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Abstract
This study examines the degree and nature of father and child shared reading practices within the home.  33 fathers of children aged between 3 and 5 years of age from 3 primary schools and 3 parent groups in the County of Carmarthenshire were participants in the study.  Fathers completed a paper questionnaire and 3 fathers took part in a recorded telephone interview.  Results showed that a significant number of fathers participated at least 3 times or more a week in reading activities within the home, mainly in the form of bedtime reading.  Fathers’ personal enjoyment and the enjoyment given to children was found to be the main reason for sharing reading materials with development of essential literacy skills as the main motivator.  Over half of the fathers’ regarded themselves as role models for their children and a high number of fathers considered their own reading practices influenced their children’s reading behaviour in some way.  Fathers were divided as to whether reading practices differed between boys and girls. Fathers’ main perception of reading differences between boys and girls was different gender interest.
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2. Introduction
Literacy skills are essential for children’s future academic success (Duursma et al., 2014). Shared book reading has a significant impact on the development of language and literacy skills (Pancsofar et al., 2010). Shared book reading has been associated with a range of literacy, cognitive and socio economic development of children (McMunn et al., 2017; Duursma, 2014; Baker, 2013; Vandermaas-Peeler et al., 2012). Book reading has been shown to increase children’s vocabulary (Malin et al., 2014) and improve communicative and expressive language skills (Pancsofar et al., 2010) and knowledge of books including story understanding (Duursma, 2014). However, numerous studies have focused on maternal contribution to shared reading (Foster et al., 2016), despite cultural beliefs regarding gender roles in children’s academic achievement changing (Goldscheider et al., 2014).  The societal expectations of fathers as educators in their children’s learning is fast developing with Government, professionals and parents alike recognising and appreciating the important role fathers play in children’s academic outcomes (Llywodraeth Cymru, 2017; Booktrust, 2017).  This study will focus on how fathers solely participate in shared reading activities with their children and examine barriers that may prevent fathers from engaging and participating in children’s home literacy learning (McMunn et al., 2017; Swain et al., 2017).   The frequency of the reading will be explored together with the quality of the interaction between father and child during the reading sessions.  Factors influencing participation include motivation and benefits and fathers’ beliefs and views on possible motivating and encouraging factors will be investigated. Within Bandura’s social learning theory (Gray and MacBlain, 2012) that children imitate the behaviour of others together with the numerous studies demonstrating the influential effect of role models, in particular close family members (Clark et al., 2009; Mullan, 2010), the study will examine fathers own reading behaviours and practices. The study will enquire whether fathers consider their own reading habits will inspire or motivate their own children to develop stronger reading habits and interest.  Lastly, the study will investigate whether fathers’ view reading with boys and girls differently.  The father’s reading practices between child gender will be examined, together with the type of reading materials shared. 
The study will report findings from a mixed research method of quantitative and qualitative data collection, in the form of a structured questionnaire and semi-structured telephone interview. However, the study is not without its limitations in view of the limited self-volunteering participants which cannot be regarded as a representative.  In addition, there are no assurances that all questionnaires were completed by fathers.   












3.  Literature Review 
3.1.  Benefits of shared reading – do mothers and fathers read differently with children?
Numerous studies (Vandermaas et al., 2012; Froiland et al., 2014 and Foster et al., 2016) have been undertaken examining the early literacy experiences between parents and children but the main focus has been on maternal contribution (Foster et al., 2016). Many recent studies highlight the mother to be regarded as the most frequent and primary caregiver and reader in the early years (McMunn et al., 2017; Baker, 2015) often resulting in the fathers’ contribution towards academic learning being overlooked (Foster et al., 2016). Although fathers are generally considered the most difficult participants to get hold of for research purposes (Potter et al., 2012); within the last ten years, there has been an increased interest and subsequent research in fathers’ contribution and involvement in children’s early literacy due to the associated beneficial and positive academic outcomes it offers (Duursma et al., 2014).  As cultural expectations change regarding gender roles in children’s academic success (Goldscheider et al., 2014); as marital roles become more equal, fathers’ potential as teachers become more prevalent (Oritz, 2001).
Fathers, who are active participants in their children’s home learning, play a vital role, not only to children’s academic success (Baker, 2015) but also to cognitive, literacy and socio-economic development (McMunn et al., 2017; Duursma, 2014; Baker, 2013; Vandermaas-Peeler et al., 2012).  According to Foster et al., (2016) future research should include the participation of both parents not just the mothers, as has been the case, thus suggesting the need for further research with regards to fathers’ contribution to shared reading. Swain et al., (2017) concluded that although fathers did not share reading activities with their children as much as mothers. Evidence showed that a considerable high number (82%) of fathers read with their children regularly with only one in four fathers concluding that they read with their child less than a few times a week and 95% of fathers who did read, read for more than 5 minutes
The positive effects of fathers sharing reading materials with children was verified in an American study by Pancsofar et al., (2010) which examined the educational and vocabulary input of fathers from low income families’, during a picture book activity.  The results showed that fathers were more inclined to use more diverse vocabulary (number of words) than mothers.  Despite taking into account mothers’ language input, fathers’ literacy interactions developed the children’s language and communication outcomes.  At 15 months, these children’s communicative skills were more developed than at 6 months and their expressive language skills were more advanced at 36 months. Although the research does not offer any information as to the vocabulary used by fathers as opposed to mothers, it suggests that fathers in circumstances when a book is wordless are able to be as imaginative as they like.  They can include unique and personal vocabulary based upon their own experiences which is inconsistent with what is actually in the book thus extending the child’s language and vocabulary. Despite limited demographic factors such as geographical location and socio-economic status, the findings does not only suggest that both maternal and paternal language can have a different effect upon a child’s language development but it also shows that    fathers’ early contribution could be key in understanding children’s later linguistic skills and development.    
