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ABSTRACT

This paper focuses on the importance of emergent literacy instruction with
pres ool popt itions. Emergent literacy refers to the early developmental stages of
reading in preschool children and focuses on strengthening pre-reading skills. This paper
describes best practice for survey development as well as recommended changes to the
me odology of a previous study. The paper also describes changes made to improve the
previous emergent literacy survey and concludes with a discussion of how the results of

the survey could be used to improve emergent literacy instruction for preschool children.
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CHAPTER 1
INTRODUCTION

Learning to read is one ¢ the most important accomplishments of a person’s life
and one’s ability to read is often necess 7 for success both in school and throughout
one’s lifetii : (Reschly, 2010). Because of the importance of reading, many national
organizations have been created to assist parents and educators as they teach children to
read. Two of these organizations, the International Reading Association (IRA) and the

itional Association for the Education of Young Children (NAEYC) jointly wrote a
position statement describing developmentally appropriate practices for preschool-aged
ch lIren. These national organizations have recognized that the preschool period is a
critical time to learn the skills at later develop into reading. Emergent literacy is
defined as “a term that denotes the idea that the acquisition of literacy is best
conceptualized as a developmental continuum with its origins early in the life of a child,
rather an an all-or-none phenomenon that begins when children start school” (Bowman,
Donovan, & Burns, 2001, p. 186).

The most important time for ch Iren to develop reading skills is from birth to age
eight (NAEYC, 1998). It is during this critical period that educators begin to identify
chil en who may have a higher risk for experiencing reading difficulties. Early
identification of reading difficulties is important both for schools and children. One goal
of educational professionals is to reduce the number of children who are significantly
below grade :vel peers in reading skills. It has been suggested that early intervention for

reading difficulties could be a cost-effective way to reduce the number of children



referred for special education services in schools (Justice, 2006). In addition, children
may have more positive school experiences if they are able to be successful academically
in school.

A natural place for emergent literacy instruction to occur is in preschool learning
centers. A number of fferent preschool programs are available for parents to choose
from, including Head Start and the preschool programs funded by local school districts.
Private preschool programs are also an option. Researchers have examined the teaching
strategies tt  can be most effective in the preschool populations.

Presc ol programs can assist students in laying the literacy groundwork for the
sk s the child w need in elementary school. During preschool, children gain literacy,
social/emotional, and academic skills (Mashburn, 2008). For some students, the
educational services and support they receive in preschool programs can prevent later
academic difficulties and special education identification. Students who begin
kindergarten without sufficient literacy background knowledge are more likely to be
identified for special education services (Whitehurst & Lonigan, 2001).

Children who are immersed in reading activities at an early age continue to have
the potential for reading success in the classroom throughout their educational
experiences (Wasik, Bond, & Hindman, 2006). The current belief among educators is
that it is never Ho soon to begin literacy instruction, and reading development is
especia 7 importar during the preschool years. Teachers and other professionals who
work in schools are focused on identifying children who show signs of having a learning

disability so that the ch Iren can receive the additional instruction needed for later



academic success (Skibbe et al., 2008). Through professional development opportunities
and further education, teachers learn best practice and research-based instructional
methods that best teach emergent literacy skills to preschool-aged children.

The qui ty of preschool reading programs varies widely and as a result, children
enter kindergarten with an extensive array of pre-reading skills. While some students
enter kindergarten after excellent preschool experiences, other students have been
enrolled in lower quality preschools. Some children, usually from low economic areas or
high n 1ority areas, have not been able to attend preschool. Children who have not had
an opportunity to attend preschool may be behind their peers — academically,
behaviorally, and socia - (lowa Department of Education, 2009). In an effort to give
children an equal o] ortunity to attend preschool, states are funding public preschool
programs. Preschool programs not only teach pre-literacy and early math skills, but also
can help children develop social and emotional skills (Iowa Department of Education,
2009; lowa Department of Human Services, 2006). In an effort to increase the number of
Iowa ¢/ dren attending quality preschools, former governor Chet Culver signed House
F :877 in May 2007 to estal  sh the Statewide Voluntary Preschool Program for 4-
Year-Old Children. The curriculum for this program includes 10 areas, one of which is
early literacy.

The National Institute for Literacy published a report in 2008 that described the
skills that would predict children’s later literacy achievement. According to the
Developing Early Literacy report, the top six areas that had the greatest predictive

relationships wi later reading ability were alphabet knowledge, phonological



awareness, rapid automatic naming (RAN) of letters or digits, RAN of objects or colors,
writing, and phonological memory (National Institute for Literacy, 2008, p. vii).
Additional skills that had a lesser impact on literacy achievement later on were concepts
about print, print 10wledge, reading readiness, oral language, and visual processing.
Collectively, when these 1 areas are integrated into preschool programming, the
students will be learning skills that will prepare them for literacy success for the rest of
their educational car  ; (National Institute for Literacy, 2008).

As states design curriculum for preschool programs, educational professionals
must consider the skills that will promote students’ reading success in the future.
Because ol 1e importance of preschool, it is important for State of lowa officials to
ensure that qui 7 preschoc programming is offered. If students do not attend
preschool, they may come to kindergarten unprepared and lacking needed foundational
skills. Preschool programs can offer children the opportunity to have exposure to print as
well as trips to the library, the zoo, and other developmentally appropriate activities.

Examining current preschool instructional practices will assist state officials in
improving the quality of preschool programming. After gathering information, the state
can plan profession: development for preschool teachers in the instructional practices
that are not commonly used but important for emergent literacy development. This will
give teachers the oppo 1nity to learn and practice research-based strategies appropriate
for the preschool age. Along with professional development opportunities, state officials
could develop websites as well as pamphlets and booklets that describe and give

examples of emergent literacy instructional practices. As a result, the state of lowa can



offer preschool children excellent early childhood education that lays the foundation for
literacy instruction in elementary school. When children enter kindergarten, they will
have the readiness ski :to be successful learners at the next level.

Purpose of Study

This paper is a follow up to a previous study conducted by the author. The initial
study sought to discover which emergent literacy activities were used the most often in
preschool programs  lowa. However, the survey data did not answer this research
question e/ pendix A for Results and Discussion sections from the original study).
This paper wi provide a revised research method to better answer the original research
questions. ... new method will include a revised survey developed using best practices
of survey development. The revised survey will integrate emergent literacy
recommendations from e Hawken, Johnston, and McDonnell (2005) study and the
recommendations of the itional Institute for Literacy (2008) publication.

Research Questions

The researcher’s original goal was to answer the following question, “From the
given list of emergent literacy activities, which research-based activities do preschool
teachers report using most often during emergent literacy instruction?”” The research
questions for the current proposal have been revised to include more specificity. The first
revised research 1estion is: What literacy strategies and activities are preschool teachers
in the 4-year-ol preschool program in lowa using and do these literacy strategies match

best practice? The second revised research question is: Do preschool teachers in the 4-



year-old voluntary preschool program in lowa use read aloud (dialogic) reading strategies
ina way at is consistent with est practice?

This paper wi  provide the revised research proposal as well as an overview of
literature re 1te to st practices of survey development. Chapter 2 will provide a
definition of emergent literacy, along with a description of the components that make up
emergent literacy instruction. Next, early reading interventions are considered, with the
focus on ch lIren in preschool. Interventions that can be implemented in both the home
and hool wi be discussed. Following the review of literature, Chapter 3 will describe
best practice methods in survey research. Chapter 4 will propose an appropriate follow
up study base on the research questions and the best practice guidelines. Chapter 5 will
describe the improvements made to the initial survey and will discuss the information

that would e learned from the revised survey.



CHAPTER 2
LITERATURE REVIEW

School administrators across the United States are concerned about student
achievement as well as improving scores on national tests. Early education is now seen
as vital to elp ensure that children are given the opportunity to learn literacy and math
concepts before the kindergarten age, especially for children who are at greater risk for
falling behind pe ;an expected :vel of achievement (Schickedanz, 2003). In May
2007, former lowa governor Chet Culver signed House File 877, which authorized state
and fe 1. money to fund state preschool programs for 4-year-old children. lowa’s
Statewide Voluntary Preschool Program for 4-Year-Old Children offers all children
preschool programming and a chance to begin kindergarten with the literacy skills to be
successful arners (Ilowa Department of Education, 2009). In spring of 2009, Governor
Culver approved the funding for an additional 53 preschool programs beginning in the
2009-2010 school year. With the 113 school districts already receiving funding for
preschool rograms for 4-year-olds, this enabled nearly 14,000 children to have access to
quality preschor programs (lowa Department of Education, 2009).

As more children are al : to attend state-funded preschool programs,
policymakers and educational leaders across the state need to consider what emergent
literacy activities comprise qu: ty preschool education. The purpose of this paper is to
provide an overview of best practice in survey development and to demonstrate these
practices through the revision of the initial survey. The revised survey will integrate

emergent literacy recommendations from both the Hawken et al. (2005) study and the



recommendations of the National Institute for Literacy (2008) publication. This chapter
provides a description of the impc int skills that are part of emergent literacy
development. The chapter also contains a review of current literature on emergent
literacy reading interventions including code focused interventions, shared reading
interventions and language enhancement interventions. The chapter concludes with
descriptions of preschool programs and school and home partnership programs.
Descript'~= ~f E~~rge~* ' “teracy

Children begin ¢ process of learning how to read lor  before they begin
kindergarten and formalized reading instruction. Marie Clay first used the term emergent
literacy in 1966, referring to « ildren’s early reading skills before traditional reading
inst ction occurs (Canadian Language and Literacy Research Network, 2007). The
emergent literacy phase describes the child becoming aware of print, becoming aware of
letters, sounds, and words, and beginning to write (Canadian Language and Literacy
Research Network, 2007). The emergent literacy learning that occurs during the
preschool years of development lays the foundation along a continuum of reading skills
(Whitehurst & Lonigan, 2001). Early reading skills learned during the emergent literacy
period strongly influence subsequent reading skills and academic performance.

Whitehurst and Lonigan (1998) examined children’s emergent literacy
developm . In their description of emergent literacy, seven components were
described, including: language, conventions of print, knowledge of letters, linguistic
awareness, phoneme-grapheme correspondence, emergent reading, and emergent writing.

Hawken et al. (2005) studied the types of emergent literacy activities being used in Head



Start programs. The emergent literacy activities were divided into five categories: book
knowledge and appreciation, print awareness, phonological awareness, alphabet
knowledge, and early writing. These categories were found in the Head Start Early
Outcomes Framework (Hawken et al., 2005).

However, since the Whitehurst and Lonigan (1998) and Hawken et al. (2005)
studies were completed, experts have continued to scrutinize, group, and rename the
components of emergent teracy. he National Early Literacy Panel (NELP) was formed
from the cow 'y’s ‘ading literacy researchers and experts. In 2008, a report published
by the National Institute for Literacy summarized the early literacy skills that most
determined later reading success. The six skills that were reported to have medium to
large predictive it ationships with iter reading skills are: alphabet knowledge,
phon¢ Hgical awareness, rapid automatic naming of letters and digits, rapid automatic
naming of objects and cc s, writing, and phonological memory (National Institute for
Literacy, 2008). The National Institute for Literacy (2008) report identified five
addition: i that have moderate correlations with later reading skills: concepts about
print, print knowledge, reading readiness, oral language, and visual processing (National
Institute for Literacy, 2008).

The Hawken et :  (2005) study and the National Institute for Literacy (2008)

p lication included similar components of emergent literacy. Both suggested that
alphabet knowledge, phonological awareness, and writing were important skills to learn
during e preschool stage. Hawken et al. (2005) also listed print awareness and concepts

about print/book knowledge, which were mentioned in the National Institute for Literacy
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(2008) ublication as additional skills that are important components of emergent literacy
instruction. However, according to the National Institute for Literacy (2008) publication,
print awareness and concepts about print/book knowledge do not have as strong a
relationsl » witk  iter reading success as the first category of skills. The National
Institute for Literacy (2008) publication listed additional skills not included in the
Hawken et al. (2005) study such as rapid automatic naming of letters, digits, objects and
colors as well as :ading readiness, oral language, and visual processing. These skills are
constructs that are the con  ation of several reading components. In the following
sections, alphabet knowledge, phonological awareness, rapid automatic naming (RAN),
writing, and phonological memory. will be discussed. The discussion will include a
description of each sl 1, as well as examples of activities associated with each skill area.

