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CHAPTER 1: INTRODUCTION

Ready Set Read Program Overview

Ready Set Read (“RSR”) is an early childhood literacy program designed to bring
reading and books to parents who want to know more about reading to their children.
The founder set out to be the Johnny Appleseed of books, so instead of spreading
apple seeds all over the land, she "planted” books in every home for every family
wherever she went. She believed that everyone, everywhere should have books,
especially pre-schools... and that every preschool parent should know how to read to
their children. That's how Ready Set Read was born and since its inception in 1999,
Ready, Set, Read! has “planted” over 7,000 books in 140 different preschool
classrooms and provided workshops for more than 9,500 parents. The program consists
of two components: a workshop presented to parents and a lending library of 50 books
donated to preschool classrooms. The participating preschool classrooms are all part of
the School Readiness and Language Development Program (“SRLDP”) in the Los
Angeles Unified School District (‘LAUSD”). SRLDP not only prepares children for
kindergarten, it also prepares parents for the demands that school will place on them
and their children. SRLDP classrooms are unique in that they require parents to attend
10 parent education meetings throughout the course of the school year. The RSR
parent workshop component is taught by three presenters and is designed to provide
parents with tools to assist them in furthering the literacy development of their pre-
school age and older children. The workshops generally last 60 to 90 minutes and are

conducted in Spanish and English.

Page 4 of 100



Ready Set Read Action Research Project June 2, 2007

RSR’s lending library component is provided to the participating classrooms that
meet a parent attendance quota. The expectation is that participating teachers will
create a system to best utilize the lending library within their classroom to support
literacy development at home, including the skills and techniques presented in the RSR

workshop.

Purpose of the UCLA Action Research Project

Research shows that reading to children from a very early age does much to
increase their vocabulary and their interest in reading as a life-long passion. Often,
though, parents may not know how to encourage reading and language development on
a daily basis. Ready Set Read (“RSR”) is designed to reinforce the importance of early
literacy skills to preschool children’s parents and to supplement preschool classroom
with a lending library of 50 books.

The purpose of the action research project was to assist the founder of RSR in
assessing what impact the RSR program has had on the parents’ beliefs and practices
surrounding preschool children’s literacy development. The program has grown and
expanded based upon the energy and dedication of the founder and the presenters.
However there has been limited opportunity for on-going assessment and follow-up with
alumni of RSR. The research project was designed to acquire and analyze the
necessary data to discover what impact the program had and to make
recommendations for future growth for the RSR program. Through surveys,
observations, interviews and extended analyses, the UCLA action research team

sought to answer the following research questions:
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1. What impact, if any, does the Ready Set Read program have on parents’ beliefs
and practices surrounding preschool children’s literacy development?
2. How can these learnings (from question 1) be incorporated to improve the

program?

Report Overview
This report is divided into five chapters that highlight the stages of the action

research project and subsequent report development. Chapter 1 includes an overview
of the action research project and outlines the purpose for the project and the research
guestions guiding the team’s analysis. Chapter 2 provides a review of the literature on
the subject of the importance of literacy development in early childhood and links the
research where relevant to RSR. Chapter 3 describes the research design, including a
description of where the program took place, the research methods used to collect data,
and how the data was analyzed. Chapter 4 reviews the team’s findings gleaned from
the analysis of the data and a discussion of the challenges that the research team faced
in collecting the data. Finally, based upon the findings from the data, Chapter 5 includes
recommendations the research team suggests for the future growth and development of
the RSR program. The report appendices provide copies of the research instruments

used and a detailed bibliography.
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CHAPTER 2: LITERATURE REVIEW

Many researchers have written about young children’s early literacy
development, examining how young children acquire language, the components of the
language system that contribute to literacy, and the efficacy of various early literacy
interventions. This literature review will examine the body of research on the nature of
early literacy development in preschool children and the aspects of language that
impact this growth. It will explore the relationship between parents’ literacy-related
beliefs and activities and preschool children’s language and literacy competencies. It
will discuss the positive effects researchers have identified for intervention programs
that teach parents developmentally appropriate ways to foster language and literacy
skills in preschool children — particularly through shared book reading. Through a review
of the relevant research, this literature review attempts to answer whether parents’
attitudes toward, and interests in, reading books aloud to their preschool children
contribute to children’s language and literacy competence and set the stage for

subsequent school success.

The nature of early literacy development in prescho ol children
Many researchers have examined how young children acquire language and
literacy skills and note that the preschool years (ages 3 & 4) are a particularly important
window of opportunity for literacy development. In chapter one of the seminal Handbook
of Early Literacy Research volume 2, Dickinson, McCabe, and Essex declare: “Given
what we now know, it appears that the later preschool years are one period during

which the window to the development of language-related competencies is wide open
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(2006, p. 23). The authors provide compelling evidence that the preschool years are a
time when literacy-specific aspects of development, particularly language, are
malleable.

During the preschool years, children are acquiring a number of interrelated
components of the language system, including vocabulary (Biemiller, 1999; Hart &
Risley, 1995; Storch & Whitehurst, 2002); syntax (Biemiller, 1999; Dickinson, 1987),
discourse (Beals, 2001; Vernon-Feagans, Hammer, Miccio, & Manlove, 2001) and
phonological sensitivity (Vellutino & Scanlon, 2001). Researchers emphasize that early
language and print-related abilities emerge as interdependent systems (Dickinson,
McCabe, & Essex, 2006; Scarborough, 2001). Several decades of intensive study have
yielded consensus in the literature that a multiplicity of factors support the emergence of
literacy (Leseman & van Tujil, 2006; McNaughton, 2006; Sénéchal, LeFevre, Smith-
Chant, & Colton, 2001). For 4-year-olds, the research suggests that phonological
sensitivity, vocabulary and print skills are correlated and, among normally developing
children, are fashioned into mutually reinforcing systems of knowledge (Dickinson et al.,
2006). As this study seeks to assess the impact of shared book reading on young
children’s literacy, it is important to elucidate whether the research shows that shared
book reading can impact phonological sensitivity, vocabulary and/or print skills. Many
researchers have in fact documented how shared book reading supports the
development of these skills, particularly vocabulary. The next section will explore how
children’s future reading ability is substantially impacted by their preschool vocabulary
development and the section after that will explore how shared book reading supports

vocabulary development and other pre-literacy skills.
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The importance of vocabulary development

A focus on specific literacy-related skills, such as phonemic awareness,
represents a relatively narrow approach to literacy. Reading is a complex process made
up of multiple components that should be promoted together (Byrnes, 2001). Students
must first learn to decode, and for that, phonemic awareness and rapid haming are
strong predictors (Ashby & Rayner, 2006). However, those skills by themselves do not
show much relationship to reading comprehension, a skill that is critical for children’s
progress in school (Schatschneider, Carlson, Francis, Foorman, & Fletcher, 2002). The
language variable that does predict reading comprehension is vocabulary (Snow, Burns,
& Griffin, 1998). A longitudinal study of young children’s exposure to language in their
homes and child-care settings found that reading comprehension in the fourth and
seventh grades was predicted by measures of receptive vocabulary and oral language
taken in kindergarten (Tabors, Snow, & Dickinson, 2001). Cunningham and Stanovich
(1997) have even shown a substantial relationship between oral receptive vocabulary in
first grade and reading comprehension in 11" grade (r = .55, or 30% of variance).

The significance of vocabulary (“oral language”) has often been underestimated
because it is not a prerequisite for first- or second-grade reading success. It is not until
reading texts involve age-normal vocabulary demands that early (kindergarten or pre-
kindergarten) vocabulary becomes a significant predictor of reading comprehension
(Becker, 1977; Scarborough, 2001; Storch & Whitehurst, 2002). Age-normal vocabulary
typically begins to appear in third- and fourth-grade books (Chall & Conrad, 1991). In
fact, for most children reading problems — word recognition — probably play less of a

role in reading comprehension than does knowledge of word meanings. This claim is
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made because, by the end of third grade, most children can read many more words
correctly than they understand in context (Biemiller, 2005).

Sénéchal, Ouellette, and Rodney found evidence that early differences in oral
vocabulary are concurrently and longitudinally related to skills known to influence skilled
reading and its acquisition (2006). Other studies have echoed these findings, see (Roth,
Speece, & Cooper, 2002; Scarborough, 1998, 2001; Share, Jorm, MacLean, &
Matthews, 1984; Snow, Tabors, Nicholson, & Kurland, 1995). The power of early
vocabulary development on later literacy outcomes seems even stronger in the later
grades. Sénéchal and her colleagues (2006) conclude that kindergarten vocabulary
seems associated specifically with reading comprehension in grades three and four.

Taken together, these studies suggest that oral vocabulary development prior to
formal literacy acquisition may be a significant predictor of future reading. It is therefore

worthwhile to look at the sources of vocabulary acquisition in the preschool years.

The impact of the home environment

Research demonstrates the powerful influence of the home environment on
children’s oral vocabulary development. Several studies have demonstrated that by age
4, the size of a child’s vocabulary is to a large extent determined by the number of
different words spoken by the parents (Hart & Risley, 1995, 1999, 2003; Wells, 1985). In
their landmark study in 1995, Hart & Risley demonstrated this finding quite powerfully.
They embarked on a longitudinal study to describe the circumstances of early language
learning and the central role of home and family in the emergence of language and

word learning. The data showed that families differ immensely in the amount of
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experience with language and interaction they regularly provide their children and that
differences in children’s experience are strongly linked to children’s language
accomplishments at age three.

Hart & Risley followed 42 families from a range of socioeconomic levels. From
the observations and analysis of more than 1,300 hours of casual interactions between
parents and their language-learning children, remarkable results emerged. The three-
year-old children from families on welfare not only had smaller vocabularies than did
children of the same age in professional families, but they were also adding words more
slowly. Projecting the developmental trajectory of the welfare children’s vocabulary
growth curves, the researchers illustrated an ever-widening gap between the children
from families on welfare and professional families leading to a vocabulary difference of
approximately 700 words by age 3.

The most astonishing and sobering part of their study was where Hart & Risley
estimated that by age four the average child on welfare would hear half as many words
per hour (616 words per hour) as the average working-class child (1,251 words per

. Fi 1
hour) and less than one-third that of the gdre

The Humber of Words Addressed fo Children
Differs Across Income Groups

average child in a professional family

(2,153 words per hour). In four years of . e
such experience, an average child in a D o] e

E . .-"';.‘ i
professional family would have = P
accumulated experience with almost 45 E P i

million words, an average child in a —

working-class family would have Hart & Risley, 2003
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accumulated experience with 26 million words, and an average child in a welfare family
would have accumulated experience with 13 million words (Figure 1). By age 4, the
average child in a welfare family might have 13 million fewer words of cumulative
experience than the average child in a working-class family and 30 million fewer words
than the average child in a professional family.