However, in another small scale American study on mothers’ and fathers’ guidance behaviours during shared reading, marked gender issues between parents and children were found (Vandermaas-Peeler et al., 2012). Mothers and fathers engaged in different ways with boys and girls during shared picture book reading sessions. Fathers were more inclined to give more detailed guidance when reading with their daughters as opposed to their sons which included more bridging connections between known and unfamiliar information, providing feedback, engagement and social interactions. Reciprocally, girls made more inferences to words and characters in the storybook whilst reading with their fathers. When fathers were reading with their sons, they progressed through the storybook without any intervals and little discussions which may suggest that fathers were of the view that boys do not enjoy reading as much as girls.  However, when parents were asked to rate their child’s enjoyment during shared reading and that of their own, their response did not differ based on child gender, neither did their rating differ according to child gender when rating frequency of shared reading (Vandermaas-Peeler et al., 2012). Despite being an American study, limited size and ethnographical context, the findings provided some significant results suggesting the need for further investigation into the lack of interaction between father and son during shared reading activity. Similarly, Swain et al., (2017) noted marked gender differences in shared reading participation. Fathers were more inclined to be the main reader with girls and more likely to read for longer periods than with boys.
Gender differences were also highlighted by Clark and Douglas (2011), noting that girls (58%) prefer reading more than boys (43%) and further boys lacked engagement and positive attitude towards reading. The enjoyment of reading and attitude towards reading can be reflected in performance in literacy tests (Organisation for Economic Co-operation and Development (OECD), 2014); with PISA (2012) revealing that ‘on average across OECD countries, including the United Kingdom, girls outperform boys in reading by 38 score points’ (OECD, 2014: 199) which in their view is associated to gender attitudes and behaviours.  
3.2. The importance and benefits of fathers’ participation, as opposed to mothers.
When children aged between 2 and 3 years are read to by their fathers, their language abilities, cognitive skills and knowledge of books including story understanding increases (Duursma, 2014). Similarly fathers’ contribution and vocabulary input is expressively connected to child communication at 15 months of age and to actual later language development at 3 years old (Pancsofar et al., 2010).  However, in a significantly larger scaled longitudinal British study, McMann et al., (2017) highlighted that early father involvement at the age of 3 years had a more significant impact on a child’s socio-emotional behaviour than at 7 years.  Therefore, arguably, early father contribution is fundamental in preventing children’s socio-emotional difficulties (McMunn et al., 2017).
Thus, a relative small influence early on in infancy can have a positive impact on a child’s wellbeing during school age and later self -respect and confidence in adolescence. Fathers who expressed enjoyment when sharing reading materials with their children from an early age in a ‘sensitive, calm and less controlling and anxious behaviour’ (Sethna et al., 2017: 386) contributed to advanced cognitive functioning skills. Fathers who encourage children to explore the world around them; support them to interact with objects; acquiring rich language experiences along the way were found to enhance cognitive learning skills earlier than children whose fathers interacted with them in a conflicting manner and expressing controlling behaviours (Sethna, et al., 2017)  Although the research findings cannot be generalised in view of limitations in respect of race, class and gender, it demonstrated that father interactions and cognitive outcome are clearly linked.  
In a small scale English study, increased father engagement in literacy activities, resulted in development of positive relationships between father and son/daughter; increased sustained shared thinking and higher quality conversations (Potter et al., 2012); promoting inclusive future learning. Fathers were reported to have reflected deeply on their parental role and the fundamental effect this had on children. They revelled in the ‘time alone’ and ‘special time’  shared with children and one father reported how his interaction with his daughter had significantly changed since the project, he now read with her daily as a result of increased self-confidence (Potter et al., 2012).  Despite, being a specific demographic study with limited participants, the findings show the positive effects fathers have in children’s lives.       
Fathers’ actions alone may not be the only contributor to positive development, Duursma, (2014) since ‘more is better’ may suggest that irrespective of who reads with young children, whether it is the mother, grandparents or siblings, some form of learning will result, leading in improved language and literacy skills. However, Duursma, (2014) did not investigate other literacy activities that contribute to improved language and literacy development, such as library visits and school reading contribution. Duursma (2014) emphasised that the more shared book reading that takes place at home, then the more opportunities young children are given to foster emergent literacy skills.  Similarly, Foster et al., (2016) noted that although both parents work together to create learning environments for their children, when fathers solely actively engage in learning activities, their role is regarded as significant in developing the child linguistically.  Anderson et al., (2010) also supported this when highlighting that although shared book reading within a family context tends to be associated with one parent, a number of different individuals contributing in diverse literacy activities serves to develop and foster children’s language and literacy.
3.3. Do fathers’ own reading practices influence children’s behaviour?
In accordance with Bandura (1977), children observe; model and imitate the behaviour of others, in particular, people who are close to them; learning socially by imitation and identification (Gray and MacBlain, 2012). 
Evidence from an on line survey (Clark et al., 2009) from a controlled group of 2,176 pupils between 5 and 17 years of age based on location and socio-economic background supports Bandura’s theory.  Immediate family were found to be the most significant role figures in promoting reading activities with 71.5% of participants stating the mother and 61.9% stating the father.  Additionally, 22.2% of boys compared to 13.7% of girls considered it was important that role models were of the same gender. Over 50% of both boys and girls suggested suitable reading materials chosen by a role model would inspire them to read, whilst 44.7% of boys compared to 49.9% of girls stated that the main inspiration for them would be to see the role model reading themselves (Clark et al., 2009). Despite being slightly dated, the findings highlight the important role fathers’ play in their children’s academic life and how they can inspire and encourage children, in particular, boys to become confident literate readers. 