Emergent Literacy Skill Areas

Alphabet Knowledge

Alphabet knowledge “describes children’s knowledge of individual letter names.
inclt  ng both uppera | low :ase forms” (Cabell, McGinty, & Justice, 2008, p. 329).
Children egin to understand that the written symbols they see written on a page
represent a given sound in a word. Children also learn that the name of the letter is
different than the sound the letter makes. Examples of activities that develop alphabet
knowledge inc de reading a habet books, playing with alphabet puzzles and magnetic
letters, practicing letter sounds as books are read aloud, playing games that teach

letter/word recognition, and making letter collages (Hawken et al., 2005).
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Phonological Awareness

Phon¢ Hgical awareness is defined as “the ability to analyze the sound structure of
spoken language” (Schue :, Skibbe, & Rao, 2007, p. 275). During this process,
preschool children pay attention to e sounds that make up words. As part of
phonological awareness, phonemic awareness refers to individual sounds (Schuele et al..
2007, p. 276). The| onological awareness skills learned early on will shape later
decoding experiences with written words. There are several activities that parents and
teachers ¢ 1use to help pri hool children :arn more about the sounds in words such as
learning and reciting nursery rhymes, playing rhythm games practicing sounds in words,
identifying initial sounds in words, and blending sounds to make words (Hawken et al.,
2005).

Phonological awareness skills can be described according to a continuum of less
to more complex skills and « ildren learn these skills in the same order (Schuele et al.,
2007). First, children have an awareness of syllable segments, then rhyme, initial sounds,
and final sounds. As they continue to develop pre-reading ski]ls, they begin to have an
ability to blend sounds, then segment words into phonemes. The final skill along the
continuum is the ability to delete or substitute sounds (Schuele et al., 2007).

Phonological awareness skills are learned in overlapping stages and one skill does not
have to be mastered before a new one is started. Development of these skills can be
affected by the amount and type of literacy experiences, both at home and at preschool.
The child’s level of interest in sounds may also be a factor in the development of these

skills (Schuele et al., 2007).
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Rapid Automatic laming (RAN)

Rapid automatic naming (RAN) tasks involve the speed of naming or identifying
print. The National Institute for Literacy (2008) report indicated two types of RAN:
letters or digits and objects or colors. Children taking RAN assessments are asked to
name, as quickly as possible, up to 50 letters, numbers, colors, or objects on a page.
Research studies have investigated a correlation between RAN ability and reading skills
and have found that rapid automatic naming (RAN) tasks are consistently related to
reading (Me s, Seidenberg, & Doi, 1999). “Rapid naming involves a variety of
processes that overlap with reading, including but not limited to attention, visual
recognition, access to phonological codes, and articulation™ (Manis et al., 1999, p. 130).
RAN is a con uct that is part of learning to read, but research studies have not been
conducted ) determine which activities can be used to develop this skill.

Writing

Writing demonstrates that the child understands that letters printed together have
meaning. Writing skills are demonstrated when children use scribbles in an attempt to
write an also v en children attempt to write their names. Some of the writing activities
that can be used in the preschool classroom include tracing letters, writing in journals,
using a variety of tools as they write, and practicing write their name (Hawken et al.,
2005).

Phonological Memory

In the National Institute for Literacy (2008) report, phonological memory was

defined as “the ability to remember spoken information for a short period of time” (p.




vii). Phonological memory refers to how information, in this case auditory and
phonological information, is coded and stored in a child’s working memory. During the
reading process, peo] : need to decode written symbols into verbal information as well as
translate te: into meaningful sentences (Bishop & League, 2006). Therefore,
phonological memory will also be used in the future as students develop reading
comprehension skills. R# [ is the process by which the information stored in

| onological memory is retrieved (Bishop & League, 2006). Phonological memory is
using RAN activities such as remembering increasing lists of numbers or longer
sentences and/or by asking children to read non-words. Children with strong
phonological memory skills are able to devote more cognitive ability to comprehending
what  being read an less cognitive ability on decoding.

Additional Ea -/ Literacy Skills

In addition to the six vari: les described in the proceeding sections, the National
Institute for Literacy (2008) publication also identified five additional variables that have
a moderate e :ct on reading ski : during elementary school. These five variables are:
concept about print, print knowledge, reading readiness, oral language, and visual
processing. Concept of print is a term that is used to describe a child’s understanding of
how books can be read. This includes knowledge that books open from left to right and
the text goes fror left to right on the page. Concept of print also includes the knowledge

at tters are segments of words that adults read on each page. The concept of print
component links well with other parts of emergent literacy, including phonemic

awareness and alphabet knowledge (National Institute for Literacy, 2008).
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Print knowledge and reading readiness are concepts that are made up of several
components of early literacy variables. Print knowledge combines alphabet knowledge.
concepts : out print, and early decoding. Reading readiness is a combination of alphabet
knowledge, concepts of print, >cabi iry, and memory. Other variables that contribute
to emergent teracy include oral language and visual processing. Oral language is the
“ability to produce and comprehend spoken language™ (National Institute for Literacy. |
2008, p. viii) and inc des voc: 1 iry and grammar. Visual processing is the process of
interpreting written symbols on a page. Research has shown that these concepts are
important in the development of reading, but additional research should be conducted to
fur er investigate their role in literacy development (National Institute for Literacy,
2008).

National Institute for Literacy Categories of Interventions

Researchers have termined the preliminary skills that are integral for learning
how to read and have found children benefit from preschool instruction (National
Institute for iteracy, 2008). The next step is to design instruction and activities that will
teach the ski to preschool-aged children. Emergent literacy instruction is comprised of
a variety of activities, because each activity will reinforce a different type of pre-reading

ill. Instruction may include direct teaching as well as opportunities for self-instruction
and investigation. Learning can occur in many different types of settings, including both
home and scho: environments (National Institute for Literacy, 2008). Next, an
explanation of code focused and language enhancement interventions are described,

ine 1ding activities that can be used to develop skills in these areas.




Code Focused Strategies

Code focused interventions are designed to teach preschool children phonemic
awareness skills. According ) current research, interventions that build phonemic
awareness sl Is include rhyming and alliteration, as well as segmenting and blending
phonemes. Children need active and meaningful participation in interventions that
instruct them in the sounds that letters and letter blends make (Pullen & Justice, 2003).
Children’s development of phoneme awareness goes from the largest unit to the smallest
unit, so teac s shc  d first use activities at the word level, then syllable, and finally at
the phoneme level (Pullen & Justice, 2003).

Pullen and 1stice (2003) provide a number of activities that can be used to
develop phonemic awareness skills. For example, rhyming skills can be developed using
large group activities an  rough direct instruction. The teacher can read a story aloud
that has rhyming patterns and discuss the rhymes as the book is read. In addition, as a
small group or large group activity, the teacher can gather objects or small plastic toys,
place them in a bag, have child pick a toy, and think of a couple words that rhyme with
this word. For exam] :, if the child picked a car, the child would think of two to three
words that rhyme with car. The teacher may also need to teach rhyming skills directly,
and discuss what sounding the same means. For example, children may initially believe
that sounding the same refers to ending in the same letter sound (both ending with an n).

Pullen and Justice (2003) also describe alliteration activities that can be used in
preschool classrooms. Alliteration is when two words have the same beginning, middle,

or ending phoneme. An example of an activity that can be used to develop alliteration
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skills is reciting tongue twisters that have many words starting with the same sound.
Another activity is to give the children a word and ask them to think of other words that
ste  with the same phoneme. The teacher can also give students plastic toys or show
pictures on cards and have them sort the items or pictures by their beginning phoneme.

Some examples of activities for learning to blend and segment phonemes involve
tangible items. For example, Pullen and Justice (2003) suggest giving preschool children
som: 1ing they can tap with, including blocks or rhythm sticks. The teacher can start
with asking the . ildren to tap using their block or stick for the number of words in a
sentence that the teacher reads aloud. Once this skill is mastered, teachers can give the
preschoc children a multi-syllable word and ask them to tap for the number of syllables
in the word. In a similar activity, preschoolers can be given a string with beads. The
children can move t ' beads, one at a time, to count the number of words in a sentence or
the number of syllables in a word.

Language-Enhancement Interventions

Interventions targeting building vocabulary are called language enhancement
interventions. One way that children can expand vocabulary is through interactive book
reading. luring interactive book reading, children become active participants as the
story is being read aloud. Adults ask children questions as they read the story, ¢liciting a
natur: conversation about wh: is happening in the book and building prediction skills as
to what might happen next (Wasik & Bond, 2001). These conversations are critical to the

child developing emergent literacy skills.
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Dialogic reading is a similar book reading strategy that can be used to develop
reading skills in children. Developed during the late 1980s and early 1990s, dialogic
reading is intended to a rance language development in preschoolers through practice
and feedback (Arnc 1, Lonigan, Whitehurst, & Epstein, 1994). There are seven
principles for adults to practice when reading picture books with preschoolers. As the
story is being read, the adult asks “what™ questions, follows answers with questions.
repeats what the child says, helps e child as needed, praises and encourages the child,
shadows the chil s interests, ar has fun (Arnold et al., 1994).

Reading Techniques in Preschool Settings

The purpose of a study by Wasik et al. (2006) was to instruct preschool teachers
about addi Hnal activities to develop language and vocabulary at the preschool level.
Two Head Start centers, which were located in high poverty neighborhoods, were
included in the study. One Head Start center, with 10 teachers, served as the
experimental site an the other Head Start Center, with six teachers served as the control
site. The study included 207 children with a mean age of 3 years 10 months.

In professional development sessions held each month for 2 hours, teachers in the
experimental group were taught methods to increase preschoolers’ vocabulary
development during story time. The three parts of the book reading strategy, asking
q stions, bu ling vocal lary, and making connections, were taught to the participating
teachers (Wasik et: ,2006). A method, made up of several components, that the
teachers learned was to practice active listening, to respond to the children in a

meaningfi way, and to teach the children how to practice active listening. As teachers
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read stories to children, they were taught how to ask open-ended questions about thematic
points in the book and key vocabulary terms. Teachers were able to practice these skills
an receive feec ack ont ir abilities to implement these techniques. Teachers were
instructed to e:  and the skills they learned to other subjects taught during the course of
the day (Wasik et al., 2006).

The results of this study suggested that the teachers who engaged in the active
listening and other intervention methods were able to increase the vocabularies of their
students. One coni 1sion from s study was that teachers can learn how to implement
literacy strategies that will most effectively teach vocabulary and other literacy skills to
prest ool-aged « il en(Wasik etal., 2006). A second conclusion from the study was
that early education at the preschool age can help students from low-income
neighborhoods “catch up” in vocabulary development with middle class and upper class
peers (Wasik et al., 2006). Third, children will develop language and literacy skills when
they have additional opportunities to share their thoughts and questions (Wasik et al.,
2006). The researc suggested that future reading development may be positively
supplemented by early e 1cation programs (Wasik et al., 2006).

Wasik and Bond (2001) investigated the effectiveness of interactive book reading
in the preschool classroom. The goals of the study were to increase the children’s
vocabulary and to provide teachers with effective strategies to optimize story time in their
« 1ssrooms. The study was conducted at a low-income Title I early learning center and
lasted from the middle of October through the end of May. A total of four teachers

participated in the study: two teachers were randomly assigned to the experimental group
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and the other two teachers were randomly assigned to the control group. All of the
teachers involved in the study had both morning and afternoon classes. The study
included 21 four-year-old children: the two teachers assigned to the experimental group
had a combined total of ¢ children enrolled in their classes and the two teachers
assigned to the control group had a combined total of 60 children enrolled in their classes.

For the intervention, teachers were trained in interactive book reading techniques
and book reading extension activities. Teachers were also given all of the books and
materi: :needed fort :activities. One of the researchers spent the first 4 weeks of the
study training the teachers in the experimental group interactive book reading strategies.
These teachers were also taught me  ods to effectively question children and encourage
the preschoolers to talk and answer questions as they read a story. Each week the
teachers focused on a different topic area, for which they had received a theme box with
two trade books, concrete objects to reinforce the vocabulary words from the books, and
instructions and materials for related activities following story time. The teachers in the
contrc groups did not receive training in interactive book reading strategies and
questioning techniques, but otherwise the control and experimental groups had no major
differences (Wasik & Bond, 2001).

