1994) highlighted the importance of
drawing on children's own cultural experiences in school. A historical project was
described which drew on the family experiences of 5 and 6-year-old children from

Pakistani origin families and how the children's literacy activities were enhanced. As
Hazareesingh pointed out:

In the context of their family experiences, children's lives are full of

significant events, occasions, people, places, names, images, stories,
narratives, objects. (Hazareesingh, 1994, p.6).

The majority of the children spoke either Urdu or Punjabi. Parents were informed of
the project and were invited to share their knowledge, information and expertise.
They were invited to translate stories and provide information about the places and
countries the children came from, their journeys, travels and visits since settling in
Woking and the places and languages with which they were familiar.

An essential feature with Receptloan ear 1 chlldren was the use of stories told or read
in both English and Urdu at the beglnmng of the day. Chlldren were encouraged to
listen, speak, rememb.er, imagine and create. Stories were chosen which reflected the
cultural experiences of the children and which were available 1n their first languages,
enabling first language and bilingual storytelling. All the activities in the project were
conducted in both Urdu/Punjabi and English, enabling children to relate their
experiences in their first language. This project sought to avoid the deficit theory
which suggests that speaking another language other than English (especially a non-
European language) is a source of problems and difficulties in educational life. It
highlighted what can be achieved with an informed sensitive approach which takes
into account the cultural background of the children and their families.
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Gregory (1993, 1994, 1998), Gregory and Williams (2000)

Studies of Chinese and Bangladeshi children including cultural assumptions and
early years’ pedagogy

Gregory has conducted several interesting and revealing studies with minority groups,
some of which are reported here. In these she highlights the varying traditions of

educational practices in different cultures and outlines implications for practice in
schools.

A study of a Chinese family's perspective on early literacy

In her study of a Chinese child, Tony, Gregory (1993) showed how his family was
confused by the different reading practices in the British and the Chinese school.

In the Chinese tradition a child must learn to read and write individual words and
prove his competency in reading before he is given a book to read. Being presented
with a book to read is a reward for having gone through the process of learning to

read. To have earlier access to books would, in the Chinese tradition, devalue both the
book and the principles of hard work. A love of books comes after learning to read
and is not a prerequisite. In Tony's family books were placed well out of children's
reach and have a talismanic value.

Tony's teacher in the British school followed the British culture and practice of
providing good books to encourage the child to read influenced by psycholinguistic
theories. She followed the philosophy that we learn to read by reading, and
encouraged children to experiment, take risks and to 'try out' whole sentences.
Similarly, her approach to writing followed a developmental emergent literacy
approach, where children are seen as writers as they enter school and are encouraged
to experiment rather than be dependent on accuracy.

The difference between the Chinese school and the British school, reported Gregory,
was that the Chinese school is explicit about its teaching and learning practices so
parents understand their methods. It is not surprising then, in the absence of any
information that would suggest an alternative method of teaching and learning that the
family expected the same methods to be used by the Bnitish school. Tony's teacher in
the British school, however, implicitly expected the parents to understand and share
her view of leamning to read. No clear messages were shared with families and
children. It s clear then, if children are to overcome this diversity in teaching
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methods that certain strategies need to be adopted by the teacher. Gregory (1993) - -
outlined these as follows. '

1. A recognition that her interpretation of reading is only one amongst
many and 1s by no means 'natural’ but a result of her own literacy
practices and those legitimised by the school.

2. An awareness of literacy practices of the families of the children in .
her class and the recognition that these practices are of equal value to
her own (in the case of children of Chinese origin, this will mean a
realisation of the importance of the values of Confucianism which

stress a respect for parents and achievement in education).

3. An appreciation of the need to make children entering school with
different literacy practices explicitly aware of the features of the
practice she is initiating them into in school. Ultimately her task wall .
be a joint one of recognising and building upon children's literacy
practices from home and clarifying to them what 'counts’ as readlng in
school. (Gregory, 1993, p.58). ‘"

If such practices could be adopted whilst working with preschool children and their
families, parents would be well prepared for the literacy practices children would
encounter in nursery and school. It would be beneficial if such a programme were

continued in school for those parents who were not able to attend the programme 1n
nursery. -

Cultural assumptions and early years’ pedagogy: the effect of the home culture on
minority children’s interpretation of reading in school (Gregory, 1994)

Gregory (1994), considered the interpretation of reading brought by young
Bangladeshi origin children as they started school and contrasted this with that of their
teachers. She questioned the "universal relevance of western school-oriented
paradigms on how reading is learned and the role of the caregiver as mediator and
opposes those with a model of literacy drawn from non-western and non-school
oriented families" (Gregory, 1994, p.111). She pointed out how the reading
experiences of these children outside school contrasted strongly at every level with
their reading experiences in a British school.

