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Twenty-four teachers completed questionnaires and demo-

graphic data forms to describe the types of books they chose

most often, where they got them, how they selected them, and

how important they felt it was to expose children to good

literature. A criteria sheet was used to describe the types

and currency of books in each center. The teachers used a

variety of sources to select and obtain books. Most teach-

ers knew how literature aids some aspect of development.

Every type of book was represented in all collections, but

poetry and wordless picture books were least represented.
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CHAPTER I

INTRODUCTION

Children's literature has a long history. Printed

books written especially for children emerged with Charles

Perrault and John Newbery in the eighteenth century. Since

then an increasing number of children's books have been

published each year (1, p. 5).

Research on language development (5, pp. 1-33), vocab-

ulary acquisition and the ability to read (6, pp. 209-213)

stress the importance of early exposure to literature and

conscientious attention to reading aloud to young children.

Other research points out the contribution of literature to

the personality, social and moral, and even aesthetic and

creative development of the young child (9). Huus summa-

rizes when he writes that

Literature not only provides enjoyment and infor-
mation on the one hand, but serves as the standard
in the development of taste and the vehicle by
which each individual can continue his self educa-
tion throughout life. But the start is made with
the young child. . . . Through literature a person
can come to terms with himself and see himself in
relation to others, to his world and to humanity
in general. As he develops his own philosophy of
living in a technological world, he assumes some
part in perpetuating that which is good. Thus,
literature serves many ends while the reader is
immersed in a pleasurable experience (11, pp.
139-145).

1
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Recognizing the enduring part literature has played in

the lives of children and the benefits children receive from

it, the minimum standards for child care centers in Texas

require that books be made available to children in those

centers. The Texas Department of Human Resources (TDHR)

mandates as one of the program requirements of child care

centers, books that reflect positively on the child's cul-

ture and sex. TDHR suggests at least one book for each

child three years of age or older for each child care center

(13, Appendices I-G, pp. 3-4). Most of the centers not only

comply with these minimum standards but also have book

corners or learning centers where the children can relax and

become involved with books.

Acknowledging the value of children's literature in

overall development, a survey of the sources and types of

literature available in selected child care centers and

teachers' knowledge of children's literature was undertaken.

The Problem

The problem of this study was to investigate the types,

availability and teachers' knowledge of children's litera-

ture in selected child care centers.

Purposes

The purposes of this study were

1. To determine sources and types of literature available

to children in child care centers in one city;
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2. To determine criteria teachers use in selecting chil-

dren's books.;

3. To assess teachers' knowledge of children's literature.

Research Questions

The research questions for this study were-as follows.

1. What sources of literature do teachers in child care

centers use?

2. What types of books are available to the children?

3. What is the physical condition of the books?

4. What criteria do teachers use in selecting books?

5. What is the teachers' knowledge of the contribution

literature makes to children's development?

6. What is the relationship between level of education,

years of experience and knowledge of children's

literature?

Significance

From the moment a child is born in this country, he is

bombarded from every side by written language. Goodman and

Goodman express it this way:

Children growing up in a literate society begin to
encounter written language before they personally
experience the need to communicate beyond face-to-
face situations. All of them become aware of and
able to use written language to some extent. They
become aware of books, signs, captions, printed
containers, logos and handwriting in their day-to-
day experiences. They recognize stop signs, read
cereal boxes, scribble letters, write their names,
and follow and join in the reading of familiar
stories (8, p. 138).
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It is also true that a baby will start immediately to try

and make sense of his surrounding environment. After thirty

years of research and pediatric practice, Brazelton concludes,

We see that the infant is a surprisingly well-
organized individual at birth, ready to signal
to his environment when things are going right
and when they are not. As his caregivers respond
to him, they offer him the necessary control over
his reactions that he lacks, giving him a base
from which he in turn can attend and respond to
important events in his environment (4, p. xvi).

Books, even for the very youngest child, have always

been part of the school environment and conscientious parents

of young children have been reading to their children for

years. Mothers and fathers in the past have taken the time

to sit a child in their laps and read them a picture book,

or tuck them in bed and tell them their favorite bedtime

story over and over again.

But as the structure and schedule of home life change,

so do some of those valued routines and traditions. It is

not news that because of economic hard times, the face of

the labor market has changed. As more women enter the mar-

ket, more children need to be supervised outside the home.

According to a 1982 U.S. Census Bureau population report,

"By March 1980, 44 million women were in the labor force or

51% of the female population 16 years old or over. Most of

the increase in the labor force participation of women has

been the result of the entry of mothers into the labor force,

especially those with young children" (15, pp. 2-3). It
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continues,

Among wives with children under 18 years old, the
greatest labor force increases were recorded by
women with pre-school age children--under 6 years
old. The increase in their labor force participa-
tion rate from 12% in 1950 to 45% in 1980 is
especially notable since most of these women were
working outside the home and had to make some
arrangement for the care of their young children
(15, pp. 2-3).

Not only are more women working today but many of them begin

or return to work shortly after the birth of their child.

They are then faced with finding some form of infant care

which is not an easy task. It may be safe to assume that

parents, mothers in particular, have less time to spend with

their young children today; and even when they find a few

minutes, they are probably too tired to take advantage of

them. A corollary to this assumption is that children are

probably less likely to see parents reading for their own

enjoyment. Therefore, children see less modelling behavior.

Instead, there have been tremendous increases in U.S.

households with the addition of televisions, radios, stereos,

and lately, video games. Again the U.S. Bureau of Census

reports that

In 1950 only 9% of American households owned
television sets, in 1955 that number jumped to
an astounding 65%, until in 1981, 98% of all
households owned a television set. In 1980, 99%
of all households owned a radio, with the aver-
age number of sets being 5.5 (14, p. 452).

A study conducted by Yankelovich, Skelley and White, reported

in Sales and Marketing Management, states that in 1981,
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sixty-three per cent of the total U.S. market owned stereos

and eighteen per cent owned video games (10, p. A-33).

With all the new software and competition, the percentage

for video game ownership has surely increased during the

past year and a half.

It is clear that in many households in this country,

technology has replaced the one-to-one interaction between

parent and child sharing a quiet moment with a book. The

price of the individual children's books has risen drasti-

cally in the last twenty years. Few institutions, not to

mention parents, can afford to have an extensive library of

books for their children. The average price of a children's

book in 1960 was $2.74; in 1977 it was $6.65; until in 1981

statistics show that the average price of a single children's

hardcover book was $8.29 (2, p. 72; 3, p. 192). The average

price includes all children's books. If books are considered

quality books with any color reproduction, the average cost

today is closer to $10.00 per book.

A picture, then, starts to emerge. More and more pre-

school children are spending longer hours each day away from

home. They probably have fewer books in their homes and

parents who have less time and energy to make reading to

their children a daily occurrence as suggested by Durkin

(7, p. 192). Moreover, parental modelling of reading for

enjoyment has become less a part of children's lives.

Instead, they are entertained by television programs and
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video games. Since we cannot change the fact that it is an

economic necessity for most of the women who work today to

continue, how do we reintroduce so special and important a

time as sharing the wonders that a good book has to offer?

We must be certain that some time in a child's day this

activity takes place. The logical place for sharing a book

is in the preschool or nursery. The teachers of young

children must recognize the impact of literature and its

part in the overall development of the children for whom

they care and nurture. While many teachers are knowledge-

able, we must be certain that all teachers of young children

have an understanding of what to read and the reasons for

reading to their children every day.

Teacher qualifications for child care licensing as

defined by TDHR specify that a teacher must be eighteen

years of age or older. It is also acceptable that they be

under eighteen years of age if they have a high school

diploma. In addition to these requirements, the teacher

must be mentally, physically and emotionally able to assume

responsibility. An individual who has been convicted of

child abuse, neglect or sexual abuse, or awaiting trial for

such, on furlough from the State hospital, or mentally

retarded, is not acceptable as a teacher of young children

(13, Appendices I-G, p. 2). These requirements are, indeed,

minimum standards.
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Research still in progress at the Dallas Public Library

sheds more light on the actual situation in child care cen-

ters in the city of Dallas. In an effort to promote an

interest in child care centers and increase the awareness

of the teachers in the centers to the library as a resource,

the Zale Corporation and the Dallas Public Library have

developed the ABC (Art, Books, and Child Care) Project.

Children at licensed child care centers in the city of Dallas

may create artwork based on quality children's literature,

and have it displayed at the Central Library and all commu-

nity libraries. Storytelling workshops were held for

teachers; bibliographies of quality children's books and

art packets were given to each participating center.

