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ABSTRACT

This study provides preliminary evidence on Jordanian parents’ self-reported involvement in
their preschool children’s early literacy. Active parental involvement in children’s early literacy
matters because learning begins at home and extends into formal schooling and later life. This
study examined the extent of Jordanian parents’ engagement in their preschool children’s early
literacy and whether involvement varies by parent age, academic qualification, interest in
reading, number of children in the family, and daily reading time. Because involvement was
measured through parental self-report rather than direct observation of parent—child literacy
interactions or assessment of children’s literacy outcomes, the findings reflect parents’ reported
practices and perceptions. Using a descriptive survey design, a validated parental involvement
questionnaire was administered to 708 parents of preschool boys and girls selected through
purposeful sampling from kindergartens in the northern Jordanian governorates of Irbid, Jerash,
Ajloun, and Mafraq. The findings suggest moderate to high parental involvement, with
statistically significant differences related to parental interest in reading, family size, and time
spent reading, whereas parent age and academic qualification showed no significant differences.
These findings describe Jordanian parents’ reported early literacy practices and the
demographic and reading-related characteristics associated with those practices.
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INTRODUCTION research on family involvement in school and
Literacy development, an inherent social process in children’s literacy in kindergarten through upper
a child’s life, has recently attracted considerable grades (e.g., Dearing et al., 2006; Englund et al.,
attention (Neuman, 2000). As the home is the 2004; Sénéchal & LeFevre, 2002) suggest that
child’s first learning environment (Anderson, 2000; differences in levels of parental involvement
Hawes & Plourde, 2005), active parental between and within families are significant
involvement, in terms of providing literacy materials predictors of children’s literacy skills, so much so
and practices, is positively linked to his/her school that enhanced parent involvement during primary
readiness (Ansari & Gershoff, 2015; Hindman & education catalyzes literacy growth. From a social-
Morrison, 2011; Pianta, 2002) and, subsequently, practice perspective, literacy extends beyond
chances at success in school and later life (Epstein et acquiring technical reading and writing skills to
al., 2009). Parental involvement continues to be key include the socially and culturally situated ways
to academic success after school entry, as it helps people use literacy in everyday life (Street, 1984,
not only in promoting the child’s acquisition of 2003). This perspective is especially relevant to the
knowledge, skills, and attitudes but also in fostering present study because many early literacy
the child’s self-concept as a potentially worthy experiences occur within  ordinary  family
productive individual (Anderson, 2000; Boonk et interactions in the home.

al., 2018; Hawes & Plourde, 2005; Joo et al., 2020; Early literacy development begins long before
Reynolds & Temple, 2019). Findings of longitudinal children enter formal schooling and is shaped by the
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quality of the linguistic and literacy experiences
they encounter within their families. Parents are
children’s first teachers, introducing them to
language, print, storytelling, and shared reading
through everyday interactions that lay the
foundation for later reading and writing
achievement. Consequently, parental involvement
has long been recognized as one of the most
influential factors affecting children’s academic
success, particularly during preschool years.

Early theoretical models conceptualized
parental involvement as a multidimensional
construct encompassing communication  with

schools, support for learning at home, educational
expectations, and participation in school activities
(Epstein, 2001, 2009). Building wupon this
perspective, Sénéchal and LeFevre (2014)
distinguished between informal literacy experiences,
such as shared storybook reading, and formal
literacy activities involving direct instruction in
letters, sounds, and words. Their findings showed
that these forms of parental involvement contribute
complementarily to children’s literacy development.
More recently, Boonk et al. (2018), synthesizing
evidence from numerous international studies,
confirmed that parental engagement remains one of
the strongest predictors of children’s educational
achievement, emphasizing the enduring importance
of family involvement across educational contexts.

While these foundational studies established
the importance of parental involvement,
contemporary research has increasingly adopted the
broader construct of the Home Literacy
Environment (HLE) to explain children’s early
literacy development. Rather than focusing solely on
parents’ participation in school-related activities or
the availability of books within the home, the HLE
encompasses literacy materials, parents’ literacy
beliefs, shared reading practices, storytelling,
language-rich conversations, environmental print,
and children’s opportunities to participate in
authentic literacy experiences during everyday
family life. Niklas et al. (2016) further demonstrated
that interventions designed to strengthen home
learning environments can improve young
children’s language and early learning outcomes,
suggesting that family literacy practices are
amenable to educational support rather than fixed
family characteristics.

Evidence supporting the importance of the
Home Literacy Environment has continued to
accumulate across diverse linguistic and cultural
contexts. Investigating children learning languages
with varying degrees of orthographic consistency,
Inoue et al. (2020) demonstrated that supportive
home literacy environments consistently facilitate
early literacy development regardless of differences
in writing systems. Their findings suggest that
responsive  parent—child literacy interactions
contribute to children’s literacy acquisition in ways

that  transcend and
differences.