At the conclusion of the study, the researchers found that the children in the
experimental gre  ps had learned more book-related vocabulary words than the children
in the contrbl groups. The children in the control group only had access to the books,

v ereas the children in the experimental groups were given many experiences with the

vocabulary (Wasik & Bond, 2001). The researchers also found that the children who
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were in the experimental group routinely asked the teacher more questions as a story was
being read to em and were more likely to ask when a vocabulary word was unknown to
them. The results of the study also indicated that the reading intervention could be
effectively implemented in a classroom setting (Wasik & Bond, 2001).

A study conducted by Reese and Cox (1999) compared the effectiveness between
different ways that adults can read with preschool children. The three types of reading
st s examined were describer style, comprehender style, and performance-oriented
style. The describer style is most similar to dialogic reading, and involves the adult
descr ing pictures during the reading. When adults use the comprehender style, they
focus on the story meaning. The performance-oriented style has an adult ask questions
when the adult is finished reading the story. The purpose of the study was to examine
how different types of book reading styles affects children’s emergent literacy skills
(Reese & Cox, 1999).

Researchers randomly assigned 48 preschoolers with a mean age of 4 years 5
months to one of three reading styles: describer style, comprehender style, and
performance-oriented style. The reader visited each preschooler two or three times a
week and read two to three books each session. The study maintained consistency and
validity by preparing five questions and five comments for the readers to use for each
book. Coded stickers in the books indicated when the reader should ask each question or
make each statement. The adults reading the stories were given explicit directions as
they read the story, including the comments they were to make and the exact times that

the comments were to be made (Reese & Cox, 1999).
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At the conclusion of the intervention, the preschoolers were post-tested using
different forms of the pre-test assessments. The assessments measured receptive
vocabulary, rint skills, and story comprehension. The children in the describer
condition had e greatest gains in vocabulary when compared to children in the
performance-oriented condition (Reese & Cox, 1999). The results of this study further
indicated that dialogic reading was a useful strategy to use with the preschool population.
Using the pre-test vocabulary assessments to approximate children’s reading skills, the
findings also suggested that the dialogic style was most effective with children with
lower :vel reading skills. Other styles, such as the performance-oriented style, were
effective with children with more advanced reading skills (Reese & Cox, 1999).

The findings suggest that teachers can have a direct role in helping students
expand language and vocabulary skills. The interventions consisted of the teacher
engaging students during the story time experiences. In the studies, teachers practiced
active listening and encouraged student participation as the story was read by asking
open-ended questions. Adults a productive conversations with children about the
book. " e results of these studies demonstrate the importance of storybook reading to
preschool popt 1itions. It is not merely reading to a student that is beneficial, but having
the child be actively inve ed in the story helps build vocabulary skills. These studies
demonstrate that ch Iren’s language ski : can be developed when parents encourage
children to talk about the book as it is read to them and that parents play an important role

of providing feedback to their children’s comments and questions (Arnold et al., 1994).
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dialogic reading at school only, and a control group who played instead of receiving the
dialogic reading condition. The 3-year old-children who participated in this study were
from low-incor : backgrounds and lived in an urban area in New York state. Of the 75
children, aj roximately half of the children were African American, 25% were
Caucasian, and 25% were from Hispanic backgrounds (Whitehurst et al., 1994).

The children receiving dialogic reading strategies at school were placed into
groups « no more than five children. The teacher was instructed to read to the children
using dialogic strateg  for approximately 10 minutes per day per reading group.
Training in dialogic reading strategies was delivered to teachers via an instructional video
devi Hped by the researchers. Whitehurst et al. (1994) devised a list of books that would
be benv cial for =cl dren based on the book’s potential to teach new vocabulary
words and the quality of illustrations. During the 6 week intervention, the teachers chose
six to eight o« s from this list to use for the dialogic reading sessions. In many of the
« 1ssrooms, the intervention was conducted with the assistance of a paraeducator, who
supervised the children v en they were not involved in the target dialogic reading group.
The children placed 1 the control group were receiving no experience in dialogic reading
strategies and were given 10 minutes each day to play with peers in small groups.

Children that received dialogic reading instruction at both home and school
received the sa1 :in uction as ch lIren in the condition that received dialogic
instruction only at school. However, these children also experienced the dialogic reading
strategy at home with a parent implementing the reading strategy. Parents involved in the

dialogic reading cc lition received the same training video as the teachers. They were
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given three books to use when engaged in dialogic reading with their child and were able
to keep these boc ; after the conclusion of the intervention. These were the same books
that were being used by the s¢ Hols. As part of e dialogic reading criteria, parents were
instructed to read to their chil on a daily basis (Whitehurst et al., 1994).

he stt ’sre lIts suggested that dialogic reading interventions did increase
vocabulary knov  ge in low-income preschoolers. The children who received dialogic
reading in both school and home environments showed the most improvement. The
research¢  cautioned that it was difficult to determine if the result was due to the
combined efforts of teachers and parents, or related to parent intervention alone. The
study did not have a group that received only dialogic reading strategies in the home
environment.

Hargrave and Sénéchal (2000) investigated the effectiveness of dialogic reading
in day care centers and in home environments. The purpose of this study was to
determine if preschool children with poor vocabulary skills increased their vocabulary as
are Itofha g stories read to them (Hargrave & Sénéchal, 2000). The children in the
study were aged 3 to 5, wi  a mean age of 4 years 1 month. An important component of
this study was that children in the dialogic reading group were compared with similar
students whose teacher or parent read to them without using dialogic reading techniques.
Previous studies had not directly compared the effects of regular reading with dialogic
reading.

The two day care centers included in the study served children from low-income

families. Participants were selected for the treatment or non-treatment group based on



the daycare they attended. The dialogic reading treatment condition occurred at one day-
care center, wh :the other day care served as the control group. Before implementation
of the 1 :rvention, the teachers who would be using the dialogic reading strategy were
given training in dialogic reac 1g techniques and were given time to practice and role-
play these strategies.

During the 4-week intervention, both groups of children were read the same

ooks. The books were chosen based on several criteria including: the inclusion of

colorful lustrations and new vocabulary words, not excessive in length, and
appropriateness to the age group of the children involved. The teachers in both groups
were instructed tc :ad each 00k a total of two times and to read at least 10 minutes each
day. Tear ers were able to read other books in addition to the one involved in the study.

An at-home con onent was also included in the study. Twenty-eight of the 36
parents agreed to participate in the at-home intervention. The parents who participated in
the home component of e study read to their preschooler at least 10 minutes per day,
tive times per week. The «  dren in the dialogic reading group at the day-care center
received dialogic reading strategies at home. The parents of these students were given
training in e dialogic rea ng methods. The control group and dialogic reading group
had access ) the same books. The books included in the home intervention were
different from the books being read to the child at school. On Mondays, children could
choose a book at would be sent home for the parent to read. The books were returned
on the following Monday, when another book could be chosen (Hargrave & Sénéchal,

2000).
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Before the intervention began, the children’s expressive vocabulary was pre-
tested using the Expressive One Word Picture Vocabulary Test-Revised (EOWPVT-R;
Gardner, 1990). A different form of this assessment was administered at the conclusion
of the intervention. The EOWPVT-R pretest scores revealed that the children were
significantly below average in expressive vocabulary skills. At the conclusion of the
intervention, both groups of children showed improvement in expressive vocabulary
skills. However, the children in the dialogic reading intervention group showed more
in rovement an the control group and on average, showed a four month growth in four
weeks (Hargrave & Sénéchal, 2000).

The ree preceding studies examined the effects of dialogic reading interventions
in both home and school ' onments. The dialogic reading techniques are easy for
pare sto putinto ractice and can successfully be used both in the school and home
settings w  preschool ch lren. As the Fielding-Barnsley and Purdie (2003) study
demonstrated, the effect of the dialogic reading strategy has long-lasting positive effects
for preschool-age children. The resi s of the Whitehurst et al. (1994) study
demonstrated that students who received the dialogic reading intervention in both home
and school environments showe the most growth in vocabulary. Similarly, the Hargrave
and Séné. al study (2000) showed more expressive vocabulary growth in the treatment
group at receive dialogic reading strategies in both the school and home environments.
These results demonstrate that both the school and home provide important learning

experiences as a child :arns to read.
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Conclusion

Because children are at varying levels of emergent literacy understanding when
they are at the preschool age, states offer preschool programs to provide instruction to fill
in the missing areas in emergent literacy skill development and ensure that children are
ready to enter kindergarten. lowa offers a voluntary preschool program for 4-year-old
children to ensure that all children have access to quality preschool programming.
However. »en re that preschool meets children’s needs, it is important to review the
programming. Teachers should be using research-based emergent literacy activities.
Evaluation of preschool programming will ensure that we are offering children the best

education possible to prepare  em for the future.
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CHAPTER 3
¢ RVEY DEVELOPMENT AND RESEARCH METHODS
Research is conducted for a variety of reasons. The purpose of descriptive
research is to gather information about an occutrence or event. Surveys are one method
to gather information about people and their experiences and viewpoints. Surveys
encompass a series of questions and allow respondents to share what they know as well
as their viewpoints. A great deal of research has been conducted to determine the most
reliable an  valid methods to use when gathering survey information. Fowler (2009)
reviews the results of research in this area and suggests best practice for survey research.
The purpose of the current paper is to revise the researcher’s initial survey using best
practices of survey :velopment. The purpose of the original study was to investigate the
frequency of use of these activities in the 4-year-old voluntary preschool programs in
lowa. The revised survey will integrate emergent literacy recommendations from both
the Hawken et al. (2005) study and the recommendations of the National Institute for
Literacy (2008) publicat
As part of his discussion of best practice for survey research, Fowler (1995)
described five challenges when :veloping a survey. The first challenge is to clearly
define research objectives and decide what type of questions and answers are needed.
The research objectives will shape how the questions are written and what type of data is
gathered. The researcher must keep in mind the type of data and level of measurement

that 1s needed to answer the research questions.
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There are four levels of measurement that can be collected: nominal, ordinal.
interval, and ratio. If the researcher chooses to ask questions that gather nominal data,
the responses wi yield descriptive data. For example, the question, “Are you male or
fer 1le” gathe nominal information. Ordinal data occurs when participants are asked to
rate something according to a scale, such as poor, fair, good, excellent. This scale of
measurement does not 1ve specific quantifiable differences between categories. Ratio
data, however, does have specific quantifiable differences between the values. Ratio data
is expressed when each category of information is descriptive for the participant and also
has equi interv: : between the categories. Examples of ratio data are distance or weight.
Interval data does have specific units between each class, but is not often found in survey
researr . One exan le of 1terval data is Fahrenheit temperature. Fowler (2009)
reports that the two most commonly used levels of measurement in a survey are nominal
and ratio.

The decision of what type of data is needed to answer the research question is an
important part « survey development because research questions and the type of data
needed to answer the research questions are closely linked and must be considered early
on in the survey development process. In addition, an analysis plan, which outlines how
the data will be used, ensures at there is a clear focus for the survey and that the
resulting d: 1 can be analyzed to answer the research questions. When writing the
questions  at will be answered as a result of distributing the survey, the researcher must

consider what type of questions will be used and what level of measurement will be
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possible with ea  type of question. A research question that asks for quantitative
an; /sis cannot be answered with questions that gather nominal data (Fowler, 2009).

A secon challenge is creating questions that will be interpreted the same way by
all participants.  ror is added to the survey if questions could be understood in more
than one way. Guidelines for writing survey questions include using simple and clear
wording and avoiding double negatives. Participants must understand the terminology
used in the question. It 1n be useful to provide definitions to words or phrases that
might be iclear to responde s (Fowler, 2009). When asking the participant to answer
how many times an activity or event may have happened, it may be necessary to specify a
time period to make the question easier to answer. Specifying a time period also ensures
that all pa ipants understan the question in the same way and give the same
information as part of their answer (Fowler, 1995).

Third, participants should be asked questions they can answer. Researchers are
advised to ask only one question at a time (Fowler, 1995). Therefore, short, one part
questions w  be easier for participants to answer. If the questionnaire includes multiple
choice answers, the researcher should include all possible answers or include an “other”
response option. Open answer questions, where the respondent does not have answer
options to choose from, are not favored by the participants in a study because they are
mored c¢1 tocor lete. In addition, because there can be a number of different
answers, the responses can be difficult to sort and code accurately (Slavin, 2007). Closed
answer questions, where acceptable answers are provided for respondents, are

recommended for self-administered surveys because they are the easiest for respondents
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to complete. However, open answer questions can be used at the end of surveys so
respondents can s1 1marize additional information they want to share.

