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Abstract

This paper reports the initial findings of a survey of family and home literacy

factors that may influence the development of phonological awareness skills for

preliterate English learners during the early acquisition phase of reading development in a

second language (L2). Preliminary findings are from the first year of a three-year

longitudinal study of the effects of an early intervention phonological skills training for

low performing, preliterate English learners in their first language (L1) to promote cross-

language transfer to L2 reading abilities. Family and home early literacy survey data

were collected from 247 families of kindergarten students enrolled in 13 English-only

and/or bilingual Spanish/English classrooms in three public school districts in Southern

California. Preliminary analyses revealed that Spanish was the predominant language

across family and home contexts. While SES and parent education levels were generally

low, families were involved in early literacy activities at home. There was variation in

the emphasis families placed on the type of literacy activities and the frequency of family

literacy engagement with their child. The results revealed high parental aspirations for

their child's reading and academic achievement in Spanish and English. There were

statistically significant differences between the family ratings of importance for their

child's language and literacy achievement in Spanish and English.
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Research on the cross-language transfer of phonological awareness skills for

English learners indicates that the development of proficiency in first language (L1)

reading structures may significantly influence reading acquisition in second language

(L2) reading structures (Durgunoglu, Nagy, & Hancin-Bhatt, 1993; Cisero & Royer,

1995). Individual differences in phonological awareness development in preliterate Ll

learners are among the strongest predictors of early word decoding abilities in their

primary language (Burgess, 1997). Specifically, young children's phonological

sensitivity to letter knowledge, rhyme, and the way in which words can be broken into

smaller phonological units reveals a powerful link to their later success in learning to read

(Baker, Fernandez-Fein, Scher, & Williams, 1998; Raz & Bryant, 1990).

Although there is emerging evidence about the predictive relationship between

phonological awareness and early word decoding ability in Ll learners, little is known

about the potential correlates between young children's development of phonological

awareness and the early influences of family and home literacy factors (Baker et al.,

1998; Burgess, 1997; Raz & Bryant, 1990). Moreover, even less is known about the

relationship of family and home literacy factors on L2 literacy development for English

learners who enter school speaking another primary language.

Studies examining the relationship between family and home literacy factors and

the development of phonological awareness skills have generally focused on global

measures of socio-economic status (SES) variables (Burgess, 1997). SES was found to

be moderately correlated to phonological awareness in preliterate children (Burgess,

1997). However, few studies have examined what variables constitute the family and

home literacy environment (Burgess, 1997). Our review of the literature found that there
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exists a paucity of standardized early home literacy measures. Non-standardized

measures reviewed for our investigation included: the Home Literacy Environment

Questionnaire (Burgess, 1997); the Home Activities Survey (Santos, 1998); and the Home

Learning Profile (Heath, Levin, & Tibbetts, 1993).

This paper reports the initial findings of various family and home literacy factors

that may influence the development of phonological awareness skills for preliterate

English learners during the early acquisition phase of reading development in L2. These

preliminary findings resulted from the first year of a three-year longitudinal study of the

effects of an early intervention L1 phonological skills training to promote cross-language

transfer to L2 reading abilities in low performing, preliterate English learners. Further

comprehensive, longitudinal analyses of family and home literacy variables and parent

participation with the early intervention components of the project will also be examined

as the investigation proceeds.

Method

Research sites. Data were gathered from 13 kindergarten classrooms in three

public school districts in Southern California. The type of kindergarten instruction

delivered ranged from English-only to bilingual in English and Spanish.

Participants. The sample was comprised of 247 families of kindergarten students.

The mean age of the 247 students was 5.29 years (SD = .51). Eighty-five percent of the

students were Latino, 5 % Caucasian, 5 % Other, 4 % Asian, and 0.4 % African

American. The students attended kindergarten for an average of 86.5 days at the time of

testing at year one of the three-year longitudinal study. Table 1 shows the selected

characteristics of the survey participant families and their children.
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Procedures. The families of participating children in the study were invited to

participate as respondents to our family survey. Survey data was collected from the

families by sending the surveys home with the students in their weekly school folders.

Parents were instructed to return completed surveys to their child's respective classroom

teacher in an enclosed envelope in order to protect their confidentiality. Completed

surveys were collected by project staff.