Combining with the powerful influence of the home environment on children’s
later literacy development is the conclusion supported by many researchers that it is the
home, not the school, that determines vocabulary size by the end of second grade
(Biemiller, 2006; Morrison, Connor, & Bachman, 2006). In fact, the limited available data
suggest that in many classrooms, a year of school experience has no measurable
impact on vocabulary growth (Christian, Morrison, Frazier, & Massetti, 2000). This is
particularly important because longitudinal studies of vocabulary learning have provided
strong evidence of stability in vocabulary growth. That is, children who enter
kindergarten or first grade substantially behind age norms stay behind. Longitudinal
studies of vocabulary learning have provided strong evidence of stability in vocabulary
growth (Biemiller, 1999; Cunningham & Stanovich, 1997) and evidence that children
who begin school with weaker language skills are less successful academically
throughout their school careers than those who begin school with strong language skills
(Entwisle, Alexander, & Olson, 1997; Loban, 1976).

Understanding that the research shows that young children’s vocabulary
development is a crucial factor for their later literacy and academic success, given that
once children begin school their vocabulary trajectory is largely stable and given that it

is the home environment, rather than the school environment, that plays the largest role
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in shaping this vocabulary development trajectory, what interventions can impact
children’s vocabulary development and support their literacy development before they
begin kindergarten? Research shows that it is important to provide a rich context of
vocabulary in the preliterate phase to help children acquire vocabulary for later reading
and academic success. One promising strategy to accomplish this is shared book
reading, which can have a significant positive impact on vocabulary development and

other pre-literacy skills.

Shared book reading and children’s language & liter acy development

Shared book reading is the best way that parents can prepare their children to
learn to read (Anderson, Heibert, Scott, & Wilkerson, 1985). Intervention studies clearly
show that young children can learn new words from listening to adults read books to
them (e.g. Hargrave & Sénéchal, 2000; Jordan, Snow, & Porche, 2000; Lonigan &
Whitehurst, 1998). Hence, shared book reading during the preschool years can be a
source of learning vocabulary, which, in time, may facilitate reading (Sénéchal et al.,
2006). In addition to the numerous researchers who have documented the critical role of
shared reading in children’s vocabulary growth (Elley, 1989; Sénéchal, LeFevre,
Thomas, & Daley, 1998; Sénéchal et al., 2006), researchers have pointed to the impact
of book reading on children’s general language development (Landry & Smith, 2006;
Ninio & Bruner, 1978). Payne, Whitehurst, and Angell (1994) demonstrated that the
home literacy environment played a substantial role in shaping preschool children’s
language development. They measured frequency of shared book reading, earliest age

of picture book reading, number of picture books in the home, children’s requests for
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book reading and their play with books, as well as shared trips to the library and
parents’ own personal reading habits. Together these behaviors accounted for 12-18%
of the variability in young children’s language skills. Other researchers have reiterated
the importance of reading frequently to young children — Crain-Thoreson & Dale (1992)
conducted a study which showed that the frequency of story reading in the home at 24
months predicted children’s language ability at 2.5 and 4.5 years. Scarborough and
Dobrich (1994) conducted an extensive review of the existing literature on parent—child
book reading and concluded that there is a positive association between the frequency
of book reading during the preschool years and future literacy. Partridge (2004)
suggests, based on the research, that a reasonable goal is 15-30 minutes per day of
shared reading time.

Researchers have also documented particularly effective strategies in book
reading that support children’s development. One key strategy, called dialogic reading,
focuses on the discussion surrounding the book (Whitehurst et al., 1988). The dialogic-
reading method shifts the roles of the parent and child from that of reader and listener,
respectively, to the child becoming the storyteller and the adult listening and asking
guestions. The adult asks questions to expand on the child’s talk and prompts for more
information (Whitehurst & Lonigan, 1998). Dialogic reading has been shown to produce
larger effects on the oral language skills of children than traditional storybook reading
where the parent reads and child listens (Arnold, Lonigan, Whitehurst, & Epstein, 1994;
Lonigan, Anthony, Bloomfield, Dyer, & Samwel, 1999; Whitehurst et al., 1988). Studies
have looked at the effects of training parents from lower socioeconomic backgrounds in

dialogic reading techniques (Whitehurst, Arnold et al., 1994; Whitehurst, Epstein et al.,
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1994). The positive results for the intervention groups illustrated the efficacy of assisting
low-income parents in using techniques that encourage children’s active involvement in
shared reading. Moreover, parents’ involvement in these activities with their children
provided an added benefit above and beyond that obtained when these experiences
were only obtained in a school environment.

In addition to the act of shared book reading, researchers have documented the
importance of the abundance of literacy materials. The number of books available to
children, along with other literacy materials (such as pencils, crayons and literacy props
related to book themes) stimulate children’s literacy behaviors (Christie & Enz, 1992;
Morrow, 1991; Morrow & Rand, 1991; Wasik & Bond, 2001). Farran, Aydogan, Kang
and Lipsey (2006) examined the effects of the availability of literacy materials on
children’s language development. They found that the amount of materials present was
highly correlated with how involved children were with the literacy materials.

Other shared book reading research findings with specific alignment to Ready
Set Read include the studies outlined below. In terms of distributing books to families,
Needlman, Klass, and Zuckerman (2006) mention that providing new books, rather than
second-hand ones, communicates to parents the high value placed on reading. In a
study assessing the practice of giving books to preschool parents during pediatrician
visits, researchers found that parents who had reported receiving a book were four
times more likely to include reading aloud as a favorite activity or to report having read
aloud to their child within the past 24 hours(Neediman, Fried, Morley, Taylor, &

Zuckerman, 1991).
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Effective techniques for reading aloud include scaffolding, a concept that
originated in the sociocultural framework (Burner, 1972; Vygotsky, 1978). When parents
support children’s early language by being highly responsive and engaging children in
ways that maintain their attention with sensitive verbal input and gestures, children have
greater comprehension and expression of language (Landry & Smith, 2006). Landry
also identified responsive parenting techniques as a critical component of children’s
experience with storybook reading. Parent behaviors such as the use of positive affect,
expressions of warmth through physical closeness, sensitive voice tones, and
appropriate pacing play an important role in supporting children’s early literacy skills
(Landry, Miller-Loncar, Smith, & Swank, 2002; Landry, Smith, Swank, Assel, & Vellet,
2001). Landry also describes a randomized intervention that aimed to enhance a
responsive parenting style for parents from low socioeconomic backgrounds and
measure children’s language, cognitive, and socio-emotional development — particularly
during book reading (2006). Landry reports that the intervention was effective for
mothers across a broad range of educational and ethnic factors and led to a strong
increase in mothers’ rich language input for their young children. Children’s early
literacy outcomes were also impacted, with language scores increasing for the children
whose mothers fully participated in the intervention. Finally, Partridge (2004)
enumerates several research-based strategies to help parents make the most of
reading to their young children, including: (a) establish a routine, (b) make reading an
enjoyable experience, (c) read often, (d) reread favorite books, (e) bridge the language

between the book and the child, (f) pay attention to the clues your child is giving you, (g)
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talk about the print, (h) read various types of books, (i) engage the child in analytic talk,

and (j) encourage book-related play.

Challenges parents face

It is clear from the research that parents play a powerful role in shaping children’s
future literacy success. Yet, this powerful role is hard to maintain for the many families
facing underemployment, limited incomes and a lack of opportunities for themselves
and their children. Research has attributed substantial differences in children’s reading
and writing abilities to the economic level of their families (McCormick & Mason, 1986;
Mullis, Campbell, & Farstrup, 1993). Poor families have unequal access to materials,
books, and social resources, differences that may critically influence parent participation
and involvement in the educational experiences of their children. McGill-Franzen and
Allington (1994) documented that many low-income communities lack adequate
resources in homes and child care centers for young children. McCormick and Mason
(1986) demonstrated the disparities in the availability of children’s printed materials in
the homes of low- and middle-income children. Lacking access to book materials, many
young children may not be exposed to the cognitive and linguistic richness of talk that
experiences with books provide. Limited opportunities for literacy-related activities in the
home may have significant effects on the language development and later reading
achievement of children from low-income families. Many researchers have pinpointed
the predictive effects of mothers’ education levels on children’s later school readiness
and academic achievement (Hess, Holloway, Dickson, & Price, 1984; Hill & O'Neill,

1994). Neuman (1996) argues that the variance in achievement lies not in the value
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placed on education, but on the resources and strategies available to enhance
children’s performance in school. Neuman cites a 1987 study (Goldenberg) that found
that the low-income Hispanic parents participating in the study were highly motivated to
help their children succeed, but were uncertain as to what they could or should do to
promote reading, a topic they perceived to be in the school’'s domain. The study
concluded that when provided with access to resources and information, however, poor
and minority parents contribute significantly to their young children’s language and
literacy development. In her own study, Neuman concluded that regardless of parental
reading proficiency, children’s receptive language and concepts of print improved
significantly after participating in a 12-week program with their parents reading
storybooks to them.

Despite the challenges parents face, many parents are working hard to try to
increase their skills to support their children. Hundreds of parents attend parent
education workshops offered by Ready Set Read to parents of preschool children in Los
Angeles Unified School District's School Readiness Language Development Program.
The Ready Set Read program leverages several of the research-based strategies
identified in the literature review, including distributing books to families, encouraging
parents to surround their children with books, and read to their children frequently.
These ideas are reinforced through the lending libraries Ready Set Read provides to
preschool classrooms. The workshops also teach parents to ask children questions and
engage them in dialogue when reading stories, which are the basic concepts of the
dialogic reading technique described earlier in the literature review. The program gives

parents strategies to engage and maintain their children’s interest in stories and spark
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their imagination. The program helps parents understand the connection between the
stories they are reading and the vocabulary they are helping their children to develop.
The workshops help mothers and fathers learn effective parenting techniques, such as
a positive and encouraging tone, expressions of warmth through physical closeness,
and appropriate pacing and scaffolding. This literature review set out to identify how
young children develop language and literacy competence with an emphasis on the role
of book reading. The review sought to identify interventions found in the research that
are effective in impacting parents’ attitudes toward reading to their young children. In
sum, the literature supports the foundational tenets of the Ready Set Read program.
Ready Set Read is built upon the successful practices identified in the literature to
support young children’s emerging literacy skills by preparing parents to adequately

support their children’s future academic and life success.
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CHAPTER 3: RESEARCH DESIGN

Introduction
The research was designed to investigate the impact of Ready Set Read’s (RSR)

parent education workshop component and the classroom lending libraries on parents’
beliefs and practices surrounding preschool children’s literacy development. The Ready
Set Read program is unigue in that it is not limited to one campus or specific site. The
program is based out of the founder’'s home in the San Fernando Valley. The
participating schools are preschool classrooms throughout the Los Angeles Unified
School District (“LAUSD”) involved in the School Readiness and Language
Development Program (“SRLDP”) located in Los Angeles County. The methods of data
collection for this study were a) surveys, b) interviews, and c) observations, with an
emphasis on surveys. SRLDP schools prepare children for kindergarten and help to

prepare parents for the demands that school will place on them and their children.