Subsequent research has shifted attention from
the quantity of literacy resources available in the
home to the quality of literacy interactions between
parents and children. Li and Doyle (2022) argued
that contextual parental support, including shared
reading, meaningful conversations, questioning,
explanation, encouragement, and collaborative
meaning-making, provides richer opportunities for
language and literacy development than passive
exposure to books alone. From this perspective,
literacy  develops through sustained social
interaction in which children actively construct
meaning with more knowledgeable family members.
Similar conclusions have been reported by Georgiou
et al. (2021), who found that the quality of home
literacy interactions was more strongly associated
with children’s language and literacy development
than the mere frequency of literacy activities.
Together, these findings suggest that meaningful
parent—child engagement defines effective home
literacy environments.

The importance of these interactions has been
further reinforced by Nag et al. (2024), whose meta-
analysis of studies conducted in low- and middle-
income countries found consistent positive
associations between supportive home learning
environments and children’s language and literacy
outcomes despite considerable socioeconomic and
cultural diversity. Their findings show that effective
family literacy practices are not confined to affluent
contexts but offer a broadly applicable mechanism
for supporting children’s early development across
different educational systems.

Recent studies have also demonstrated that
home literacy environments are far more diverse
than previously assumed. Rather than representing a
single continuum of parental involvement, Bosire et
al. (2026b) identified distinct profiles of home
learning environments characterized by different
combinations of literacy activities, each associated
with variation in children’s language, literacy, and
early mathematical development. Building on these
findings, Bosire et al. (2026a) reported that positive
educator—parent relationships indirectly enhance
children’s language and literacy skills by
encouraging richer literacy experiences at home.
These studies emphasize that children’s early
literacy is strengthened when families and
educational institutions work collaboratively to
support meaningful learning experiences beyond the
classroom.

Contemporary  scholarship has likewise
emphasized that literacy should be understood
within children’s broader cultural and social
experiences. Hayes et al. (2025) argue that literacy
emerges through participation in everyday family
practices, where storytelling, shared reading,
conversations, environmental print, and jointly

linguistic orthographic
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constructed experiences become authentic literacy
events rather than isolated instructional activities.
This perspective reflects an important shift from
viewing literacy as a discrete set of technical skills
toward understanding it as a socially situated
practice embedded within family life. Similar
perspectives have increasingly informed
international educational policy. UNESCO (2026)
emphasizes that meaningful learning begins within
families and communities and advocates stronger
partnerships between homes and educational
institutions as part of a broader social contract for
education. Likewise, the OECD (2021) identifies
parental engagement as a key contributor to
children’s learning and well-being, particularly after
the educational disruptions associated with the
COVID-19 pandemic.

This conceptualization is consistent with
Street’s (1984, 2003) theory of literacy as a social
practice, which challenges autonomous models of
literacy by arguing that reading and writing acquire
meaning only within specific social and cultural
contexts. From this perspective, literacy extends
beyond decoding written text to include
participation in culturally meaningful interactions
through which children construct knowledge,
negotiate meaning, and develop literate identities.
Accordingly, family literacy encompasses not only
explicit teaching but also the everyday
conversations, shared experiences, storytelling
traditions, and literacy-related routines through
which children gradually become members of
literate communities.

Street’s (1984, 2003) perspective therefore
provides an appropriate theoretical lens for
understanding parents’ reported engagement in
preschool children’s early literacy development.
This conceptualization also aligns with the Home
Literacy Model advanced by Sénéchal and LeFevre
(2014), who showed that both the continuity and

quality of home literacy experiences predict
children’s  later  vocabulary and  reading
development, reinforcing the importance of

examining naturally occurring literacy practices
within the family environment.

Recent longitudinal evidence has further
reinforced the home literacy environment’s central
role in early reading development. Using data from
9,312 preschool children, Li et al. (2026) showed
that the home literacy environment is a key
proximal factor that not only directly supports
children’s reading development but also mediates
and moderates the influence of broader contextual
factors, including socioeconomic status and
individual psychological characteristics. Their
findings further indicated that home literacy
practices, together with supportive  school
environments and positive approaches to learning,
can mitigate early reading challenges, underscoring

the importance of sustained literacy experiences
within and beyond the home.

Although international evidence consistently
demonstrates the importance of supportive home
literacy environments, considerably less research
has examined parental involvement in early literacy
development within Jordan and the wider Arab
region. Existing studies in these contexts remain
comparatively limited in both scope and number and
have often focused on isolated literacy practices
rather than examining parental involvement as a
multidimensional construct encompassing shared
reading, literacy beliefs, language interactions, and
home learning  experiences.  Consequently,
contextually grounded research is needed to explore
how Jordanian parents support preschool children’s
early literacy development within their sociocultural
environment.