Instrument. The family survey instrument was developed specifically for the

purpose of this study. Survey items were constructed from the Home Activities Survey by

Santos (1998), the Home Literacy Survey by Burgess (1997), and from an extensive

review of the literature with an emphasis on identified family and home early literacy

variables (Baker, Fernandez-Fein, Scher, & Williams, 1998; Santos, 1998; Burgess,

1997; Scarborough & Dobrich, 1994; Payne, Whitehurst, & Angell, 1994; Chaney, 1994;

Raz & Bryant, 1990; Goldenberg, 1987). For an extensive review of the literature on the

influence of family and home factors on the development of early language and literacy

skills for Ll learners, see Scarborough and Dobrich (1994).

The survey items were constructed in four content domains: A) family

composition, SES, and language use (e.g. What language do you use most frequently to

speak to your child?); B) Family exposure and knowledge of print and media (e.g. How

often does your family read newspapers or magazines in Spanish?); C) Family-home

literacy practices (e.g. How often does your family teach the alphabet to your child?); and

D) Parental aspirations for their child's reading and academic achievement (e.g. I want

my child to learn to read in English).
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Data Analysis. A preliminary series of item analyses and reliability computations

was performed for the family survey instrument during the initial pilot and field testing

phase. The instrument was pilot tested with families in two kindergarten classrooms at

two public elementary schools selected as pilot sites for assessment and intervention

training. Revisions of the instrument were made based on comments solicited from

families and teachers about the readability and clarity of the items and the instructions for

the survey instrument.

Results

For the purposes of this paper, descriptive statistics and a preliminary analysis of

mean differences between selected variables are reported. Comprehensive analyses of

correlations between variables as well as results from multiple regression and factor

analyses will be reported in a future manuscript.

Family Composition and Language Use

Family Composition and SES. The mean household size reported by the families

surveyed comprised 2.5 adults and 2.5 children. Fifty-four percent of the families

surveyed reported a yearly household income of less than $19,000 dollars, which was

below the U. S. Census Bureau's 1999 annual weighted poverty threshold for a family of

five at $20,127. Demographic data on parent education level revealed that 56 % of the

parents received less than an 8th grade level education. Tables 1 and 2 show demographic

and descriptive statistics for family and language variables.

Language Use. Spanish was the most frequently spoken home language (55 %)

reported by the families followed by both Spanish and English (37 %). The families

indicated that Spanish (78 %) was the first language spoken by their child and Spanish
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(65 %) was also their child's most frequently spoken language at home. Moreover,

Spanish (49 %) was the child's most frequently spoken language outside of the home,

followed by English (40 %). Families indicated that Spanish (75 %) was the primary

language spoken with their child and caregivers.

Family Exposure and Knowledge of Print and Media

Table 3 shows the descriptive statistics for variables measuring family exposure

and knowledge of print and media. To determine if there were mean differences in the

frequency of family viewing of Spanish versus English language media and family

reading of Spanish versus English media (e.g. newspapers, magazines, books), paired

samples (2-tailed) t tests were used. The frequency of number of hours per day of family

viewing of Spanish language media (M = 2.7, SD = 1.2) versus English language media

(M = 3.5, SD = 1.1) was statistically significant (I = -4.7, df = 235, p = .00). Mean

differences between the frequency of family reading Spanish newspapers/magazines (M

= 1.8, SD = 1.0) and English newspapers/magazines (M = 1.7, SD = .9) yielded no

statistical differences (t = 1.0, df = 237, p = .29). The mean differences for the frequency

of family reading books in Spanish (M_ = 2.5, SD = 1.3) versus family reading books in

English (M = 2.2, SD = 1.1) were statistically significant (t = 2.5, df = 241, p = .01).

Family-Home Literacy Practices

Forty-nine percent of the families reported teaching alphabet letters to their child

every day, and 31 % of the families reported reading to their child daily. Thirty percent

of the families engaged in oral story telling and singing songs with their child every day,

and 27 % of the families surveyed played rhyming word games daily with their child.

Sixty-three percent of the families reported teaching their child to write his/her name
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every day, and 61 % of the families indicated that they taught their child to count on a

daily basis. Table 5 shows the descriptive statistics of the family and home literacy

variables.

Family Aspirations for Their Child's Reading and Academic Achievement

Language. Families in this study responded with uniformly high aspirations for

their young children's reading and educational achievement. Of the 247 families

surveyed, 95 % of the families ranked as "very important" that their child speak English

well while 74 % of the parents ranked as "very important" that their child speak Spanish.

To determine if there were mean differences in family ratings of importance for their

child to speak and learn to read in Spanish and/or English, paired samples (2-tailed)

t tests were used. Family ratings of importance for their child to speak Spanish (M = 3.7,

SD = .6) versus English (M = 3.9, SD = .2) yielded statistically significant differences

(I = 6.9 , df = 233 , p = .00).