Data from the 2011 literacy survey by the National Literacy Trust (Clark and Picton, 2012) reported that boys as opposed to girls were more likely to see their parents reading at home (41.2% vs. 38.4%) but a slightly higher percentage of girls than boys reported not seeing their father read at home (34.2% vs. 31.6%).   Mullan (2010) reported that boys who witness their father reading for a period of 30 minutes daily are more likely to be, and become readers themselves. Likewise, fathers who are regular daily readers are more likely to engage and share reading activities with their children every day (Swain et al., 2017). However, Foster et al., (2016) emphasises that mothers’ academic educational success influences the extent of the father’s effective role on a child’s academic learning. If the mother is well educated, then the father’s role is considered significantly less, even though the father is seen as supportive and his input meaningful. Role models are pivotal in motivating children to read. Although, ‘family’ have become more prominent in policy documents in recent years (Baker, 2013), more needs to be done, in particular, to promote and support fathers in their role as positive influential models for children’s early literacy.


3.4. The benefits of frequency of reading and the types of material read and where.
A recent small scale English mixed method study by Swain et al., (2017) that examined the father’s role in shared book reading within the home concluded that pre-planned shared bed time reading is the most common routinely form of shared activity. 70% of fathers read to their 5 year old children in their bedroom, just before they go to sleep as children are less tired than immediately after school, thus offering benefits for both father and child. 
With regard to school reading scheme books, fathers are more content to sit down with their children to read these as they are regarded as an ‘educational requirement’ (Swain et al., 2017: 19).  However, some fathers regarded reading school books as inappropriate and un-engaging, preferring to read books of more interest to the child. Fathers were more inclined to let children chose their own reading materials when school reading schemes were not read and viewed children’s own chosen books as pleasure reading (Swain et al., 2017). Clark et al., (2012) stated, it is generally agreed in educational circles that allowing children to choose their own reading materials in accordance with interest increases engagement and enjoyment. ‘More generally, choice has been linked to increased educational outcomes, such as greater levels of intrinsic motivation, greater persistence, better performance, more positive effect and higher satisfaction (Clark et al., 2012: 18). 
In view of limitation, although the research (Swain et al., 2017) was small scale, the results were supplemented by data analysed from the large scale longitudinal study of the Millennium Cohort.  In view of the large sample and the thorough methodology, this data is arguably regarded as the most reliable and representative data currently available and therefore carries credibility.  In addition, the information obtained in relation to the fathers’ reading practices, was obtained directly from fathers themselves, strengthening data reliability.
The support for children’s literacy and language skills is fast developing for children in the early years with the use of technology (Formby, 2014). Recently, Donaldson (2015) proposed that digital literacy be incorporated within the early years curriculum as a whole to increase digital competence amongst all children. Jones and Brown (2011) noted children expressed preferences to interactive tools associated with electronic reading devices such as pop-up definitions and word pronunciation which contributed to their enjoyment and motivation to read. 
In a small scale study (Korat, 2010) that looked at the effect of reading an electronic storybook, it was found that children who participated in e-book reading exhibited increased development in word comprehension and word reading than children who read printed books. Although, the study is limited insofar as sample size and evidence that progress was limited to e-books alone, it highlights the effectiveness of technology in influencing children’s early literacy (Korat, 2010).  Likewise, another small scale Canadian study (Ciampa, 2012) highlighted how digital reading promotes motivation among young readers. On line reading was seen to improve children’s attention span levels; develop competence and increase engagement. 
However, a small scale Norwegian study with children aged 15-16 year olds found that children scored significantly better in comprehension tests when reading printed text as opposed to digital text (Mangen et al., 2013)  demonstrating that different format presentation can affect children’s achievements and outcomes. A survey by Formby (2014) that looked at practitioner’s perspectives on children’s use of technology in the Early Years  found that, although practitioners have positive attitudes and support the use of technology from an early age, the majority of practitioners still use and consider printed books to be of significant value to early literacy development (Formby, 2014).
Although, it is acknowledged (Malin et al., 2014) that frequency of sharing reading material is a contributing factor to language development, frequency must not be judged in isolation as style and/or quality of materials and how these are shared by both adult and child is just as significant to developing literacy skills (Duursma, 2014). A small scale study by Malin et al., (2014), noted that fathers who interact with their children during the reading process promoted high quality literacy experiences.  In particular, using metalingual talk increased vocabulary skills, encouraged children to learn new words and reinforced existing vocabulary (Malin et al., 2014). The findings showed that parents who engaged in increased metalingual talk during reading activities when the child was 24 months showed high receptive vocabulary skills and increased interest in book reading. Although a larger sample would reinforce validity of the study, it showed that both parents make an equally fundamental contribution to children’s literacy skills and reinforces the important role fathers’ play in language development (Malin et al., 2014).  
Swain et al., (2017) observed that fathers who engaged in interactive character voice impersonations during the story telling were of the opinion that it made the reading experience far more fun and enjoyable for their child.  Others would probe questions throughout the activity in an attempt to assess the child’s understanding and knowledge of the book.  However, very few fathers encouraged their children to expand on vocabulary, discuss and comment on picture images and make predictions as to what may or may not happen next in the story. Vandermaas-Peeler et al., (2012: 416) refers to this as ‘extra-textual talk’ and regards it as a fundamental aspect of the reading process leading to the development of imperative language and literacy skills. These findings are in direct contrast to the earlier research of Pancsofar et al., (2010) that specifically found that fathers during picture book sessions were less rigid and used their imagination to voice more diverse vocabulary with their young children, which later developed their children’s linguistic skills, in particular expressive language skills.      