Through questionnaires distributed at the storytelling

workshops, it was found that a noticeable number of respon-

dents said that what they most learned from the workshop

was that it was important to read to children! It was also

found that forty-nine per cent of the respondents reported

that their center did not have a library card, thirty-three

per cent did have a card, and eighteen per cent did not

respond to the question. In addition, thirty-seven per cent

of the participants did not have a personal library card,

fifty-eight per cent did have a card, and five per cent did

not respond. We can hope that those who do not have a cen-

ter library card use their personal card or vice versa.
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However, the percentage of teachers who had neither a center

library card nor a personal library card was twenty-two per

cent (12).

Clearly, these teachers and directors started thinking

more about books and book-related activities for children

and how important they are. This present study was an

attempt to learn more about the part children's literature

plays in some selected child care centers in a metropolitan

area in north Texas.

Procedures

For purposes of this study, a demographic data form

(Appendix) and teacher questionnaire (Appendix) were devel-

oped. A criteria sheet for the examination of book collec-

tions (Appendix) was also developed.

A pilot study was conducted at a local child care cen-

ter using the demographic data form and teacher questionnaire

to be certain that each item in both instruments was under-

stood by teachers.

The centers of a Child Care Association in a metropol-

itan area in north Texas were selected for this study. The

teachers in six centers participated in the research. In

addition to the teachers' participation, the book collection

at each center was examined by the researcher. Several

visits were required at five of the six centers.
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Data from the questionnaires and data forms were

analyzed and reported in percentages and narrative form

when applicable. Data from the examination of book collec-

tions were reported in percentages.

Definition of Terms

Child care center--Any facility which is licensed and

which regularly receives thirteen or more children for

child care. This term shall apply to program, buildings,

grounds, furnishings, and the equipment involved.

Teacher--A person who serves as team leader in an

assigned group, plans and implements programs for children,

provides learning environment, i.e., safe, comfortable and

healthful, in order to enhance growth and development.

Children's literature--Books written for or used with

or appropriated by children.

Wordless picture book--Books with no text but that

present their message through pictures only.

Picture story books--Books which rely on a combination

of illustrations and narrative to explain what's happening.

They can be a simple description of everyday events, how a

character feels in a certain situation, or a story with a

definite plot where there is a problem to be solved.

Fairy tales, folk tales, and myths--Three types of

literature which have fantasy and imagination in common.

They usually concern things that can't really happen or
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about people and creatures that don't exist, but where

there appears a certain logic within the framework of each

story.

Poetry--Rhyme, rhythm and/or repetition in simple verse.

Concept books--Books which explain general ideas by

presenting many examples, i.e., colors, shapes, sizes,

alphabet.

Books with information--Books containing facts or

information in a somewhat didactic manner.
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CHAPTER II

REVIEW OF THE LITERATURE

Introduction

Much evidence shows that half of a child's intelligence

is developed by age four, and approximately two-thirds of

the intelligence by age six (6, p. 68). Consequently, the

experiences a child has during these early years are crucial

(31, p. 357). Parents, as the child's first teachers, and

preschool teachers are vital in providing an enriching,

stimulating, yet secure atmosphere for a healthy beginning.

Part of that environment should include books. The emphasis

of this review is to show how literature can aid children in

all areas of development.

Language Development

Structure and Pattern

The majority of the research concerning children and

literature has focused particularly on language development.

One aspect of language development is understanding the

structure and pattern of oral and written speech. Reading

to young children and answering their questions are natural

ways to give them experiences with hearing both oral and

written language. Chomsky studied stages in language

development and reading exposure and found a positive

14
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relationship between the linguistic stage and listening to

books read aloud. The pre-readers in higher linguistic stages

heard books read by more people more often and listened to

books at higher complexity levels than those children at

lower linguistic levels. Chomsky concluded that by exposing

children to a wide variety of reading material, at various

complexity levels, children seem to be more adept at com-

prehending more complex sentence structure (11, pp. 22-23).

Other researchers such as Hoskisson, Emans, Hoffman and

Glazer also feel that children construct their knowledge of

the written language by being immersed in stories beginning

at a very young age (19, p. 938; 25, pp. 61-63; 29, p. 2;

30, p. 409).

In addition to hearing language, children also need to

use it. Fagerlie makes a case for using wordless picture

books to stimulate language development in young children

who need many experiences in oral expression. Because there

are no words, young children can look at the pictures and

tell what is happening in their own words. This can be

especially helpful for a shy child who will often times

forget himself while telling his story and for the child with

a limited background who can think of nothing to say (21,

pp. 92-94).

McCormick feels that the preschool age is a particularly

important time for reading aloud to children--an important

time for exposing children to syntactic patterns and
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vocabulary they will encounter in book language. In the

interest of helping parents and teachers choose helpful

books to promote language development in their preschoolers,

McCormick compared books recommended by authorities with

"grocery store" books for syntactical complexity and vocabu-

lary diversity. Her research suggests two approaches for

buying books. The first approach is that for parents who

can afford them, recommended books are of high literary

quality and aid in the goal of increasing reading achieve-

ment because of the syntactic complexity and vocabulary

diversity. The second approach is for those parents who

cannot afford the recommended books, "grocery store" books

are not significantly different in syntactic complexity and

vocabulary. These could be supplemented with library books

of high literary quality. Another suggestion is that the

goal of exposing children to complex syntactic structures

and diverse vocabularies, and the goal of exposing them to

fine literature might both be met if high quality, yet

inexpensive paperback books were sold in locations highly

accessible to parents (38, pp. 543-548).

Glazer concludes,

There are two very basic ways in which adults can
nurture the language learning of young children.
The first is to provide rich, varied and abundant
samples of language, and the second is to give
children regular opportunities to use their
language (25, p. 61).
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Listening

A necessary skill that goes hand-in-hand with compre-

hending spoken and written language is the ability to listen

or the child's receptive language. Many teachers and

psychologists today agree that listening is important for

learning and communication. Early childhood workers stress

the importance of listening especially during a child's

early years. Kellogg states:

When one considers the four language skills of
listening, speaking, reading and writing in terms
of their development within an individual during
his early years and throughout his life, the fun-
damental importance of listening becomes obvious.
If one were to consider crying, gooing, cooing,
etc. as speaking, it might be technically correct
to say that a baby speaks before he listens. But
when one thinks of these four skill areas within
the framework of the language system of the par-
ticular culture, the infant listens to the
language a considerable length of time before he
speaks the language. A background of much expe-
rience in hearing oral language sounds and relating
these sounds to objects and actions previously
experienced is necessary for the child to learn
to speak, to read and to write. The first language
symbolization of experience takes place through
listening (32, p. 25).

Children listen before they speak, speak before they read,

and read before they write; and failure in any one of

these areas hinders an individual's potential to understand

and be understood.

There is, then, growing recognition of the importance

of listening for both adults and children. Rankin finds

that nearly seventy per cent of an adult's waking time is

spent in some sort of communication with listening ranking
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first, talking second, reading third, and writing fourth

(46, p. 625). Wynn provides supporting evidence that the

average adult spends forty-five per cent of his communica-

tion time in listening (56, p. 26). In 1949 Wilt made the

first major investigation of listening at the elementary

school level and discovered that the amount of listening

called for in the average classroom was far greater than

estimated by the teachers. Over fifty per cent of the

total instructional time in the school day was spent

listening (55, p. 629). Lundsteen makes several assumptions

about the importance of listening: 1) one of our foremost

problems today is the influence of mass media which can pro-

duce conformity rather than individuality; 2) people's

reactions are influenced by the way they have unconsciously

learned to listen; and 3) how people have learned to listen

strongly affects how they learn to think and solve problems

(36, p. xii). Early supports the teaching of listening

because of the large proportion of time pupils spend

listening in and out of school; the increasing influence of

oral communication in adult life; the need for training the

ear as well as the eye, since listening and reading require

different as well as similar skills; and the importance of

listening as a substitute for reading, especially when the

latter ability is impaired (18, p. 36).
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What, then, is listening? The working definition

quoted most often is from Lundsteen who defines listening

as the process by which spoken language is converted into

meaning in the mind (36, p. 53). That definition is divided

further by many researchers. Three types of listening are

generally discussed (3, pp. 31-44; 14, pp. 48-50; 24, pp.

53-57; 25, pp. 79-81; 36, pp. 53-59; 48, pp. 262-267).

Attentive listening occurs when a listener can tell the

literal meaning of what is heard, can recall sequence, and

can follow directions. Critical, or analytical listening

takes the listener beyond what is directly stated. Facts

are interpreted, generalizations and inferences are made as

when children can suggest some solution to a character's

problem after listening to the situations and knowing the

characters. The third type of listening is appreciative

listening and leads to aesthetic awareness and enjoyment.

Crink and Buntley explain,

Reading good literature to children, especially
that which creates moods, and sharing favorite
bits of beautiful or interesting poetry or prose
helps children learn creative, appreciative,
listening (14, p. 49).