Research Design
A two-prong sampling approach was used to ensure that variation was built into

the research design. The first prong was designed to identify the organization’s goals
and intentions, while the second prong deliberately measured the organization’s actual
impact on parents’ attitudes toward literacy, accessibility to books, and behaviors that
support children’s early literacy. The overall objective was to gather meaningful data
from parents, teachers and RSR volunteers about their thoughts and experiences
related to the RSR program.

The research design of the project presented several limitations. First, in terms of

school selection, the founder of RSR provided the action research team with a full roster
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of all participating schools. At times she advised the team to approach certain schools
and omit others. There were occasions when the team followed these suggestions and
others when not. While the founder’s suggestions may have facilitated access to the
most responsive teachers, this selective sampling may have impacted the results of the
data. Additionally, there are multiple early childhood literacy programs at work within
LAUSD. Therefore, some of the schools surveyed were also participating in other
programs besides Ready Set Read.

Another specific limitation was the project’s short timeline. Due to time
constraints, parents who attended a workshop were not surveyed before the parent
workshops; they were only asked to self-assess after a workshop. Additionally, time
constraints did not allow the same population of parents to be surveyed three to five
months after attending a RSR workshop. Therefore, the team identified a separate
sample of parents who attended a workshop in the past three to five months. In an
attempt to control for variances in these participant populations, data from the
immediate and anniversary surveys was compared based upon demographic variables
such as home language and household income.

Additionally, the research team was unable to study parents and students
longitudinally. Because RSR is operating independently of LAUSD, no data exists to
track students over the course of their schooling within the district databases. While
operating outside of LAUSD has certain advantages, tracking student and parent
outcomes becomes much more challenging. In further studies, it would be useful to
track students and parents to identify the lasting impact of the RSR program over the

course of three to five years.
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Data Collection
Surveys

Parent Survey
The research design included parent surveys both immediately after the

workshop (“immediate parent survey,” Appendix A) and three to five months after the
workshop (“anniversary parent survey,” Appendix B). The team designed this data
collection method to capture the initial attitudes and beliefs of parents regarding their
child’s literacy and any shifts or changes that may have occurred in correlation with
attending a Ready Set Read workshop. The surveys included a modified Likert scale
and several open-ended responses. Surveys were available in both English and
Spanish. The research team included schools in the sample that were geographically
diverse, yet demographically similar.

Immediately after the parent workshop, 226 parents at 10 school sites completed
a survey administered by the workshop presenter. Additionally, SRLDP teachers
administered an anniversary survey to 221 parents at 10 different school sites three
months after they had attended a RSR workshop. The anniversary survey sought to
identify whether or not the workshop had any lasting impacts on parents’ beliefs and
practices about reading with their children.

Both surveys (Appendices A and B) gathered information such as the number of
books in the home, the frequency of visiting the public library, and parents’ confidence
in different literacy-related activities, such as keeping their children engaged in a story.
The survey also asked parents about their understanding of the importance of reading
and its relationship of reading to overall school success. Parents reported if the

workshop had taught them any new techniques and/or reminded them of things they
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already knew. Finally, the survey also gathered parents’ demographic data, including
home language, ethnicity, parent education level, and household income.

One should note that the surveys given immediately after the workshop and the
anniversary surveys were administered to two different samples of parents. Therefore,
the research team attempted to align the data from the survey results by controlling for
home language and household income. General trends can be drawn from the data
based upon demographic similarity rather than a direct correlation.

Another challenge encountered with the parent surveys was the translation of
open-ended responses. A high percentage of the parents surveyed spoke Spanish.
Therefore the research team had to translate the open-ended responses before
gualitatively coding the data. Completing an accurate translation of the responses was
initially problematic. While this problem was not prohibitive, it is a possible challenge to
note for further study within the schools served by RSR. Furthermore, parents did not
consistently complete all of the questions in the survey. Therefore, the number of
respondents for particular questions was different than the overall responses for the
survey. Surveys that were significantly incomplete were not included in the analyzed
data totals. This may have created inconsistencies within the data. However, the impact
was insignificant to the overall data analysis.

Teacher Surveys

SRLDP teachers provided feedback by completing an initial teacher survey
designed to assess their beliefs about the RSR program and its impact on parents
immediately after the workshop (“immediate teacher survey,” Appendix C). The

workshop presenters distributed the teacher surveys at the close of the parent
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workshops. Workshop presenters then collected the completed surveys and returned
them to either a research team member of the founder of RSR. Mirroring the parent
survey, the team created an anniversary teacher survey to pinpoint any lasting effects of
the parent workshop and the classroom lending libraries (*anniversary teacher survey,”
Appendix D). Individual team members delivered and collected the anniversary teacher
survey to the SRLDP teachers at their individual school sites. As an incentive to return
the surveys, the team included Starbucks gift cards in the packets of surveys to thank
and encourage teachers to respond.

In both the immediate survey and the anniversary survey, teachers expressed
their level of confidence in parents’ ability to keep the child engaged in a story,
knowledge of the importance of reading, and the connection between reading and
overall school success. Teachers indicated their confidence level both before and after
parents participated in the RSR workshops. Additionally, teachers reported their
perception of what the workshop accomplished, including reminding parents of things
they already knew, teaching parents new techniques, and/or motivating parents to read
with their children. Finally, teachers also indicated how often and to what extent they
utilized the lending library within their classroom.

The team encountered several obstacles during data collection from the
teachers, including lack of teacher response and participation. Some teachers did not
return surveys, while others did not return phone calls. Another possible limitation was
survey confidentiality. Some teachers faxed their response to the founder, thus

eliminating the anonymity of the data.
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Interviews

The team conducted a total of four interviews, including two with the founder of
the program and one with each of the workshop presenters. All interviews used closed
and open-ended questions, were recorded, and conducted in a private place. A
research team member transcribed all interviews.

The team conducted an initial interview with the founder of RSR to establish an
initial Memorandum of Understanding (Appendix L) and to create guidelines for the
research project (Appendix F). All members of the RSR team patrticipated in the initial
interview with the project founder. The interview lasted 90 minutes at her home. During
the interview the founder discussed the following topics: her vision for the program, the
school selection process, the details of the program, teacher preparation, personnel
involved in the implementation of the program, RSR'’s professional leadership, RSR’s
volunteer leadership, initial and ongoing funding, the Board of Directors, program
assessment, long range planning and the action research team’s role in the program.

Each workshop presenter was also interviewed. One team member interviewed
the three workshop presenters. The interviews took place at either the presenter’'s home
or workplace. Each interview lasted from thirty to forty-five minutes, included closed and
open-ended questions, was recorded, conducted in a private place and ultimately was
transcribed. All presenters detailed their goals for the workshop, their pedagogical
methods and their beliefs on the program’s impact.

Observations

The team scheduled three direct observations of parent workshops. Two of the

three observations occurred and an absent presenter led to canceling the third. The

team recorded all observations in field notes. In one instance, an individual team
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member observed a parent workshop (Appendix G). In the other instance, two research
team members paired up and completed the observation (Appendix H). These field
notes recorded both the actions of the presenters as well as the reactions and
interactions of the parents attending the workshops. After reviewing the schedule of
workshops, the team divided the upcoming parent workshop dates and school locations
to cover a geographically diverse area. Permission was then received from classroom
teachers to attend and observe the parent meetings where workshops were being
presented. The team observed the 60-minute workshops as part of the mandatory
parent education piece of the SRLDP program; workshops were presented in Spanish
and English. Therefore, parent attendance was supposed to be mandatory, as

stipulated by the parents’ participation in the SRLDP program.

Data Analysis
Surveys

Parent Surveys
The research team collected all parent surveys once they were completed and

entered all of the responses into Survey Monkey (an online database) to create an
electronic version of the survey. Once all data was entered, the team used Survey
Monkey'’s reporting tools to run a master report indicating the total number of schools
reporting and response totals for each question. The team then ran additional analyses
by importing the database from Survey Monkey into an Excel spreadsheet. This
permitted the team to filter out non-respondents to ensure that each question only

contained the number of people who had responded to that question.
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For the anniversary surveys, data was analyzed only for parents who responded
that they had attended a RSR workshop within the last three months. Data for parents
who indicated that they did not attend or did not remember attending a RSR workshop
was not included in the analysis or the findings. This data was also reported by
percentage of respondents in an Excel spreadsheet.

Once all data was reported, comparisons were made to see the overall net
change in parents’ responses before the workshop, immediately after the workshop,
and three to five months after the workshop. Data was also disaggregated based upon
respondents who shared home language and household income and are reported in the
findings section below where these disaggregated numbers are meaningfully different.
The vast majority (97%) of respondents were Latino/a, therefore the data was based on
home language rather than ethnicity.

Responses for the two open-ended questions on the immediate survey were
printed out, translated, and then qualitatively coded by the research team. Each answer
was placed into one of the following large categories: importance of reading, frequency
of reading, techniques/strategies for reading, parenting tips, and other. Each category
was also broken down into different subcategories (Figures 9-14 and Appendix I).
Within each subcategory, the number of responses was recorded and graphed
(Appendix J). Team members identified quotations that were representative of the
responses or poignant within each subcategory (Appendix K). This process was
repeated for the open response questions on the anniversary survey.