A recent study by Swain et al., (2017) showed little evidence that fathers followed any specific approaches or strategies when reading with their children.  The majority of fathers used their own childhood memories, recalling their own parents’ reading practices. Other fathers mentioned utilising reading strategies that they had learnt from their children’s school, such as sounding out words or writing down difficult words, which they themselves, had adapted and developed further (Swain et al., 2017) 
3.5. Fathers’ reasons/motivation for sharing reading materials with their children
Personal enjoyment was found to be the main motivation for shared reading in a study by Swain et al., (2017). 85% of fathers read with their children because this encouraged their children to enjoy reading, which was significant to school achievement and success (Swain et al., 2017).  65% of fathers enjoyed the emotional closeness and intimacy that reading with their children offered them (Swain et al., 2017).  This was regarded as special time between father and child. Having the one to one opportunity, helped them to bond and develop stronger relationships.    This is in line with Bowlby's evolutionary theory of ‘attachment’ which suggests children are born biologically pre-programmed to form emotional and physical attachments to at least one primary caregiver, normally the mother, in view of the child’s early physical needs (Doherty and Cohen, 2009). However, Martin et al., (2010) highlights in cases where the mother has established an attachment and secured a supporting caregiving environment, then likewise, sympathetic parenting by a father, which includes shared activities such as reading, serves to strengthen and reinforce the child’s attachment behaviour strategies as opposed to affecting or changing them. Similarly, Doherty and Cohen, (2009) maintained that children, if given the appropriate emotional support can produce secure multiple attachments to both mother and father.
Other motivators included expectation and reproduction of recalled personal experiences (Swain et al., 2017) with fathers viewing that engaging in literacy activities was obligatory and associated with being a parent (Bauman et al., 2010).   60% of fathers believed that being a father carried some form of responsibility; recalling their own childhood experiences and wanting their own children to experience the same positive experiences they had (Swain et al., 2017). In contrast, Bauman et al., (2010) reported a father’s own actions were mirrored on his own personal childhood experiences.  He considered that it was not ‘macho’ for a man to read as his own father had not engaged in reading activities with him as a child. 
Research suggests that fathers who are well educated are more likely to engage in reading activities with their children (Duursma, 2014; Foster et al., 2016; McMunn et al., 2017). Duursma (2014) further states that fathers who have better education have higher literacy skills; a better understanding of the value of book reading and frequently visits the library providing more stimulating reading activities (Duursma, 2014: 297).
A small scale study by Martin et al., (2010) which is not generalisable to all young families, found that a father who is aware that a mother is not actively engaged with a child’s academic outcome, is more motivated to participate in parenting activities, including literacy tasks such as shared book reading, thus increasing the support and quality of the father’s parenting behaviour.  
3.6. Possible barriers that exist in preventing shared book reading
Article 18 of the United Nations Convention on the Rights of the Child states ‘Parties shall use their best efforts to ensure recognition of the principle that both parents have common responsibilities for the upbringing and development of the child’ (UNICEF, undated). Although evidence suggests (Foster et al., 2016) fathers are becoming more actively involved in children’s literacy activities, barriers exist preventing engagement (McMunn et al., 2017).
Evidence from McMunn et al., (2017) found that work commitments were the main barriers prohibiting fathers from frequent book reading, in particular, fathers who were the main family breadwinners and fathers who worked more than 40 hours per week. Similarly,   Swain et al., (2017) noted 54% of fathers from middle class families returned home late from work with 21% of the fathers citing fatigue. Consequently, a recent statistical report by the Office for National Statistics (2017) found that fathers with children under the age of 4 years have a high full time employment rate (83.3%).
Part time employment is reported to assist in frequent book reading as fathers who worked part time had greater time availability to involve and engage in reading activities as well as fathers in households where the mother worked excessive hours (Swain et al., 2017). 65.1% of mothers with children under the age of 4 years tend to have lower rates of employment with 58.7% working part time (The Office for National Statistics, 2017). 
Other possible barriers include lack of appropriate space at home (Swain et al., 2017); lack of understanding as to the type of books to read (Swain et al., 2017) and belief that early literacy was dominated by the mother (Bauman et al., 2010). Some fathers lacked knowledge and confidence as to how to read to children (Silinskas et al., 2010) and expressed their aversion to reading out loud (Potter et al., 2012).  
Parenting programmes are an effective way of helping parents overcome challenges but fathers can be difficult to recruit and get involved (Potter et al., 2012). As most literacy programmes are targeted at mothers, some fathers may feel threatened and unwanted (Anderson et al., 2010), thus resulting in fathers failing to participate in literacy programmes.  Charities such as Booktrust and Dechrau Da promote and support good reading habits to inspire children to enjoy books from an early age.  Due to the increased awareness of the positive impact parents have on children through shared reading activities, successful reading programmes have been established (Booktrust Cymru, 2017).  ‘Pori drwy stori and ‘Ant Club’ promote parental engagement and reading for pleasure (Booktrust Cymru, 2017). Fathers Reading Every Day (FRED), a programme originally developed in the United States but now available throughout the United Kingdom, encourages fathers to read to their children every day with positive results.  However, there is still concern that not enough is being done to shape national and local policy to include and recognise fathers in family services (Page et al., 2008).  The Duty to Gender Equality Act 2007 advocates that service providers should be responsive to both gender and neither sex should be prejudiced due to inequality (UK Government, 2007). A review of 46 local authorities,  commissioned by the Department for Children, Schools and Families, found that ‘Father inclusive practice was not seen to be routine or mainstream in family services’ (Page et al., 2008:6). This was mainly due to staff failing to appreciate the importance of encouraging father involvement; timing of  services were inconvenient to working fathers and service providers traditionally viewing the mother as the main carer and thus services were inappropriate for fathers (Page et al., 2008). An Inquiry by the Equal Opportunities Committee in 2014 revealed how services are failing to keep up with the growing societal expectations of fathers, and as a result the Scottish Government were specifically asked to take active measures to incorporate fathers in their policies and practices (Clapton, 2017). 
In 2008, Children in Wales issued guidelines as to how professionals working with families should ensure that their organisations are engaging positively with fathers (Children in Wales, 2008). Llywodraeth Cymru (2017) recently issued their guidance notes on strategies for working with fathers based on research evidence and experience of practitioners across Wales. The Government are recognising the need to a father-inclusive approach, increasing overall academic achievement for children but more needs to be done (Page et al., 2008) to lobby changes in law, policy and practice to eradicate the barriers to fathers engaging and interacting with their children.