An in-depth study of 32 families by Wells (1987) found that the most successful
predictor of reading success was the extent to which children listened to written
stories at home. However, as Gregory pointed out, attitudes to reading are not the
same in all ethnic groups. The religious significance given to reading in many Asian
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cultures contrasts strongly with the mainly secular view of literacy in Western society.
Similarly the methods of leaming and teaching reading vary greatly between the
cultural groups. Unfortunately this 'difference’ has been interpreted as a ‘deficit view’
of 'no reading' if the home does not reflect reading for pleasure. According to
Gregory, if appropriate children's books are not available, then an interpretation is
made of 'no reading material at all' being available and that interactive patterns which
do not fit the Western view, indicate to many educators that the child 1s not introduced
to reading outside school.

Gregory claimed that the emphasis on storybook reading in the United Kingdom has
limited the interest here in the literacy practices of other ethnic groups. Gregory
reports that detailed longitudinal studies have, however, been conducted elsewhere on
reading practices in developing countries (Scribner and Cole, 1981 on the Vai people
in Liberia; Street, 1984 in Iran; Wagner et al., 1986 in Morocco; Lewis, 1993 1n
Somalia and Probst, 1993 in Western Nigeria). There has also been considerable
research in the States on the reading practices of various ethnic and social groups
living alongside each other; Anderson and Stokes, 1984 on Hispanic and Black
Americans; Schiefflan and Cochran-Smith, 1984 on Vietnamese Americans).

Gregory pointed out that all these studies of various ethnic groups presented very
different interpretations of the purpose of reading from the western view of home
storyreading, where enjoyment is important. In all these studies the main purpose of
reading was 'utilitarian’' - a means to 'get things done', such as the reading of letters and
lists, reading official documents and transactions in the market place. In some groups
reading to fulfil religious commitments was of paramount importance.

It could be argued, however, that at least one UK study, while still including the
Western view of home story-reading, has also considered a wider framework of

literacy encompassing such ‘utilitarian’ purposes for reading. Furthermore, 1t has

encouraged parents to involve their children in such activities (Hannon, Weinberger
and Nutbrown, 1991).

Gregory claimed that what is missing is a picture of the reading activities which take
place outside school in the lives of young children who are from ethnic minority

gTOoupS.
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A study of Bangladeshi origin children (Gregory, 1994)

The following stu'dy reported by Gregory (1994) was concerned with Bangladeshi
ongin children and concentrated on data collected from six families living in
Spitalfields, East London. Data collection covered two years from the time children
entered Infant school at age five to age seven, the time when their Infant schooling
was complete. Equal numbers of boys and girls were chosen and two children did not
have older siblings, a significant factor when studying young children's early literacy -
achievements. The aims of the study were as follows.

1. To collect comprehensive information on reading practices of both
child and caregivers outside the English school and to analyse these in
terms of purpose, materials and participation structures.

2. To compare these with the practices the child is being initiated into 1n
the British Infant school.

3. Using this information to ascertain how far a child is able to draw on
existing organised knowledge to make sense of new tasks.

4. To organise In-service teacher education which takes these findings as
a springboard for the design of culturally responsive approaches to
initial literacy in school. (Gregory, 1994, p.115).

Ethnographic and ethnomethodological approaches were used including a minute-by-
minute analysis of the interaction taking place, longitudinal participant observation
and interviews. Both the project director and the research officer were well known to
both the families and the teachers.

Gregory reported that although only six families were studied, the unique nature of the
close-knit community provided some confidence that the findings could be generalised
to a larger group.

Almost all the families in the community in Gregory's study came from the Sylheti
region in Bangladesh. Their spoken language was Sylheti, a dialect of Bengali with no
written form. Many of the men had been in England for 20 years, but most of the
women joined their husbands about ten years later. The families had retained their
Bangladeshi culture, remaining isolated from the English language and culture.

Unemployment was high and those who were in employment worked together locally
as tailors or in the local restaurants.
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Life was mostly contained within the local community, revolving around the family,
the Mosque, neighbours and the shops. The neighbourhood reflected their strong -
commitment to the Muslim religion and culture. Even British television had not
impinged on their lives, with many families preferring to watch Hindi videos.:
Consequently the young children understood more Hindi than English on entering -
school at age five. The children were expected to attend evening classes to learn to
read and write standard Bengali. They also learned Arabic at Mosque classes so that
they could read the Qu'ran. These out-of-school activities tended to isolate them from
the Western world and its culture.

All the children in the project were of Bangladeshi origin. About a third of the -
teachers came from Bangladesh but were not from the same social class, did not share
the same religion and did not speak the Sylheti dialect.. All teaching was in English
and lessons took place as if the children were English speakers. 86% of the EAL
children in the district were not fluent in English, but they would be subjected to the
National Curriculum Tests in English at age seven. Not surprisingly the children's test
results were poor as they had limited English after only two years in school and most
Bangladeshi children were still achieving well below the national average at GCSE
level.

Gregory found that books were not in evidence in the children's homes and dual
language calendars were the only apparent reading material. Parents did not feel they
had sufficient literacy skills to help their children learn to read and hoped that their
children would ultimately teach them to read. ‘Four of the six children in the study
attended lessons 1n both Arabic and Bengali. Between six to nine hours per week . -
were spent on learning to read in the Community school, compared with two to five
hours in the English school.