Against this background, the present study
examines  Jordanian  parents’ self-reported
involvement in supporting preschool children’s
early literacy. By extending contemporary Home
Literacy Environment research to an
underrepresented  Arab  context, the study
contributes to the international literature on family
literacy while providing evidence that may inform
early childhood policy, parent education, and home—
school partnerships in Jordan. Accordingly, the
study seeks to answer the following research
questions.

This study aims to examine the extent of
Jordanian parents’ self-reported involvement in their
preschool children’s early literacy and whether
reported involvement differs by parent age,
academic qualification, number of children in the
family, parental interest in reading, and daily
reading time. More specifically, the study seeks to
answer the following questions.

1. What do Jordanian parents want most for

their children?

2. To what extent do Jordanian parents
report involvement in their preschool
children’s early literacy?

3. Are there any statistically significant
differences (at o = .05) in the
respondents’ self-reported involvement
that may be attributed to parents’ age,
academic qualification, and number of
children in the family?

4. Are there any statistically significant
differences (at o = .05) in the
respondents’ self-reported involvement,
which may be attributed to parents’
interest in reading and daily reading time?

The study is significant in three respects. First,
it provides evidence from a comparatively large
sample on parents’ reported engagement in
preschool literacy practices in a Jordanian context
where such evidence remains limited. Second, it
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examines both demographic characteristics and
reading-related variables, thereby distinguishing
relatively fixed background variables from
potentially modifiable practices such as parents’
interest in reading and the time they devote to
reading. Third, the findings may help early
childhood educators and policymakers identify areas
where  parents already report  substantial
involvement and where more focused guidance,
resources, or home—school support may be needed.
The study does not directly measure children’s
literacy attainment; instead, it provides a descriptive
basis for subsequent research linking reported
parental practices with independently assessed child
outcomes.

METHOD

The study used a cross-sectional descriptive survey
design. This design was selected because the
purpose was to describe parents’ reported literacy-
related involvement at a single point in time and to
examine whether reported involvement differed
across selected demographic and reading-related
variables. No intervention was administered, and no
direct measures of children’s literacy achievement
were collected. Data were obtained through a 30-
item parental involvement questionnaire
administered to parents of preschool boys and girls
enrolled in kindergartens in the four northern
Jordanian governorates of Irbid, Jerash, Ajloun, and
Mafragq.

Participants were recruited through purposive
sampling from kindergartens in Irbid, Jerash,
Ajloun, and Mafraq because these governorates
constitute Jordan’s northern region, where the
researcher had institutional access to participating
kindergartens. Selection therefore focused on
accessibility and institutional cooperation rather
than literacy achievement or other educational
indicators.

The questionnaire comprised three parts:
demographic data (viz., parent age, academic
qualification, and number of children in the family);
literacy-related data (viz., parents’ interest in
reading and daily reading time); and parents’ self-
reported involvement in literacy-related activities.
Seven hundred and eight parents responded to the
questionnaire. Of the 708 respondents, 509 (72%)
were mothers. Questionnaires were distributed
through participating kindergartens, which provided
paper copies to parents. Completed questionnaires
were returned to the kindergartens and subsequently

collected by the researcher. Participating parents had
preschool-aged children aged 36 to 66 months. The
study did not include respondent gender as an
analytical variable because it focused on overall
patterns of parental involvement rather than gender
differences.

The questionnaire items were developed from
the parental-involvement and  home-literacy
literature and were designed to represent common
practices through which parents may support
preschool children’s early literacy, such as shared
reading, storytelling, alphabet instruction, verbal
interaction, provision of print materials, and
engagement with literacy-related media and
activities. The initial version of the instrument was
reviewed by specialists in early childhood
education, literacy, curriculum and instruction, and
educational measurement to evaluate the content
clarity, relevance, comprehensiveness, and cultural
appropriateness of the items. Their comments were
used to revise ambiguous wording, eliminate
overlap, and improve alignment between the items
and the construct of home-based parental literacy
involvement. The revised questionnaire was then
piloted with parents who were comparable to, but
not included in, the main study sample to confirm
that the instructions, response categories, and
individual items were readily understood. The
internal consistency of the 30-item involvement
scale was examined using Cronbach’s alpha, which
yielded a coefficient of 0.927, indicating high
reliability for the sample. Because the questionnaire
was intended to describe reported parental practices
rather than diagnose literacy ability, evidence of
content validity and internal consistency was
considered appropriate for the purposes of the
present study.