Size of a family is also a possible barrier to father engagement (McMunn et al., 2017).  Fathers who live in households where there are a great number of children are less likely to read with children (McMunn et al., 2017). Also, non-resident fathers are faced with barriers as founded by a U.S. National Health Statistics Report  (2013) where 60% of residential fathers read to their children often whilst the percentage decreased to 23% for non-resident fathers (Jones et al., 2013). 
However, early father engagement has many positive outcomes on children’s social, educational and behavioural learning (McMunn et al., 2017; Duursma, 2014; Vandermaas-Peeler et al., (2012). As there is emphasis on the need of fathers becoming modern hands on fathers (Pancsofar et al., 2010) long working hours do not always allow or give fathers the opportunities to practice this (McMunn et al., 2017).  However, spending quality time before bed at the end of a working day, can according to Swain et al., (2017) offer some form of assistance to fathers in bridging the gap by partially satisfying the role of ‘modern man’ whilst also representing the family as the main breadwinner. To assist with the known benefits of early father engagement, the Government in April 2015, introduced rights allowing both mothers and fathers to share parental leave following the birth or adoption of a child  Either mother or father are entitled up to 50 weeks of leave with 37 of them being paid (Her Majesty’s Revenue & Customs, 2013).  


3.7. Do reading practices differ between boys and girls?   
Disparity exists between boys and girls reading attainment (OECD, 2014). Parents view book reading more desirable for girls than boys (Duursma, 2014) and as girls’ literacy skills develop earlier than boys, parents are more inclined to read more frequently with girls than boys (Duursma, 2017). The different reading interest and habits of boys and girls is found in performance literacy tests (OECD, 2014) when PISA (2012) noted that boys preferred newspapers and comic books whilst girls directed their interests towards fiction books and magazines. Providing a variety of reading materials to satisfy different interest can motivate boys to develop stronger reading habit and interests (Below et al., 2010).  
A study by Knowland and Formby (2016) found that male attitudes towards emergent literacy in the home was at a low with greater support needed for both fathers and boys to participate with literacy activities.  70.6% of girls were more likely to read and share books every day compared to 61.1% of boys. Parents of boys (43.1%) were more likely to identify barriers affecting progression of their child’s literacy skills. A higher number of mothers (71.5%) in comparison to fathers (36.6%) believed they had more influence over their child’s literacy development, suggesting that more needs to be done to raise male confidence and awareness of the important role fathers play in children’s early literacy. National Literacy Trust programmes, such as Premier League Primary Stars use sporting activities to encourage and motivate both father and sons to enjoy the pleasure of shared reading (National Literacy Trust, 2017).  
A small scale longitudinal study by Leavell et al., 2012) that focused on fathers’ engagement and participation in children’s literacy found that paternal participation differed according to gender from as early as 2 years old.  Fathers of sons were more frequently involved in physical activities whilst fathers of daughters were more frequently involved in literacy activities, such as book reading and storytelling.  The findings suggest that fathers’ from an early age, before children have any personal understanding of gender stereotypical activities, steer children, whether consciously or unconsciously, towards gender-typed activities.   However, children themselves may have some influence on gender role activities as noted in a study by Clark and Douglas, (2011) which found that girls were more inclined to engage in literacy activities and enjoy reading as opposed to boys who showed more interest in physical forms of engagement. Additionally, parents prejudge and assume that girls show a higher level of interest and develop literacy skills earlier than boys, therefore dictating and influencing fathers’ engagement in literacy learning (Baroody and Diamond, 2012). Despite the research using validity-enhancing strategy of triangulation (Cohen et al., 2011), and being of longitudinal study which generates meaningful and reliable data (Bell, 2010), the research is not only subject to selection bias (Johnson and Christensen, 2014) as fathers voluntarily put themselves forward as willing participants, but the survey results are based upon father self- report which can affect research credibility, due to the risk of participants interpreting the survey in different ways (Mukherji and Albon 2015). 
Similarly, a study by Bauman et al., (2010) found that although fathers were committed in improving their children’s literacy achievements, some fathers only engaged with their children physically.  Literacy activities were viewed as something that was dominated by the maternal parent (Bauman et al., 2010).  However, once fathers realised that they were participating in literacy activities through rough and tumble play, they started to investigate further, how they could foster and boost their children’s literacy development.  Further meetings with the fathers found not only their growing understanding and dedication in their role as literacy providers for their children but also the knowledge and confidence they had gained to enhance the learning environment which according to Department for Education (2018) plays a fundamental role in promoting children’s vocabulary.
Although the findings cannot be generalised to other populations in view of the ethnographic method of research (Bell, 2010) and limited sample size (Roberts-Holmes, 2014), the results provided evidence that once fathers are aware of the important role they play in their children’s literacy growth and the confidence they possess with literacy sources and activities, they are more than eager and willing participants. The research therefore calls for more male orientated workshops/programmes to assist and support male caregivers to become literacy leaders and role models within the family.  














4. Methodology
4.1. Procedure
Research methodology encompasses research design, data gathering and data analysis (Nolan et al., 2013).  Abstracting a research design assists in choosing the most appropriate and controlled method for data collection (Johnson and Christensen, 2014) to answer questions validly, objectively, accurately and economically’ (Kumar, 2014:84). Information was required from fathers’ as to their thoughts, contribution and practices to shared book reading with children aged 3 to 5 years (Mukherji and Albon, 2015; Koshy, 2011). 
In this study, a combination of both quantitative and qualitative data collection methods of research was used in the form of a structured questionnaire providing both qualitative and quantitative data; and semi structured interviews which primarily provided qualitative data for analysis (Johnson and Christensen, 2014). Both methods were used in order to complement each other (Mukherji and Albon, 2015; Cohen et al., 2011) as occasionally a qualitative method of data collection requires to address the procedures and techniques of a quantitative approach method (Johnson and Christensen, 2014).  