In her study, Gregory (1994) compared the reading practices of the children in terms
of purpose, materials, participation and pedagogy. She found that the families'
purpose in their children learning to read English was to achieve success, a good job
and to avoid unemployment. Alternatively the English teachers saw reading as a
pleasurable activity, encouraged reading for pleasure and classed children as 'readers’
as soon as they were interested in books. In the children's community literacy classes,
literacy learning was seen as part of belonging to a culture. To be a good Muslim it
was important to be able to read the Qu'ran. Children were very conscious of their
progress and were rewarded for their achievements.
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Gregory also found, as could be expected, that the materials used in the teaching of
reading were very different in the children's different 'literacy worlds'. The English
teachers in the project used the 'real book' approach of learning to read. Reading
schemes were rejected as ‘boring’ compared with other quality books. In contrast,
Gregory found that books used in the Bengali and Qu'ranic classes were primers on
poor quality paper that had been received from Bangladesh. Children were expected
to describe the black and white illustrations in the Bengali book and, before
progressing to the Qu'ran, they had to learn all the different sound combinations
shown 1n the primers in Arabic.

Gregory's observations revealed an informal and relaxed atmosphere in the English
classroom that contrasted greatly with the formal, more structured approach in the
Bengali and Mosque classes. In the English classroom, children's experiences of
reading consisted of storytelling, experimentation and 'pretend reading’. Children
were encouraged to take risks and accuracy was not important in the early stages. In
contrast, in both the Bengali and Mosque classes, the lessons consisted of a test on the
previous lesson, then 'demonstration, practice, test. Children were not encouraged to
take risks, experimentation was not allowed and emphasis was on a step by step
pattern of sounding out letters, combining letters into syllables, syllables into words
and words 1nto phrases. If mistakes were made, children were given the correct
answer.

Children's perception of reading in the English school was that they play or 'play with
a book' but in the Bengali classes or Mosque school they ‘work, read and write'. The
teachers' attitudes to learning and achievement were also different. In the Bengali and
Mosque classes the teachers were sure the children would learn and master the tasks,
whereas in the English school, teachers expressed concern over the children's
achievements and the difficulties they experience.

What was the problem in the Bengali children's achievements in the English school?
Could there have been a ‘self-fulfilling prophecy’ here as observed in the study
reported by Huss-Keeler (1997) to be discussed later. Were teaching methods
inappropnate for these children, or the methods of testing and assessment? Could it
be that emphasis was on underachievement rather than what the children could do?
Was any value placed on the children's out of school learning, either in the home or
the community? It is interesting to note that the children said they preferred the
English school, so opportunities for motivation and success were there.
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Gregory (1994) claimed that ‘difficulties arise where there is a mismatch in
interpretations and a discontinuity between the language, discourse participation styles
and culture of the child and the teacher’ (p.119). She suggested that educators could
build on difference and home-school learning programmes could be based on what
carers were familiar with, rather than what the school felt tﬁey should understand. She
argued that instruction leads to development when young children learn in a formal
situation. Gregory claimed that children are seldom taught how to 'switch into'
specific knowledge, consequently they are more concerned with providing the right
answer than understanding the task in hand. She suggested that the Bengali children
would need tuition in how to 'switch into' such knowledge. If they did not receive
such tuition it was possible they would take their understanding of ‘work’, 'reading’ and
'play’ from their Community classes.

Other possible alternatives were offered; building on existing strengths by using the
children’s metalinguistic awareness; joint planning between the Community classes
and school; observation of the other's practice and teaching methods which could
result in the joint provision of teaching materials; home/school links with programmes
and matenals where parents could learn with their children.

Gregory suggested that those who share the same reading practices and discourse of
literacy (for example, 'school-oriented groups') were in danger of seeing their
interpretation as a 'natural’ one which did not need explaining. Other cultures,
however, (and in Britain two generations ago), very different interpretations were
made of what counted as 'reading’. Gregory concluded that our cultural assumptions
about what reading is and how it should be taught in school should be questioned and
that knowledge of children's literacy learning outside school is essential.

Siblings as mediators of literacy in linguistic minority communities (Gregory,
1998)

In a later paper Gregory (1998), addressed further issues pertinent to the British-
Bagladeshi community in Spitalfields, East London. However, before reporting on a
study on siblings as mediators of literacy, she discussed the current paradigm on
family and parental involvement in children’s reading development, some of which is
reported here.
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Gregory argued that models of parental involvement in reading in the UK are
generally based on four assumptions.

Assumption 1: Parents need to perform school-devised activities using
school materials and teaching methods. Successful parental involvement
means that school reading and learning practices should be transmitted
from school to home. Existing home and community practices are
consequently unimportant for involvement. (Gregory, 1998) p.34). .. .