The study complied with the ethical guidelines
for research involving human participants at the
researcher’s university. Ethical approval was
obtained from the Institutional Review Board, and
informed consent was obtained from all participants
prior to data collection. Table 1 presents the
respondents’ demographic characteristics by parent
age, academic qualification, and number of children
in the family. As shown in Table 1, the sample was
concentrated in the 31-40-year age group, which
accounted for 75.99% of respondents. Reading-
related variables (viz., parental interest in reading
and daily reading time) were also categorized using
predetermined cut-off scores. Table 2 presents
respondents’ reported interest in reading and the
time they spent reading each day.

Copyright © 2026, author, e-ISSN: 2502-6747, p-ISSN: 2301-9468

363



Indonesian Journal of Applied Linguistics, 16(2), September 2026

Table 1
Sample Demographics
Variable n Y%o*
Parent’s Age (in years) 20-30 103 14.5
31-40 538 76.0
41 and above 67 9.5
Total 708 100.0
Qualification College Diploma or less 14 2.0
Bachelor’s Degree 603 85.2
Master’s Degree 65 9.2
Doctorate Degree 26 3.7
Total 708 100.0
Children in Family One 95 13.4
Two 375 53.0
Three 205 29.0
Four or more 33 4.7
Total 708 100.0
Table 2
Parent Reading-Related Characteristics
Variable n % *
Interest in Reading High 192 271
Moderate 433 61.2
Low 83 11.7
Non-existent 0 0.0
Total 708 100
Daily Reading Time 0-less than 1 Hour 181 25.6
1-3 Hours 450 63.7
More than 3 Hours 77 10.9
Total 708 100.0

As shown in Table 1, Most respondents held
an undergraduate degree, and families with two
children constituted the largest family-size category.
The distribution indicates that the findings primarily
reflect relatively well-educated parents in early or
middle adulthood and should therefore not be
assumed to represent all Jordanian parents
uniformly.

The distribution in Table 2 shows substantial
variation in both interest in reading and daily
reading time. We included these variables in
subsequent analyses because, unlike age or
academic qualification, they reflect reading-related
dispositions and behaviors that may be more directly
associated with home literacy practices.

The third part of the questionnaire comprised
30 literacy-related practices. Parents indicated how
frequently they engaged in each practice using a
three-point scale (always, sometimes, never), scored
3, 2, and 1, respectively. Higher scores therefore
indicated higher levels of self-reported parental
involvement.

Data were analyzed using IBM SPSS
Statistics. A three-way analysis of Variance was
used to determine whether statistically significant
differences existed (at a = .05) between the means
of parents’ self-reported involvement in their
preschool children’s early literacy and the
demographic variables of parent age, parent

academic qualification, and number of children in
the family. Two-Way Analysis of Variance was
used to determine whether statistically significant
differences existed (at o = .05) between the means
of the parents’ self-reported involvement in their
preschool children’s early literacy and the two
reading-related variables (viz., parental interest in
reading and daily reading time).

We calculated frequencies, percentages,
means, and standard deviations as appropriate to
describe the responses. Item-level means were used
to rank the 30 literacy-related practices and classify
reported  involvement  according to  the
predetermined scale intervals. Frequencies and
percentages were also used when they more clearly
described the distribution of responses. Inferential
analyses were then conducted to examine
differences in the overall involvement score across
the demographic and reading-related variables.

FINDINGS AND DISCUSSION

The findings are presented according to the four
research questions. Because the data were based on
parental self-report, the results represent parents’
perceptions and reported practices rather than
independently observed behavior or measured
changes in children’s literacy performance.
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When asked what they want most in life for
their  child/children, parents reported good
education, wealth, career success, and happiness as
the top aspirations, at about 90, 80, 73, and 70

percent, respectively. Parents also reported other
aspirations with smaller percentages, as shown in
Table 3 below.

Table 3

Frequencies and Percentages of Parents’ Aspirations for their Children’s Future

No. Response n %
1. Good Education 659 90.3
2. Wealth 566 79.9
3. Career Success 520 73.4
4. Happiness 496 70.1
5. Being a Good Person/Citizen 369 52.1
6. Good Marriage/Family 304 42.9
7. Fear of God 232 32.8

Education’s prominence as the most frequently
reported aspiration suggests respondents viewed it
as a central aspiration for their children.
Respondents also frequently selected wealth, career
success, and happiness, but these aspirations should
not be treated as automatic consequences of
education. Instead, respondents may have seen
education as one possible pathway to better
occupational opportunities and economic security.
Previous research has shown an association between
educational  attainment and later earnings
(Tamborini et al., 2015), although career success
and happiness are multidimensional outcomes
influenced by numerous personal, social, and
economic factors. The results therefore indicate a
perceived connection among these aspirations rather
than a direct or inevitable causal sequence.