One limitation on the data analysis was separating out data from schools that

utilized other lending library programs. Of the 10 schools that completed parent surveys

Page 27 of 100



Ready Set Read Action Research Project June 2, 2007

immediately after the workshop, four of the schools received a parent workshop, but not
a lending library from RSR. Therefore, the parent responses for both the immediate and
the anniversary surveys indicating their use of the lending library was disaggregated
according to which responding schools had received a RSR lending library.
Teacher Surveys

The research team collected all teacher surveys for both the immediate and
anniversary surveys. All responses were entered into Survey Monkey and analyzed
using various data reports. The data was also exported into an Excel spreadsheet. One
team member qualitatively coded all open-ended responses.
Interviews

A member of the research team transcribed each interview. One team member
analyzed and qualitatively coded the transcripts into the following categories: workshop
pedagogy, workshop theme or focus, strategies/tips for reading, and presenter
observations. Once the transcripts were coded, data was culled in order to identify the
similarities and differences in each presenter’'s workshop theme, the pedagogy used,
and any insights from facilitators. Due to the small number of presenters and the unique
style of each presenter, maintaining anonymity was difficult. Particularly poignant or
telling quotations were also pulled from the interview transcripts to highlight or
summarize the data provided by each interview.
Observations

During the 60-90 minute workshop observations (presented in English and
Spanish), each team member took notes according to presenter actions and parent

actions. These notes also included data such as time, room set up, number of
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participants, and any other observations about the physical environment. The research
team members typed the observations into formal field notes. The research team then
used these field notes to compare and contrast the workshops presented, the perceived

parent responses, and any other observations that were noteworthy.
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CHAPTER 4: FINDINGS

Summary

The goals of the Ready Set Read parent workshop are to build parents’
confidence levels so they feel able to read with their children skillfully and to ensure
parents understand the impact of early literacy development on their children’s future
academic and vocational successes. The surveys administered to parents included
guestions designed to measure the level of parental confidence in regards to these
areas (ranging from “not confident,” to “somewhat confident,” to “very confident.”
Following the summary of findings deemed most important in relation to the research
guestions, specific evidence will be outlined in detail to support each of the findings
presented.

1. While there are stylistic and structural differences for each of the
workshop presenters, all workshops share these common themes: an emphasis on the
importance of reading, sharing and modeling strategies for parents to use while reading
to their children, an emphasis on building children’s vocabulary, and the distribution of a
book for parents to use at home to practice the new techniques they learned. All of the
presenters focus on the importance of accessing the public library, however none of the
presenters mention accessing the donated lending library from RSR within the child’s
classroom.

2. Overall, parents’ confidence in knowing techniques for reading to their
children improved. However, the impact was not as great for Spanish speaking parents

or parents from lower socioeconomic status.
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3. All subgroups of parents surveyed demonstrated an increase in their
confidence to keep their children engaged in a story. Parents from Spanish speaking
homes were most positively impacted by the workshop three to five months later.

4. Parents overwhelmingly, more than 90%, felt confident in the importance
of reading and the connection between reading and their children’s future success. This
trend was also echoed in the open-ended survey responses.

5. All subgroups surveyed demonstrated an overall increase in the number of
books available in the home. However, nearly half of all Spanish-speaking parents
reported that they had 15 or fewer books in their homes. This is a significantly larger
percentage than the English-speaking parents.

6. Parents who speak only Spanish in the home showed the most dramatic
increase in their motivation to increase the frequency with which they read to their
children both immediately after the workshop and three to five months later. However,
this subgroup of parents also reported the lowest frequency of reading to their children —
46% read two or fewer hours per week.

7. Of the 125 parents surveyed three to five months after their classroom
received a RSR lending library, nearly one quarter indicated that they either did not
know about the lending library or that their child’s classroom did not have a lending
library.

8. Overall, parents walked away from the RSR workshops with at least one
or more valuable strategy or belief about reading to their child. Parents articulated these
beliefs or strategies in the open-ended responses on the surveys. Overall, no negative

feedback regarding the RSR program was received from parents or teachers.
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Qualitative Data from Presenter Interviews

During the initial interview, the program founder explained that while there are
some common elements to each presenter’'s workshop, each presenter has a unique
style. During the presenters’ interviews, each presenter was asked to describe the
sequence of their workshop and to identify the knowledge and skills they expected
parents to acquire. One theme all presenters emphasized was the importance of
reading at an early age. One presenter couched this message in the context of four
points — have high expectations for your child, read with your child, talk to your child,
and stay involved in your child’s education. This theme was echoed in several of the
open-ended responses given by parents. Additionally, one presenter emphasized
developing reading as a habit of mind. One presenter explained that “what I'm trying
more and more to do is try and explain [why reading is important], not just talk about this
technique of incorporating language, etc.” This was evidenced in the responses given
by parents. When asked what parents learned after the workshop, the second highest
number of responses was “why reading is important.” Other major themes presenters
emphasized were “learning alongside your children while you read,” “creating an inviting
routine surrounding reading,” and “reading with your child frequently is important.”

Another common theme found in the presenters’ workshops was sharing and
modeling strategies for parents to use while reading to their children. All presenters
focused on building vocabulary through naming objects and encouraged parents to talk
to their children. Other strategies suggested by one or more presenters included how to
ask the child questions in order to increase engagement, how to tell stories with the

pictures regardless of the language of the book, and how the parent could invite the
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child to read with them. When asked what they learned from the workshop, parents
overwhelmingly responded that they learned one or more new strategies for reading
with their child. Many researchers, including Partridge (2004), have documented that
these research-based strategies to help parents make the most of reading to their
young children (see literature review, p. 16).

Another similarity amongst the presenters included emphasizing the importance
of the public library. All the presenters gave parents ideas on how to use the library,
including tips for getting to know the children’s librarian and distributing coupons for the
library. However, none of the presenters directly mentions the RSR lending library that
is donated to the classroom. One presenter stated that she didn’'t speak to the parents
about the lending library because she left that to the discretion of the teacher. The
impact of not discussing the lending library can be seen cited in the summary of findings
item seven (p. 31) — 22% of surveyed parents do not know about the existence of the
lending library three to five months after the workshop.

Despite their differing styles and structures, all workshops have one element in
common — parents are given a book during the workshop that is their’s to keep.
Researchers document the importance of surrounding a child with abundant literacy
materials. The number of books available to children, along with other literacy materials
(such as pencils, crayons and literacy props related to book themes) stimulate children’s
literacy behaviors (Christie & Enz, 1992; Morrow, 1991; Morrow & Rand, 1991; Wasik &
Bond, 2001). Also, Needlman, Klass, and Zuckerman (2006) mention that providing new
books, rather than second-hand ones, communicates to parents the high value placed

on reading (see literature review, p. 15-16). Each workshop presenter walks parents
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through the book and gives examples of strategies they can use while reading the book
to their child. The most overwhelming evidence of impacting parents’ beliefs or
behaviors is parents’ reference to these strategies in the open-ended response sections
of the parent surveys. Both immediately after the workshop and three to five months
later, many parents noted specific examples that had been given by their presenter.

All three presenters use differing styles and curriculum while presenting the
workshops. One presenter starts with a video, another presenter asks the parents
guestions, and the third presenter outlines the structure of the workshop and four main
points that she will be addressing. While these may be stylistic differences, arguably the
different workshop structures may have differing impact on the parents. Each presenter
identifies with the parents and asserts her authority differently. One presenter identifies
with parents on a cultural level, one presenter relies upon her many years of experience
as an educator, and one presenter relies on her expertise as a parent. Overall, the

three workshops are distinct depending on the presenter.

Survey Results
In general, parents felt the workshops were helpful and they commented that
they learned new information. In fact, 97% of the 221 respondents for the immediate
parent workshop commented that they learned something new during the parent
workshop. In total, 226 people completed surveys immediately after the parent
workshop and 221 people completed the anniversary survey three to five months later.

Though the respondents were relatively similar in terms of their demographics, there

Page 34 of 100



Ready Set Read Action Research Project June 2, 2007

were some important differences. In the immediate survey, 94% of respondents were

Hispanic/Latino (Figure 2). In the anniversary survey, 77% were Latino (Figure 3).

Figure 2: Parent Ethnicity African Figure 3: Parent Ethnicity African
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and the remaining third had completed coursework or degrees past high school. On the

anniversary survey, more respondents had completed work post-high school (Figure 5).

Less than
$20,000

$20,000 -
$40,000

$40,000 -
$60,000

More than
$60,000

Figure 6: Parent Income

E Immediate Survey (n=214)
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| 46.7%

134.4%
132.8%
130.7%
14.9%
21.5%

5.6%
13.4%

Finally,
respondents on the
immediate survey
reported slightly lower
income levels overall
than respondents on the
anniversary survey.

(Figure 6)

In both the immediate and anniversary surveys, the majority of respondents

noted that they had learned new information about reading to their children in the

workshop (Figures 7 & 8).

Figure 7: Immediate Parent Survey: How Parents Felt
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Figure 8: Anniversary Parent Survey: How Parents Fe It

Which of these describes how you felt about the reading workshop? (check all that apphy)

Response Response

Percent Count
This warkshop was a helpful
44 9% 87
reminder ofthings | already knew. l
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workshop about reading to my | 53.6% 104
child.
As a result of the warkshop, | had
42.8% a3
mare skills to read to my child. l
MiA - | didnt attend the workshop or
o 21.7% 42
| don't remember.
Other (please specify | 7.3% 14
answered gquesion 194
skipped gquestion 27

Respondents also analyzed their level of confidence along a number of domains,
responding that they were either “not confident,” “somewhat confident,” or “very
confident.” The survey questions asked parents if they knew good techniques to read to
their children, if they knew how to keep their children engaged in stories, if they
understood why reading was important and if they understood how reading to their
children connected to success in school. The next sections outline each of these in turn,
with parents noting that their confidence increased from before to after the workshop
and for the most part remained higher even three to five months later.

Good Techniques for Reading to Children

A portion of the workshop is devoted to teaching parents a variety of valuable
read aloud techniques. Techniques range from reading in the voice of the book’s
characters and asking questions during the story, to the option of making up an original

story that differs from the words on the page. As a whole the action research reveals
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. . Figure 9
approximately two-thirds of parents g
Good Techniques
felt very confident in their
100% 92%
techniques prior to the workshop, 80% - 2%
65%
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| After
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92% by the end of the workshop.

20%

8% 7%
[ %% 0%
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Very Conf. SW Conf. Not Conf

five months after the workshop

(anniversary survey), 72% remained very confident in their techniques. There remained
an overall increase of 7% from before the workshop to months after. Of similar note,
while 7% of parents were not confident in their reading techniques prior to the
workshop, none indicated “not confident” three to five months later (Figure 9).

When the data is examined according to home language, the numbers reveal
that the confidence level of parents from English homes was impacted the most on the
topic of learning good techniques for reading. There was a 19% increase in this finding
from an original rate of 64% of parents who felt very confident prior to the workshop up
to 83% who felt very confident on the anniversary survey three to five months later.
Homes that primarily feature Spanish speakers fell by 5% in the quantity of very
confident parents from 60% to 55%, and this rate in bilingual homes increased by 6%
from 75% to 81%. After the workshop, all surveyed parents felt at least somewhat
confident in their reading techniques (Appendix I-1).