Clearly, the more children learn to listen and the

better they can do it, the more they will be able to

communicate their ideas to others. This skill starts with

the very foundation of language development, the sound of

language. A child cannot understand auditory messages

unless he has some command over phenology, the sound
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structure; syntax, sentence structure; semantics, word

meaning and relationships among meanings; and text struc-

ture, how events in narratives are typically structured.

Reading aloud to children will help them distinguish these

significant components of their language. They will hear

intonations, focus on stress patterns, hear parts of sentences,

learn the meaning of new words by hearing them in context,

and hear how stories are organized (43, p. 618).

Lundsteen points out some associations between listen-

ing and reading. Both require attention to readiness for

learning, including experience in the English language, a

speaking and listening vocabulary sufficient for the task,

evidence of an interest in or positive feelings for language

activities, and the ability to remember and follow short

sequences (36, p. 9). Devine feels that listening is both

distinct and similar to reading. They are distinct in that

the situational contexts are not quite the same. A listener

can pick up signals, ask questions, study facial and body

expressions, and get clues from stress and pitch. They also

differ in time contexts. A reader can go back and check his

interpretation of a fact, stop when tired, or check ahead

for the writer's organization. The listener just has to

remember and wait. But they are alike in that both are

concerned with communication and the intake of information.

Listening and reading seem to have a common thinking base

(15, p. 303). Kellogg, in a study of first graders to whom
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the teachers read stories and taught particular listening

skills, found that the students showed significant achieve-

ment in listening and reading (32, p. 125). Using fourth,

fifth and sixth graders Brown found a high correlation

between reading and listening. The correlations were .815

in fourth grade, .760 in fifth grade, and .777 in sixth

grade (9, p. 135).

Duker states, "Listening ability plays a vital role

in determining reading success or failure" (16, p. 326).

Lundsteen strongly agrees by saying that

The ability to listen seems to set limits on the
ability to read. . . . Studies that covered almost
all grades and IQ levels indicate that listening
instruction may enhance reading instruction,
especially at the first-grade level (36, pp. xi, xv).

It appears that a fair amount of research support the

claim of a positive link between an early ability to listen

and future success in reading. One way to foster that

early listening ability is to read aloud to young children.

Ross believes that some educational, intellectual,

social and personal factors appear to be related to good

listening. He maintains that good listeners surpass poor

listeners academically. The school marks of good listeners

in reading and math are significantly higher than those of

poor listeners. Personally and socially, good listeners

are better adjusted than poor listeners as measured by the

California Test of Personality. Socially and economically,

good listeners tend to come from middle and upper-middle-class
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homes while poor listeners come from low and lower-middle-

class homes (47, p. 370). Pearson and Fielding conclude,

among other factors, that listening to literature tends to

improve listening comprehension (43, p. 623).

It appears that listening is an intricate part of early

language development and later success in reading, as well

as a positive influence on social and personal factors.

Listening can be facilitated by parents and teachers who

read to their children. Russell states,

The primary nature of listening ability . . . and
the primacy of spoken language emphasized by students
of linguistics both suggest early attention to
listening ability in the preschool years and the
first grade (48, p. 266).

Ways in which teachers and parents can help their children

develop listening skills are simple but they must be

practiced regularly. Reading literature aloud, asking

leading questions, answering the child's question, setting

a good example by listening themselves, and listening just

to enjoy a piece of poetry or a song, are excellent ways to

instill the basics of good listening and its benefits to

young children.

Reading Readiness

Within the much-researched area of language development,

reading readiness has captured the attention of the greatest

number of researchers. Speaking generally, Bettelheim and

Zelan explain that
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A child's attitude toward reading is of such
importance that, more often than not, it deter-
mines his scholastic fate. Moreover, his
experiences in learning to read may decide how
he will feel about learning in general, and
even about himself as a person (4, p. 25).

Glazer agrees and states that the primary goal of a

literature program in early childhood is to help create a

positive attitude. "Children who enjoy and value litera-

ture will continue to read and to experience it, and will

have a lifelong source of emotional and intellectual

enrichment" (25, p. 2).

It has been suggested by numerous researchers that

young children need many experiences in order to appreciate

and eventually to make reading a pleasurable and informa-

tive part of their lives. They need motivation, the

understanding that print is meaningful, and an adequate

linguistic background and certain mechanical skills before

they learn to read. These mechanical skills include the

ability to listen and comprehend, the understanding that

a story starts at the front of the book and goes to the

back and left and right, and the understanding that eyes

must follow the words. Harkness feels that the best way

to acquire these attitudes and skills is to build on the

natural way of learning language and immerse them in

written language by reading to them at as early an age as

possible (28, p. 43). Hoskisson elaborates by stating

that learning to read naturally begins when parents read



24

to very young children and allow them to handle books.

The children learn that front to back and top to bottom are

part of the written system of English and this is the begin-

ning of their knowledge of written language (30, pp. 490-

496).

Researchers such as Cohen, Hoffman and McCormick

suggest that reading aloud to young children on a regular

basis can aid in reading achievement (13, pp. 212-213;

29, p. 2; 38, p. 543). Durkin, as well as Briggs and Elkind,

Price, and Milner have looked at early readers and the fac-

tors that seem to affect them. Among these factors are the

socio-economic status of the family, a high family regard

for reading, older brothers and sisters who read to the

child, the willingness of parents to answer the child's

questions, and qualities of the child's personality such

as curiosity, self-reliance, persistence and the ability to

concentrate (7, p. 279; 17, p. 147; 40, p. 110; 45, p. 46).

In her work with nursery school children in the west

of Scotland, Lomax also found that the ability to concen-

trate and self-reliance were characteristics of those

young children most interested in books and stories. Using

observations of all activities in the classroom, observations

in the book area only, and observations of individual

behavior, she matched pairs of children according to high

and low interest in books. She then administered various



25

intelligence and linguistic tests and a story recall task.

She found that low-interest children engaged in most

activities more often than high-interest children but

generally attended to those activities for shorter periods

of time. They spent a significantly greater proportion of

their time doing nothing in particular. They did not appear

very self-directed or self-reliant. The high-interest group

showed a greater ability to concentrate for long periods and

showed greater interest in stories (35, pp. 110-111).

Teale studied the factors that constitute a positive

environment for learning to read. He reviewed studies of

early readers from several countries and over a number of

years in an attempt to identify environmental factors for

such success of the readers. He identified four factors

which he describes as "bits in the reader's network of

experience" (52, p. 925). The factors were 1) availability

and range of printed materials in the environment which

included books in the home and use of the local library,

2) reading which was done in the environment, 3) the contact

with pencil and paper facilitated by the environment, and

4) the response of the people in the environment to what the

child is trying to do which is to make sense of the printed

word. Teale feels strongly about the third factor. Teale

writes, "Of all the facets of the environment mentioned in

the studies of early reading, reading to children is

probably the most cited" (52, p. 926). Most parents and
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others read to children regularly, read the same stories

over and over, and answer the children's questions (52,

pp. 925-929).

Flood looked specifically at the dialogue between

parent and child during reading episodes. He used thirty-

six three and a half to four and a half year old children

to explore the effect of parental styles of reading upon

performance of selected prereading tasks. He finds that

children perform significantly better when the parents

start with warm-up questions to settle the child and to

stimulate his interest in the book, when mutual questions

and answers occur during the story, when parents give a

lot of positive reinforcement for participating and

listening, and when parents ask evaluative questions after

the story ends to create closure and to help the child

learn to assess, evaluate and integrate (22, pp. 864-867).

Clay studied Samoan, Maori and White Pakeha children

in the New Zealand schools and found superior performance

of Samoan children in reading, despite their problems in

English and a lack of oral skills. She claims this could

be attributable to their cultural background where reading

the Bible is a very important family activity and where

letters are exchanged between island families (12, p. 341).

Sakamoto's study seems to confirm the idea that better

economic conditions and reading regularly to children and

answering their questions, were important factors for
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early reading. Using surveys taken by the National Language

Research Institute of Japan, he found that the percentage

of children reading a simplified language by school entry

was considerably higher in 1967 than in 1953. He feels

that better economic conditions and more leisure time for

mothers attributed to this finding. Thirty-six per cent

of the mothers started reading to their children at one

year of age, thirty-one per cent at two years, and twenty-

three per cent at three years. Mothers also made it a

point to answer the child's questions (49, p. 242).

McCormick reminds us that reading aloud to children

significantly improves their vocabulary knowledge and their

reading comprehension. It can affect reading interests and

the quality of a child's language development (39, p. 139).

Price concluded, "Reading to a child at an early age can

provide opportunity for his own intelligence to go to work

on reading" (45, p. 45).