This result is especially relevant given research
identifying parental aspirations as one component of
parental involvement associated with children’s
academic motivation and achievement (Jeynes,
2007; Wentzel, 1998). Expectations do not
automatically produce academic success. Their
influence may operate through the learning
opportunities parents provide, the value they
communicate about education, the encouragement
and feedback they offer, and the persistence they
promote when children encounter difficulty. In the
preschool years, such expectations may be reflected
in parents’ decisions to read with children, provide
literacy materials, teach letters and words, and
maintain routines that support learning. The present
study did not directly test these mediating processes,
but the prominence of educational aspirations
provides useful contextual evidence for interpreting
respondents’ reported literacy practices.

To answer the second research question, we
interpreted the item and overall means using the
proportional scale shown in Table 4. The three-point
response scale was divided into equal intervals to
distinguish low, moderate, and high levels of
reported involvement.

In this model, means in the lowest interval
were interpreted as low involvement, those in the
middle interval as moderate involvement, and those

in the highest interval as high involvement. These
categories are descriptive classifications of parental
reports and should not be interpreted as externally
validated performance standards.

Table 4

The Statistical Model

Level Mean
Low 1.00-1.66
Moderate 1.67-2.33
High 2.34-3.00

The parents’ responses to the third part of the
questionnaire were analyzed according to the
statistical model. The rank order, means, standard
deviations, and levels of parental involvement in the
literacy-related activities are illustrated in Table 5.

Table 5 shows predominantly moderate to overall
high levels of parental involvement in the thirty
literacy-related activities in the questionnaire relative
to the statistical model. Overall, respondents reported
moderate involvement in their children’s literacy. The
pattern varied across activities. Parents reported
stronger involvement in practices closely associated
with school preparation and direct instruction,
including helping with schoolwork, teaching the
alphabet, and teaching morals and manners. By
contrast, lower means were reported for activities
involving newspapers, trips, and shared Internet use.
This contrast suggests that many respondents may
conceptualize parental involvement primarily as direct
teaching and supervision rather than as the broader
creation of literacy opportunities through everyday
experiences, print exposure, and guided engagement
with digital or community resources.

The respondents were reportedly most
involved in helping their children with schoolwork,
followed by teaching the alphabet and teaching
morals and manners, with means of 2.69, 2.67, and
2.60 and standard deviations of 0.53, 0.54, and 0.60,
respectively. On the other hand, parents were, albeit
moderately so, reportedly least involved in reading
the newspaper with their children, followed by
taking their children on trips and surfing the Internet
with their children, with means of 1.60, 1.57, and
1.43 and standard deviations of 0.70, 0.66, and 0.58,
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respectively. That parents are most involved in
helping their children with schoolwork is not only
understandable but also consistent with previous
research findings (e.g., Hoover-Dempsey & Sandler,
1997), especially in the wake of the COVID-19

Table 5

Pandemic when school closures forced parents to
assume responsibility for their children’s continued
learning (Khalid & Singal, 2023; Penna et al., 2023;
Ribeiro et al., 2021).

Rank Order, Means and Standard Deviations of Parents’ Self-Reported Involvement in Children’s Early

Literacy (in Descending Order) with n = 708

Item No. Rank Item Mean SD
24 1 Helping child with schoolwork 2.69 0.53 High
6 2 Teaching child the alphabet 2.67 0.54 High
22 3 Teaching child morals and manners 2.60 0.60 High
7 4 Teaching child numbers 2.51 0.61 High
16 5 Coloring 2.46 0.63 High
1 6 Reading with child 243 0.61 High
20 7  Telling child stories 242 0.66 High
12 8 Teaching child about the world around us 2.39 0.62 High
10 9  Teaching child simple life skills 2.38 0.72 High
15 10  Talking to child about different things 2.36 0.72 High
21 11 Watching television with child 2.36 0.67 High
23 12 Reading signs (e.g., shop, road) with child 2.34 0.66 High
13 13 Counting with child 2.33 0.72 Moderate
25 14  Playing with child 2.32 0.67 Moderate
2 15 Reading to child 2.30 0.67 Moderate
9 16  Teaching child shapes 2.29 0.77 Moderate
11 17  Teaching child to express his/her feelings 2.28 0.76 Moderate
26 18  Helping child get ready for school 227 0.69 Moderate
28 19  Playing sports with child 2.25 0.65 Moderate
29 20 Singing with child 2.24 0.77 Moderate
8 21  Teaching child to pronounce letters 2.24 0.65 Moderate
3 22 Reading books with child 2.23 0.63 Moderate
5 23 Teaching child to pronounce words 2.21 0.68 Moderate
27 24 Watching videos/movies with child 2.20 0.78 Moderate
14 25  Teaching child to be independent 2.17 0.66 Moderate
17 26 Doing arts and crafts with child 2.16 0.66 Moderate
18 27  Playing videogames with child 1.88 0.66 Moderate
19 28  Surfing the Internet with child 1.60 0.70 Low
30 29  Taking child on trips 1.57 0.66 Low
4 30 Reading the newspaper with child 1.43 0.58 Low
Overall 2.25 0.24 Moderate
The relatively low ratings for reading discussion of everyday experiences can support