When the data is examined according to annual household income, the $40,000
— 60,000 bracket reflects the most positive rise in the number of parents who felt very

confident in their reading techniques. The number of households increased from just
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under half to over three quarters three to five months after the workshop. The number of
parents in each income bracket who felt not confident in their reading techniques was

completely eliminated three to five months after the workshop (Appendix I-2).

Engaging Children in the Story _ .
. Figure 10 Engaged in Story
A second goal achieved

100% 94%
through the RSR parent

80% 1%

: : 62%
workshop is an increased 5006 | OBefore
fi . mAfter

confidence amongst parents in 40% | e CAMiers ary
their ability to engage their child 20% A 5% 1u°ol% o
in the story th hari 0% =
In the story th€y are sharing. Very Conf. SW Conf. Not Conf

Workshop presenters highlight
a variety of questions a parent can ask a child about the text and illustrations to ensure
that their child follows the story line and enjoys the time spent reading with their parent.
Prior to the workshop, two-thirds of surveyed parents felt very confident in their ability to
be engaging, while almost all parents felt very confident in this part of reading
immediately after the workshop. When surveyed three to five months after a workshop,
three quarters of surveyed parents reported feeling very confident in their ability to
engage children while reading. In addition, while 10% of parents felt not confident in this
ability prior to the workshop, only 2% of surveyed parents remained not confident three
to five months later (Figure 10).

When the data was examined according to home language, the group most
positively impacted was Spanish-speaking parents. This group increased from half

feeling very confident prior to the workshop, to 90% feeling very confident immediately
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after the workshop and two-third remaining very confident three to five months later. A

7% increase was also documented in English-speaking parents to very confident in this

ability, while parents in bilingual homes dropped 4% in feeling very confident. Overall,

each sub-group of parents who felt not confident in their ability to engage children while

reading decreased (Appendix I-3).

Parents with annual household incomes averaging under $40,000 were positively

impacted in feeling confident to engage a child in a story. These families averaged a

10% increase in feeling very confident. Meanwhile, parents with an annual household

income averaging over $60,000 were marked by a 4% slight decrease in feeling very

confident in their ability to be engaging. All sub-groups according to annual income

decreased by 5-12% amongst parents who felt not confident in their ability to engage

children while reading (Appendix I-4).

The Overall Importance of Reading

Figure 11 Why Important
97%

100% 2900
80% 4%
60% +— O Before

OAfter
40% -+ ;

23% EANniersary
20% -
9%
3% 4% 0% 1%
0% —
Very Conf. SW Conf. Not Conf

A third goal of the RSR
parent workshop is to
increase the perception
amongst parents about the
importance of reading to
young children. Workshop

presenters advise parents that

children who are read to have a higher chance of reading books as adults, feeling

connected to their parents (the readers), doing well in school and being successful in

other areas of life. Three to five months after the workshop, parents who felt very
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confident in their understanding of the importance of reading increased from just less
than three quarters to 90%. Only one percent of parents remained not confident in their
understanding of the importance of reading (Figure 11).

Each sub-group of parents according to home language was positively impacted
in feeling very confident about the importance of reading. The English-speaking parent
sub-group was most positively impacted by this message three to five months after the
workshop, increasing 24% from about three quarters to just below 100%. Even though
parents from bilingual homes reported the lowest increase, rising by a total of just 9%,
from somewhat or not confident in understanding the importance of reading, 84% of
these same parents walked into the workshop already confident of this importance
(Appendix I-5).

An examination of the data disaggregated by annual household income, reveals
that many parents were positively impacted by the message that reading is important for
young children. There was a 25% increase in the number of parents with an annual
household income of either under $20,000 or $40,000 — 60,000 who felt very confident
that reading is important three to five months after the survey. Even though parents with
an annual household income of over $60,000 were least impacted by this goal, it is
important to note that 90% of these families arrived feeling very confident about the
importance of reading, and grew to 94% three to five months after attending a workshop
(Appendix 1-6).

Reading to Children Leads to Success in School
A fourth goal of the RSR workshop is for parents to understand the connection

between reading and success in school. Workshop presenters emphasize the
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importance of books and reading at home. They explain how this helps children move
through the education pipeline and experience academic success. While less than three
guarters of parents arrive at the workshop very confident in this connection, immediately
after the workshop 98% leave that day very confident and 92% remain very confident

three to five months later. Parents who originally felt only somewhat confident dropped

from one quarter to just Figure 12 School Success
. . 98%
8% in the anniversary 100% 92%
R i 0,
survey. Prior to the 80%
60% || o Before
workshop, 2% of families mAfter
40% || i
. 25% OAnniversary
were not confident and —
20% | .
. 2% 2% 0o
three to five months after 0% | 0N
Very Conf. SW Conf. Not Conf
their workshop, all

surveyed families felt at least somewhat confident (Figure 12).

Parents’ confidence levels regarding understanding how reading leads to
success in school increased in each subgroup disaggregated by home language. The
confidence levels of English speakers increased by the largest amount, 25%, moving
from 81% being very confident prior to the workshop to 96% three to five months later.
Homes where Spanish or a mix of English and Spanish were dominant each increased
around 15%. Despite growth, Spanish-only homes were still notably lower than for
households where some English is spoken. Around 80% of parents from Spanish-only
homes were very confident in their understanding of the connection between reading

and school success three to five months after the workshop. All families surveyed

Page 42 of 100



Ready Set Read Action Research Project June 2, 2007

according to language felt at least somewhat confident three to five months after the
workshop (Appendix I-7).

Parents' confidence levels grew most notably in families with an annual
household income level under $60,000 at a rate of about 20%. Parents with an annual
household income of over $60,000 displayed a four percent increase in feeling very
confident in understanding this connection. Three to five months after the workshop all
surveyed families felt at least somewhat confident in the connection between reading
and school success (Appendix I-8).

In addition to noting their confidence levels along various domains (good
techniques for reading to children, the overall importance of reading, etc.), parents
assessed their behaviors surrounding literacy practices, both immediately after the
workshop and three to five months later. The sections below describe how parents’
behaviors changed as a result of the workshop, including an increased number of books
in the home and an increased frequency of reading to their children. The parents also

discussed the use of the Ready Set Read-donated library in their child’s classroom.

Figure 13 Number of Books in Home
70% 62% .
0% Number of Books in the Home
50% | 459 Parents were asked in both
40% | @ Bef . .

’ elre the immediate survey and the
30% H ® Anniversary
20% 18% 16% 0 . ..

1., 1% 3%  14%20, anniversary survey to indicate the
s B

0% ‘ ‘ : : number of books available in the
<5 5t010 11to15 16to20 > 20
home. The reported number of

books in their homes increased for all parents. Immediately after the survey, 45% of the
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parents reported having 20 or more books present in the home. Three to five months
later this group grew to 67% of responding parents (Figure 13).

When the data was disaggregated according to home language, the most drastic
increase was in Spanish-only homes or homes where a combination of English and
Spanish are used. There was an increase of 14% and 13% respectively for parents
reporting more than 20 books in the home more than three months after they had
attended the RSR workshop. Nearly half of all Spanish-speaking parents (48%)
reported that they have 15 or fewer books in the home. This is significantly higher than
English speaking parents; 12% report having 15 or fewer books in the home (Appendix
1-9).

As cited in the literature review, annual household income can impact children’s
access to books. Before the RSR workshop, only 36% of parents in the lowest
household income bracket stated that they had 20 or more books in the home. After
attending a RSR workshop, 13% more parents with a reported annual household
income of less than $20,000 reported having more than 20 books in their homes. This
increase can be correlated to the fact that those parents attended a RSR workshop
where access to books in the home was emphasized. Parents from all income brackets
demonstrated an increase in the number of books available in the home after attending
the RSR workshop, except for parents making more than $60,000 annually (Appendix I-
10).

Frequency of Reading to Children
Several research studies emphasize the importance of reading to children often

to adequately develop children’s literacy skills. Workshop presenters also emphasize
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Figure 14 Read to Children the importance of reading
50% 5% frequency. Forty-four percent of
41%
399
40% 36%
329 32% all parents reported that they
30% O Before
1% 20% m After read to their children more than
20% 1 49 W Anniversary
10% o three hours per week, while a
0% : . ; .
6+ 305 102 <1 little over half reported that they

read to their children fewer than
three hours weekly. Immediately after the workshop, three quarters of those same
parents indicated their intent to read to their child more than three hours per week. This
increase in frequency indicates the workshop’s ability to convey the importance of
reading frequently to children. However, when polled three to five months later, only two
thirds of reporting parents stated that they actually read to their children more than three
hours a week (Figure 14).

For parents who spoke only Spanish in the home, 43% read to their children
three or more hours before the workshop. Immediately after the workshop this number
increased to 82% who indicated their intent to increase the amount they read to their
child. The anniversary survey results fell to a little over half of Spanish-speaking parents
who read to their children three or more hours. Therefore, Spanish-speaking parents
showed the most dramatic increase in their motivation to read to their children
immediately after the workshop and had an overall net increase in the frequency with
which they read with their child, even three to five months later. Parents who spoke both
English and Spanish reported a 36% increase in reading to their children three or more

hours immediately after the workshop, from 42% to 78%. However, parents who speak
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only Spanish to their children read with the least frequency to their children as reported
in the anniversary survey. A little under half of responding parents read two or fewer
hours per week. Three to five months later, 7 out of 10 parents reported that they read
three or more hours to their children (Appendix 1-11).
Use of Lending Library

Besides the workshop, the other component of RSR is the donation of a lending
library to the preschool classrooms. The anniversary survey results included five
schools (n=125) that had received a RSR library. Of the 125 total parents surveyed in
these schools, 22% reported that they either did not know about the lending library or
that their child’s classroom did not have a lending library. This indicates that nearly one
guarter of the parents who had attended a workshop three to five months previously
were not aware of the existence of the lending library within their child’s classroom. Of
the 97 parents who knew that they had access to a lending library, 17% stated that they
did not borrow books from the lending library. Parents gave various reasons, including
“the program just started and | wasn’t sure how to get books out, but | will start today to
get a book out that my son has been asking for” and “because there is a library around
the corner from my house”. This finding is significant because the research states that
children’s access to books and other literacy materials affects children’s language
development (see literature review, p.15).
Open-Ended Responses

In the surveys, parents were asked to indicate what they had learned as a result
of participating in the workshops. The research team coded parents’ responses and

identified four major themes that parents said they learned as a result of the workshop.
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The team also compiled detailed graphs for these themes and their prevalence in both

the immediate and anniversary parent surveys. (Appendix XX).