A fourth challenge is writing the 1estion so that the participant can easily pick
out his/her answer based on what he/she knows. Survey questions should be written so
that the participant can easily follow the survey instructions, read the question, and give

is or her answer (Fowler, 1995). The researcher may choose to give a definition of
terms, which should e liste before the question. Giving definitions ensures that the
participant unders 1ds the qu ion and what they are asked (Fowler, 1995).

After the researcher has a rough draft of survey questions, it can be helpful to gain
insight and feedbar  from others, such as professionals in the field or a sample group
similar to the participants in the target group. Conducting focus group discussions, the
process of ga ering ideas from experts, can be a valuable resource before survey
questions are written. One key intention of focus group discussions 1s to learn if the
research 1estions and goals of the study are in accordance with what is relevant to the
participant’s daily routine and reality. Focus group discussions ensure that the research
team understands the current practices in the field and the information that will most
likely be use | to participants as a result of the study (Fowler, 1995). The focus group
can also he ) determine if the wording of the questions is clear and able to be answered
accurately by the participants. Through scussions, the focus group panel can also help
the researcher decide the form of the questions, such as closed answer versus open

answer format.
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Selection of Participants

After a draft of the survey has been developed with the assistance of focus group
discussions, the next impo nt factor to consider is the people who will participate. The
participants should r. resent the population of interest. By distributing a survey to a
sample group of people, the researcher attempts to describe the target population. The
closer the sa ole represents the population of interest, the more generalizable the results
of the survey will be. Sampling error refers to the amount of difference between the
people participating in the survey and the population of interest. Sampling error is
unavoidable, but should be minimized as much as possible (Fowler, 2009).

Sampling is the process of selecting participants who will complete the survey.
There are different types of sampling methods, such as simple random sampling, cluster
sam] :, and stratified random sampling. When using simple random sampling, all
individuals in the opulation are listed and assigned a number. Then using a computer or
a list of random numbers, the researcher selects the participant based on the numbers that
are randomly chosen. Simple random sampling is time consuming because a list of all
possible p icipants needs to be made and each individual needs to be assigned a
number. Instead, a more convenient sampling procedure is to choose participants through
« aster samples. Using this samj ng method, groups or classes of individuals are chosen.
For example, if a researcher wanted ) survey fifth grade students, an entire class of fifth
gra rs may be chosen, instead of selecting fifth grade students from a number of schools
across a larger geogra] ic area. However, a disadvantage of cluster sampling is that the

group of participants included may not reflect the characteristics of the larger population.
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By using a stratified random sample procedure, the researcher’s goal is to make sure the
sample is similar to the population. Characteristics that may be considered are race, sex.
age, education, socioeconomic status, and geographic location (Slavin, 2007). Stratified
rando sampling is not a useful technique when the participants studied cannot be
divided into different groups.

Survey Administration

A 1 the sampling procedure has been chosen, the method of survey
administra Hn should be decided. Surveys can be given by interviewers, in person or
over the phone, or they can be distributed by mail or electronic methods. When giving a
survey in person, it is recommended that interviewers follow a script and read each
question and a of the options to each participant. Scripts are important because surveys
must be given in a standardized way so that each respondent hears the same information,
understands each question the same way, receives the same response options, and has the
same opportunity to respond. Interviewers are more likely to give the survey in a
standar zed manner v en they receive well-defined directions. Providing training to the
interr :wersin¢ rance can improve the likelihood that the survey will be given in the
standardized way (Fowler, 1995).

Surveys can also  distributed without the use of interviewers. An interviewer is
not needed for self-a ninistered surveys as communication to the participant is only
through the written instructions, questions, and responses. Self-administered surveys can

be given in paper-pencil format or electronically on the computer. Forms may be
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ema :d to participants or participants may be given a link to the survey website (Fowler.
2009).

Along with the decision of how to administer the surveys, the researcher should
cor  derhow rvey administration may affect response rates. Fowler (1995) cited that
there is no ; ideline for an acceptable response rate. Larger, national surveys such as
those conducted by the United States Census Bureau often have a response rate of 90%.
However, internet ¢ | mail surveys have response rates of between 5-20% (Fowler,
2009). Overa surveys admi stered over the phone often have higher response rates
because interviewers call the phone numbers several times, often at different times of
day, to reach the participant. Mail and internet surveys have lower response rates
because they are not given with an interviewer, and the response rate is affected by the
interest :vel and motivation of the participant. Sometimes the response rate of mail and
internet surveys can create bias, because the participants with the most interest and
knowledge in the subject are the most likely to complete and return the survey. Fowler
(1995) explains that a higher response rate will give more accurate results, even if fewer
participants were included in the study. Therefore, it is better to use a small sample and
receive a higher response rate than to use a larger sample and have a smaller response
rate.

In summary, the process of designing a survey begins with a research question
and consi :ring e type of information that is needed to answer the research question.
The researcher decides the population of participants who can best answer the survey

questions and develops a measurement tool to gather this information. Questions are
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written base on the information needed and the population of participants who will be
answering the question. The survey tool will be designed according to the best method of
gathering the information to answer the research question. Response rates will also be a
factor in determining the best way to distribute the survey and gather the results.

Pt Study

When the researcher believes that the survey is close to completion, he/she may
¢ ¢ to administer a draft survey. This process is known as piloting or pretesting
survey qu ions. It is useful to conduct a pilot study after focus group discussions. The
purpose of the focus group discussions is to brainstorm the topics that should be included
in the survey questions, as well as the participants who should complete a survey and the
metha of datace ectic . The pilot study is one of the final steps to complete as a run-
through of the survey an to fix unclear or confusing questions.

When conducti ; a pilot study, the researcher will often use a small convenience
sample of participants. The number of participants in the pilot study usually ranges from
15 to 35. The common procedure for pre-testing a survey is to give the survey as it was
designed and then ask the participant questions about the survey at the end of the written
survey lestions. During the pilot study, the procedures of taking the survey and
collecting e data will be the same as for the actual survey. The difference is that during
the pilot study, participai ;are« osen because of convenience and availability and not
due ) appropriate sampling procedures (Fowler, 1995). Some advantages of distributing
a pilot survey include finding misspe ngs and awkwardly worded questions and finding

how long the survey takes to administer. The participants in the sample group can be



36

asked to give feedback on questions that they found confusing or had difficulty
answering. If the que. ¢ . are not given with an interviewer, debriefing questions can be
included at the end and the participant completes the questions on his/her own (Fowler,
1995).

Fowler ( 795) discusses some limitations of distributing a pilot survey. First, if
multiple interviewers are used to administer the survey, the tolerance for errors may
differ. Some interviewers may record even miniscule errors while other interviewers will
record only a few major problems. Second, interviewers may be able to fix problems so
that respondents are able to answer a question without realizing it. Some interviewers are
more skilled than others at reading questions and eliciting responses.

Ina lition, because of the small sample size of the pilot study, the researcher has
to decide if the problem is with the question or if the sample participants were unique to
the question. Also, if 20% of respondents were not able to answer a question, this
percentage would be interpreted differently if there were 10 respondents to 100
resp« dents. Other limitations include the willingness of the sample respondents to share
concerns openly and the ability to encourage respondents to discuss the survey questions
(Fowle?, 1995).

After the pilot study, the researcher reviews the survey results. Based on the
feedback from  sample partic ants, the wording of questions may be clarified or some
questions may be removed from the survey. Questions may also be added if additional

information is needed. Some questions may be changed from closed to open answer
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form. The researc :r should loc at the results of the survey and ensure that the study’s

questions will be answered using the current survey form (Fowler, 1995).



CHAPTER 4
APPLICATION OF BEST PRACTICE DESIGN TO REVISED STUDY

This researcher’s initial study sought to investigate which emergent literacy
activities were used most often in preschool programs in lowa. The literature review
contained extensive information on dialogic reading techniques that can be used in both
the home and school settings. it this focus was not reflected in the survey questions.

e survey included research ased emergent literacy activities and a scale that asked
ow often the teacher sed each emergent literacy activity. However, when the
researcher analyzed the data, was discovered that the research questions were not
answered. The previous versions of Chapter 4 and 5 are found in Appendix E.

One urpose of the revised proposal is to improve the researcher’s initial survey
using best practices of survey development. Before revising the survey, the research
questions were clarified. This chapter will provide an overview of the initial study and a
revised research proposal based on the best practice information included in Chapter 3 of
this paper.

Clearly Defining Research Objectives

According to Fowler (2009), the first challenge when writing questions for a
survey is clearly defining research objectives and deciding what type of questions and
answers are needed. During the initial study, the research sought to investigate which
emergent literacy activities were used most often in 4-year-old preschool programs in
[owa. Another research objective was to compare the results of the 4-year-old preschool

teachers in lowa to the Head Start Teachers surveyed in the Hawken et al. (2005) study.
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Revised Study

Fowler recommends writing a summary paragraph about what the survey will
accomplish and a statement of purpose for the study. The summary paragraph of the
] rpc of e revised proposal was developed based on the review of the literature and
feedback from faculty. The following is the approval Problem of Interest Statement.

Nation: organizations such as the International Reading Association (IRA) and
the flation: Association for the Education of Young Children (NAEYC) have
recognized th: e preschool period is a critical time to learn the skills that later
developintor ng. = ¢ 1ostimportant time for children to develop reading
ski . is from birth to age eight (NAEYC, 1998). For some students, the
educational services and support they receive in preschool programs can prevent
later academic diffict ies and special education identification. Early

identific  on of reading difficulties is important both for schools and children. It
has been suggested that early identification for reading difficulties could be a
cost-effective way to reduce the number of children referred for special education
services in schools (Justice, 2006). Students who begin kindergarten without
sufficient literacy background knowledge are more likely to be identified for
special education services (Whitehurst & Lonigan, 2001). In addition, children
may have more ositive school experiences if they are able to be successful
academically in school. Researchers have examined the teaching strategies that
can  most effective in the preschool p« ulations. Because state-funded
preschools are more common and school district budgets continue to be a
concern, it is important for the efficacy of preschool programming to be

examing

As the researcher prepared to develop a new research proposal and survey, the
summary of the pu ose of the study guided the process. During this process, the
researcher reviewed e research as well as the initial study results. The first revised
research question is: What literacy strategies and activities are preschool teachers in the
4-year-old voluntary prescho« program in lowa using and do these literacy strategies

match best practice? The second revised research question is: Do preschool teachers in
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the 4-year-old v¢ ntary preschool program in lowa use read aloud (dialogic) reading
strategies in a way that is consistent with best practice?

Information Needec “~ * nswer Research Questions

The four tyr  of data that can be collected are: nominal, ordinal, interval, and
ratio. According to Fowler (2009), the two most commonly used levels of measurement
in a survey are nominal and ratio. Nominal data is gathered when the questions ask for
descriptive information. When participants are asked to rate an experience on a scale that
doesnot1 specificd ‘erences between categories, ordinal data is being gathered. In
comparison, ratio data is more advanced in that there are quantifiable and equal
differences between each value in the scale. Similarly, interval data also contains
specific iits between each value, but this is not often used in surveys.

Research questions and the type of data needed to answer the research questions
should be considered in the early stages of the survey development process. An
important part of survey development is deciding what type of data is needed to answer
the research question. The researcher should also write an analysis plan, which outlines
how the data will be used ar how the resulting data will be analyzed to answer the
research questions. This process ensures that the researcher will have data that is in the
correct format to address and answer the research questions.

Whe  designing a survey, it is common to examine survey questions used in
similar studies and use the same questions as they apply. Using the same survey
questions in follow-up studies will gather comparable data and will generalize findings in

the field (Fowler, 2009). For the initial study, some of the survey questions from the
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Hawken et al. (2005) study were included. Because the researcher did not use all of the
questions when the survey was replicated, it was difficult to compare the results of the
two studies. During the re' ion process, the researcher learned about the best practice
techniques to use when creating, stributing, and analyzing a survey.

Hawken et al. (2005) developed a survey to distribute to Head Start teachers
across the United States. The researchers sought to learn about the types of emergent
literacy activities :ing used in Head Start classrooms and the frequency that these
a /ties were being used. The activities were divided into five groups: book knowledge
and appreciation, print awareness and concepts, phonological awareness, alphabet
knowledge, and early writing. The 10-page survey was sent to 500 Head Start teachers
across the United States. The teachers were selected to participate according to a
stratified, randomly chosen sample of preschool teachers in the Head Start program.