newspapers, taking trips, and surfing the Internet
with children also warrant attention. Newspaper
reading may be perceived as developmentally
inappropriate for preschool children or may reflect
declining household use of printed newspapers.
Trips may be regarded primarily as recreational
rather than as opportunities for oral-language and
vocabulary development, particularly when parents
are not explicitly encouraged to connect outings
with conversation, labels, signs, stories, or follow-
up reading. Similarly, low levels of shared Internet
use may reflect parental concerns about screen
exposure, limited access to age-appropriate digital
content, or a tendency to allow children to use
digital devices independently rather than jointly.
These findings suggest a need to broaden parents’
understanding of early literacy beyond formal
teaching.  Parent-guidance  programs  could
demonstrate how ordinary outings, environmental
print, storytelling, shared digital activities, and

vocabulary, comprehension, and emergent literacy.

Consistent with recent evidence from Jordan,
parental support increasingly extends beyond
homework assistance to include digitally mediated
communication and informal learning practices
within everyday family life (Bataineh et al., 2026).
Likewise, developmentally appropriate multimodal
resources, including digital imagery, can enrich
young children’s language experiences when
integrated into meaningful parent—child interaction
(AlAli et al., 2025).

To answer the third research question, which
sought to determine whether or not there are
statistically significant differences (at & =.05) in the
respondents’ self-reported involvement which may
be attributed to parents’ age and academic
qualification, and number of children in the family,
means and standard deviations of the parents’
responses were calculated. Table 6 presents the
means and standard deviations of the overall
parental-involvement scores across the categories of
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parent age, academic qualification, and number of
Table 6

children in the family.

Means and Standard Deviations of Parents’ Self-Reported Involvement in Children’s early literacy per the
Variables of Parent Age, Qualification, and Number of Children in Family

Variable Mean SD n
Parent’s Age/years 20-30 2.24 0.243 103
31-40 2.25 0.238 538
41- and above 2.25 0.261 67
Qualification College Diploma or less 2.33 0.246 14
Bachelor’s Degree 2.26 0.236 603
Master’s Degree 2.22 0.278 65
Ph.D. Degree 2.23 0.249 26
Children in Family One 2.23 0.256 95
Two 2.28 0.224 375
Three 2.23 0.257 205
Four or more 2.15 0.245 33
Total 2.25 0.241 708

The descriptive results in Table 6 show some
variation among the group means, particularly
across family-size categories. A three-way analysis
of variance (ANOVA), shown in Table 7, was
conducted to determine whether these observed
differences were statistically significant. As shown
in Table 7, neither parent age nor academic
qualification was significantly associated with the
overall self-reported involvement score. The number
of children in the family, however, produced a

Table 7

statistically significant main effect. This result
indicates that reported involvement varied across
family-size categories, although it does not establish
that family size itself caused the difference. The
effect size was modest, indicating that family size
explained only a limited proportion of the variation
in reported parental involvement. To determine
which groups differed significantly, Fisher’s LSD
post-hoc test was conducted (Table 8).

Three-Way ANOVA of the Effect of Parent Age, Qualification, and Number of Children in Family on Parents’
Self-Reported Involvement in Children’s Early Literacy

Variable Sum of Squares df Mean Square f Sig.
Age 0.008 2 0.004 0.070 0.933
Qualification 0.136 3 0.045 0.787 0.501
Children in Family 0.642 3 0.214 3.726 0.011
Error 40.164 699 0.057
Corrected Total 40.991 707

Table 8

Pairwise Post-hoc Test for Multiple Comparisons of the Effect of Number of Children in Family on Parents’
Self-Reported Involvement in Children’s Early Literacy (Between Subjects)

Children in Family (I) Children in Family (J) Mean Difference (I-J) SE Sig.
One Two -0.04 0.028 0.128
Three 0.00 0.030 0.928
Four or more 0.09 0.048 0.079
Two One 0.04 0.028 0.128
Three 0.04(*) 0.021 0.032
Four or more 0.13(*) 0.044 0.004
Three One 0.00 0.030 0.928
Two -0.04(*) 0.021 0.032
Four or more 0.08 0.045 0.067
Four or more One -0.09 0.048 0.079
Two -0.13(*) 0.044 0.004
Three -0.08 0.045 0.067
* Significant at a. = .05
Table 8 shows statistically significant Parents with two children reported higher

differences (at a = .05) between two children in
family on one hand and three and four or more
children in the family on the other, in favor of the
former (viz., two children in family).

involvement than parents with three children or four
or more children. One possible explanation is that
parental time, attention, and material resources
become more widely distributed as family size
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increases. This interpretation is consistent with
resource-dilution accounts, but it remains tentative
because the study did not measure household
income, employment demands, children’s ages,
birth order, or the availability of support from other
family members. Family size should therefore be
understood as an associated contextual variable
rather than a direct causal determinant of parental
involvement.