Language development and its many aspects--the struc-

ture and pattern of language, vocabulary acquisition, lis-

tening ability, and reading readiness--are aided by reading

aloud to children and by exposing them to printed material

from the earliest age. It can also influence a child's

personality and social development.
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Personality and Social Development

Personality is generally thought of as "emotions,

values, ways of perceiving and feelings about oneself"

(25, p. 122). Hopefully by age two, a child has developed

a strong sense of trust in his world and takes delight in

his new skills and surroundings. Between the ages of two

and five, children begin to develop distinctive attitudes,

preferences, and ways of acting. They begin to think of

themselves as individuals and to form positive and negative

attitudes about themselves. If parents and teachers

encourage preschool children to have pride in their accom-

plishments and allow them to do as much for themselves as

possible, children will develop a strong sense of autonomy,

feeling they can control themselves and their environment.

But if adults prevent children from doing for themselves or

expect too much, the children can develop shame about them-

selves and doubt their own abilities. Self-concept, the

child's idea of his own capabilities and what he is able to

do, is of crucial concern. Engel states that

Image readiness begins at birth and involves all
the actions and interactions between children and
members of their environment. Literature becomes
an influence in the child's life as soon as others
are willing to share and the child responds. Any
adult can make a valuable contribution in rein-
forcing positive images through loving and
understanding children--and knowing and enjoying
literature (20, p. 892).

She continues,
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Books can be used to reinforce the child's sense
of self-importance, vicariously as an initiator
(extending to real-life play). They can help
develop imagination and promote inquisitiveness.
Some of the foundations for later development
can be related to through books during the pre-
school years (20, p. 895).

Williams and Williams agree that reading to the preschooler

may enhance healthy emotional and psychological development.

When a parent enjoys taking time to read the
child stories, a wholesome parent-child rela-
tionship is fostered which helps demonstrate
to the child that he or she is important and
that the parent cares for and loves them . . .
reading to the preschool child is of prime
importance (54, p. 832).

This is true, of course, not only for parents, but

also for the young child's teacher. Teachers can aid in

the development of self-concept by carefully choosing

books that encourage children to attempt tasks that are

challenging yet attainable.

Along with a growing self-concept, another type of

learning known as identification is taking place. Identi-

fication is the process by which an individual accepts the

characteristics and beliefs of another as his or her own.

This early identification with the same-sex parent leads

to sex typing and the adoption of sex roles considered

appropriate in the child's particular culture. Frasher

and Walker explain,

Sex role behavior is culturally determined and
is produced by social learning. . . . Children
thus come to have a sense of self-identity
which is pervaded by the behavior, appearance,
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activities, personality characteristics, and
achievement goals considered socially appro-
priate to their own sex (23, p. 741).

Weitzman believes that sex-role socialization constitutes

one of the most important learning experiences for the

young child. By the time the child enters kindergarten, he

or she is able to make sex-role distinctions and express

sex-role preferences. Boys already identify with masculine

roles and girls with feminine roles (53, p. 1125). Yawkey

and Yawkey feel that children's picture books provide

excellent opportunities to enculturate young children with

open attitudes and values toward sex-typed behavior and

sex-role models (57, p. 548). Unfortunately, much research

has pointed to the fact that female characters in children's

books have been presented in an unrealistic way, especially

for today's world (44, pp 443-449).

Yawkey and Yawkey compared picture books published

before 1965 and those published after 1965 for sexism,

racism and socio-economic stereotyping, and story location.

Their results showed statistically significant differences

between old and new books for all factors but sex. The

books continued to depict males as the dominant characters.

Women were generally portrayed as housewives and mothers

doing tasks considered "appropriate" for females (57, p. 748).

Weitzman, Eifler, Hokada and Ross found similar results

when they examined how sex roles were treated in the "very

best picture books," the Caldecott winners and runners-up
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from 1967 to 1971; the Newbery Award winners; Little

Golden Books which have sold over three million copies;

and "prescribed behavior" or etiquette books. They found

that women were underrepresented in the titles, central

roles, pictures and stories of every type of book. Most of

the books were about boys, men and male animals and most of

them dealt exclusively with male adventures. Even when

women could be found, they often played insignificant roles,

remaining both inconspicuous and nameless. In the eighteen

Caldecott winners and runners-up, the investigators found

a ratio of eleven pictures of males for every one female.

If animals were included, the ratio became ninety-five to

one (53, pp. 1128-1130). Children just scanning the titles

are bound to receive the impression that girls are not very

important because no one writes about them. The investi-

gators surmised it would be easy to imagine that a little

girl reading these books might be deprived of her ego and

sense of self. They also found boys depicted as active and

girls as passive. Not only are the boys presented in more

exciting and adventurous roles but they engage in more

varied pursuits and demand more independence. Girls are

more often found indoors while boys experience the out-of-

doors. Girls serve while boys lead. Passive-dependency is

encouraged in girls which may hamper their chances for

future creative and intellectual success.
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Frasher and Walker examined early reading textbooks

and found similar results. The majority of main characters

in the stories were male. Girls engaged in quiet activities

while boys were active. The texts presented a distorted

and inaccurate picture of American working women. All

occupations were "traditionally female." Mothers stayed

indoors. Fathers assumed leadership roles while mothers

rarely helped their children solve problems and rarely gave

any factual answers to questions. In almost every family

throughout all the series, a boy was shown as the oldest

child (23, p. 745). These findings are also confirmed by

Nilsen when she examined Caldecott winners for the last

twenty years for their inclusion and depiction of women

(42, p. 920).

Clearly, authors and publishers have not been nearly

sensitive enough to the importance of sex-role behavior

and expectations presented to young children. But Letty

Cotten Pogrebin offers some hope.

Some changes have happened to children's books
in the last decade. "Tomboys" are less likely
to reform and mothers are more likely to earn
money as most real women must do, and there
are stories now of divorce, adoption, poverty,
minority families, adolescent sexual experience
and other honest-to-life situations (44, p. 443).

Ashby and Wittmaier's research point out just how

crucial and needed are the changes in children's books. In

an experiment with fourth graders, twenty-nine girls heard

two stories with women in traditional roles or two stories
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with women in nontraditional roles. Attitude changes were

measured by a picture-choice test, two job checklists and

two adjective checklists. They found that girls who heard

nontraditional stories rated traditionally male jobs and

characteristics as appropriate for females more often than

girls who heard traditional stories (1, p. 945). McArthur

and Eisen find that they obtain more achievement behavior

from nursery school girls who hear a story about an achiev-

ing girl than those who hear a story about an achieving

boy (37, p. 472). These studies indicate that attitudes

can be affected by literature and that non-sexist literature

is important for both girls and boys to help them develop a

healthy attitude and confidence that whoever they are, they

can be a successful and worthy person. Nilsen makes a good

point when she says,

I am not saying that we should go about
de-emphasizing the traditional female roles, but
I am saying that we need to provide dozens or
even hundreds of models for young girls so that
there is room for selection and individual
differences. . . . We must reach all children
(42, p. 921).

As a child learns about himself as male or female, he

also learns what his culture expects and thinks of him as

well as his cultural heritage. In a survey of 5,206 chil-

dren's trade books published between 1962 and 1964, Nancy

Larrick discovered that only 6.7 per cent of the books

included even one black character in the text or illustra-

tions (34, p. 64). Jeanne Chall subsequently reported that
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14.4 per cent of all children's books published between

1973 and 1975 included at least one black character (10,

p. 528). Sims reminds us, however, that 14.4 per cent of

all children's books contain at least one black character.

The fourteen per cent implies that 85.6 per cent of all

children's books do not include any black characters. The

world of children's fiction remains largely white in terms

of characters, authors, and audiences for whom the books

are written. Sims analyzed the contents of 150 books of

contemporary realistic fiction about blacks published since

1965 which are appropriate for preschoolers through eighth

graders. Most of the picture books or those for use with

young children were categorized as "melting pot" books.

They seem to have been created to emphasize that people

are people and suggest that Americans share middle-class

values and life experiences. They focus on integration.

Sims feels that they are in many ways a positive contribu-

tion to children's fiction about Afro-Americans. Although

the earlier illustrations show brown skins with Caucasian

features or characters ambiguously shaded, the black

characters are realistic and attractive. Objectionable

stereotypes are almost totally absent. Interracial friend-

ship is shown as possible and positive. The books are

"universal." In addition to the "melting pot" books, she

found that a large percentage of books in her sample pub-

lished since the mid-1970s clearly were intended to
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celebrate the Afro-American culture. These books also

touch on universals that have meaning for readers of other

ethnic and racial backgrounds. Such books, she feels, have

become the core of an emergent Afro-American children's

fiction. Sims concludes by saying,

With the emergence of a small group of fairly
prolific black writers, a new dimension has
been added to the previously all-white world
of children's books. We are no longer where
we once were, but we are not yet where we
ought to be (50, p. 653).