For the initial st ly, the most commonly chosen activity from each of the five
emergent literacy groups from the Hawken et al. (2005) study was chosen to include in
the researcher’s survey. In addition, the researcher selected one to two other activities
from ear  of the five groups. The selected activities may have been other highly chosen
responses from the Head Start survey or activities described in research articles as
effective with the preschool population (e.g., teacher points to print while reading stories
aloud to children, children practice identifying syllable units, and children playing with
magnetic le rs). The researcher chose to include the activities that were most frequently

endorse by Head Start teachers because these items would most likely encompass the
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strategies that preschool teachers in lowa would use in their classrooms. A copy of the
original survey can be found in Appendix B.

e o rinal survey gathered nominal and ordinal data. Nominal data is used to
sort people or events into unordered categories (Fowler, 2009). Ordinal data asks
participants to rate conditions, events, or attitudes based on a single dimension (Fowler,
2009). An example of an ordinal scale is asking a participant to rate their feelings toward
acol tion or idea, using descriptions such as: strongly disagree, disagree, agree, and
strongly agree. The H  en et al. (2005) study used the response options: never, 1-2
times per month, 1-2 times per week, and daily. The researcher used the same response
options with the 4-year-old preschool teachers in lowa so that a comparison between the
two studies wor [ be possible.

Using questions that collected nominal and ordinal data, the researcher gathered
descriptive data and information about which activities had the highest descriptive
response rates, but st stical information could not be gathered. For example, the
researcher cannot add, subtract, multiply, or divide the numbers, but calculating mode is
possible.  ais is important because it mits the types of questions that can be answered.
The only types of research questions that could be answered would refer to the number of
teachers who answered with each response option.

e measurement scale used on the survey did not provide the necessary
information to answer the question of which emergent literacy activities were used the
most often in 4-year-old preschool settings. The data provided information about the

number of teachers that indicated they used specific strategies daily, 1 to 2 times per
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week, 1 to 2 times per month or never. However, the results did not provide the
information to determine which were used most often because the teachers did not rank
the activities from which on  were used most often to least often. From the activities
at e teachers answered that they used daily, it would not be possible to rank these top
activities in or r of most to ‘ast used. In addition, the list of activities given may not
ave encompassed the activities that the teachers use on a daily basis. To answer the

research questions, the survey should have included a more exhaustive list of all activities
that can be used w 1the pr hool population, as well as a more sensitive rating scale.
Revised Study

The revised « 1dy integrates recommended emergent literacy activities from the
N: onal Institute for I eracy (2008) publication, National Association for the Education
of Young Children (NAEYC), and leading researchers in the field of emergent literacy.
The report from the itional Institute for Literacy (2008) is the most recent findings of
current best practice for emergent literacy instruction and is guiding instructional
decisions nationwide. The 1tional Association for the Education of Young Children
(NAEYC) is an organization that promotes and accredits high quality early education
programs for children from birth to age eight. It was also helpful to further review
p li ed materials by leading literacy experts, such as Dr. Ehri for additional
recommended activ es HOr the preschool population.

The re* ed survey questions are based on the main ideas, important concepts, and
findings of the alogic reading studies included in the literature review. The addition of

questions on dialogic reading strategies is important because much of the literature
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review includes a discussion of the importance and usefulness with the preschool
population. Slavin (2007) stated that the literature review includes information on the
topics included in ¢ study.

The revised survey inc 1des a comprehensive list of activities that represent all
components of emergent literacy and questions that pertain to dialogic reading
techniques. It: .0 gives participants more activities to choose from so the researcher can
gain a clearer picture of the activities commonly used in the preschool programs across
the state. Activities for each category of emergent literacy were divided into teacher-
directed activities and child-directed activities. In addition, the activities were written so
that all of the wording was in the same parallel form. The wording for the activities was
edited to make 1e survey easier to read for participants. Table I through Table 5 list the
category and corresponding emergent literacy activities that are added to the survey. The

revisec irvey can be Hund in Appendix C.
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Phonological Awareness Activities Added to Survey

Teacher-Directed Activity

Child-Directed Activity

The icher reads poetry to children,
focusing on rhyming words.

The tea er uses alliteration games to
practice sounds in words. Al eration

is when words start with the same
sounds (e.g.: “big bears bounce on beds.)

The teacher instructs children in small
groups, accor  ng to the phc logical
stage they have e red.

The teacher instructs children in large
(whole class) groups, regardless of
phonological stage.

Iren one or two
at a time.

The her instructs cl
phoneme awareness sk

The :acher instructs children a
combination of three or more
phoneme awareness skills at a time.

Children play rhythm games practicing
sounds in words (e.g: movement with
songs, finger plays, and marches).

Children clap out syllables in words.
Children use visuals such as blocks or
plastic chips to represent the sounds in
words.

Children engage in physical activities, such
as hopping, to practice counting the number
of phonemes in a word.

Children use printed letters to identify and
match sounds in words.

Children practice saying just one part of a
given word (e.g.: say first sound of the
word “red.”)

Children are asked to verbally substitute
one phoneme for another (e.g.: for book,
instead of /b/ say /1/.)

Children practice blending sounds together
to form words (e.g.: put these sounds
together /b/, /a/, /t/.)
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Teacher-Directed Activity Child-Directed Activity

As a book is read, the teacher instructs
where the title of the book is found.

As a book is read, the teacher models for
children that the words on the page tell the
story.

As a book is read, the teacher shows
children where to find the beginning and
end oft  story.

As a book is read, the teacher shows
ch lren that text in books is read from top
to bottom.

As a book is read, the teacher shows
children that text in books is read from left
to right.

Asa ook is read, the teacher models for
children how to correctly turn the pages of
a book (from left to right).

As a book is read, the teacher asks students
to point to identify letters on the page.

A ook is read, the teacher asks students
to it to identify wor  on the page.

As a ook is read, the tear er shows
children the difference between capital and
lowercase letters.

As abook is read, e teacher shows
children different punctuation marks as
they appear in the story.
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Comprehension/Vocabulary Activities Added to Survey

Teacher-Directed Activity

("hild-Directed Activity

The teacher models how to retell the story
after a story has been read.

The teacher does retelling activities with
the children after a story has been read.

The teacher encourages « ildren to
participate in retelling activities after a
story has been read.

The t¢ :her has a word v | in the
classroom, with vocabulary words the
students have been learning.

The teacher makes conversation and poses
thoughtful questions for teachers to answer.

The teacherm  «  for children how to use
story context clues to figure out the
meaning of the word.

The teacher directly instructs :w words by
giving a definition, examples, or the words,
and asks questions that w  cause the
children to use the word.

Children predict stories.

Children connect prior experiences to the
text.

Children identify connections across texts
(e.g.: books by the same author, books with
similar topics).
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Alphabet Knowledge and Letter Sounds Activities Added to Survey

Tea er-Directed Activity

Child-Directed Activity

The teacher hangs letters of the alphabet in
the « ssroom at eye level.

The teacher has chil en identify letter
sounds during read-aloud time.

The teacher reads alphabet books aloud to
children.

The teacher introduces new letters as part
of a lesson.

The teacher uses a word wa with the
children’s name in the class.

Children learn the letters in their first name.
Children play games that teach letter/word
recognition.

Children read alphabet books to themselves
or with a small group or other children.

Children use letter stamps or sponges.

Children make letter collages.
Children sort pictures by beginning sounds.
Children sort pictures by ending sounds.

Children make words using magnetic
letters.

Children make new words from a given
word family (e.g.: cat, sat, mat).
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Table 5

Emergent Writing Activities Added to Survey

Teacher-Directed Activity Child-Directed Activity

Teachers write children’s stories as the Children practice writing their names.

ch l1tells them e story.

Teacher re-reads the child created text with  Children practice tracing letters and words.
the child : er the dictation.

The teacher engages children in shared Children engage invented spelling.
interactive writing opportunities.
Children use templates to help form letters.
Children write in journals.
Children write for meaningful purposes.

Children make their own books.

Children share their writing with other
students.

Question and Response Format

A'secon c illenge to writing a survey, according to Fowler (2009), is creating
questions that will be interpreted the same way by all participants. Questions should be
written using simple and clear wording, avoiding double negatives or questions that could
be understood in more than one way. The researcher may also choose to include a
definition for terminology or phrases that may be unclear for participants. In the initial
study, the researcher used the same wording for questions from the Hawken et al. (2005)
study. It was assumed, 1 1t because the Hawken et al. (2005) study was published in a
peer-reviewed journal at her wording was able to be understood by teachers. Fowler

(2009) describes five challenges that researchers may encounter when drafting surveys.
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In addition to the ch: enges already discussed, two others when constructing surveys are
asking participa s questions they can answer and writing the questions so that the
participants can easily pick out their answers based on what they know. The initial
survey asked preschool teachers in lowa to rate their use of emergent literacy activities.
Each activity was listed individually. Hawken et al. (2005) chose to use a closed answer
question format to gather information so that the survey results would be easier to
evaluate. ~ e participants’ answers are easier to compare because they are all answering
based on the same scale. In addition, the participants are not required to remember
exactly how many times each activity is used, which would make the questions more
difficult to answer.

The researcher chose to also use closed answer question format so that the results
could be compared to the Hav en et al. (2005) study. The closed answer question format
is adequate because is the most user-friendly format for participants. Asking an open-
question format about the fre 1ency that emergent literacy activities are used would be
time-intensive for participants. As mentioned earlier, an open-ended question would
require participants to recall exactly how many times each activity was used over a given
time period. In addition, the replies would not be in the same format or answered based
on the same scale, therefore making coding the results difficult and less accurate.
Revised Stu

The research questions for the revised study more closely reflect the information
that is described in the literature review. The revised research questions are able to be

answered using the question format in the survey. Fowler (2009) gives guidance in the
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process of designing the questions and response formats in a survey. When designing an
extensive survey, closed-answer questions make the survey less cumbersome.

Because the revised survey is lengthy, the questions are in closed-answer format,
except for a few questions where an “other, please specify” response is included. On the
first page of the survey, when participants are asked to answer demographic information,
response options ave been edited to be easy to understand and include all possible
responses. Unclear que ons or responses have been removed from the survey. For
example, in the initial survey, when asked how many years the school has had the 4-year-
old voluntary preschool program, the response options were written “1-2.” “2-5" and “5
or more” and likely resulted in the survey participants not knowing which response to
select if their answer was 2 or 5. The new survey includes response options of “1-2,” *3-
5.7 and “6 or more,” which results in survey participants to better know which response
fits their answer. The rest of the survey uses a closed answer question format, with
Likert-scale respo  2s of never, rarely, sometimes, usually, and always. The closed-
answer questions on the revised survey meet Fowler’s (2005) guidelines, as the questions
ask one question at a time and include all possible response options.

After the intro ictory questions that ask basic questions-such as the participating
teacher’s gener: location in lowa, number of years of experience, and educational
background, the next part of the revised s  vey asks questions about teacher read aloud
tech ques (dialogic reading). The top of the page has a definition of teacher read alouds.
Next are nine questions about the preschool teacher’s familiarity and frequency of use of

read alouds as well as the frequency of use of specific read aloud strategies.
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Focus Group Discussions

The second step in survey development is to use focus group discussions as the
survey is developed. An important purpose of the focus group is to receive considerable
feedback on the rou; draft of e proposed survey. A focus group was not used in the
refinement of the initial survey. As a result, issues with the initial survey were not
discovered unt the survey had been administered and the researcher was in the process
of reviewing and analyzing the data.
™ ~ised St

For this follow up study, it would be advisable to seek the input of professionals
who work with the preschool population on a regular basis. These professionals have
extensive k v :dge of important terminology, research-based activities that should be
frequently used with the preschool population, and familiarity with the standards,
benchmarks, and curriculum  at are used with this population of students. The members
of the focus group could also give feedback on whether the questions included on the
survey are understandable and able to be answered by the targeted participants.