Gregory outlined several studies that she claims have taken this transmissionist model
in the UK (Newson and Newson, 1977; Tizard et al, 1982; Hannon and Weinberger
1994 to name a few). She also claims that the transmissionist model 1s adopted by
many ‘family literacy’ programmes in the UK. Gregory pointed out, however, that
these models have been challenged by evidence from longitudinal studies detailing the

different but extensive practices found in non-school-oriented families (Heath, 1983;
Anderson and Stokes, 1984).

Auerbach’s socio-contextual model (Auerbach, 1989), presents a method where
educators consider the existing strengths in a family and how these can be built upon.
Gregory (1998) referred to at least two studies that have attempted this approach (Moli
et al, 1992; Gallimore and Goldberg, 1993). Similar studies, although unusual, are
emerging in the UK (Edwards, 1995; Gregory 1996b), showing that even young
children are engaging in formal literacy classes in the community. Taking up these
issues, Gregory challenges the assumption that only school practices are valid for home
reading programmes.

Assumption 2: The same home reading programmes are suitable whether
all the school 1s from an indigenous or first generation linguistic minority
background. Parents should be capable of helping children to complete
work whether or not they read English. (Gregory, 1998, p.350).

Gregory claimed that researchers in the UK have generally been reluctant to recognise
cultural differences in learning activities in ethnic minority families and considered a
number of factors that might be responsible for this. o

Since the deficit debate researchers have emphasised similarities rather than
differences in language used at home in different social classes (Wells, 1981) and
there has been emphasis on a child-centred approach, where the child is seen as an
individual rather than as belonging to a specific group. Gregory pointed out that such
a narrow definition of culture ignores the multiple literacies to be found in many
minority groups. | B

52



" -i " !"

However, as outlined in Gregory (1996a) and Hirst (1998), the many rich literacy
practices of minority groups are being revealed.

Assumption 3: Home reading programmes are for parental not sibling
participation. (Gregory, 1998, p.36) - ~

lr-“
&

Gregory argued that most reading programmes are aimed at parent rather than sibling
involvement. Gregory’s study to be reported here and a later study (Gregory, 2000)
show how siblings are involved in the younger child’s literacy development.

Assumption 4: The story-reading practice between parent and young child
as it takes place in western school-orientated homes is the most valuable
preparation for children’s early literacy development. Although children
may participate in other practices at home and in the community, these do

not init1ate children into crucial patterns for school success. . (Gregory,
1998, p.36).

Gregory pointed out how a number of longitudinal studies have found that a child’s
involvement with written narrative and story-reading promotes cognitive and linguistic
achievement as well as preparation for school literacy. A study by Wells (1987)
showed that children experience difficulties through lack of narrative experience
while Heath (1983) found that children’s inability to offer explanations impeded their
later reading achievement. Tizard et al (1988) claimed that a child’s knowledge of the
alphabet at school entry was indicative of later reading achievement, while Gregory
(1993) argued that early success depended on a child’s adaptation to the cultural
norms in reading lessons.

Gregory concluded her discussion on the current paradigm by suggesting that due to
the emphasis on parental involvement in literacy, the role of siblings has been
overlooked.

Studies of Bangladeshi children (Gregory, 1998; Gregory and Williams, 2000))

Gregory (1998) reported a study that took place in Spitalfields, East London with
British Bangladeshi children. Although the British-Bangladeshi men in the
community had lived there many years, the women had only joined them in the last
ten years. Families remained a close-knit community isolated from the English
language and culture. The three out of seven fathers were employed in the community
so there was no urgency to learn English. None of the mothers was employed outside
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the home. Mothers were literate in Bengali but only one was able to read English.
The older siblings were more familiar with schoolbooks and were according to -
Gregory more suitable ‘teachers’ of the younger children.

All seven children in the study were six during the school year and in the same class at
school (Year 1). All the children attended Bengali or Qu’ranic classes on at least six-

days a week and some on seven days. Parents had different preferences for classes for
their children.

The research team consisted of two members of staff from the local University and
two part-time research assistants, one of whom was Bengali/Sylheti speaking. A
combination of research methods were used including participant observation,
interviews and life histories. Data analysis involved comparing the nature of
‘scaffolding’ at home with reading sessions between the teacher and individual
children at school.

The research questions were:

L

1 What might teachers learn from siblings for classroom practice?

2 Are the siblings really very different ‘teachers’ from school-orlented’
parents? (Gregory, 1998, p.40).

The nature of scaffolding by older siblings

Gregory (1998) and Greg(;ry and Williams (2000) outlined strategies of scaffolding
used by older siblings when reading with six-year-olds.

1. Listen and repeat. the child repeais word by word after the older
sibling. |

2. Tandem reading: the ch11d echoes the 51b11ng S readmg, Sometimes
managing telegrapmc speech L |

3. Chained reading: the 51b11ng beglns to read and the Chlld continues
reading the next few words until he/she needs he]p again.

4. Almost alone: the child initiates reading and reads until a word is
unknown,; the sibling corrects the error or supplies the word; the child
repeats the word correctly and continues.