Parenting Technigues - Parents learned the importance of communication;

patience; developing children’s self-esteem; spending quality-time with children;
and the importance of adult literacy.

Techniques/Strategies — Parents learned to ask questions; and parents

understood how reading develops children’s language; vocabulary; and
imagination. Parents also referred to general tips and techniques they learned to
improve their ability to read to their children.

Importance for the Future — Parents commented that they understood how

reading to their children would help their children develop intellectually, that
reading was important for their child’s future success and that they understood in
general why reading was important.

Frequency of Reading — Parents commented that they understood that it was

important to read frequently to their young children (many said “daily”).

A table highlighting the frequency of these responses on the immediate parent survey is

presented below (Figure 15).

Figure 15

Category

Subcategory
Subcategoryj
Total
Subcategoryj
English Total
Subcategory
Spanish Total
Grand

Communication

Category Total

Parenting Techniques Technigues/Strategies
Adult Vocabulary
Patience = Self Esteem ' Quality Time Literacy Questioning ' Language @ Development  Imagination
12 7 2 19 4 17 7 14 12
4 0 0 10 0 6 1 2 3
7 7 2 9 4 11 6 12 8
44 126

General

76

16

60
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Category| Frequency Important for Future Other
Education/ = Future
Subcategory Intelligence = Success | General

Subcategory

Total 15 16 14 31 6
Subcategory

English Total 10 4 9 5 2
Subcategory|

Spanish Total 5 12 6 26 4
Grand

Category Total 15 61 6

Of the 252 open-ended responses on the immediate parent survey, the most
common theme was a focus on techniques/strategies - 51% of respondents commented
on this. This reflects the fact that the workshops strategically help parents acquire
specific knowledge and tools that help them skillfully read with their children.

Examples
“I learned when | read a book | need to have questions for my children.”

“That you should use your imagination to tell stories.”

Twenty-five percent of the parents shared ideas that were in the category of
Important for the Future, indicating a new awareness of how reading can impact their
child’s success in the future.

Examples

“That children need to learn to read books so that they can be more intelligent
and better readers.”

“That we should believe in them so they will believe in themselves and be

successful.”
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Another 18% shared feedback that reflected an appreciation for greater
communication with their children, awareness of the importance of patience, and of
spending quality time together. It also highlighted how important it is for parents to read
for their own interest to serve as a model for their children.

Examples

“For example | learned how important it is to read to them, that it is not good for
my children to watch too much TV and how to engage them in more conversation.”

“That we have to have lots of patience with children to help them use their own

imaginations and explain to them the meaning of each picture.”

The remaining 6% learned that it was critical to read to their children more
frequently than they had been doing until then.
Example

“That it is important to read to our children for at least 20 minutes.”

When the team reviewed the data from the perspective of which language was
spoken in the home, it appeared that English-speaking parents were more interested in
the techniques/strategies area and the realization that frequency in reading to children
is something to which they will now pay attention. Spanish-speaking parents were
equally divided between an interest in better communication with their children and an
appreciation for the role that reading can play in the success their children will

experience in the future.
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CHAPTER 5: RECOMMENDATIONS

1. In order to effectively evaluate the impact that the Ready Set Read program can
have on the workshop participants it is important that the infrastructure of the program
be organized in a very clear manner. For example, this might include a detailed
schedule of which presenters came to which schools and a list of which classrooms
received RSR Lending Libraries and when they were received. This will enable anyone
looking at the program to see the results of the work in a meaningful presentation. A
great opportunity for improvement and change will also ensue if and where it is
necessary. Specifically we would recommend the following clearly designed records:

a) Record which classrooms are given RSR lending libraries, when they are

given and how they are or are not being used; and
b) Record in which classrooms workshops were presented, when and by which
presenter.

2. Currently the presenters bring three different “voices” to the workshops, reflecting
cultural sensitivity, passion for reading and an understanding of child development.
These are all valuable. However it will be more efficient to evaluate this program
knowing that all the presenters have a shared understanding of the goals of the
program. A uniform curriculum, reflective of those goals, should be developed and then
used by the workshop presenters. This uniformity will be helpful in future assessments.
3. The workshop curriculum should be culturally relevant and responsive to the
findings from this research. For example, presenters should address the fact that all

homes need to have many books, regardless of the language in which they are written.
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Additionally, the workshop curriculum should include the explicit mention of and
explanation of how to use the RSR lending library.

4. Part of the excitement about the RSR program is that it reflects one person’s
interest and dedication to the literacy education of young children, something that we as
educators deeply appreciate. This project is being done as a separate entity from the
LAUSD Early Childhood Education curriculum. This has its advantages and its
disadvantages. The separate status allows the presenters and the teachers to create
what they want, without any bureaucratic and/or administrative strings attached.
However this also means that the program will continue to exist below the surface,
without the opportunity to be incorporated into the formal curriculum. If the RSR
program became a part of the LAUSD curriculum it could potentially impact many more
children, parents and teachers than it does currently.

5. On-going assessment should be a part of the RSR program. There is a need for
clearly articulated goals and the means by which to evaluate the achievement of those
goals, regardless of whether or not the goals are reached. RSR might consider asking
teachers to provide periodic feedback with regard to the logistical aspects of the
program as well as potential changes they may be observed in their parents’ attitudes
toward reading. This feedback should be a combination of quantitative data, such as
surveys, and qualitative data, such as anecdotes. While written surveys are valuable to
the assessment of the program, one-on-one conversations with the classroom teachers
as well as parents might add an important human dimension that would help the
program creator and workshop presenters gain a fuller understanding of the impact the

program has on its participants.
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6. A key message of RSR is that parents need to bring more books into their
homes. The program needs to strengthen this message by focusing on three things:

a. The workshop presenters need to connect with the classroom teachers to
highlight the Lending Library in each classroom. Part of the workshop
presentation should be to show how to use it, rather than assuming that the
teacher alone will emphasize this.

b. In cases where it is necessary, due to parents’ economic constraints, the
RSR program should seek out ways to provide additional books for parents to
be distributed during the course of the parent education program with the
classroom teacher. While there is clearly an increase in reading to their
children as a result of the RSR experience, the realities of life may inhibit
parents’ ability to purchase books for their homes or to make the time to visit
the local library, where they have access to many more books than can be
found in the classroom lending library.

c. The workshop curriculum should be culturally relevant and responsive to the
findings from this research. For example, presenters should address the fact
that all homes need to have many books, regardless of what language they
are written in. Additionally, the workshop curriculum should include the explicit
mention of and explanation of how to use the RSR lending library.

7. In order to leverage the work of the UCLA action research team and launch the
program into its next phase of growth and expansion, the founder of RSR should tap
into additional student support in cultivating her program. The following are examples of

resources that could help the program:
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a)

b)

d)

The UCLA and USC career centers manage internship programs that
would allow RSR to recruit seniors in undergraduate BA programs. See

http://career.ucla.edu/BRUINVIEW/Employers/BruinViewEmployers.asp

and http://careers.usc.edu/employers/internships.html for more

information. Other local colleges and universities in Southern California
undoubtedly offer similar programs for finding interns — many times these
students will work for free in exchange for the experience they gain.

Most top business schools in California participate in a membership
organization called Net Impact, which has a thriving internship program
allowing you to tap into graduate students’ talent during a summer
internship in exchange for a relatively small fee. Other graduate school

students also participate. See http://www.netimpact.org/ for more details.

Education Pioneers is another program that recruits talented graduate
school students from a variety of disciplines to participate in summer

internships. See http://www.educationpioneers.org/ for more details.

Many local universities and community colleges have early childhood
education programs that might be able to provide interns with deep
knowledge and experience working with young children. As interns, these
students would provide a different level of expertise. Students also take
practicum courses where they look for opportunities to work in the field.
Talk to the child development departments at Cal State Northridge (Jan

Fish, (818) 677-7891 http://hhd.csun.edu/cdev/ - CSUN has special

internship and graduate student mentoring/consulting programs), Santa
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Monica City College (Laura Manson, http://www.smc.edu/ece/index.htm),

LA Valley College (Lauren Okayama (818) 947-2407), and Pierce College

http://www.piercecollege.edu/departments/childdev/, Joleen Voss-

Rodriguez (818) 719-6402) for more details.

e) Finally, RSR may be able to call on experienced professionals who could
volunteer and help RSR in its growth and development through the local
affiliates of the National & California Association for the Education of
Young Children (NAEYC and CAEYC). These include: Southern California
Association for the Education for Young Children — Holly Reynolds, 909-

623-3899, Hollyreynolds@earthlink.net; Valley Association for the

Education of Young Children — Kathy Ramirez, 818-843-4468,

jimevanma@yahoo.com; and North Bay Association for the Education of

Young Children. Dan Savage, 310-821-1908; northbayaeyc@yahoo.com.

8. The UCLA research team’s work on this action research report could be
leveraged in a variety of ways to support the growth of the Ready Set Read program.

a) The graphs and charts in the findings section could be incorporated into
grant proposals and other presentations to interested parties.

b) The research documented in the literature review could be used to
substantiate the fact that the Ready Set Read program is founded on
research-based strategies.

c) The presentation that accompanied the research team’s work could be
incorporated into a press kit or other marketing materials to support Ready

Set Read’s growth and development.
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Ready, Set, Read! is a program based on the inspiration of one woman — a
woman who has a passion for reading and a desire to create opportunities for more
children to have access to books and reading. Step by step, the program took shape
and ultimately has expanded to many classrooms throughout the Los Angeles Unified
School District. The UCLA research team set out to assess the program’s impact on
parents’ attitudes and behaviors surrounding reading to their young children. The
findings indicate the Read Set Read program does in fact change parents’ attitudes (as
indicated by their increased levels of confidence even three to five months after the
workshop) and parents behaviors (as evidenced by increased frequency of reading to
children and more books in the home). The team also set out to determine how the
findings from the study could be leveraged to improve the program. These
recommendations include suggestions for expanding and further professionalizing the
program for greater long-term growth and impact. The team has provided some ideas to
help RSR move to its next level of program maturity - via financial support,
organizational networking and ongoing program assessment. With those
recommendations, the team is confident that the RSR program will thrive and will
continue to have a positive impact on the lives of its students and parents. Ready Set
Read is living out the conclusions of the body of research literature on early reading —
mainly, that the presence of books and literary materials in the lives of young children
and parents’ artful use of these materials play a significant role in children’s future

success in school and in life.
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Appendix B: Parent Interview (Anniversary)

June 2, 2007
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Appendix C: Teacher Interview (Immediate)
School: Workshop Date:
City: Number of Students:
Name of Workshop Presenter:
D
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Appendix D: Teacher Interview (Anniversary)

School: Workshop Date:

City: Number of Students:

June 2, 2007

Name of Workshop Presenter:
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Appendix E: Presenter Interview Protocol

Workshop Component

L

What do you hope parents walk away with from the workshop?