Sims' findings become especially important when we consider

that social learning is possible by presenting literature

to young children.

Bandura has shown that learning may occur when a child

observes the behavior of others, though he does not

necessarily reproduce the responses made by the model and

does not receive any reinforcement. According to his social

learning theory, whether or not a child will imitate behav-

ior depends on reinforcement, reward or punishment. This

theory is also true for vicarious reinforcement. Differences

between the sex of a model and the child may have some

influence on the degree of imitation. Also, high prestige

models are more likely to be imitated than low prestige

models. The behavior of a model is more likely to be imi-

tated when it is reinforced by a high prestige person rather

than by one with low prestige (2, pp. 106-108)..
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It seems apparent that appropriate literature can be

a useful tool for developing both a positive sexual and

cultural image in a child. With reference to role models

and reinforcement, Sutherland explains that

For young children that might suggest books
in which the models are parents and other
adults in positions of authority . . . and
characters and situations . . . which are
closely enough related to children's own
lives so that they can identify closely
enough with the motivations for behavior and
the outcomes of the behavior (51, p. 36).

Through literature, children can learn not only about

themselves but appreciate the differences of other cultures

as well.

Moral Development

Piaget and Kohlberg describe moral reasoning as develop-

ing in stages. Piaget explains that initially children can

not see another person's point of view and perceive acts as

totally right or totally wrong. They obey because an adult,

an authority, made the rules. As children mature, they

begin to consider intentions more than consequences.

Based on Piaget's theory of moral development, Kohlberg

describes six stages of development. Children ages four to

ten reason at the first two stages. In stage one, children

obey rules to avoid punishment; while in stage two, they

conform to rules out of self-interest and do things for

others to get things in return. Kohlberg believes that

children acquire moral knowledge by psychologically acting
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upon their environment. Situations that encourage children

to compare, to categorize, to hypothesize, and to make

judgments increase the probability that they will acquire

an understanding of the objects and events that surround

them (33, pp. 30-33).

Many psychologists agree that discussion of moral

dilemmas can be the vehicle through which children mature

and progress to higher stages of moral development. Biskin

and Hoskissan, Glazer and Broderick agree that literature

can stimulate the moral thinking and moral development of

a child. Literature which is at the child's present level

of functioning or one stage above can do the job best (5,

p. 153; 8, p. 37; 25, pp. 152-156). Moir reminds us that

the heart of that process relies upon dialogue and conver-

sation about what is taking place in the story (41, p. 527).

Glazer suggests that

With preschool children, a first step would be
to read stories in which characters are faced
with a decision to be made and where there is
no clear-cut answer. Then talk about it and
ask what they would do. . . . The purpose is
not to recommend specific actions but to encour-
age children to reason about moral questions
(25, p. 177).

While these researchers agree that literature can pro-

vide a rich source of examples of moral decisions for

children to discuss, Gosa has some words of caution.

The major implication of Kohlberg's research for
children's literature is that a child prior to
ages 10 to 12 is rarely capable of stage 6
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decision-making*and unfortunately, children's
fiction spanning ages 2 to roughly 16 is loaded
with moral decisions, the majority are resolved
by stage 6 values even if the protagonist is
very young. If Kohlberg is right, and there is
good reason to believe he is, fiction containing
these high-level decisions is meaningless for
early character development (26, p. 530).

Goza concludes,

Children who read or are read picture books
generally range in age from 2 to 8. Moral
development presented in these books runs the
gamut from ludicrous to quite appropriate
(26, p. 530).

So, books should be selected carefully so that children

can be helped to grow morally. Literature need not be

blatantly didactic to be relevant to moral reasoning but

discussion about the books seems essential.

Aesthetic Development

While few, if any, empirical studies have been done

concerning literature and children's aesthetic development,

some authorities still believe there is a positive relation-

ship between them. Glazer believes that literature offers

children the opportunity to respond to diverse styles of

art and music, exhibit a sensory awareness of their environ-

ment, use their imaginations, and enjoy experiencing the

work of others and participating in the arts themselves.

She says,

* Stage 6 suggests that right is defined by universal
principles of justice, human rights and respect for the
dignity of individuals.
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Literature can expose children to different
media as drawings, woodcuts, photography,
water colors and others. . . . Children become
aware of the sensory qualities of their envi-
ronment when they hear literature in which
authors give descriptions written in sensory
terms and in which illustrators show the
beauty they observe (25, p. 208).

Groff feels that literature can definitely be a source

of visual pleasure. "The level of art in many of these

books is so high that they undoubtedly help develop a child's

appreciation of graphic arts" (27, p. 302).

Conclusion

Literature can serve many functions for the child;

but above all, books should bring pleasure. Sutherland

expresses it eloquently when she says,

Children need books to widen their horizons,
deepen their understandings, and give them
broader social insights. They also need books
to minister to their merriment and increase
their appreciation of beauty. They need hero-
ism, fantasy and down-to-earth realism. They
need information about themselves and their
fast-changing world, and they need books to
relieve the tensions of that world. Adults
may think in terms of what the child will
learn, how the book may improve an attitude,
correct a misconception, or ease a fear. If
books do this, fine, but the child reads
primarily for pleasure. For many children,
the right time for a book is fleeting, and
gentle guidance may be needed to expand the
interests of a child who is in a reading rut
so that he or she may not miss a reading
experience for which there may never be
another time so right (51, p. 54).
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CHAPTER III

PROCEDURES

For this study, a demographic data form (Appendix) and

teacher questionnaire (Appendix) were developed. The ques-

tionnaire consisted of queries about sources of available

literature, criteria for selection of literature, and

teachers' knowledge of children's literature and the impor-

tance they place on storytime. The researcher examined the

book collection in each center to determine the size, as

well as the physical condition, currency and types of books.

A criteria sheet for the examination of collections

(Appendix) was completed for each center that participated.

A pilot study was conducted at a local child care

center using the demographic data form and teacher question-

naire to be certain that each item in both instruments was

understood by teachers. The researcher first met with the

assistant director to explain the purposes of the research

in general and the instruments in particular. The assis-

tant director suggested that the researcher leave the

questionnaire and data form with her and return the follow-

ing week. Meanwhile, she would explain the research and

ask all those teachers who were interested to complete them.

All six teachers at the center participated. Their chil-

dren ranged in age from two to five years. No item on the
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demographic data form needed revising; however, two items

on the questionnaire were discussed. One answer about book

selection in question two was reworded. It initially read

"librarian's knowledge" but was changed to "help from libra-

rian at public library." The teachers were unsure whether

the original answer meant getting suggestions from a libra-

rian or the librarian actually coming to their center with

books. The teachers also felt question eight was a difficult

one to answer because all areas of their program were impor-

tant. However, the majority of the teachers stated that

after thinking about it, they were able to answer it. The

question was included and the language was edited for easier

reading. Further slight revisions were made to simplify

the language on both the questionnaire and data form follow-

ing suggestions from the researcher's major advisor.

Selection of Subjects

The centers of a Child Care Association in a metro-

politan area in north Texas were selected for this project.

Initially, the directors of eight centers agreed to parti-

cipate; however, two were unable to do so. One center was

closed due to hazardous levels of lead in the soil of the

playground and the second center had just reopened. Their

books had not been unpacked at the time the data were

collected.



47

Twenty-four head teachers agreed to complete a demo-

graphic data form and teacher questionnaire (Appendix). In

addition to responses from the teachers, the collection of

literature in each center was examined by the researcher.

A total of 1,461 books was examined. The author, title,

publisher, and copyright date were recorded. Each book in

every collection was analyzed for content and the type of

each book.

Collection of Data

Permission to collect the data was granted by the

Executive Program Director for the Child Care Association

in November, 1982. At that time, both questionnaires were

approved. The Director suggested that the researcher make

a presentation at the next Early Childhood Specialist

meeting in February, 1983, prior to collecting the data.

The presentation was made and the collection of data

began the following week. The data for this study were

collected in approximately fifty-five hours and extended

over a four month period in 1983.

The demographic data form and teacher questionnaire

were given to the teachers in one of two ways. In three

centers, the researcher met with the teachers as a group

and enlisted their help. In three centers, the directors

preferred to distribute the forms themselves and return

them to the researcher at a later date. The directors were

instructed on how to present the forms.
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Examination of Collections

Six collections of children's literature were examined.

The definitions for the different types of books were com-

piled from Sutherland's Children and Books (2, pp. 213, 255)

and Glazer's Literature for Young Children (1, pp. 4-9).

Every volume in each collection was read to evaluate content.