5. The recital: the child recites the complete piece. |
(Gregory and Williams, 2000, p.176)
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It was only after these five stages that the move was made from the child reading to
the sibling asking questions.

Gregory suggested that the children were combining strategies learnt 1n their English
mainstream school and those learnt in their Bengali and Arabic classes. She was then

interested to what extent these children could transfer their strategies to school and
how the teacher might build upon them.

Reading at school

The teacher in school also listened to the child read but there was no evidence of the
scaffolding and security provided by siblings. Children were expected ‘to puton a
performance without a rehearsal’ (p.47). Gregory suggests that in view of the solid
‘scaffolding’ provided at home it was not surprising that children took some time to
understand and obey the reading rules of school. She argued that teachers and
researchers could learn from the “sibling’ reading sessions. She compared the reading
strategies of mainstream caregivers and young infants and found very similar

interaction patterns to those provided by the siblings in her study.

Gregory concluded that the young children in her study owed much to their older
siblings and that educators can leamn from them.

A discussion of Gregory’s work

Gregory has highlighted many issues concerning the literacy development and learning
of children from minority groups. Her research studies, involving researchers,
teachers and mostly young primary children have implications for schools. She has
emphasised the need for teachers to learn from ethnic minority practices of teaching
literacy so that teachers are aware of and can build upon the home literacy practices of
these children. She argued that teachers should recognise that their method of
teaching is one of many and is by no means a “natural’ but a result of their own
literacy practices and training that has been legitimised by the school.

In the case of Tony, the Chinese boy and his family the teacher needed to be aware of
the values of Confucianism that stress a respect for parents and achievement in
education. As with the teachers of Bangladeshi children she also needed to make
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children and parents explicitly aware of the literacy practices in school, of the
classroom conventions and what counts as reading 1n school. Similarly teachers of
Bangladeshi children needed to be aware of the importance of Qu’ranic reading for
these children and their families and how they are constantly moving between the two
worlds of school and community practices. "+ +"

Gregory referred to the social-contextual and transmission models of family
involvement in children’s education (Auerbach, 1989) and advocated the social-
contextual model where teachers take on board the literacy practices of the home
rather than the transmission model where school practices are transmitted to the home.
The findings from Gregory’s studies with Bangladeshi families showed that reading
books were not in evidence in the children’s homes and mothers felt they had
insufficient literacy skills to help their children. The children’s literacy learning 1n
school 1nvolved storytelling experimentation and ‘pretend reading’. Accuracy was not
important and children were encouraged to take risks. In contrast in the Bengali and
Mosque classes, accuracy was important, children were not encouraged to take risks
and emphasis was on a routine of sounding out letters, combining letters into syllables,
syllables into words and words into phrases. When Gregory researched the manner in
which children experienced home literacy learning from their school books, 1t was not
surprising, considering the parents limited literacy and language skills in English, that
it was the older siblings who offered instruction.

The methods used by the older children involved a process of listen and repeat,
tandem reading, chained reading, almost alone, the ‘recital’and talk about text.
Gregory found that this was not so different from the interaction of ‘school oriented’
mothers with their young children but the interaction of teachers in school reading
activities lacked the support and ‘scaffolding’ offered by the siblings.

Gregory has shown us then, through her research that a two-way communication
between home and school is essential if minority group children are to get the most
benefit from their home and school reading practices. A child's home culture and
early experiences should be acknowledged, but at the same time children and families
should be introduced to the new world of school.

Two way links in preschool could enable families and children to benefit from shared
literacy practices which may enable children to more easily enter school with both
they and their families more informed. The work of Delgado-Gaitan to be discussed
next, clearly shows the educational advantages of children whose parents have been
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part of a preschool training programme for their children and how as a result of such
programmes, parents can feel empowered. -~ .

Delgado-Gaitan (1990, 1991, 1993, 1996) - - y S

Research with Spanish-speaking Mexican-American families - -

Over the last decade Delgado-Gaitan has undertaken research with Spanish-speaking
Mexican-American families in Carpinteria, a small residential community with a
population of about 12,000 approximately 20 miles south of Santa Barbara, California.
She examined various aspects in her research including bilingualism in the family and
the effect on children's literacy development, the perceived importance by the family
of the languages spoken at home, cultural practices which influence literacy -
development, parent mentorship and involving parents in their children's education
both at home and at school through a process of empowerment.

Carpinteria - the setting.

Of the 12,000 residents in Carpinteria, whites represented 67%, Mexican-Americans
31%, Asians 1%, blacks 0.5% and others including American Indians 0.5% (Delgado-
Gaitan, 1991). Fifty per cent of the Mexican-Americans were limited English-
speaking. The families emigrated to Carpinteria from major cities and small rural
areas in different parts of Mexico. Most of the parents had lived more than 10 years in
Carpinteria and their children were born there. Most of the Mexican-Americans were
from working class families with an average family size of six, including parents and -
children. The average age of the parents was 25.5 years.