€ Do you think parents walk away with a better understanding of how to support
their child’s reading development? Why do you think that?

€ Can you walk us through the workshop?
@ What is the strength of the workshop?
€ Do you think something is missing from the parent workshop?

€ Is there any feedback you received from a parent, regarding the RSR program,
which you can share with us?

Lending Library Component

€ How do you encourage the use of the classroom’s lending library during the
parent workshop?

Ready Set Read Program as a Whole
€ What are your thoughts on the RSR program?

€ |s there a component that you would like to add or delete from the RSR
program?
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Appendix F: Founder Initial Interview Protocol

Interview Preamble: Remind Ms. Merrily Weiss why we are visiting, what we hope to
gain through the interview, etc.

Internal Note: we will not commit to a final project plan at this meeting, but rather will
listen to her needs, discuss as a group, and then come up with a final project plan later.

Interview Questions:
Vision
1. What was your original vision for the program?
2. Were there any specific goals set forth?
3. If so have they been met?
4. What were the beginning steps to get the program started?
5. What are your current goals for the Ready Set Read program?

Schools

Describe the process for choosing schools.

Has this changed over the years?

If so based upon what experiences?

How many schools were chosen in the beginning?

Have the numbers changed?

Do you foresee changing the process at all? If so, how?

What are the statistics (number of schools, teachers, participants, etc. for 2006-
20077)

NookwNE

8. What are your plans for future years? (i.e. expansion, maintain, decrease?)
Program —

1. Please describe the details of the program once a school has been chosen.
2. How are teachers prepared?

3. How do you connect with the site administration?

4. How are you in contact with parents?

5. What materials are needed?

6. How has the program grown (size and scope) since its inception?

7. Could you please explain what the parent workshops consist of and how they

were designed?

Personnel
1. Who else is involved in the actual implementing of the program?
2. Please describe the professional leadership of Ready Set Read?
What is your role?
What leadership roles do others take on?
Can Ready Set Read function without your direct involvement?
3. Please describe the volunteer leadership of Ready Set Read?
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V.  Funding
1. Where did the original funding come from?
2. Is there a plan for additional funding?
3. Is there a budget and may we see it if the project requires it?

VI.  Board of Directors
1. What is the role of the board of directors?
2. How were the original members chosen?
3. How are new members chosen?
4. Is there any interest in doing board development work?

VIl.  Assessment

What information do you have on the effectiveness of your program?

Is there any ongoing assessment?

If so, how is it done and by whom?

May we see copies of the surveys or other assessment instruments that are
used?

Is there any data from surveys or interviews that we can examine?

Do you have specific information on what the parents think of the program?

Do you have specific information on what the teachers think of the program?

PwonNE

Noo

VIll.  Long Range Planning
1. What are the most immediate needs to be addressed and by whom?
2. Do you have a long range plan?
3. Where would you like to see the program in 5 years? In 10 years?

IX. Our Role in the Program
1. Are there specific aspects of the program which you would like us to examine?
2. Is there information to which we might have access (budget, feedback data)
which would assist us in our work?
3. What would be your ideal deliverable for this group to accomplish?

- Could you please help us understand how our deliverables might tie into
your plans for growth? (l.e. we don’t want to recommend a large-scale
evaluation or program expansion if your budget and growth plans do not
call for this.)

Would it be helpful for us to recommend some tracking mechanism(s) so
you can continue to collect data on a go-forward basis?
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Appendix G: Field Note 1

Ed 454 B, Dr. Rose, Action Research Ready Set Read Project Group
Field Note - Ready Set Read Observation Page 69 of 100
Date 1/26/07, Time 8:15-9:30am, Location: Van Ness Middle School

Observer: Elizabeth Robitaille

Ready Set Read Group: Carrie Broquard, Rebecca Chirchick, Madelyn Katz, Zachary Lasker, Elizabeth Robitaille

Ready Set Read Field Note
Observation Date: 1/26/2007
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Appendix H: Field Note 2
Project: Ready! Set! Read!

Observers: Carrie Broquard
Zachary Lasker

Site: Braddock Elementary, SRLDP Pre-K Classroom
Date: Friday, January 19, 2007 at 9:45am
Overview:

On January 19, 2007 teammates Carrie Broquard and Zachary Lasker observed
a parent-training workshop at Braddock Elementary. The workshop was for a group of
eighteen parents who had children in either a morning class of fifteen students or an
afternoon class of ten students. The group contained both mothers and fathers of
children from either a white or minority background. The workshop was facilitated by
Merrily Weiss, Director of Ready! Set! Read!, who spoke about the importance of setting
high expectations for children, the value of reading to them and the benefits of open
communication and an eye towards strong education. While Merrily leads the workshop
in English, the primary classroom teacher translates it into Spanish.

Workshop Summary:

1) Introduction-
A) Merrily Weiss

1) “l am here to speak to you as a parent. | am not a teacher, psychologist, etc.,
but someone who had children go through LAUSD.

B) Goals

1) How important it is to set high expectations for your children. If you set high
expectations you are more likely to see great results than if you set low
expectations.

2) How important it is to read to your children or to look at books with our
children. This is an action we take to demonstrate our high expectations.

3) How important it is to talk to our children every day. Whether you have 1 or 10
children, carve a little bit of time out of your day to talk to your children.

4) How important it is to stay involved in their education all the way through.
Study after study has shown that children who have the help of their
parents...do well in high school, graduate and go on to college. Children who
don’t have this support flounder — it is too much to ask them to do this
themselves.

II) High Expectations
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A) Target Example

1)
2)

3)

You're in line at Target at the end of the day.

A mother and child are also in line, and the child is nagging. Mother lets lose
and “gives it to the child” by making negative statements “You were a
mistake” “You are so stupid” “You are just like your father.”

Everyone else is line cringes.

B) The Four Year Old

1)

2)
3)

4)
5)

6)

7)

Consider this from the perspective of the four year old. Our four year olds
think we are gods and goddesses, perfect. We make the sun rise and set. We
make the images come up from the TV. You are never as beautiful or as
perfect as you are in the eyes of your four year old. We affect how we control
our children and how they see the world. When your child is 13 or 14 itis a
different story — they care about what their friends think.

Through our words and actions we shape what our children think about
themselves. We shape things like how they think about reading and the world.
If the smartest person in your world tells you that you are stupid, what does
that mean? Parent answers “You are stupid.” Right.

Tell your children that they are smart, you believe in them, etc.

How do we teach children to believe in themselves? How does reading figure
into this?

If I can teach her to love books, then | can ensure she will do well in school. It
is our actions and work day in and day out. If | smoke two packs of cigarettes
a day and tell my child not to smoke the message is — when | am a parent I'll
smoke and tell my child not to smoke.

When | read to my child | teach them it is important.

(Merilly passes out a book in Spanish to each parent. Parents who want the book in
English should see her after and she’ll swap it. She wants everyone to be looking at the
same thing now.)

lIl) Reading
A) Ways In and Ways to Avoid

1)
2)

3)

| want to give my child a love of books.

The first thing | am going to do is NOT rush her in and out of reading (I have
to finish the dishes, talk on the phone and then squeeze in reading).
Example of a child who doesn’'t want to read and mom gets angry because
“What do you mean you don’'t want to? This is time to read.” That sends a
negative message.

(Parents seem attentive)

4)

5)
6)
7)

Calm down, try to relax and recognize that your child needs this practice. All
humans are the same — we get better through love, patience and practice.
Go for increments — 3 pages today, four pages next week, etc.

Remember — everybody needs practice to get good at something.

I’'m reading this book with my child on my lap, or if there are two or three | am
going to have them close to me and allow them to take turns. (Merilly
demonstrates statements to make that turn reading into a privilege).
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8) | am not teaching my four year old how to read. It is not a lesson. We are just
spending time together looking at books, having fun with books.

10:05am

9) As they get older there will come a time when they want your help learning
how to read. Right now we just want them to have fun together with books.

10)Remember what they are learning with books. (points) This is the cover, this
is the back, we turn the pages in this direction, the black marks are letters, the
letters for words, the words sentences and meaning, there is an association
between the words and drawings.

11)Remember — | want my daughter to believe in herself the way | believe in her
and know she is smart and capable. | can't just say “you’re so smart, you'’re
so smart.” It feels false. When you actually do a good job and somebody tells
you it feels good.

12)This is most precious gift we can give our children and it is free. It doesn’t
cost a time, just an investment of our time. If we give them this gift it can last
a lifetime — go to their children, and their childrens’ children.

B) How to Read to Your Children

1) Start with the title of the book, and ask your children what they see on the
cover. Ask, “What do you think this story is going to be about? Let’s see if
you’re right?”

2) Why do I do this? Parent — to get her to focus. MW: | also want to establish
that we are having a dialogue about the book. | also want her to use her
imagination.

3) | can read the book exactly as it is written (and if it is her favorite book she will
insist on this and correct me if | make a mitake). Or, | can look at the pictures
with my daughter and she can make up her own story. MW demonstrates
this.

(Parents are looking through the Clifford bok and still seem attentive).

4) MW describes the different experiences she had with her children. Your
children are all different and will have different schedules.

5) Give your children opportunities to show you what they know and then praise
them for this. Or, | can teach them something new and praise them when they
have demonstrated this new knowledge.

(a) Ex: How many hearts do you see on this page? What is this shape
called? Talk about shapes, colors, numbers, letters

6) The group turns to a page and MW asks for potential questions. Parents
volunteer questions — “Where’s Clifford?” “What are the people looking for?”
“Who are the letters for?”

(Both moms and dads volunteer answers)

7) Look at the characters, talk about their feelings, etc.

8) After we look at this book together | am going to ask my baby what the book
was about. Why? Parents — to see if she paid attention. What else is she
getting from this experience? Imagination. Also, in the grades in schools you
are exposed to reading, video, lecture and then you have to synthesize.
Same skills for life.

10:18am
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9) We get better through practice and gain self-confidence. We are helping our
child develop a skill that will help them in school.

10)The first time you ask for a summary you will get a very short answer. Take
your child through the story and teach him/her how to retell a story. Ask
guestions “What's the name of the dog?” “What's the name of the little girl?”
If they don’t remember, refer back to the book.

11)The other thing they are gaining from this is vocabulary. At four years old they
have little sponges for brains (at my age info is being squeezed out). They
can learn new words every day if someone teaches them. They have to hear
the word and then hear it in context to understand its meaning. This is
another reason we have these dialogues. MW offers a personal anecdote.