Reading. Family ratings for their child's reading achievement revealed equally

high aspirations. Ninety-six percent of the families expressed enormous importance that

their child learn to read in English, and 75 % of the parents attributed the same level of

importance for their child to learn to read in Spanish. Mean differences between the

families' ratings of importance for their child to learn to read in Spanish (M = 3.7,

SD = .6) versus learning to read in English (M_ = 3.9, SD = .3) were statistically

significant (t = 6.7, df = 233,1? = .00).

Academic achievement. The families in our study expressed high aspirations for

their young children's educational future. One hundred percent of the surveyed families

indicated as "very important" that their children's education prepare them for the their
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These significant differences in family viewing of TV media and book reading in Spanish

and English may be explained in part by the finding that Spanish was identified by the

families surveyed as the predominant home language. There was a variation in the

emphasis placed on the type of literacy activities and the frequency of family literacy

engagement with their child. While SES and parent education levels were generally low,

families were involved in early literacy activities at home with their children.

Families in this study reported uniformly high aspirations for their young

children's reading and academic achievement. Some of the families' aspirations yielded

statistically significant differences in the following areas: family ratings of importance

for their child to speak Spanish versus English; and family ratings of importance for their

child's reading achievement in Spanish versus English. These findings may suggest

families valued the importance of language and literacy acquisition in both Spanish and

English, however, their expectations for their child's language and reading achievement

in English were paramount. Further comprehensive, longitudinal analyses of these

family and home literacy variables will be examined as this investigation proceeds.
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Table I.
Background Characteristics of the Survey Participant Families and their Children
Respondents Number % Child Number %

Relationship to Child Ethnicity
Mother 172 72 African American 1 0.4
Father 44 18 Asian 9 4
Mother and Father 19 8 Caucasian 11 5
Other Family Member 5 2 Caucasian-Latino 4 1

Latino 201 85
Parent Education Level Other 11 5
No schooling 1 0.4
Elementary-6 grade 72 31 Child Age
7-8 grade 59 25 5 yrs. 178 72
9-12 grade 58 25 6 yrs. 67 27
1-2 years of college 26 11 7 yrs. 1 0.4
3-4 years of college 10 4
College graduate or higher 7 3

Child Gender
Yearly Household Income Female 111 45
Under $15,000 85 37 Male 134 55
$15,000-$19,000 40 17
$20,000-$29,000 56 24 Preschool Attendance
$30,000-$39,000 24 10 Yes 108 46
$40,000-$49,000 11 5 No 129 54
$50,000-$59,000 3 1

$60,000-and above 11 5

NOTE. Some percentages do not add up to 100% because of missing data.

12
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Table 2.
Descriptive Statistics for Family Composition and Language Use

Variable Mean SD

Number of Adults at Home 2.5 1.1
Number of Children at Home 2.5 1.1
Languages Spoken at Home 1.8 1.0
Child's First Language 1.3 .6
Child's Most Frequently Used Language at Home 1.4 .7
Child's Most Frequently Used Language Outside of Home 1.6 .7
Survey Respondent's Most Frequently Used Language with Child 1.3 .6



Table 3.
Descriptive Statistics for Family Exposure and Knowledge of Print and Media

Frequency of...
Variable Mean SD

Computer Use by Child 1.3 .7
Family Viewing of Spanish-Language Media 2.7 1.2
Family Viewing of English-Language Media 3.1 1.1

Family Reading Spanish Newspapers/Magazines 1.8 1.0
Family Reading English Newspapers/Magazines 1.7 .9
Family Reading-Books in Spanish 2.5 1.3
Family Reading Books in English 2.2 1.1

14



Table 5.
Descriptive Statistics for Family Aspirations for Child's Reading and Educational Achievement

Importance that my child...
Variable Mean SD

Speaks English 3.9 .2
Speaks Spanish 3.7 .6
Learns to Read in English 3.9 .3
Learns to Read in Spanish 3.7 .6
Education Prepares for the Future 3.9 .6
Completes High School 3.9 .1

Attends College 3.9 .3

15

16



U.S. Department of Education
Office of Educational Research and Improvement (OERI)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)

REPRODUCTION RELEASE
(Specific Document)

I. DOCUMENT IDENTIFICATION:

ri-001-4 7 (.14 7
AERA. .®

ERIC

fkmiii t-va rvvI 1,11-cvm,41 Pricutr t,t zi 144)34 6.0.04
411.1 LeJwl tie t,5 ite-/- /44 -4) te

Autlib(ii:.' W1-1;ii-C/ eitiirk; T.
)

Gc-yhei it-44
.7 I

Publication Date:Corporate Source:

II. REPRODUCTION RELEASE: "

. In order to disseminate as widely as possible timely and significant materials of interest to the educational community,,documents announced In the
monthly abstract journal of the ERIC system, Resources in Education (RIE), are usually made available to users in microfiche, reproduced paper copy,
and electronic media, and sold through the ERIC Document Reproduction Service (EDRS). Credit is given to the source of each document, and, if
reproduction release is granted, one of the following notices is affixed to the document.