Most of the men worked either in one of the few small industries or nurseries 1n
Carpinteria or on the many ranches outlining the area.  The Mexican- American
women also worked, mainly in the plant nurseries or in domestic jobs in the motels
and ranches. Census data revealed that the Mexican-Americans in Carpinteria were
over-represented in farming, fishing and the resort industry compared with their Anglo

counterparts.

There was an assumption that the families were poor and indeed, high rents had
caused a financial burden to many of the Mexican-Americans. Some families had
been forced to live with the extended family in small apartments. A few lived in small
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houses or on their own ranches on the outskirts of the town while others had -
purchased mobile homes to avoid exorbitant rents (Delgado-Gaitan and Ruiz, 1992).

Less than 25% of the immigrants had a high school diploma and less then 3.5% had a
bachelor's degree contrasting with 77% of US born adults who had at least a high
school diploma. The children usually became bilingual preferring English to their
native Spamsh By the second generation children spoke mostly Enghsh In recent
years the families were from the poorer rural areas of Mexico and the children had no
experience of school, did not wish to learn English and were not as motivated as the
children of the immigrant families of 20 years ago.

Four elementary schools, one junior high school and one high school made up the
Carpinteria School District which had just over 2,000 students, approximately 35% of
which were Hispanic and of that percentage, 40% were limited English speaking. The
Central District administration was exclusively Anglo with the exception of one

Mexican-American male who co-ordinated the Mlgrant Program and one Mexican
American Principal. o ~ .- ,

Families, schools and the role of the researcher -~

Delgado-Gaitan's research took place with families and in various schools in the
district. In her earlier work she used the pseudonym of Portillo for Carpinteria but
was later given permission by the school district to use Carpinteria. Pseudonyms were
kept to maintain anonymity for the schools. As a Mexican 1mmlgrant from a working
class background herself she explained how her cultural 1dentity was a key motivation
for her studying family-school relationships in the Mexican-American Spanish-
speaking community of Carpintenia. Although her research appears to have started
with a study of home-school relations and family literacy in the mid-1980's, she
recorded how her evolving role as an ethnographic researcher included being an
observer and active participant in family, school and community life. Her role
changed to that of facilitator "in a conscious, reflective process undertaken by
community members and between the researcher and the community” Delgado-
Gaitan, (1993) p.391. Her role as facilitator led her into a process of empowerment
with Mexican-American families through the emergence of COPLA, an organisation

led by parents which communicated with the families in the community, the schools
and the School District.
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She undertook various research initiatives in different schools in the district. It would
have been helpful, however, if she had provided more evidence on home literacy in
the Mexican families. Her view of literacy appears to be very school-oriented but she
does broaden her views to some extent by acknowledging that home-based literacy
such as letters and shopping lists can be meaningful especially to culturally different
pupils:

These activities (e.g. shopping lists, letters etc.) are excellent supporters of
literacy development. It is also hoped that the teacher included such
authentic literacy activities in her classroom, not only because they

occurred naturally and frequently outside of school, but also because
bilingual children show greater "investment” and manifest the upper range

of their abilities in such literacy activities. (Delgado-Gaitan and Ruiz,
1992, p.60).

It can be argued that such literacy based activities as shopping lists and letters are not
merely ‘supporters’ of literacy development but are part of literacy development.

In her ethnographic study of twenty Mexican American families living in Portillo
(pseudonym later abandoned for Carpinteria), Delgado-Gaitan described ways 1n
which the Mexican Spanish-speaking parents took part in their children’s home
literacy development and how they participated in school (Delgado-Gaitan, 1990).
She challenged the stereotype so often attributed to Mexican families in the United

States that can also be seen as a universal issue pertinent to many other ethnic
minority groups:

Mexicans (both students and their families) have been cniticized for
being passive, inactive and uncaring about education and unwilling to
participate in the educational system in the United States. Language
has been regarded as the one obstacle for limited-English-speaking
parents and held as a major source of student academic failure and the
inability of parents to assist their children at home. The Portillo study
allows us to see how some families, schools and one community defy
the stereotypic constraints and become empowered by their collective
work toward building educational opportunities for Mexican children
in the home and the school. (Delgado-Gaitan, 1990, p.1).

The twenty families in the study all had four things in common; a working-class

economic status, Spanish language, immigrant status from Mexico and all the children
started school 1n Portillo. Some of the children were born in Portillo whilst others and
all the parents were born 1n different parts of Mexico, living in isolated rural ranches
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on the outskirts of the larger cities. ‘The families had lived in Portillo between five
and thirteen years, some with extended family close-by.

Delgado-Gaitan's links with the Portillo District Special Projects' Director revealed
particular concern about the lack of Mexican parental involvement in schools and the
little knowledge held about family home culture. Parental involvement with literacy
appeared to be an appropriate area of research due to the concern for children's
reading achievement expressed by both school and families. Delgado-Gaitan strongly
believed that children could succeed academically regardless of family socio-
economic and socio-cultural background.