To answer the fourth research question, which
sought to determine whether or not there are
statistically significant differences (at o = .05) in the
respondents’ self-reported involvement which may

Table 9

be attributed to parent interest in reading and daily
reading time, means and standard deviations of the
parents’ responses were calculated. Table 9 presents
the means and standard deviations of parental-
involvement scores according to parents’ reported
interest in reading and daily reading time.

The descriptive means suggest greater
involvement among parents who reported stronger
interest in reading and more time devoted to
reading. In Table 10, a two-way analysis of variance
was conducted to determine whether these
differences were statistically significant.

Means and Standard Deviations of Parents’ Self-Reported Involvement in Children’s Early Literacy per the
Variables of Parent Interest in Reading and Daily Reading Time

Variable Mean SD n
Interest in Reading High 1.91 0.101 23
Moderate 2.08 0.206 177
Low 2.33 0.212 508
Daily Reading Time 0-less than 1 Hour 1.91 0.101 23
1-3 Hours 2.09 0.207 189
Table 10

Two-Way ANOVA of the Effect of Parent Interest in Reading and Daily Reading Time on Parents’ Self-Reported

Involvement in Children’s Early Literacy

Variable Sum of Squares df Mean Square F Sig.
Interest in Reading 0.675 2 0.338 6.174 0.002
Daily Reading Time 1.793 2 0.896 16.394 0.000
Error 38.442 703 0.055
Corrected Total 40.991 707
The analysis indicates that parental interest in literacy-related interaction. The analysis also

reading was significantly associated with reported
involvement. This result is consistent with the
expectation that parents who value and enjoy
reading are more likely to model reading behavior,
provide literacy materials, and engage children in

Table 11

identified a significant effect for daily reading time.
Fisher’s LSD post-hoc test was then conducted to
determine which groups differed significantly
(Tables 11 and 12).

Pairwise Post-Hoc Test for Multiple Comparisons of the Effect of Parent Interest in Reading on Parents’ Self-
Reported Involvement in Children’s Early Literacy (between Subjects)

Interest in Reading (I) Interest in Reading (J) Mean Difference (I-J) SE Sig.
High Moderate 0.05(*) 0.020 0.008
Low 0.11(*) 0.031 0.000
Moderate High -0.05(%) 0.020 0.008
Low 0.05 0.028 0.055
Low High -0.11(%) 0.031 0.000
Moderate -0.05 0.028 0.055
*Significant at 0.05
Table 12

Pairwise Post-Hoc Test for Multiple Comparisons of the Effect of Parent Daily Reading Time on Parents’
Self-Reported Involvement in Children’s Early Literacy (between Subjects)

Daily Reading Time (I) Daily Reading Time (J) Mean Difference (I-J) SE Sig.
0-less than 1 Hour 1-3 Hours -0.05 0.021 0.026
More than 3 Hours -0.19(*) 0.032 0.000
1-3 Hours 0-less than 1 Hour 0.05 0.021 0.026
More than 3 Hours -0.14(*) 0.029 0.000
More than 3 Hours 0-less than 1 Hour 0.19(*) 0.032 0.000

*Significant at 0.05

Copyright © 2026, author, e-ISSN: 2502-6747, p-ISSN: 2301-9468

368



Indonesian Journal of Applied Linguistics, 16(2), September 2026

Table 11 shows statistically significant
differences (at @ = .05) between high interest in
reading on one hand and low and moderate interest
in reading on the other, in favor of the former (viz.,
high interest in reading). Similarly, statistically
significant differences (at a = .05), which can be
attributed to daily reading time (F= 16.394, P <
.001) are found. Fisher’s LSD post-hoc test for
multiple comparisons was conducted to determine
who these differences are in favor of.

The post-hoc comparisons indicate that parents
with high interest in reading reported greater
involvement than those with low or moderate
interest. The absence of a significant distinction
between the low- and moderate-interest groups may
suggest that only a comparatively strong orientation
toward reading is reflected consistently in home
literacy practices.

Table 12 shows statistically significant
differences in the means of the parents’ self-reported
involvement in their children’s early literacy as
related to parent daily reading time between more
than three Hours on one hand and both less than
one hour and one to three hours on the other, in
favor of more than three hours of daily reading
time.