If permission is granted to reproduce and disseminate the identified document, please CHECK ONE of the following three options and sign at the bottom
of the page. .

The sample seeker shown below will be
affixed to all Level 1 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL HAS

BEEN GRANTED BY

\e

s30
TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER (ERIC)

Level 1

Check here for Level 1 release, permitting reproduction
and dissemination In microfiche or other ERIC ardilval

media (e.g., electronic) and paper copy.

Sign
here, -
please

The sample sticker shown below will be
affixed to all Level 2A documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE, AND IN ELECTRONIC MEDIA
FOR ERIC COLLECTION SUBSCRIBERS ONLY,

HAS BEEN GRANTED BY

2A

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2A

Check here for Level 2A release, permitting reproduction
and dissemination In microfiche and In electronic media

for ERIC archival collection subscribers only

The sample sticker shown below will be
affixed to all Level 28 documents

PERMISSION TO REPRODUCE AND
DISSEMINATE THIS MATERIAL IN

MICROFICHE ONLY HAS BEEN GRANTED BY

2B

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)

Level 2B

Check here for Level 2B release, pemffiting
reproduction and dIsserrination in microfiche only

Documents will be processed as indicated provided reproduction quality permits.
If permission to reproduce is granted, but no box is checked, documents will be processed at Level 1.

I hereby grant to the Educational Resources Information Center (ERIC) nonexclusive permission to reproduce and disseminate this document
as indicated above. Reproducticin from the ERIC microfiche or electronic media by persons otfier than ERIC employees and its system
contractors requires permission from the copyright holder. Exception is made for non-profit reproduction by libraries and other service agencies
to satisfy information needs of educators in response to discrete inquiries.

04 P14 1/1-- t.1,1 041
Organization/Address:

19voi aA-- Lit PickvA utiiveAfioli
. 4ift.vtiN7 15/LtrIVA./vot_...

Prided NamerPositiorVTitle:

MAK-CA beN/0E-y
FAX

SM7.6q 3 5-9
E4Aail Address: Date: SOP)

(over)



HI. DOCUMENT AVAILABILITY INFORMATION (FROM NON-ERIC SOURCE):'
. --, >,-...,,,,,, .,:,. i,..2.,,-,

If permission to repiodike is not granted to ERIC, Or,if you wish ERIC to' ate the'availebility of the document from another si:itirce , please

provide the folkt1N infoernatibifregarding the availability of the'document. (ERIC will not announce a document iinlesi if le publicly

available, and a dependable source can be specified. Contributors should also be aware that ERIC selection criteria are significantly more

stringent for documents that cannot be made available through EDRS.)
V.

. .
'.. ' ''... !,-tif: 'IA

Publisher/Distributor.

Address:

Price:

Y.*

.4

, 111,4

t.1 ;VI

.1

-2'

IV. TO COPYRIGHT /REPRODUCTION RIGHTS .HOLDER:..p,

nameIf the right to grant this reproduction release is held by someone other than the addressee, please provide the appropriate name and

address: --- - ", 7:,2'*.i? ,3 '211

i . .
.')jr,'.- p.e1c.1

Name:
'7 0.'+;-'

....rLof .-W,

Address: .

71f.",Vi3.± 7.^:t3

.- :4 .7. 7 ,

..f114

.

V. WHERE TO SEND THIS FORM:

Send this form to the following ERIC Clearinghouse:
University of Maryland

ERIC Clearinghouse on Assessment and Evaluation
1129 Shriver Laboratory
College Park, MD 20742

Attn: Acquisitions

However, if solicited by the ERIC Facility, or if making an unsolicited contribution to ERIC, return this form (and the document being

contributed) to:
ERIC Processing and Reference Facility

1100 West Street, 2" Floor
Laurel, Maryland 20707-3598

Telephone: 301-497-4080
Toll Free: 800-799-3742

FAX: 301453-0263
ericfac@Ineted.gov

WWW: http://ericfac.plccard.csc.com

EFF-088 (Rev. 9/97)
PREVIOUS VERSIONS OF THIS FORM ARE OBSOLETE.