If the copyright date was renewed on any volume, the most

current copyright date was used. Anthologies were catego-

rized according to the major type of literature in the book.

Since some books could have conceivably been placed in more

than one category, the researcher approached this task from

the point of view of the teacher making a decision based on

why and how the book would be presented to the children. A

few books in each collection were above the age level of

the children in the class. These books had few, if any,

illustrations. They were placed in the picture story book

(PS) category. The bibliographic information in a small

percentage of books was missing due to damage. The missing

information was supplied using a combination of Children's

Books in Print, Cumulative Book Review Index, Book Review

Digest, Library Journal and the National Union Catalogue.

When the examination of all collections was complete,

the researcher sent the Executive Director of the Child

Care Association a copy of the books in each center as she

had requested.
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Analysis of Data

The sources of literature teachers use, the criteria

for selecting books, and the teachers' knowledge of the

contribution literature makes to children's development was

determined with the teacher questionnaire. The types of

available literature and the physical condition of the books

were determined through use of the criteria sheet for the

examination of collections. Both the questionnaire and

the demographic data form were used to determine the rela-

tionship between level of education, years of experience

and knowledge of children's literature. Tables were con-

structed to show sources, types, criteria and condition of

books. A narrative summary was used to determine teachers'

knowledge of the contribution literature makes to overall

development. Criteria outlined by Glazer (1, pp. 60-213)

were used to quantify responses concerning teachers'

knowledge of children's literature for research question

six. This information was then compared to the level of

education and years of teaching experience.
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CHAPTER IV

ANALYSIS OF DATA

The data obtained from teacher questionnaires, demo-

graphic data forms, and book collection criteria sheets are

used to describe the sources and types, currency and condi-

tion of literature available to young children in the

selected centers. The questionnaires also report criteria

used by teachers in selecting literature, and knowledge

teachers possess of children's literature.

Research Question 1

What sources of literature do teachers in child care

centers use?

It appears that teachers use a variety of sources to

present a range of literature to young children. The infor-

mation appears in Table I.

The responses from the teachers in every center are

similar. The majority of teachers in every child care cen-

ter use a combination of all the sources listed in question

one of the teacher questionnaire. Eighty-eight per cent

of all the teachers in the sample use books from the collec-

tions at their child care center. The public library is a

source of books for ninety-two per cent of the teachers;

and eighty-eight per cent report that in addition, they use

books children bring to the classroom. Seventy-four per cent

of the teachers use books from their personal collections.
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Research Question 2

What types of books are available to the children?

In an attempt to answer this question, the book col-

lection was examined at each child care center using the

criteria sheet for the examination of book collections

(Appendix). The data indicate the types of books that

are available to the children from those collections, but

they do not include additional sources teachers use as

indicated in Research Question 1. The distribution of the

different types of books at each center is shown in Table

II.

The data seem to indicate an imbalance in the types of

books in the centers. Poetry (P) and wordless picture

books (WP) represent a very small portion of every collec-

tion. Unless teachers choose these types from other sources,

it can be assumed that children are getting minimum exposure

to the beauty and humor of language through poetry; or prac-

tice in verbal expression, memory, sequencing and imagination

through WP books. Picture story books (PS) are the largest

percentage in all collections. Concept (C) and information

(I) books, as well as fairy tales, folk tales and myths

(FFM), are fairly evenly represented in all collections, with

the exception of child care centers A and F. These two cen-

ters have a noticeably smaller percentage of C books than

the collections at the other centers. Also, FFM represents
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a much smaller portion of the collection at child care

center B as compared to all other centers.

Along with the different types of books in each col-

lection, the copyright date of each volume was examined.

Research indicates that in the mid-60s the incidences of

racism, sexism and misrepresentation of life situations in

books for children began to decrease slightly (1, p. 26).

Newer books not only amend some of these social aspects,

but provide more up-to-date and accurate information about

a child's world. In essence, a different sort of literary

experience occurs as children listen to more authentic and

up-to-date books.

In three book collections out of six, more than half

of the books were published before 1968. In the other

three collections, thirty-six per cent, forty-one per cent,

and forty-five per cent respectively, were published before

1968. Table III provides this information.

Not only is it important to have all types of books

available, it is necessary for the teacher to select each

type. To determine what teachers actually select from

their pool of available literature, they were asked to indi-

cate three types of books they choose most often.

The results from this question are inconclusive due to

the apparent misinterpretation of the question by some of

the teachers. The detailed data is displayed in Tables XVII-

XXII (Appendix). Several respondents chose more than



H-

o\o c H N
N N

M 

Af

O lU O 0

O\O r--I

o\o r- 00 r---I

U

E-4

U

U

H

U

U

H W
H (!1
H

W H
a cn

a
HH

0
0

0

H

0
U

00 on

Ln

H

H

O M)Co zN

o\ N MU') C?) NL)

0

z

-a

0
U

00

r.
GH

'Q 4-4
0H4A i

1 1 - - -

0O

H

rO 

U
-Q r
H

3 C

0

O
z

56

Cl)

4.J

U

(L)

U

r

U
C

0

- -- - - -- - - - -

"

"



57

three types of books, while one teacher indicated only one

type of book. The data indicate teachers overwhelmingly

select picture story books (PS), in keeping with their

prevalence in all collections. Teachers express much

interest in wordless picture books (WP). Table IV shows

that in five out of six centers, WP books are one of the

three most popular types of books used by at least twenty-

five per cent of the teachers and by as many as seventy-

five per cent of the teachers. Few teachers use P books

frequently. FFM, C and I books are used moderately

paralleling their numbers in the book collections.

TABLE IV

USE OF WORDLESS PICTURE BOOKS BY TEACHERS
IN SIX SELECTED CHILD CARE CENTERS

Child Care Centers Number of teachers % of teachers

A 2 50

B 1 33

C 2 25

D 3 75

E 2 50

F 0 0
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Research Question 3

What is the physical condition of the books?

In order to enjoy literature, children must see adults

enjoy and respect books. One way for parents and teachers

to show respect is to keep their books in good physical

condition and to keep them repaired.

Each collection was examined for damage and repairs.

Damage consisted of torn or cut pages, scribbles enough to

distract from the content on the page, loose binding, and

missing pages and covers.

The results in Table V indicate that at least seventy-

five per cent of the collections in four of the six centers

are in satisfactory physical condition or repaired. In the

other two centers, nearly half of the books need repair or

should be discarded.

Research Question 4

What criteria do teachers use in selecting books?

The majority of teachers, eighty-eight per cent and

eighty-three percent respectively, (Table VI) in the sample

select books according to the interests of the children and

the topic of the book. Sixty-six per cent of the teachers

report that they get help from their directors which fifty-

four per cent select their personal favorite books. Forty-

six per cent of the teachers receive help from a librarian

at the public library. Additional responses note experience
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(thirteen per cent); and early childhood, child development

and children's literature courses (seventeen per cent).

TABLE VI

CRITERIA USED BY TEACHERS TO SELECT BOOKS

Criteria No. of teachers % of teachers

With help of director 16 66

Interests of children 21 88

Favorite books of
teachers 13 54

Topic of book 20 83

With help of
librarian 11 46

Experience 3 13

Academic courses 4 17

Research Question 5

What is the teachers' knowledge of the contribution

literature makes to children's development?

To answer this question, results were tabulated from

five questions on the teacher questionnaire.
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The first question was, "How important is storytime

for the children?" Table XXIII (Appendix) provides detailed

data. At least seventy per cent of the total sample believe

their storytime is as important as all other curriculum

areas (Table VII). Other teachers made comparisons with

storytime. For example, thirteen per cent of the teachers

believe storytime is more important than music and cooking

while four per cent believe it is more important than free

play indoors, art and structured learning activities.

Seventeen per cent feel storytime is more important than

dramatic play, and eight per cent think it more important

than blocks and field trips. Fewer than ten per cent of all

teachers rated any one area of the curriculum as more impor-

tant than their storytime, with the exception of blocks

(thirteen per cent).

Clearly, the majority of the teachers seem to believe

their storytime is as important as any activity of their

day.

The second question was, "Why do you have storytime?"

Results from this question were expressed in narrative form

and are reported in Table VIII.

The most frequent response is that storytime encourages

language development. The responses of some teachers were

quite general but others elaborated and stated that litera-

ture aids in listening skills, verbal expression, and

vocabulary development. The second most frequent response
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TABLE VIII

REASONS TEACHERS HAVE STORYTIME

Reasons for Storytime

Language development

Listening

Verbal expression

Vocabulary development

Creative thinking

Acquisition of information

Attention span

Social development

Intellectual development

Quiet sharing time

Sequencing

Organization of thought

Entertainment

Reading readiness

Development of positive feeling

Emotional development

Reinforcement for activities

No response

Number of

..