Professors in the areas of early childhood and literacy at the local university,
representatives from the state education department, and early childhood representatives
employe by the state area education agencies would be invited to review the emergent
literacy activities ided in the survey, add emergent literacy activities, and give
suggestions to question format and organization. The focus group members could give
input on e question format they believe would yield the correct data to answer the

research 1estion. These professionals could share questions they would like to have
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included on the survey. " zir input would strengthen the clarity and general
understanding of 2 questions on the survey. Next, following the focus group
discussions, the survey questions can be edited according to the feedback received.
Pilot Study

According to Fowler (2009), the final step before the survey is distributed is to
use field testing or distr  1te a pilot study. Field testing is a trial run of the study
procedures and the survey questions. One of the benefits of conducting a pilot study is
identifying and correcting unc :ar or awkward wording used in survey questions. A pilot
study was not used in the initial study; however, a pilot study will be used before the
revised survey is distributed. ..iis will ensure that the wording on the survey is
under. H»od by potential participants. The revised survey would be distributed to a sample
group of 20-25 preschool teachers in lowa. The sample group of preschool teachers
wot | be asked for feedback regarding the readability of survey questions and the
appropriateness of content. Do the questions include a majority of the emergent literacy
activities used in their classrooms on a regular basis? The sample of teachers would also
give feedback as to the :ngth of time it took to take the survey and if the responses on
the survey were sufficient to answer the questions.

Selection of Participants

Another im  rtant consideration during survey development is who will answer
the questic .on e survey. The participants should represent the population of interest.
By distributing a survey to a sample group of people, the researcher attempts to describe

e target population. The closer the sample represents the population of interest, the
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more genera able the results of the survey will be. Sampling is the process of selecting
participants who will complete the survey. There are different types of sampling

me ods, such as simple random sampling, cluster sample, and stratified random
sampling. Each of these types of sampling has advantages and disadvantages, which the
researcher should consider when choosing a sampling method.

The sample in the revised study will be comprised of all of the preschool teachers
in lowa who are part of the voluntary preschool program for 4-year old students. The
researcher chose to include all of the preschool teachers in the sample because while it
will include a large number of teachers, it is not so large to be unmanageable. Using all
of the population of interest as a sample increases the likelihood that the results will be
representative of the opulation.

Survey Administration

According to Fowler (1995), it is better to use a small sample and receive a higher
response rate than to use a larger sample and have a smaller response rate. Researchers
typically have higher response rates when surveys are given in person or over the phone
because ereisanii :rviewer as well as several attempts to contact participants. Lower
response rates are more common with mail and internet surveys because they are more
impersonal, it is easier for a potential participant not to take part, and there are fewer
reminders ) take the survey. A igher response rate is desirable because it will give the
most accur: : results.

In the original study, the researcher emailed superintendents of school districts

with ¢ state-wide 4-year-old pres: ool program and asked for their permission to email
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preschool teachers in their district with the survey (See Appendix D for email from
original study). If the superintendents gave permission by responding to the email. the
researcher sent the preschool teachers an email describing the study and a link to the
electronic survey (See Appendix E). Preschool teachers were asked to complete the
survey and assured that the information they gave would be confidential. Responses
we¢  gathered, comp d, and analyzed by the researcher.
e participants int s stu 7 were preschool teachers in the school districts who

receive funding for the 4-year-old voluntary preschool program. A total of 37 out of a
possible 112 superintendents (33%) indicated interest in participating; and 37 teachers
out of a possible 89 teachers in these districts (42%) completed the survey. A non-
response from the superintendent was interpreted as not wanting to participate in the
study. Follow-up emails were not sent to the superintendents or teachers to inquire of
their interest in participating in the study or to remind them to complete the attached
survey.
Revised Study

While the response rate may be considered adequate for an electronic survey,
more assertive methods would likely result in a higher response rate. During the
circulation of the revised survey, the researcher would send additional emails inquiring
about articipation in the survey. The researcher may also find it beneficial to call
superintendents personally to ask if the teachers may participate in the study. In addition,

an incentive may also be a useful technique to raise the response rates. For example,
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teachers may be placed in a drawing for a gift certificate to a store or restaurant after
completing the survey.

In the initial study, an electronic survey was emailed to preschool teachers after
the district rintendent gave perm ion for the teachers to participate. Similar to the
earlier stu r, during the revised study, the researcher will send an email to each
superintendent in lowa v se school has a 4-year-old voluntary preschool program. The
email will contain a description of the study, the purpose and research questions, and a
copy of the survey. By retur ng an electronic permission form or email, the
superinten :ntw give confirmation that his or her preschool teachers can participate in
the study. 1e researcher will then send an email to preschool teachers with a description
of the study and an electronic link to the survey. It is possible that the same teachers who
participated in the initial study would again participate in the follow up study. It is also
possil : that additional teachers will participate, as superintendents and teachers have
changed in the time that has elapsed from the initial study to the follow up study. Also,
superintendents and teachers who ignored the earlier invitation to participate may
respon to this request.

During the revised survey, the researcher would contact the district
superintendents more than once if a response was not given to the initial invitation to
partic ate. The researcher may ask the superintendent to respond to the email by either
answering “agree to participate” or “choose not to participate” in the study. The
researcher may : 0 choose to follow up emails with a phone call to the superintendent to

receive eir response to the invitation to participate in the survey. Similarly, the teachers
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wi also be sent a reminder ema to participate in the study by completing a survey. The
researcher may also choose to add an incentive of a random drawing for a gift certificate
to one or more of the teachers who complete a survey. These methods would increase the
response rate of participants in the revised study. For the revi | study, the researcher’s
goal is to have a response rate of 75%. This response rate would provide a more accurate
depiction of the emergent literacy activities that are being used in 4-year-old preschool

classrooms.

After the surveys have been distributed and returned, the researcher will tabulate
the results of the survey. ...e process of calculating the results of the survey comprises
the analysis plan. For the initial survey, the researcher chose to compile the results by
hand, and tally the total number of responses for each question. The analysis plan for the
revised study would use technc gy to tabulate the results. The researcher could use a
program such as Google Forms, which tabulates the number of responses for each item.
The survey responses yield nominal and ordinal data, so this method would be
appropriate. Advanced statistical analysis, which would be accomplished with the
assistance of a computer program, is not necessary because the data collected is
descriptive data. Using the computer program would be beneficial because it ensures that
a responses are accounte for when the results are reported. Open-ended questions
we d be analyzed by recording all of the responses and making notes if the same
responses are given by more than one participant. The researcher would summarize all of

the responses in a table, with the most common responses at the top of the list. The table
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would note the number of participants in parentheses who gave each open-ended
response.

The first revised research question asks what literacy strategies and activities
preschool teachers in Ic 1 use and if these strategies match best practice. All of the
strategies and activities included in the survey match best practice, so the researcher will
be determining which of the literacy activities participants indicate they are using on a
regular basis. For ear activity, the researcher will count how many participants selected
each fre ency and a tot:  will be tabulated. The activities will then be ranked by
percentage, highest to lowest, of which are used “always.” The researcher will then
comp :the list of activities, from highest to lowest, of activities that are “usually” used.

The second research question asks if preschool teachers use dialogic reading
strategies according to best ractice. The researcher will follow a similar procedure to
analyze data as described above. The researcher will calculate the percentage of
participants  at selected each frequency for each question. The dialogic reading strategy
described in the question that is endorsed by 50% or more of participants as being used
on an always or usu: y basis will be considered to be used on a regular basis.

After the results of the survey have been tabulated, the researcher will examine
the data to determine which activities preschool teachers are using on a regular basis.
The researcher w ok for trends and patterns to sée if activities from one literacy
component are used more than other literacy components. For example, are preschool
teachers in lowa using nearly all of the best practice activities from phonological

aware ss but that few activities are used from emergent writing? The data will give
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understanding to which emergent literacy concepts are a primary part of preschool
instruction and which activities should be integrated more frequently into a daily routine.
It wi also be interesting to see if the data suggests if the emergent literacy activities used
vary by the class size or teacher to student ratio. The data may help superintendents to
advocate for more funding so more adults can staff preschool classrooms.

Because the researcher has followed Fowler’s (1995) best practice techniques for
survey development, the research questions will be answered by the revised survey. The
survey qu ions have been written with the research questions in mind. There is an
alignment between the literature review and the survey questions. Each question
included in the survey relates to one of the research questions.

e results of 1e survey would be shared with school administrators, the state
department of education, and training programs at the college level. If preschool teachers
report at they do not have knowledge in research-based emergent literacy strategies,
changes could be made at the local and state level, as well as in training programs. For
example, these groups may decide to offer additional professional development
opportunities or colleges may choose to add course offerings to their pre-professional
programs. If a common concern is time and material availability, administrators at the
local and state level may look at additional funding for materials or adding time to the
preschoc program. The overall result of this survey would be to increase the use of

resear. -based emergent literacy practices in preschool programs.
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CHAPTER 5
DISCUSSION

The purpose of the current study was to revise the researcher’s initial survey using
best actices of survey development. In addition to survey revisions, the research
questions were also changed to match the information discussed in the literature review.
The first research question was: What literacy strategies and activities are preschool
teachers in the 4-year-old voluntary -eschool program in lowa using and do these
literacy strategies match bt practice? The second revised research question was: Do
preschool teachers in the 4-year-old voluntary preschool program in lowa use read aloud
(dialogic) reading strategies in a way that is consistent with best practice?

During the revision process, the survey was extensively modified. Instead of
relying on the activities included in the Hawken et al. (2005) study, the researcher added
activities recommended by sever: organizations that focus on emergent literacy, such as
the Internation: Reading Association (IRA) and the National Association for the
Education of Young Children (NAEYC). The National Institute for Literacy 2008 report,
entitled Developing Early Literacy, was also a useful resource for emergent literacy
activities. Activities were added in each of the following areas: phonological awareness,
concepts about print, comprehension/vocabulary, alphabet knowledge and letter sounds,
and emergent writing. These five areas were described in the literature as being
important to the field of emergent literacy. The activities added to the survey are listed in

Chapter 4, Tables 1-5. The revised survey can also be found in Appendix C.
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In the earliest draft of the survey, the activities were listed together in a table. and
were not sted in a par ular order. The revised survey included activities that were
sorted by the emergent literacy category, with a subheading. In addition, the activities
were also grouped by activities that were teacher-directed and child-directed.

One of the primary concerns with the earliest draft of the survey was the
inconsistency between the research questions and the survey questions and responses.
Once the revised research  sstions were developed, the survey was revised to include
the appropriate new content. An evaluation plan was developed to ensure that the new
questions would provide the information necessary to answer the new questions.

The research has demonstrated that dialogic and interactive reading techniques are
useful for both teachers and parents to use to help preschool-aged children develop
emergent literacy skills. Because of the importance of dialogic and interactive reading
strategies, a research question about these strategies was developed. The survey now
includes a section zrtaining to dialogic and interactive reading strategies.

In addition to re' :ions to the survey, the method of the study was revised as well.
The « anges were ased on the recommendations of Fowler (2009). A focus group will
bead :d,1 de up of professionals and experts in the field of emergent literacy and
preschool programming. A focus group will be beneficial because the members can give
feedback on the activities inc 1ded in the survey.

Another cha e to the method of the study is that the researcher will be more
proactive in including all possible participants in the study. In the original study, the

superintendents and reschool teachers were only contacted once about participating in
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the study. In the revised study, the researcher will send additional emails inquiring about
partic ation in the survey. The researcher may also find it beneficial to call the
superintendents regarding partic ation in the study. Preschool teachers will be sent an
email to rem: | them to complete the survey if they have not already done so. The
researcher will also use an incentive, such as entering participating preschool teacher’s
names into a drawing for a gift certificate to a popular store or restaurant. These

stratt.  2s  ould increase response rates. A higher response rate increases the
representativeness ol e p« ulation :amined.

The survey results would give preschool teachers, school administrators, and state
officials a detaile »sortrayal of the emergent literacy activities that teachers are using in
the 4-year-old preschool classroom. Preschool teachers, school administrators, and state
officials would also know which research-based emergent literacy activities were not
being use as frequently. All of the emergent literacy activities listed on the survey are
research-based and should be used on a regular basis. Currently the state of lowa is using

e GOLD curriculum at aligns with state standards to evaluate children’s progress. It
would be beneficial > compare the results of the survey to the GOLD assessment.
Administrators at the school district and state level could make changes, such as offering
more training and professional development in these areas. Possibly more funding could

be found if additional materials are needed or class sizes need to be reduced.
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APPENDIX A
RESULTS AND DISCUSSION FROM ORIGINAL STUDY
T primary purpose ¢ the initial study was to describe the state of lowa’s
v¢ ntary four-year-ol preschool programs and the teachers who provide instruction in
these programs. A secondary purpose was to describe the types of literacy instruction
being implemented. The researcher sought to answer two questions as a result of
conducting this study. First, what do voluntary four-year-old preschool programs look
like across e state of lowa? Demographic information gathered included the length of
the preschool day, number of children in the preschool classroom, and educational and
teaching experience of the teacher. The second research question was: what activities do
preschool teachers ri  drt using most often during emergent literacy instruction? The
sam] :included in this study was preschool teachers in the school districts who receive
tunding for the four-year-c | voluntary preschool program. A total of 37 out of a
possible 112 school districts (33%) indicated interest in participating; and 37 teachers out
of'a poss le 89 teachers in these districts (42%) completed the survey.