T '
4
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Theoretical assumptions and research design

Before becoming involved in the fieldwork, Delgado-Gaitan made certain theoretical
assumptions based on previous research, which set a baseline for data collection.
Issues concerning family activities and stereotyping of Mexican families were taken
into account. Family activities were established as all being legitimate because of
their culturally based nature. Parents based their child-rearing strategies on the need
for competence within their own group, such strategies being dependent on matenal
and human resource. The stereotyping of Mexican families in the US made 1t
essential that the study considered the cultural heterogeneity of the families, including
any socialisation characteristics which identified the group.

These theoretical assumptions were reviewed as the research progressed. The
following additional questions focused on school and home literacy.

1. How do teachers organise classroom literacy activities for low and high
achievers?

2. What are the different literacy activities in the home and what is the
parental role in these practices?

3. How do parents of children in the high and low reading groups compare
in their involvement with their children's school?

4. How do Spanish-speaking parents learn to participate in schools?
(Delgado-Gaitan, 1990, p.30).

An ethnographic design was chosen as the research method for two main reasons:
processes of social and cultural change were basic to the questions and, such topics
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demanded an ethnographic approach so that actual practices could be revealed.
Observation and interview techniques were the most used methods for data collection.
Video and audio recordings were made with written field notes. Census information
formed the main basis for demographic data collection although interviews were also
conducted with Anglo and Latino elders who had been born and still lived in Portillo
to supplement census figures.

Selection of children

The 20 second and third grade Spanish speaking students were selected from advanced
and novice reading achievement groups as determined by teachers and the Californian
Achievement Test standardised scores. Novice readers were at least one grade below
their respective grade in school and advanced readers were either at or above their

grade level in school. Eleven novice readers and nine advanced readers and their
families took part in the study. - - '

Advantages and disadvantages of the researcher

Being a Spanish-speaking Mexican herself and having grown up in a family similar to
those 1n the research, Delgado-Gaitan was in a position to build up trust and make
relationships with the families. However, being a Spanish-speaking Mexican woman
was both an asset and a liability in her research because of the cultural understanding
she brought to the research. Extensive triangulation was needed to ensure she had not
been biased or assumptions had not been made in her interpretation of the data.  She
acknowledged her potential biases and subjectivity and therefore shared as much of
the data as possible with participants to enable joint analysis and ensure accuracy.

The parents

Many of the parents had not been educated in Mexico and that contributed to their
feelings of vulnerability both at work and in their daily lives. However, they all
expressed the desire for their children to be well educated and to succeed in life.
Many parents attended English classes, as they believed a clearer understanding of
English would put them 1n a better position to help their children with their schooling.
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They also learned when they met collectively that there were advocates who could
enable them to help their children.

Parental participation models

Delgado-Gaitan outlined three levels of parental participation. Firstly, the Family
Influence model that is influenced by teachers who are seen as the experts, (this model
may be seen as a deficit model): secondly, the School Reform model that 1s influenced
by parents who learn to deal with the school and educators become more in tune with
families and the culture of the home: thirdly, the Co-operative Systems model where
the influence goes to and from the home, school and the wider community, (this has
similanties to the ‘wealth' model referred to by Wolfendale, 1996). Some
inconsistencies can be found in Delgado-Gaitan's work. Here we see the models of
parent participation referred to as the Influence model and the School Reform model,
(Delgado-Gaitan, 1990), but when discussing these in greater detail (Delgado-Gaitan
ad Ruiz, 1992) they are referred to as the Family Impact model and the School Impact
model. However, despite this, an interesting outline and critique of the various
models 1s provided.

Delgado-Gatain and Ruiz (1992) described how evaluations of the Family Impact
model of parental participation generally showed evidence of increased school
achievement by children but these programmes implied that families were deficient in
some way and that school could teach the "best family practices” (p.46) which
reflected the language and learning structures of the school. What they missed were
the unique learning environments of the families. By engaging in parent observation
these unique practices could be revealed. Delgado-Gaitan (1990) pointed out that
such studies tell us little of the parents' role outside the home and the effect on
children's academic achievements.

With the School Impact model she noted that while "parents were the basic ingredient
in a strong academic program of all students and particularly in the case of children
and families from the working class" (Delgado-Gaitan, 1990, p.53) and children in
these programmes showed academic gains, 1t was not revealed how parents changed,
how they became involved and how this translated into the children's increased
performance in test scores.
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The third model of parental involvement discussed was the Co-operative Systems
model where interaction is two-way and it was expected that school and home would
influence each other. Both accepted accountability for the common goals of students'
social and academic success through collaboration and mutual support. This model,
however, was not without its problems. While 1t claimed a model of equal
partnership, there was little evidence to support the notion that home influences
school. This model was close to the empowerment model adopted by Delgado-Gaitan
as there was an assumption that the home, school and community are inter-related and
there is opportunity for two-way empowerment. However, Trueba (1987) claimed that
the school has a particular culture that caters for the mainstream Anglo population.
This implied that parents of ethnic minority children needed to learn the culture 1n
order to access the system. Delgado-Gaitan and Ruiz (1992) therefore, argued that
Home-School Empowerment programmes fit best into a new category that
acknowledges the unequal status relationships and proposed to change them.