- ._. _

... _..

..

._. ..

. ._. r._ .. _. ... _._

Number of

Responses

10

6

5

4

8

4

2

2

2

2

1

1

1

1

I

1

1

3
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is that literature promotes creative thinking and the develop-

ment of the imagination. The third most cited reason that

teachers have storytime is to provide the children with

information.

Other responses include attention span, organization of

thoughts, entertainment, reading readiness, sequencing,

development of a positive feeling for literature, and intel-

lectual, social and emotional development. Storytime is

also used to reinforce activities and provide a quiet time

for sharing. Only three teachers out of twenty-four did not

respond to this question. Almost all teachers seem to know

at least several reasons for having storytime for their

children each day and how literature aids in some aspect of

development.

Since teachers do seem to have an understanding of the

importance of storytime, they were asked how many times a

day they have storytime and about how many minutes are spent

each day reading to the children. Table XXIV (Appendix)

shows the detailed data corresponding to these questions.

On Table IX is recorded the number of times teachers

have storytime each day. The majority of teachers, sixty-

three per cent, have storytime twice a day. Twenty-one per

cent reported they have storytime once or twice a day, while

thirteen per cent stated they have storytime once a day. One

teacher (four per cent) stated she gets together three times

a day to share a book with her children.
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TABLE IX

NUMBER OF TIMES TEACHERS HAVE STORYTIME EACH DAY
IN SIX SELECTED CHILD CARE CENTERS

Number of storytimes Number of
each day teachers % of teachers

3 1 4

2 15 63

1 3 13

l or 2 5 2

No response 0 0

No specific conclusions can be drawn about the total

length of time teachers have storytime each day. It may be

that some teachers understood the question one way while

others interpreted it another way. It appears that some

teachers quoted the time they spend for one storytime while

some totaled the time of all storytimes each day, which is

what was intended by the question. For example, it is not

clear what a teacher means when she states that she has

storytime twice a day for fifteen minutes. Does she have

one storytime for fifteen minutes, or two storytimes lasting

fifteen minutes each making the total time thirty minutes?

Table X, however, indicates a general finding concerning the

length of time teachers spend on storytime each day. The
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majority of teachers, eighty-three per cent, present books

to the children for at least fifteen minutes each day.

All teachers reported that they both read and tell stories

during this time.

TABLE X

NUMBER OF MINUTES TEACHERS SPEND ON STORYTIME
EACH DAY IN SIX SELECTED CHILD CARE CENTERS

Number of minutes
for storytime Number of
each day teachers % of Teachers

under 15 minutes 4 17

15 minutes 3 12

over 15 minutes 17 71

The teachers were asked how many times a week they

planned related activities (role playing, puppet play, block

building, dramatic play/home living) to extend the books

they read. Table XI shows that approximately thirty-three

per cent of the teachers reported that they plan related

activities five times a week or more, presumably at least

once a day. Approximately fifty-eight per cent of the

teachers plan less than five related activities a week.

Eight per cent of the teachers did not respond to the question.

Table XXV (Appendix) shows individual responses to the

question.
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TABLE XI

NUMBER OF ACTIVITIES RELATED TO STORIES
PLANNED BY TEACHERS EACH WEEK IN SIX

SELECTED CHILD CARE CENTERS

Number of related
activities each Number of
week teachers % of Teachers

5 or more 8 33

less than 5 14 58

No response 2 8

Lastly, teachers' knowledge of children's literature

was evaluated on awards. The teachers were asked, "What

national award is given for excellence in picture books?"

Table XII shows that forty-six per cent of the teachers

answered this correctly by indicating the Caldecott Award.

To answer the original question, then, it appears that

the majority of teachers believe storytime is an important

part of the children's day. Almost half of the teachers

are familiar with the Caldecott Awards. The majority of

the teachers hold two storytimes a day. Teachers feel that

reading literature and telling stories to their children

aids in language development, creative thinking and imagi-

nation. The teachers feel they are also providing information,

entertaining, preparing children for later reading, creating
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a positive feeling for literature, providing examples for

healthy intellectual, emotional and social growth, and

providing a time in the children's day for quiet and sharing.

In addition, the teachers use storytime to reinforce related

activities which occur on a daily basis in at least thirty-

three per cent of the classrooms.

TABLE XII

FAMILIARITY WITH CALDECOTT AWARD BY TEACHERS
IN SIX SELECTED CHILD CARE CENTERS

Familiarity with Number of
Caldecott Award teachers % of Teachers

Familiar 11 46

Not familiar 6 25

No response 7 29

Research Question 6

What is the relationship between level of education,

years of experience and knowledge of children's literature?

A profile of the teachers who participated in this

research shows that they range in age from over twenty-one

to sixty-two years. Their years of experience teaching

young children range from two and one-half to twenty-two

years. All teachers are currently teaching multi-age groups.

Their educational backgrounds are varied. Some teachers
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have some community college hours while one teacher has

earned college credits beyond her Master's degree. Table

XIII shows that approximately forty-two per cent of the

teachers attend more than twelve hours of workshops related

to their work and sponsored by groups other than the Child

Care Association each year. Approximately forty-two per

cent attend fewer than twelve hours a year, and approximately

sixteen per cent replied that they attend workshops twelve

hours a year.

TABLE XIII

HOURS OF WORKSHOPS ATTENDED BY TEACHERS EACH YEAR

Hours of workshops Number of
each year teachers % of Teachers

More than 12 hours 10 42

12 hours 4 16

Less than 12 hours 10 42

Only four teachers out of twenty-four belong to any

professional organizations. One teacher is a member of the

National Education Association. One teacher is a member of

the Dallas Association for the Education of Young Children,

and one teacher has membership in the National Association

for the Education of Young Children (NAEYC). The fourth
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teacher is a member of both the Parent Teacher Association

and the NAEYC.

The benefits children receive when an adult shares

literature with them were outlined by Glazer (2, pp. 60-213)

and used as a guide for quantitatively evaluating teachers'

knowledge of children's literature as expressed in question

five of the teacher questionnaire. Glazer points out that

literature aids children in all areas of development--

language, personality, emotional, social and aesthetic--

and is very specific about each area. In all, she describes

thirty ways that literature can help children grow and

develop.

The relationship between level of education, years of

teaching experience, and knowledge of children's literature

was examined. Table XIV shows that sixty-nine per cent of

those teachers with higher levels of education (AA degree

to beyond Master's degree) have been teaching ten years or

more as compared to thirty-six per cent of the teachers

with less education (some college). It appears that teach-

ers with higher levels of education have been teaching

longer than teachers with less education.

Table XV shows that there is very little difference

between levels of education in the number of ways teachers

stated that literature aids development. However, Table

XVI shows a slightly higher number of responses for those

teachers with more years of experience.
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TABLE XIV

RELATIONSHIP BETWEEN LEVEL OF EDUCATION AND
YEARS OF TEACHING EXPERIENCE

Years of Experience

% of Teachers % of Teachers
teaching less teaching 10

Level of Education than 10 years years or more

Some College 64 36

AA degree to
beyond Master's
degree 31 69

TABLE XV

RELATIONSHIP BETWEEN LEVEL OF EDUCATION AND
KNOWLEDGE OF CHILDREN'S LITERATURE

Average # of Ways Literature
Level of Education Aids Development

Some College 2.3

AA degree to
beyond Master's
degree 2.6

There seem to be no conclusive results concerning know-

ledge of children's literature and level of education, and

knowledge of children's literature and years of experience.

The most apparent conclusion is that those teachers with

higher levels of education also have more years of teaching

experience.
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TABLE XVI

RELATIONSHIP BETWEEN YEARS OF EXPERIENCE AND
KNOWLEDGE OF CHILDREN'S LITERATURE

Average # of Ways Literature
Years of Experience Aids Development

10 Years or More 2.7

Less than 10 Years 1.9
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CHAPTER V

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS

AND RECOMMENDATIONS

This descriptive study was conducted to examine the

types, availability and teacher's knowledge of children's

literature in selected child care centers in a north Texas

metropolitan area.

The sample consisted of twenty-four head teachers who

completed a teacher questionnaire and demographic data form.

In addition, the book collections in six selected child

care centers were examined.

The subjects provided complete demographic data

including age, years of teaching experience, level of

education, and participation in workshops not sponsored by

the association, and memberships in professional organiza-

tions. They also answered questions about the books they

use with the children, where they got them, how they

selected them, the types they chose most often, and how

important they felt it was to expose children to good

literature.

Each book collection was examined for complete bibilo-

graphic information and each volume evaluated according to

definitions distilled from Glazer and Sutherland.