School Demographic Information

Schools from all 10 lowa Area Education Agencies (AEAs) participated in the
research study. The AEAs whose school districts had the highest number of respondents
was oess Hi : Area Education Agency 13 (n = 9) and Northwest Area Education
Agency (n =7). Toge er, these two AEAs comprise the western border of the state. The
AEAs that had the lowest number of respondents was Area Education Agency 267 (n =

1) and Green Valley Area Education Agency (n=1). Loess Hills AEA and Northwest
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AEA have large urban areas in addition to rural settings, while AEA 267 and Green
Valley AEA have rger rural areas and fewer urban areas. The number of respondents
for each AEA may perhaps be related to the size of the school districts that consented to
partic Hsate in the stuc ~ Schoc districts in larger urban areas, with higher number of
minority and economica ' sadvantaged students, have more teachers and therefore

higher number of potential respondents for the study.

Table A1
Area Education Agencies (AEAs) with the Number of Participating Districts and

Teachers
Participating districts (n) Participating teachers (n)

Keystone AEA 4 3
AEA 267 2 1
Prairie Lakes AEA 2 3
Mississippi Bend AEA 3 5
Grant Wood AEA 3 3
Heartland AEA 6 3

r west AEA 2 7
Loess Hills AEA 2 9
Green Valley AEA 2 1

QGreat Prairie AEA 3 2
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In addition to identifying the geographic location of their school district, teachers
were asked how long their school district has offered a preschool program. Nearly 49%
of respondents said more than 5 years. Approximately 32% of teachers responded that
their school district had offered preschool for the past 1 to 2 years. The remaining
teachers, 19%, answered that their school district has offered preschool programs for 3 to
5 years.

The rvey askec ‘:achers to identify the length of their preschool program for 4-
year-old stt :nts. The responses were nearly evenly divided, with approximately 38% of
tear ers reporting that preschoolers attended programming for half days, and 38% of
teachers reported that students attended preschool the entire day. The other response
option, that students attended for both half and full days, was reported by the remaining
24% of tea: ers.

The final school demographic characteristic was the number of children in each
classroom. Fifty-one percent of teachers reported that 11-15 children are enrolled in each
preschool « issroom. An additional 46% of teachers answered that 16-20 children are
present in e four year old classes. No teachers reported having fewer than 10 children,
and 3% of teachers reporte having more than 20 children in their classroom.

Emergent Literacy Instruction

e second part of the survey asked teachers to identify the amount of time spent
each day on common emergent literacy activities. The most common response, 1 to 2
hours, was reported by 43% of preschool teachers. . airty percent of preschool teachers

answered that they provide between 3 and 4 hours of literacy instruction each day. The
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T le A3

Frequency of Use of Print Awareness Activities

Daily 1-2 times 1-2 times Never
weekly mr\ntb]v .
The teacher points to print 29 (81%)) 7 (19%) 0 (0%) 0 (0%)
while reading aloud
The teacher uses a written 32 (94%) 1(3%) 0 (0%) I (3%)
schedule
Children use literacy-related 19 (53%) 9 (25%) 7 (19%) 1 (3%)

props during dramatic play

vidence-based activities to build children’s print awareness were the next three
items :d on the survey and teacher’s responses are listed in Table 3. All preschool
teachers reported pointing to the words on the page as they read books aloud at least 1 to
2 times weekly, and 81% of teachers reported using this activity on a daily basis. The
activity that was the most widely used was using a written schedule. Using a written
schedi :onada - basis was reported to be used by 94% of the responding teachers.
Only one teacher reported never to use this activity. The third activity, using literacy-
r¢ ited props during dramatic play, was used at least monthly by all but one teacher. The
teachers’ re onse tous glitet y-related props during dramatic play received the

widest range of responses for the print awareness activities.






Table A5
Frequency of Use of Alphabet Knowledge Activities
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Daily 1-2 times
\XIFIPL‘L

Children are able to play
with alphabet puzzles and 34 (94%) 1 (3%)
magnetic letters

Children are able to play
games to teach letter-word 20 (56%) 9 (25%)
recognition

The teacher has ildren
practice sou s during 15 (42%) 13 (36%)
read-=lnnds

1-2 times Never
mnnthly

1 (3%) 0 (0%)
6 (16%) 1 (3%)
4 (11%) 4 (11%)

Table 5 lists the responses from preschool teachers on research-based alphabet

knowledge activities. The most commonly reported used activity was having children

play with alphabet puz: s and magnetic letters. Nearly all of the teachers use this

activity on a daily basis and all of the teachers reported using this activity at least

monthly. | 1ying games to teach letter-word recognition was the second most commonly

used activity, endorsed by 56% of the teachers. One teacher reported never using this

activity. The third activity, having children practice sounds during read-alouds, was used

the lea often, with four teachers reported never using this activity, and 42% using this

activity on a daily basis.



Table A6

Frequency of Use of Writing Skills Activities

aily 1-2 times 1-2 times Never
weekly monthly
Children are able to use 36 (100%) 0 (0%) 0 (0%) 0 (0%)
a variety of w ing tools
Children practice 33 (94%) 2 (6%) 0 (0%) 0 (0%)

Wwrl“ -~ names

Of the research-based activities used to develop each emergent literacy area, the

responses were the least divided in the area of writing skills activities. Preschool

teachers’ responses for the area of w  ing skills activities are found in Table 6. All of the

pres: ool teacher respondents answered that they have children use a variety of tools on a

weekly basis and nearly all of the teachers (94%) answered that they have children

practice writing their names on a daily basis. Two remaining teachers answered that they

have students practice writing their names one to two times a week, rather than daily.
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DISCUSSION FROM INITIAL STUDY

The purpose of the initial study was to investigate emergent literacy instruction in
lowa’s voluntary preschool programs for 4-year-old children. The state of lowa started
funding voluntary preschool rograms for 4-year-olds in 2007 and a total of 112 school
districts were approved for these programs during the 2007-2008 and 2008-2009 school
years. As the state of lowa increasingly offers 4-year-old voluntary preschool programs,
it is important to evaluate the types of literacy activities commonly used by preschool
teachers. This study collected information on the demographic background of teachers
and programs across the state of lowa. A secondary purpose was to learn more about the
types of emergent literacy instruction being provided by these programs.

According to e results of the survey, the length of the preschool day is evenly
divided between half and full day enrollment. Twenty-four percent of the teachers
reported that students attend their programs for both half and full days. This finding

2 1 : ) tobest meel e
individual needs of the ch 1. It is also possible that parents are opting for the full day
option when available to help with daycare needs.

e teachers who responded to the survey indicated that the most common class
size was 11-15 chil en. This was reported by 51% of the preschool teachers surveyed.
The next most reported class size, with 46% of teachers, was 16-20 children. Only one
teacher answered  t the class size was more than 20 and no teachers surveyed had a
class size smaller than 10. This suggests that school districts in lowa are working to keep

class sizes small to best meet the academic, social, and physical needs of the student. A
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class size of 10 or :wer might suggest that e school does not have the population to
support a preschool population. A class size of greater than 20 would likely indicate to
the school at their preschoc program is in high demand and more teachers are
nec  ary.

A majority of the teachers, 76%, have attained a bachelor’s degree. An additional

19% have their master’s degree and the remaining 5% of respondents to the survey are

credentials, wi 34 out of 37 teachers responding that they have earned this credential.
Approximate ' 22% of the respondents in the study were new teachers, with 1 to 2 years
of experience. early the same number of respondents (24%) had 2 to 5 years of
experience and 6 to 10 years of experience (22%). However, after the 10 year mark, the
number of teachers with several years of experience dropped significantly. Five teachers
(14%)ha 1 to 15 years of experience, and seven teachers (19%) had more than 15
years of experience. This may be because preschool education is relatively new to public
education rogramming. With a higher demand, schools are hiring more preschool

tea: ers and the demand may be aj arent starting with new programs at the
undergraduate level.

The second research question pertained to emergent literacy instruction and
activities being use in the voluntary 4-year-old preschool programs. Emergent literacy
activities were divided into one of five categories and teachers indicated how often each
activity was used. ~ e five categories were: book knowledge, print awareness,

phonological awareness, alphabet knowledge, and emergent writing.
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When reporting the use of book knowledge activities, at least one-third of
teachers answere that they used each of the three activities at least once per day. These
activities have widespread use because they encompass very early emergent literacy
sk s and are therefore endo 1 by preschool teachers (Hawken et al., 2005, p. 239).
The most commonly used book knowledge activity was having children practice holding
books and turning pages correctly. The activity that is the least commonly used on a
daily basis is having children retell stories. The third activity, the teacher rereads stories
to children, was reported to be used at least monthly by all teachers in the study. Of the
book knov :dge activities, having children practice holding books was the only activity
to never be used by a few teachers who participated in the study.

Activities that had ch {ren practice print awareness skills included the teacher
pointing to print while reading aloud, using a written schedule, and including literacy-
related props during dramatic play. Pointing to print was the only activity to be used at
least 1t0 2 nes monthly. Teachers indicated that they use this activity daily or at least a
few times each week. The most commonly used print awareness activity was using a
written schedule. However, one :acher did not respond whether he/she used this activity
on a regular basis. The use of literacy-related props was reported to be used daily by
approximately half of the respondents, and 97% of the teachers in the study use literacy-
related props at least on a monthly basis. In a similar study, Hawken et al. (2005) found
that “the tea ers. . . reported using strategies that have been empirically validated, such
as using shared book reading, pointing to print while reading aloud, and having children

retell stories” (p. 239).
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The third category of emergent literacy activities is phonological awareness. The
three activities that were on the survey in this category were: children practice identifying
initial sc nds in words, the teacher reads nursery rhymes to class, and children practice
identif' g syllable units and blending sounds. The activity that was used the most on a
daily basis was having children practice identifying initial sounds in words. The activity
that was used the least was having children practice identifying syllable units and
blending soun . Just over twenty-five percent of teachers never use this activity. The
results of the Hawken et ¢  study (2005) were similar; teachers were more likely to use
activities that taught rhyming and alliteration, rather than segmenting and blending (p.
239). The Hawken et al. study (2005) suggested that preschool teachers may feel it is
more age-appropriate to :ach rhyming and that skills in segmenting and blending are
more advanced skills.

Alphabet knowledge can be vided into two parts: identification and naming. A
child has mastered identification when he/she is able to point to a letter when given a
letter name. Naming, a more difficult task, requires the child to give the name of the
letter at is pointed to (Christie, 2008, p. 35). Alphabet knowledge activities listed on
the survey were playing with alphabet puzzles and magnetic letters, playing games to
teach letter-word recognition, and having children practice sounds during read-alouds.
Most of the teachers reported that children are able to play with alphabet puzzles and
magnetic letters on a daily basis and a teachers reported using this activity at least
monthly. The second activity listed, being able to play games, received a greater variety

in responses in the frequency of use per month, but only one teacher reported to never use
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this activity. The final activity listed, practicing sounds during read-alouds was not used
as frequently on a daily basis as on a weekly basis, and the same number of teachers
r orted using this activity either once or twice a month or not at all.

The final component of en  gent literacy skills is early writing. As children gain
literacy knowledge, they will begin writing using inventive spelling and writing the word
with the sounds that 2y are able to hear. “Although children’s invented spellings did
not comply with correct spellings, the process encouraged them to think actively about

tter-sound relations”  1tional Association for the Education of Young Children, 1998,
p. 34). The two activities that could be used with preschool-aged children were listed
under writing ski  activities. This category had the least amount of variation between
the teachers who responded to the survey. All of the teachers responded that they daily
give children access to a variety of writing tools. In addition, nearly all of the teachers
have 1 en practice writing their names on a daily basis and the remaining teachers
have children practice writing their names one to two times per week. The National
Associatic for the Education of Young Children (1998) recommends “print-rich
environments that provide opportunities and tools for children to see and use written
language for a variety of purposes, with teachers drawing children’s attention to specific
letters and words” (p. 38).