Parents who reported reading for more than
three hours daily also reported greater involvement
than those reading for shorter periods. This
association should be interpreted cautiously because
daily reading time was self-reported and may reflect
broader factors such as occupational demands,
leisure time, access to reading materials, or an
established reading identity. Nevertheless, the
finding reinforces the practical importance of
parents’ own reading habits as part of the home
literacy environment.

Overall, the findings reveal statistically
significant differences which can be attributed to
parental interest in reading, number of children in
family, and time spent reading, but none could be
attributed to parent age and academic qualifications.
This is not only understandable but also consistent
with previous research findings. These findings are
theoretically plausible because a literacy-rich home
environment may strengthen children’s awareness of
print, language, and the social purposes of reading,
all of which contribute to emergent literacy
development (Mol et al., 2009). Two- to six-year-
old children are exposed to written language long
before school entry as they come in contact with
street and shop signs, children’s books, and other
informal reading material, which research associates
with the development of basic oral and written skills
(Mol & Bus, 2011; Piasta et al., 2012).

The current findings are in line with those of
previous research (e.g., Maralani, 2008; Mustapha et
al.,, 2019; Steelman et al.,, 2002) which report a
significant negative association between educational
attainment and number of children in family (aka.,

family/sibship size). Children with fewer brothers
and sisters are often reported to perform better
academically than those with more siblings, possibly
because parents in smaller families may have greater
opportunity to devote time and attention to literacy-
related interactions.

Limitations and Future Research

Several limitations should be considered when
interpreting these findings. First, the study relied
exclusively on parental self-report, making the
responses vulnerable to recall error, subjective
interpretation, and social-desirability bias. Second,
the cross-sectional design identifies associations but
cannot establish causal relationships between
parental characteristics, reading habits, family size,
and involvement. Third, purposeful sampling from
kindergartens in four northern governorates limits
the representativeness of the sample and the
generalizability of the findings to all Jordanian
families. Fourth, the study did not include direct
observations of parent—child interaction, teachers’ or
children’s reports, or independent measures of
children’s early literacy. Finally, potentially relevant
factors such as child age and gender, parental
employment, household income, access to literacy
materials, and the quality rather than merely the
frequency of literacy interaction were not included.
Accordingly, the present findings should be
interpreted as describing reported parental practices
rather than objectively verified literacy behaviours
or children’s literacy achievement. Future studies
should use  multi-informant,  observational,
longitudinal, or mixed-method designs and link

parental practices with direct assessments of
children’s emergent literacy.

CONCLUSION

This study examined Jordanian parents’ self-

reported involvement in their preschool children’s
early literacy and the extent to which reported
involvement differed according to selected
demographic and reading-related variables. The
findings suggest an overall moderate level of
involvement, with comparatively high engagement
in direct teaching and school-oriented practices and
lower engagement in some experiential, print-based,
and digital activities. Parent age and academic
qualification were not significantly associated with
involvement, whereas family size, interest in
reading, and daily reading time were associated with
significant differences. These findings contribute to
the growing literature on home literacy
environments by providing one of the few large-
scale descriptions of Jordanian parents’ reported
literacy practices during the preschool years.
Previous research has consistently identified
parental involvement as an important component of
children’s  early literacy and  educational
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development (Anderson, 2000; Hawes & Plourde,
2005; Joo et al., 2020; Reynolds & Temple, 2019).
Evidence abounds for its enduring effects on future
educational success (e.g., Englund et al., 2004), as it
potentially increases learning time, fosters
motivation, and increases expectations for
achievement and success (e.g., Reynolds & Temple,
2019).

The findings have practical implications for
early childhood institutions and family-literacy
initiatives. Kindergartens may provide parents with
concise, culturally appropriate guidance
emphasizing that early literacy extends beyond
teaching letters or completing schoolwork. Shared
storytelling, everyday conversations, environmental
print, library visits, purposeful outings, and carefully
selected digital resources can support vocabulary,
comprehension, print awareness, motivation, higher-
order thinking, and meaningful language
engagement (Bataineh et al., 2025). These practices
may be reinforced through purposeful home—school
digital communication, provided that technology
complements rather than replaces parent—child
literacy interactions (Bataineh et al., 2026).
Particular support may be beneficial for larger
families and for parents with limited interest in or
time for reading. Such support should avoid deficit-
oriented assumptions and instead promote flexible,
low-cost literacy practices that can be integrated into
everyday family life.

Because the study measured reported
involvement rather than observed practices or
children’s literacy outcomes, the findings should be
viewed as a descriptive foundation for further
research rather than as evidence that the reported
activities directly caused literacy gains.
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