74
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The data were used to describe the types, availability

and teachers' knowledge of children's literature. At the

end of the four month period during 1983, tables were con-

structed to show the sources from which teachers get books,

the types of books contained in each center, the physical

condition of those books, the types of books chosen by

teachers most often, and criteria teachers used in selecting

books. Tables also show the importance teachers placed on

storytime, how long and how often storytime occurred each

day, the relationship between level of education and years

of experience, years of experience and knowledge of chil-

dren's literature, and level of education and knowledge of

children's literature.

Findings

The following findings result from the data collected

through the instruments and examination of the book

collections.

1. Teachers use a variety of sources to obtain books for

use in the classroom with young children.

2. Although every type of book was represented in all

collections, book collections had more picture story

books than other type of books. Children did not seem

to get much exposure to poetry and wordless picture

books. Approximately half of all book collections

consisted of older books.
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3. The physical condition of each book collection varied,

but the books in the majority of child care centers

were in satisfactory condition.

4. Teachers use many sources of information to aid them

in selecting appropriate literature.

5. Most teachers are aware of how literature aids some

aspect of development; and hence, they have storytime

each day.

6. Teachers with higher levels of education generally have

more years of teaching experience; however, level and

years of experience do not seem to correspond to know-

ledge of children's literature.

Conclusions

Three major conclusions were drawn from the findings

of this study and are limited to the sample in this study.

1. Teachers value literature and make efforts to learn

about and procure appropriate books to present to young

children.

2. The book collections could be more balanced in types of

books and in more current books.

3. Some degree of knowledge about how literature contri-

butes to children's growth and development is widespread.
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Implications

The following implications are based on the findings

and conclusions of this study.

1. More involvement by teachers in professional organiza-

tions is recommended to reinforce the importance and

promote the professionalism of early childhood teachers.

2. Continuing workshops are recommended to acquaint

teachers with different types of children's literature

and to emphasize how it contributes to all aspects of

development of the child.

3. Continuing workshops are recommended which emphasize

ways to use poetry and wordless picture books.

4. The examination, organization and cleaning of all col-

lections is recommended to obtain book collections which

include more current books as well as classics and long-

time favorite books.

5. The purchase of more poetry and wordless picture books

is recommended to obtain more balanced collections.

6. A suitable strategy peculiar to each child care center

is recommended to insure that the book collections are

kept in good physical condition.

Recommendations

The lack of interest expressed by teachers in poetry,

and the absence of poetry in all the book collections of

the selected centers, point to further research. It is
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recommended that research be conducted to compare past

teacher education with present teacher education in the use

of poetry with young children. Relatedly, comparison of

classroom use of poetry by older teachers as opposed to

younger teachers is also recommended.
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A DESCRIPTION OF THE TYPES, AVAILABILITY AND TEACHERS'

KNOWLEDGE OF CHILDREN'S LITERATURE IN
SELECTED CHILD CARE CENTERS

Teacher Questionnaire

1. Check the sources of books you use with the children. (Check all that apply)

books at your center

collection of the association

public library

my own collection

books children bring from home

other (list sources):

2. How do you select the books you use: (You may check more than one)

interests of children

help from librarian at public library

my own favorite books

topic of book (theme of week, holiday, season, etc.)

I learned the way to select books from

3. What do you do when you find a torn book or one that is damaged in any way?

4. Check the three types of books you choose most often. Number them 1,2,3.

1 = I choose most often
2 = I choose second most often
3 = I choose third most often

wordless picture books picture (story) books

fairy tales, folk tales, myths poetry

concept books (colors, sizes, alphabet, etc.)

books with information (What Happens When You Go To The Hospital, Mommy and
Daddy are Divorced, Machines, etc.)



5. Why do you have storytime? How does it help children?

6. How many times a day do you have storytime?
do you spend on storytime each day?

81

About how many minutes

7. Do you read or tell stories to the children? Or both?

Read Tell Both

8. About how many times a week do you plan related activities (role playing,
block building, art, etc.) to extend the books you read?

9. How important is storytime for the children? Using the following scale,
compare storvtime to all parts of the program listed below:

Scale: 1 = more important than
2 = as important as
3 = not as important as

Example: Storytime is o. (as important as) music.

music outdoor play

dramatic play cooking

art free play indoors

blocks structured learning activities

field trips

10. What national award is given for excellence in picture books?

Newbery National Picture Book Award

Caldecott E.A. Poe Award

Bluebonnet

THANK YOU FOR YOUR ASSISTANCE.



A DESCRIPTION OF THE TYPES, AVAILABILITY AND TEACHERS' 82
KNOWLEDGE OF CHILDREN'S LITERATURE IN

SELECTED CHILD CARE CENTERS

Demographic Data Form

1. Age

2. Years of experience as an aid in a child care center

3. Years of experience as a teacher in a child care center

4. What age group are you teaching now?

5. How long have you been teaching this age group?

6. Highest level of education:

high school diploma

some hours community college

CDA credential.

some college credit

AA degree major subject

Bachelor's degree major subject

some graduate credit

Master's degree major subject

beyond Master's degree

other

7. Do you attend outside workshops related to your work?

Yes No

If yes, estimate number of hours a year below:

less than 12 hrs. 12 hrs. more than 12 hrs.

8. Have you ever taken a course in children's literature?

Yes No

9. Have you ever attended a workshop on children's literature?

Yes No

10. List memberships in professional organizations related to your work:



83A DESCRIPTION OF THE TYPES, AVAILABILITY AND TEACHERS'
KNOWLEDGE OF CHILDREN'S LITERATURE IN

SELECTED CHILD CARE CENTERS

Criteria for Examination of Collections

1. Size of collection (number of volumes)

2. Types of books (number of volumes) :

wordless picture books picture (story) books

fairy tales, folk tales, myths poetry

concept books (colors, sizes, alphabet, etc. )

books with information

3. Physical condition of books (number or volumes):

undamaged

repaired

currently damaged but still in use

currently damaged, not in use

4. Copyright date (number of volumes):

Before 1968

1968 and after

No date
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TABLE XVII

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER A

Center A Teachers

Types of Books T T T T1 2 3 4

Picture story books x x x x

Fairy tales, folk
tales, myths .. .. x x

Information books x . ..

Concept books x .. ..

Poetry . x ..

Wordless picture
books .. x .. x
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TABLE XVIII

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER B

Center B Teachers

Types of Books T T T1 2 3

Picture story books x

Fairy tales, folk
tales, myths x x

Information books ... x

Concept books x x

Poetry .. *..

Wordless picture
books x
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TABLE XIX

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER C

Center C Teachers

Types of Books T T T T T T1 2 3 4 5 6

Picture story books x x x x x

Fairy tales, folk
tales, myths .. . . x .0 x

Information books x x x x

Concept books x x x x x x

Poetry x x .. ..

Wordless picture
books x x .. ..
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TABLE XX

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER D

Center D Teachers

Types of Books T T T T12 3 4

Picture story books x x x x

Fairy tales, folk
tales, myths x x x

Information books .. .. ..

Concept books x x x

Poetry .. ,..,.. x

Wordless picture
books x x x
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TABLE XXI

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER E

Center E Teachers

Types of Books T T T T1 2 3 4

Picture story books x x x x

Fairy tales, folk
tales, myths x .. x

Information books x ..

Concept books x

Poetry x x

Wordless picture
books .. .. x x
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TABLE XXII

TYPES OF BOOKS SELECTED MOST FREQUENTLY
BY TEACHERS IN CENTER F

Center F Teachers

Types of Books T T2 T3

Picture story books x x x

Fairy tales, folk
tales, myths x x x

Information books .. .. x

Concept books x x ..

Poetry .x. x

Wordless picture
books .. . .
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TABLE XXIV

NUMBER OF STORYTIMES AND LENGTH OF TIME SPENT
ON STORYTIME EACH DAY

Number of story- Number of minutes for
Teachers times each day storytime each day

24 2 15
23 15-20
22 2 20
21 2 30
20 1 or 2 30
19 2 30
18 2 25
17 2 30
16 2 90
15 2 10-15
14 3 20
13 2 10-20
12 1 or 2 15-30
11 2 30
10 lor 2 15
9 1 or 2 20-30
8 2 10
7 1 or 2 10-15
6 20
5 1 15
4 2 30
3 2 25
2 2 30
1 2 30-45



92

TABLE XXV.

DETAILED NUMBER OF RELATED ACTIVITIES PLANNED
BY TEACHERS EACH WEEK

Teachers Number of related activities each week

1 10-12
2 7
3 5 or more
4 5
5 5
6 5
7
8
9 4

10 4
11 3
12 3
13 3
14 2 or 3
15 2
16 2
17 2
18 1

19 1
20
21 1
22 1
23 No response
24 No response
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