Problems to be overcome -

One of the problems that had to be overcome in working towards home-school
empowerment was the different perspectives of the teachers and the parents as
outlined in Delgado-Gaitan (1990). Teachers felt that parents were not interested 1n
their children's education and that language was a problem. On the other hand,
parents felt aggrieved that communication was not in their language and it was not
part of the immigrant culture to approach school. The researcher observed family
literacies in the home and literacy in the elementary school. School literacy was very
formal and exercises consisted of filling in blanks on worksheets that were taken
home to be completed. Some parents had difficulty in helping their children as they
either did not understand the task or did not have the skills to help their child. They
had little or no knowledge of how children were taught in school. Some felt isolated
and did not have the confidence to approach the school.

Some parents, however, had children who had been through kindergarten. The
kindergarten teacher held regular parent training sessions on various topics including
how parents might help their children's early literacy development. These parents

were not only empowered 1n how to enrich their children's literacy development but
they also had the confidence to approach the school.
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Delgado-Gaitan acted as a facilitator in forming a parent group (later known as
COPLA) in the elementary school to enable the more knowledgeable parents to help
those who did not understand the school culture or were afraid of approaching the
school and the teachers to seek advice. The parents invited the kindergarten teacher
and teachers into school. The group later expanded to include parents and teachers
from five schools. The question remained as to how the school would incorporate the
knowledge gained about the families into the school curriculum.

The preschool programme highlighted the effectiveness of institutions (the family and
the school) working together to overcome factors such as language, culture and class
that had previously been seen as constraints in enabling successful home-school links.
Positive effects in children's achievement lasted as long as four years. Two way
empowerment involving teachers and families was achieved as interaction was created
through advocates and facilitators.

Literacy and empowerment

i

A later report entitled Protean Literacy' (Delgado-Gaitan 1996) outlined Delgado-
Gaitan's decade of ethnographic study in Carpinteria, California (1985-1995).
(Delgado-Gaitan does not give a definition of Protean Literacy' but The Oxford
Illustrated Dictionary (1981) defines 'protean’ as ‘'vanable, or versatile'). She reported
how the Carpinteria Latino immigrant community interacted with the Euro-American
community on issues related to their children's literacy and learning.- She discussed
her role as researcher and facilitator with the Mexican Spanish-speaking community,
the schools and the key figures in the School District (some of which has been
reported earlier), and how she herself changed through her interaction and -
relationships with the participants.

On the 1ssue of ethnic research and democracy Delgado-Gaitan pointed out;

To build understanding and communication in an ethnically, racially and
linguistically diverse community requires a strong commitment and
dependable collaboration between families and schools if we are to
succeed as a democratic society. Ethnic research and in particular,
ethnography offers a window of opportunity for researchers to study
directions toward democracy. (Delgado-Gaitan, 1996, p.23).



Delgado-Gaitan's view of empowerment

Delgado-Gaitan's philosophy on empowerment was one of the driving forces in her
rescarch. She stated.:

Empowerment is not something that one does to another. No one can
empower someone else. Power, the pivotal construct in empowerment, is
inherent in every person as an inner source of knowledge, strength and
ability. The potential to exercise power resides within everyone and is
developed through one's life journey - dislodged every time we deal with
common 1ssues. (Delgado-Gaitan, 1996, p.3).

She also highlighted certain principles in the process that she termed empowerment.
These 1ncluded an essential critical ethnographic approach to understand literacy and
how empowerment works in ethnic and linguistic communities that have been under-
represented and isolated; an understanding that literacy is not only a process of
learning to read written text but about one's social position in the world; the
individual's resilience and ability to cope with continual change; education should be
the night of every member of society with the skills that will enable them to use it in

the light of their own personal experiences.

She pointed out that in our places of work or our homes we are often presented with
negative stimuli. These could be lack of money, demands from insensitive people or
complaints and criticism from people who lack empathy. We have two courses of
action. We can be negative by being angry, upset, sad, by giving up or by blaming or
we can be proactive by realising that we can choose our own response. In her work
she shows how the Latino families in Carpinteria were empowered through their
response to a collaborative approééh and collective efforts. She also showed how they
challenged the obstacles that had prevented them from becoming involved in their
children's literacy development.

A collaborative approach
Delgado-Gaitan reported on the importance of the collaborative approach.

Administrators, researchers, teachers and parents all worked together towards a
common goal - to create a learning environment for the children in the home, the
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community and the school. There were initially, however, different perceptions as to
how this could be achieved.

Certain key figures made a significant contribution and one of these was the preschool
teacher. She lived in Carpinteria, spoke Spanish and knew the culture and the
families. She made the parents co-teachers and showed them how they could help
their children at home as well as welcoming them into the classroom. Most of the
parents were not educated beyond fourth grade in Mexico but she t<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>