Questionnaires were regarded as a suitable data collection method as they are a ‘versatile tool’ (Cohen et al., 2011: 192) which can provide both quantitative and qualitative data. They are cost effective; can be sent to a large number of people (Mukherji and Albon, 2015); can be completed relatively quickly (Walker and Solvason, 2014); are suitable for small scale research (Roberts-Holmes, 2014) and can provide information which can be followed up (Koshy, 2011). However, in order to increase the reliability and validity of the data, recorded telephone interviews were also conducted in order to enable triangulation (Walker and Solvason, 2014).   Such multiple and mixed data collection method of triangulation serves to increase flexibility, reliability and validity to the research method and subsequent data (Nolan et al., 2013).   Semi-structured telephone interviews were conducted enabling more in-depth information to be obtained on identified themes emerging from the written questionnaire responses (Cohen et al., 2011) and to elicit further open views from fathers (Koshy, 2011). 
Paper questionnaires were hand delivered to 3 headteachers, who acted as gatekeepers, of 3 state primary schools in the County of Carmarthenshire.  Personally delivering the questionnaires facilitated a personal introduction and explanation of the study and research process. Mukherji and Albon,  (2015) suggests that personal introductions can be advantageous as participants appear to be more willing to engage if they have met the researcher and have the procedure explained to them. Although the headteachers themselves were not participating,  personally distributing the questionnaire was beneficial as all three headteachers expressed a specific interest in the research and confirmed they would be happy to distribute the questionnaires and, if need be, provide follow up reminders by way of text messages to parents which can increase the response rate (Mukherji and Albon, 2015). The questionnaires and explanatory notes were handed to the children at the end of the day by their class teacher, to take home to their parents/guardians. This is in accordance with each school’s normal procedure for distributing letters.
Questionnaires were also hand delivered to managers of 3 settings who run father/mother toddler groups in the County of Carmarthenshire. As gatekeepers (Walker and Solvason, 2014) they had access to the parents; all 3 gatekeepers personally handed the questionnaire to fathers who attended the groups.  If the questionnaires were handed to mothers, they were encouraged to take them home for their male partners to complete. In order to maintain confidentiality (Bell, 2010), and encourage and increase the response and return rate (Cohen et al., 2011) all willing participants were asked to return completed questionnaires in the envelopes provided to the headteachers and managers. Subsequent arrangements were made by telephone for all completed questionnaires to be personally collected from the headteachers and managers at a mutually convenient time.  
For this study, the gatekeepers’ granted access to the settings and schools, access to the parents and distribution and collection of questionnaires.  However, each participant freely made their own autonomous and informed decision (Brooks et al., 2014; Hammersley and Traianou, 2012) to participate by voluntarily returning the completed questionnaire as confirmation of informed consent.
Administering questionnaires without the presence of the researcher maintains anonymity (Brooks et al., 2014). It also allows the participant sufficient time to complete the questionnaire in familiar surroundings without the threat of the researcher’s presence to coerce participation (Cohen et al., 2011).  However, it does not enable the Researcher to address queries immediately which can reduce the return rate and also affect the quality of the data due to incomplete and misconstrued questions (Cohen et al., 2011).  

4.2. Ethical consideration
In this study, time was needed to read and complete the questionnaire (Johnson and Christensen, 2014), therefore intruding into the life of the participants (Cohen et al., 2011). To protect the fathers’ rights, the research complied with ethical code of practice which was considered not only at the beginning but throughout the research process (Nolan et al., 2013). One key ethical principle is informed consent (Mukherji and Albon, 2015). To ensure absolute voluntary informed consent from participants (Roberts-Holmes, 2014), an ‘Explanatory Note’ drafted in line with ethical guidelines set by British Educational Research Association (2011) and the University’s Research Ethics and Integrity Code of Practice (2017-2020) accompanied every questionnaire distributed.  The explanatory note explained the purpose of the research (Mukherji and Albon, 2015); how to return the questionnaire (Cohen et al., 2011); provided assurance of confidentiality and anonymity (Bell, 2010); how results were to be disseminated; whom they should contact for further information (Cohen et al., 2011) and their absolute right to withdraw from the research at any time, for any or no reason (Roberts-Holmes, 2014).
Although participants can be encouraged to complete a questionnaire they cannot be forced (Cohen et al., 2011).  In this study, the participants had total control over participation as voluntary return of the completed questionnaire provided informed consent. In compliance with Data Protection Act, 1998, completed questionnaires were stored in a locked cupboard in the researcher’s study and only the researcher has access to the key.
4.3. Participants
The participants were fathers with children aged between 3 and 5 years attending 3 primary schools and fathers who had children aged between 3 and 5 years old who attended parent groups in 3 settings in the County of Carmarthenshire.
4.4. Questionnaire
The mixed questionnaire (Johnson and Christensen, 2014) contained 12 questions including open questions that allowed the participants to give their own ideas in their own words (Cohen et al., 2011) and closed questions including dichotomous, multiple choice questions and rating scales in order to provide qualitative data which can quickly be compared and analysed and are appropriate for statistical analysis (Mukherji and Albon, 2015; Cohen et al., 2011). However, closed questions can lack depth and variety (Johnson and Christensen, 2014), as it only showed whether the participant agreed or disagreed with the question, based upon the Researcher’s analysis of the research issue (Kumar, 2014).
In order to gain a wide range of data for analysis, and provide less chance of researcher bias (Kumar, 2014), open questions were included as they offer an opportunity for valuable  information about ideas, attitudes and values which is absent in closed questions (Mukherji and Albon, 2015).  However, open questions can be challenging where participants may not know the ‘right’ thing to say or are unable to express themselves.  Questions can take longer to complete resulting in lost information (Kumar, 2014). Whilst open questions generally produce qualitative data, they can also elicit quantitative data, if the questions generate a number of similar answers that can be coded and counted, thus converting the data into quantitative data (Mukherji and Albon, 2015; Johnson and Christensen, 2014). The written responses in many of the open ended questions revealed several distinct themes which were identified and appropriately coded for analysis. 