Researchers support the use of activities from the five emergent literacy
categories equally and on a daily basis. The survey that was distributed to teachers
gathered information on the frequency of use of activities from each of these five

categories. According to the results of the survey, the categories that teachers are giving
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the most classroom time include writing, print awareness, and alphabet knowledge. The
two remaining categories, book knowledge and phonological awareness, have activities
that are not as widely used on a daily basis by teachers in the study. These are the areas
that had more discrepancy with reported use.

Limitations

This study had several important limitations to consider when examining the
results. First, this study he a response rate of 42% (37 responses). It is possible that the
teac :rs who responded to the survey are the ones who are using more research-based
emergent literacy practices than other teachers. It is difficult to know the emergent
literacy activities being used by teachers who did not participate in this study. Because of
the relative 7 sm:  sample size, this is likely not representative of the population of 4-
year-old preschoc teachers in Iowa.

Second, the survey relied on teachers accurately identifying the emergent literacy
activities that are used in their classrooms. The accuracy of the teachers’ responses is not
guaranteed, as teachers may have wanted to please the researcher, or despite the
discla er, were worried that their answers would be tied to them and be negatively
interpreted by their principals. The study would have been more accurate if it had
included an observation component by the researcher, as a means to ensure that teacher
self-r  orts were accurate.

Finally, the ¢ vey only included a few emergent literacy activities for each of the
areas. Preschool tear ers may be using other recommended activities that are not

represented in this study. ~ e brief survey is also a limitation, as a longer survey would
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have given more details as to the activities that are being used by preschool teachers. To
supplement the survey, the researcher could have personally contacted or visited the
preschool achers and discussed in greater detail the emergent literacy activities that are
used throughout the program.

Recommendations

Further research is needed in the area of voluntary preschool programs for 4-year-
old children. In the future, a more comprehensive study would include more preschool
teachers and a more  1sitive surveying instrument. In addition to better measure the
validity and reliability of the answers, it is suggested that the researcher visit preschool
classrooms in the voluntary program. This would add a qualitative component to the
study as well as gather more descriptive data about what programs are comprised of in
the state of lowa. It might also be useful to compare the voluntary preschool program to
other ear childhood education programs, such as Head Start, Even Start, and private

nursery school programs.
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APPENDIX B
PRESCHOOL LITERACY SURVEY
Please answer ie following questions by marking in the circle.

Including this school ©  r, how long has your school had a public preschool program?
O 1-2 years O 2-5 years O 5 or more years

Ch lren attend your preschool for:
O Half days O Full days O Some full and part time students

On average, how many children are in each classroom?
O Less than 10 children O 10-15 children
O 15-20 children O More than 20 children

The public preschool program where 1 teach is located in:

O Keystone AEA 1 O AEA 267

O Prairie Lakes AEA 8 O Mississippi Bend AEA 9
O G it WoodAEA 10 O Heartland AEA 11

O Northwest AEA O Loess Hills AEA 13

O Green Valley AEA 14 O Great Prairic AEA

In 1ding this year, how many years have you taught at the preschool level?
O 1-2 years O 2-5 years O 6-10 years

O 11-15 years O 15 years or more

What is the highest levi  of education you have attained?
O High School O Associate’s Degree O Bachelor’s Degree
O Master’s Degree O Other

Do you have early childhood credentials?
O Yes O No

On average, how much time each day is devoted to literacy instruction and activities in
your classroom?

O Less than 1 hour O 1-2 hours

O 2-3 hours O 4 or more hours






APPENDIX C
REVISED PRESCHOOL LITERACY SURVEY
Please answer the following questions.

Including this school year, how long has your school had a public preschool program?
LJ1-2  :ars
[13-5 Years
16 or more Years

Children attend your preschool for:
' | Half Days
[1Full Days
(0S¢ full and some half day students
MO  please specify:

What is your chil to certified adult ratio?
[5:1
L) 8:1
10:1
12:1
1 Other, please specify:

The public preschool program where I teach is located in:
1AEA 267
U Des Moines Put : Schools
U Great Prairie AEA
U Grant Wood AEA
LI Green. sAEA
|| Heartle AEA
L] Keystone AEA
lississippi Bend AEA
‘orthwest AEA
rairie Lakes AEA

Including this year, how many years have you taught at the preschool level?
1-2 Ye
[13-5Ye
LJ6 ) Years
11-15 Years
TMore an 15 Years
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What is the highest level of education you have attained?
"IGED (Passed e General Education Development Test)
L1 High School
1 Child Development Associate (CDA) Credential
[1As ciates Degree
L Bachelor’s Degree
1 Master’s Degree
[ Other

For HALF DAY 4-year-old preschool programs, on average, how much time each day is
devoted to literacy instruction and activities in your classroom? (Literacy instruction is
defined as individual, small group, and large group instruction and activities with the
primary purpose of teaching reading skills).
LLess than | hour
11-2 Hours
! 3-4 Hours

For FULL DAY 4-year-¢ 1 preschool programs, on average, how much time each day is
devoted to literacy instruction in your classroom? (Literacy instruction is defined as
individual, small group, and large group instruction and activities with the primary
purpose of teaching reading skills).

L1 Less than 1 hour

{11-2 Hours

' 3-4 Hours

L) More thar  Hours
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Teacher Read-Alouds

In teacher read-alouds, adults read and interact with children before, during, and after
reading. Children are active participants as the story is read. The adult asks children
questions about what is happening in the pictures, including wh-questions (who, what,
where, when, why), and their predictions for what may happen next.

Are you familiar wi  read-aloud strategies?
[ Yes
L o

How often do you  gage in teacher read-alouds, as described above, in your classroom?
L ver
| Rarely
| | Sometimes
Il Usually
Il Always

In what type of setting(s) do you engage in teacher read-alouds?
. I I don’t use interactive book reading techniques
1 Large group/whole class
[1 Small group (5 students or fewer)
|1 Individual student

For the following questions, please indicate how ofien you engage in each behavior.

As I read boc i to children, I ask open-ended questions.
('t Never
_ Rarely
[1 Sometimes
11 Usually
|14 ways

As I read boc to children, | encourage the children to talk about their own experiences
ro ited to the story.

(] ver

[1Rarely

' Sometimes

M Usua -

L4 ways
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As I read books to ¢ ildren, I ask wh-questions (who, what, where, when, why).
Never
Rarely
1 Sometimes
[ Usually
"1 Always

As I read books to children, I model making predictions about the story.
| TNever
[ Rarely
[ Sometimes
[l Usually
71 Always

As I read books to children. [ encourage children to make predictions about the story
based on the cover and title.
lever
arely
ometi 2s
] Usually
"1 Always

As I read books to children, I encourage them to make predictions throughout the story.
| Never
1 Rarely
[} Sometimes
1 Usually
T Always
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Forea of the activities described below, please indicate how often you use each of the
activities in your 4-year-old preschool classroom. The activities are divided into 2 parts.
teacher-directed and child-directed activities. The answer options are never, rarely.
sometimes, usually, and always.

Phonological Awareness

Teacher-Directed Activities

The tear er reads Never Rarely Sometimes Usually Always
nursery rhymes to

children.

The teacher reads Never Rarely Sometimes Usually Always

poetry to children,
focusing on rhyming
words. ) L __
The teacher uses Never Karely Someumes usually Always
alliteration games to
practice sounds in
wor .. Alliteration is
when words start with
the same sounds (e.g.:
“big bears boun on
beds™).

The teacher instructs Never Rarely Sometimes Usually Always
1 enin small
groups, according to
the phonological stage
they have entered.

The tea er instructs Never Rarely Sometimes Usually Always
children in large
(whole class) groups,
regardless of
phonological stage.

The teacher instructs Never Rarely Sometimes Usually Always
children one or two
phoneme awareness
skills at a time.

The teacher instructs Never Rarely Sometimes Usually Always
children a combination
of three or more
phoneme awareness

| sk s ata time.
















Child-Directed Activities

Comprehension/Vocabulary Activities
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Children predict Never Rarely Sometimes Usually Always
stories. B ] ]
Children practice Never Rarely Someumes Usually Always
retelling stories.

Children connect prior Never Rarely Sometimes Usually Always
experiences to the

text. |

Children identify Never Rarely Sometimes Usually Always

con ctions across
texts (ex: books by the
same author, books
with similar topics).




Alphabet Knowledge and Letter Sounds

Teacher-Directed Activities
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The teacher hangs
letters of the alphabet
in the classroom at
eye level.

Never

Rarely

Sometimes

Usually

Always

The teacher
encourages the
children to play with
alphabet puzzles,
magnetic letters, letter
stamps, and/or
sponges.

Never

Rarely

Sometimes

Usually

Always

The teacher has
children identify letter
sounds during read-
aloud time.

Never

Rarely

Sometimes

Usually

Always

The teacher reads
alphabet books aloud
to children.

Never

The teacher introduces
new letters as part of a
lesson.

Never

Rarely

Sometimes

Usually

Always

Rarely

Sometimes

Usually

Always

The teacher introduces

new sounds as part of .

a lesson.

Never

Rarely

Sometimes

Usually

Always

The teacher uses a

word wa with the

children’s names in
the class.

Never

Rarely

Sometimes

Usually

Always










96

APPENDIX D
EMAIL TO SUPERINTENDENT
Dear Superintendent:

My name is Anne Berthelse and I am a school psychology graduate student at the
University of Northern fowa. I am completing a research project in the area of early
reading development and would like to learn more about the reading instruction used
with the 4 year old voluntary preschool programs in lowa. My thesis proposal has been
reviewed and approved by e University’s Institutional Review Board. I would like to
invite your preschool teacher(s) to complete a brief survey that should not take longer
than 10 minutes to complete. The teacher’s answers will be kept confidential and their
name and the name of their school are not part of the survey. Your participation in this
survey is voluntar the teachers are free to close the survey and withdraw from the
study at any time. .....e W not be any negative consequences for not participating or
withdrawing.

I have attached the survey to this email if you would like to review it. If you have any
questions or concerns regarding this research project, you may contact me by replying to
this email message. You can also contact my research supervisor, Dr. Kimberly Knesting
at (319) 273-3840 or Kimbe ".Knesting@uni.edu.

Before I can electronically administer the surveys I need district approval. If [ have your
permission to se  the survey to the preschool teacher(s) in your district, could you
please briefly respond to this email? It would also be helpful if you could include the
name an or email address of the 4 year old preschool teacher(s).

ank you for your time and assistance with this project.
Sincert 7,
Anne Berthe  n, MAE
University ¢ forthern Iowa

Cedar alls, IA 50613
annebert@uni.edu
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APPENDIX E
EMAIL TO PRESCHOOL TEACHER
Dear Preschool Teacher:

My name is Anne Berthelsen and I am a school psychology graduate student at the
University of Northern lowa. | am completing a research project in the area of early
reading development and would like to learn more about the reading instruction used
with the 4 year ¢ 1 preschool rograms in the state of lowa. 1 would like to invite you to
complete a brief survey that should not take longer than 5-10 minutes to complete. Your
answers will be kept confidential and your name and the name of your school are not part
of the survey. Confidential information obtained during this study will be stored on a
secure server. However, given that the surveys can be completed from any computer
(e.g., pe nal, work, school), we are unable to guarantee the security of computer on
which you choose to enter your responses as well as the online transmission of the data.

The internet nk provided below will take you to the Informed Consent information and
survey. Please read the informed consent information on the first page of the survey. If
you consent to complete a survey, please click on the “next” button. Your participation
in this survey is voluntary and you are free to close the survey and withdraw from the
study at any time.  ou will not have any negative consequences for not participating or
withdrawing.

If you have any questions or concerns regarding this research project, you may contact
me by re] ’ing to this email message. You can also contact my research supervisor, Dr.
Kimberly Knesting at (319) 273-3840 or Kimberly.Knesting(@uni.edu.

Thank you for your time and consideration.
Sincerely.

Anne Berthelsen, MAE

University of Northern lowa

Cedar Falls, 1A 50613

annebert@uni.edu

Please click on the link:
https://www.surve 1onkey.com/s.aspx?sm=61Zhw_2fdltqsPwL3UT 2thL.CQ 3d 3d
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