IV) Talking to Your Children
A) Make Your Children Talk

1) Insist that they use words, that they use sentences.

2) Parent interrupts and says that this helps children feel important. They feel
your love.

3) When | pick my baby up from school | am going to ask them to tell me about
their day. What is the message if | am on the phone with the TV on and | ask
her about her day? The message is — take a number for my attention. Finish
what you are doing and then give them full attention. The same parent
interrupts to validate.

4) When you pick your children up pull the words out from them. Ask questions.
“Oh, didn’t your teacher read a story today? What was it about? Did you
like? Did the teacher teach you a song? What do you remember? Can you
sing me part of the song?” Ask questions. No single word answers, make
your child speak in full sentences.

V) Summary/Regroup
A) Wrapping it Up

1) So, we are setting high expectations, asking questions. If we have this strong
relationship now it will help you get through the bumps in the road. |
guarantee you there will be bumps in the road, now matter how perfect your
child. My daughter just informed me that | have it lucky compared to how her
friends speak to their children. | believe this is because of the lines drawn for
her.

2) Start now!

3) The most important thing aside from setting high expectations for their
behavior ... be clear. You expect them to do their homework every day, to be
prepared. It is my job as parent to make sure the homework gets done, not to
do the homework.

10:34am

(The same parent asks a question. Parent describes her daughter who turns to her
father more often then mother because father speaks better English. MW advises to be
positive and to not fight about it. Don’t argue. Be united with spouse that homework will
get done — this is most important. Don’t put the child in the middle and let her play you
off of each other.)
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4)

5)

6)

7)

8)

Carve out quiet time for you and children. No TV, no phone, etc. You can
work too on bills, etc. ... but work, not play. Quiet time until all children are
done with homework. Great way to demonstrate priorities.

Look forward to when daughter is 10 and struggling with math homework and
complains that she “can’t finish.” If | give in and allow her to watch TV | am
validating that.

Get a library card! Go the library with your child to demonstrate value of
books and education. When we go to the library, what do our children see?
Books and people reading. You can get books to address problems that your
children are having (fighting, a new sibling, the dark, etc.).

MW passes out audio CD’s ... that teach how to incorporate storytelling and
language into your daily routine.

MW returns to the four main points. Your homework tonight is to read your
book to your child. Anyone who would prefer a book in English or who has
guestions please see me afterwards. Thank you for caring so much about
your children, enjoy the time when they are younger.

(Teacher makes an announcement about the lending library)

Observations
Parents seemed attentive, but it was hard to gauge where they were coming from
and what they took away.
Merrily’s standard is that in order to run the workshop there must be 80%
attendance at the parent workshop. This workshop was short by two parents.
Merrily told the teacher they would move forward, and that she should adjust the
data on the form. Assuming this is a pattern it may distort the data.
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Appendix I: Disaggregated Parent Survey Findings:

Chatrts lllustrating What Parents Learned from Works
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[-2: Good Techniques in Reading to Children - by Ho

usehold Income

June 2, 2007
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[-3: Ability to Engage Children in a Story - by Hom e Language
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[-4: Ability to Engage Children in a Story by House  hold Income
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I-5: Belief in the Importance of Reading - by Home Language
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I-6: Belief in the Importance of Reading - by House  hold Income
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I-7: Belief that Reading Leads to Success in School - by Home Language
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I-8: Belief that Reading Leads to Success in School - by Household Income
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[-9: Number of Books in Home - by Home Language
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[-10: Number of Books in Home - by Household Income
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I-11: Frequency of Reading to Children - by Home La nguage
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Appendix J: Charts lllustrating What Parents Learne d from Workshop

What did you learn from the workshop?
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What did you learn from the workshop?
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Parents’ responses on immediate post-workshop surve

Appendix K: Quotes from Parent Surveys

y (representative quotes)

June 2,

2007

Category Parenting Techniques Techniques/Strategies Frequen. Important for Future Other
Comm. Patience SIf Estm Q.T. Adlt. Lit. Quest Language Vocab Imagin. General Ed/Intel Ftr Succ. General
Sub # 12 7 2 19 4 17 7 14 12 76 15 16 14 31 6
Eng # 4 0 0 10 0 6 1 2 3 16 10 4 9 5 2
Sp # 7 7 2 9 4 11 6 12 8 60 5 12 6 26 4
Grand # 44 126 15 61 6
rMany things for |That we have to|l learned that |l learned that | |They reminded JI learned when Il learned thatit [l learned the That you should |How to read the [That it is That children | learned I learned how  [The child has to
teaching my have lots of it's not difficult  [need to give me that we are Jread a book, | |doesn't matter |importance of |use your books and fimportant to need to learn to [reading to my |important it is to Jlearn to read on
children. For |patience with  |to teach my quality time to  |examples for need to have |the language language for imagination to  |explain them so Jread with our read books so [child is read to our his own.
example, | children to help |child to read. my kids. our children. questions for that you read to |the tell stories. that they children for at  Jthat they can be [important and in|children so that
learned how them use their my children. them. It's that |development of recognize what Jleast 20 more intelligent [the long run my |they can learn
important it is to [own someone reads |our children. they're reading minutes. and better child will grow  |much more.
read to them, [imaginations to them and and can explain readers. up to be a smart
Quotations [that it's not and explai to they'll show it. and confident
good for my them the their questions adult.
children to meaning of on he/she
watch too much [each picture. about it.
TV and how to
engage them
more in
conversation
That our That | need to | learned that The truth is the |To read the that one can tell The important How to improve
children should give my child many different importance of |books with stories and of reading and more in
not watch TV more of my time questions you reading to our [more change the the impact that reading.
because it and praise them can ask while children imagination so |characters, this havit will
damages their more often. reading a story increases their |that my child including the have...how it
brains. to a child. vocabularies learns more family. will influence
and it makes and has more them all their
them happy interest in life and that the
when we read [reading. attention | give
to them. them will help

their self
esteem.

To ask my child
each day about
school and his
schoolwork

Between seeing
and talking
about things
with our kids
their
covacbularies
will increase
and they will
know how to
express
themselves
better.

I learned how to
read a book to
my child. To
ask questions
about the child
sees in the
book the colors,
what are they
called, to ask
who wrote the
book.

That we should
believe in them
so they will
believe in
themselves and
be successful.
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Parents’ Responses on Anniversary Survey (Represent  ative Quotes)

What (if anything) did you learn from the workshop? (filtered for parents who said they atte

5. Aprendimos que hay que tener libros en todos lados y llevar siempre un libro para leerle a
los ninos

We learned that we should have books in every room and always bring along a book to read
to children

1 5. Reading to your child teaches them to enjoy reading.

1 6. La lectura es buena para ellos por que hace crecer su mente aprende nuevas palabras
crece su vocabulario tambien

Reading is good for them because it develops their mind, teaches new words and increases
their vocabulary

2 0. Que es muy importante la lectura desde que estan muy pequenos esto les ayuda a
tener muchisimos conoamientos y hacer mejores lectores. De hecho mis hijos se llevan un
diploma por lector del mes.

That reading is very important from the time they are

2 7 . To spend time with the children, reading to them and making sure they understand and
enjoy the reading

3 1. Es muy importante leerles a los ninos porque pasa uno t iempo con ellos y a mismo t
iempo aprenden vocabulario colores matematicos

It is very important to read to children because it is spending time with them and at the same
time they are learning

45 . Se desarrolla en el nino mejor lenguage, conose y aprende figuras, letras, animales,
planetas, etc. Aumenta su autoestima ya que mi hija puede halbarme de lo que t rato el libro
a miy a la familia, a demas se comparte carino

"My child can develop b

6 5 . reading to children is very important form infancy. its important for them to learn about
the world around them, vocabulary. reading to a child from the beginning is building a sound
foundation for their future education.

8 5. i learned that i could help my child by reading.

105 . aprendi que es muy importante leer por lo menos unos minutos todos los dias para
gue le tomen amorar a la lectura | learned that it is very important to read at least a few
minutes every day so that they fall in love with reading
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Appendix L: Memorandum of Understanding

Ready Set Read MOU

Date: February 12, 2007
Copy: Linda Rose
From: Carrie Broquard, Rebecca Chirchick, Madelyn Katz, Zachary Lasker, &

Elizabeth Robitaille (the UCLA “Action Research team”)

Subject: Memorandum of Understanding with Ready Set Read

Purpose, Goals and Need for the Project:

Statement of the Problem:

Ready Set Read has no effective means of assessing the impact of its lending library
and parent education workshop program. An evaluation can help them to gauge the
effectiveness of their work and to make changes as needed.

Research Questions:
1. What impact, if any, does the Ready Set Read program have on parents’ beliefs and
practices surrounding preschool children’s literacy development?

2. How can these learnings (from question 1) be incorporated to improve the program?

Research Methods: Written surveys, phone and in-person interviews, observations

Collaborative Effort:
The UCLA Action Research team involved in this effort agrees to do research in the
following ways:
Surveying parents and teachers regarding their experience with the program.
Recording observations of workshop presentations.
Interviewing selected parents, teachers and workshop presenters, via phone and
in-person.

Key stakeholders from Ready Set Read agree to work jointly with the UCLA Action
Research team to construct the project, gather data and analyze findings and
suggestions. Stakeholders from Ready Set Read will meet with the UCLA Action
Research team to gain an understanding of the impact of the Ready Set Read on
parents of pre-school children reading in the home.
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Timeline for the project:

mid-January 2007
late January 2007
of field notes

mid-February 2007

RSR

late-February 2007

observations)
mid-March 2007
be set.

late March 2007
completed.
mid-April 2007
for final write-up.
late-April 2007
mid-May 2007
late-May 2007
writeup
early-June 2007
to UCLA

SIGNATURES:

Signature:

Interview with Key Stakeholder, Ready Set Read (“RSR”)
Observations of RSR parent education workshops, creation

Creation of MOU between UCLA Action Research team and
team meeting to divide up tasks (surveying, interviews,
Surveys to be sent out. Interviews and observations dates to
Surveys to be collected. Interviews and observations to be
All data to be collected and analyzed by group. Create plan
Meet to review project write-up.

Meet to finalize project write-up

RSR reviews draft of action research project results &

Final Action Research Project Results & Writeup submitted

, Ready Set Read Date:

Signature:

(name and title)

, Ready Set Read Date:

Signature:

(name)

, Action Research team Date:

Signature:

(name)

, Action Research team Date:

Signature:

(name)

, Action Research team Date:

Signature:

(name)

, Action Research team Date:

(name)
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