Multiple choice questions were included as they could be completed swiftly and did not require too much thought (Bell, 2010). Categories were set (Johnson and Christensen, 2014) for ease of answering and coding (Cohen et al., 2011).   In order to alleviate the risk of the participants ticking the first choice that they read (Johnson and Christensen, 2014) thus affecting the accuracy of the results (Cohen et al., 2011), a fully anchored rating scale was included (Johnson and Christensen, 2014). The reference points were not one sided, clear and equivalently spread out, to assist participants with their responses (Bell, 2010). A fully anchored 5 point rating scale with descriptors was included (Johnson and Christensen, 2014) as including less than 4 points  renders data unreliable (Johnson et al., 2014), whilst including no more than 5 points causes less frustration and assists participants with opinion, therefore  strengthening validity of results (Mukherji and Albon, 2015).
For 2 questions, a grid was included; this aided the participant in offering two answers within one question (Bell, 2010) thus facilitating in-depth information, whilst also providing the researcher with some control over the variety of potential responses (Mukherji and Albon, 2015).
To assist with completion, the questionnaire adopted an ‘interactive style’ (Kumar, 2014) allowing participants to feel that the researcher was verbally asking them questions. To encourage response and return rate (Cohen et al., 2011) questions were coherent, easy to read and complete (Roberts-Holmes, 2014). The questionnaire was pre-tested (Cohen et al., 2011) before distribution. It was proofread by family and friends for obvious amendments and was thereafter piloted by 3 fathers of children aged between 3 and 5 years.  Piloting with participants, who are representative of the study group increases reliability, validity and practicability of the questionnaire (Mukherji and Albon, 2015; Cohen et al., 2011). The pilot fathers were specifically asked to check clarity of instructions, layout of the questionnaire, eliminate any confusing and ambiguous wording and check the estimated time it took to complete the questionnaire (Cohen et al., 2011). 
In order to voice thoughts and opinions, one pilot father undertook the ‘think aloud technique’ (Johnson and Christensen, 2014) which also facilitated the researcher to make immediate notes regarding any clarification or amendment (Johnson and Christensen, 2014).  This helped to assess the Respondent’s interpretation and whether the structure of the questions allowed meaningful data to be gathered for analysation (Nolan et al., 2013; Bell, 2010). During this procedure, no clarification was sought from the pilot father.  The questions were not threatening (Johnson and Christensen, 2014); clearly read; contingency questions correctly approached and on subsequent reading of the written responses, questions appeared to have been interpreted in the way intended (Johnson and Christensen, 2014). Likewise, feedbacks from the remaining two pilot fathers were positive with no amendments needed to the wording or layout of the questionnaire.  It was noted that the questions were clear, language simple and easy to understand and complete. However, the estimated time for completing the questionnaire (Cohen et al., 2011) was longer than originally anticipated and subsequently changed on the questionnaire from 12 minutes to 15 minutes. 
The questionnaire sought information from fathers as to where, when and how often they shared reading materials with their children; what were their main reasons for sharing reading materials together with possible perceived barriers. Information was obtained as to whether their reading practices with boys differed to those of with girls and finally, details of fathers’  personal reading practices were ascertained and whether fathers own reading behaviours influenced their children’s reading practices in any way?  
65 questionnaires were hand delivered to headteachers of 3 primary schools in the County of Carmarthenshire and 50 questionnaires were hand delivered to managers of 3 father/mother toddler groups in the County of Carmarthenshire, making a total distribution of 115 questionnaires.  21 questionnaires were returned from the 3 schools, resulting in a 32.3% return rate.  12 questionnaires were returned from the 3 father/mother toddler group, resulting in a slightly lower return rate of 24%. The overall return rate amounted to 28.7% which in line with Johnson and Christensen (2014) is higher than the average projected response rate for questionnaires. 
Had it been possible to make personal contact with participants, it is possible that more questionnaires would have been returned as personal distribution increases the return rate (Bell, 2010) as researchers can explain the purpose of the study to participants.  In addition, proposing the completion of the questionnaire in the Researcher’s presence improves participation (Johnson and Christensen, 2014).  

4.5. Interview
Following the completion of the questionnaire, there was at the end, a section inviting the participants to engage in a further interview, this was an informal recorded telephone interview, which is recognised as an effective method of small scale research when contact has already been made with participants (Mukherji and Albon, 2015).   Should they agree to participate in the second stage of research, then participants would insert their name and telephone number allowing them to be contacted. 
4.6. Ethics 
As confirmation of informed consent to the second stage of research, each participant in accordance with British Educational Research Association (2011) was required to provide their written confirmation. Participants signed the information sheet at the back of the questionnaire confirming their understanding that the interview was recorded and of their right to withdraw from the research at any time and for any reason.  As the signed  questionnaire and information sheet was returned, participants were not anonymised but were assured that anonymity would be preserved throughout the telephone interview as no names or any other identifying factor would be used that could identify them during the conversation (Bell, 2010). In the study, the 3 participants who were interviewed were coded alphabetically to maintain anonymity (Cohen et al., 2011) 
4.7. Data Protection 
All paper questionnaires are stored securely in a locked cupboard in the researcher’s study with the researcher having sole access to the key. The telephone interview was digitally recorded using the researcher’s mobile phone, which was transferred to the researcher’s personal computer and subsequently to a computer disk.  In line with Ethical Guidelines for Educational Research as set by BERA and Data Protection Act 1998, the taped interview was immediately deleted from the mobile phone and personal computer and the disk containing the taped interview was stored in a locked cupboard in the researcher’s study, only the researcher has access to the key. Only the researcher, programme supervisor/assessor and the University external examiner will have access to the data generated by the research activity.
4.8. Safeguarding
In compliance with University of Wales Trinity Saint David Safeguarding Policy dated 21st May 2015, had safeguarding issues arisen regarding a school, setting or home during the interview, contact would have been made to the researcher’s supervisor and/or the University’s identified Safeguarding Officers or the Director of Student Services.  In the event, that urgent action needed to be taken, contact would have been made to the relevant Social Services Emergency Duty Team.                                                
It was anticipated 5 questionnaires would be returned to generate a reasonable sample size. However, 3 participants returned the questionnaire confirming their agreement to the telephone interview.  Although being of small sample size, which limits data reliability and generalisation (Roberts-Holmes, 2014), the information obtained was sufficient to supplement the questionnaire data and no contingency plan action was needed to distribute further questionnaires. 
As the telephone interview was recorded, it may have intimidated and hindered the participant’s answers due to self-consciousness (Atkins et al., 2012; Koshy, 2011) and responses may not have been honest (Bell, 2010) and could display an element of bias (Koshy, 2011). In addition, participants may have given quick answers to bring the interview to a close (Cohen et al., 2011). As the telephone interview did not preserve anonymity, participants may also have withheld information (Cohen et al., 2011) and responded in a way they thought the researcher wanted to hear (Koshy, 2011; Bell, 2010).  
However, digitally recording the interview was a means of preventing risks to the interview process as note taking can be tedious (Mukherji and Albon, 2015) and difficult to write down (Cohen et al., 2011).  It enabled the researcher to be an active listener (Roberts-Holmes, 2014); give full concentration and focus to the context of the interview; allowed accurate notes of particular interest to be taken which could be thoroughly and reflectively analysed to later increase validity of data (Bell, 2010). To avoid the risk of the caller hanging up (Cohen et al., 2011), the participants were kept motivated and interested by keeping to the point; speaking clearly; avoiding jargon and listening attentively.
The digitally recorded interview took place at a time convenient to the participant as each participant had given up valuable time for the interview (Roberts-Holmes, 2014)  and it was important that they were comfortable and happy before any recording commenced (Mukherji and Albon, 2015). A personal introduction initiated, the ‘social interpersonal encounter’ (Cohen et al., 2011) and explanation of ethical procedures concerning informed consent (Nolan et al., 2013). The participants were assured that since all information from the interviews would be anonymised before analysis, confidentiality would be secured in that they would not be identified during the interview or through the findings presented in any form (Bell, 2010). Data storage and access of the recording (Bell, 2010) was also explained.  On checking that informed consent had not been withdrawn and that participants were content to progress with the recording (Mukherji and Albon, 2015), the interview commenced. In order to prevent interruptions and distractions (Cohen et al., 2011), the interview was conducted in the researcher’s locked study room also avoiding the risk of the conversations being overheard, to maintain confidentiality.  To alleviate researcher risk and avoid disclosing personal numbers (Cohen et al., 2011) the telephone call used the researcher’s Ex-Directory telephone and the interview was recorded by the use of a mobile phone, reducing recording cost (Cohen et al., 2011).  To ensure clarity and feasibility of the recording, a pilot run (Roberts-Holmes, 2014) was carried out before any ‘real’ recording interview was conducted.  
The semi structured interviews, sometimes referred to as ‘structured conversations’ (Mukherji and Albon, 2015) or ‘focused interviews’ (Bell, 2010: 165) included both open and closed questions. A set of pre-determined questions was prepared beforehand based upon the identified emerging themes from the questionnaire responses. This ‘interview guide approach’ (Cohen et al., 2011: 233) ensured a plan was in place to gain more information on specific themes and reflect on wording and sequence.  It also avoided leading questions (Atkins et al., 2012) which do not allow the Respondent to answer freely and truthfully as they can lead a Respondent to answer in a particular way, having a detrimental effect on the reliability of the data collected (Kumar, 2014).  All questions were asked of the 3 participants producing some degree of standardisation and curtailing bias (Atkins et al., 2012).  The interview facilitated further enquiry into a particular response, it enabled the participant to respond freely and in some instances, lead the discussion which provided a more in-depth analysis (Cohen et al., 2011). Telephone interviews can offer less opportunity for participation and response (Cohen et al., 2011), sufficient time was therefore given to participants to respond in their own time. Recording the interview enabled easier analysis of the information as the structure of the interview had been prepared beforehand (Bell, 2010) as well as analysing pragmatic issues, such as length of interview (Atkins et al., 2012). Although telephone interviews are recognised as a quick means of data collection (Cohen et al., 2011) they lack positive contact that visual face to face interview offer (Kumar, 2014) resulting in insufficient responses causing risk to validity. To maintain authenticity, each telephone interview did not exceed 10 minutes as brief telephone interviews maintains the respondent’s interest and full attention, therefore increasing validity of research data (Atkins et al., 2012; Cohen et al., 2011).  




















5. Findings
21 questionnaires were returned from schools and 12 questionnaires were returned from the father/mother toddler groups, resulting in a total of 33 questionnaires. As illustrated in Graph 1, results showed participants had 27 boys and 17 girls between 3 and 5 years of age, making a total of 44 children subject to this study. Not all fathers responded to every question.  The number of participants in each question is noted in the relevant graph/table. 
Graph 1 

 With regard to shared reading, 31 fathers (93.9%) indicated that they read with their children with only 2 fathers (6.06%) not reading. This supports findings by Swain et al., (2017) and Malin et al., (2014) where high number of fathers engaged with reading activities with their children. Further, it shows fathers are educators in their children’s literacy learning (Goldscheider et al., 2914; Oritz, 2001). However, this contradicts Knowland and Formby (2016) who found that greater support was needed for both fathers and boys as they were not engaging in home literacy activities.  
Work patterns were identified as barriers for the 2 fathers who did not read with their children. One father said ‘I get home late and my partner has already read a bedtime story’ (Questionnaire A28 Q2) and the other father replied ‘By the time I get home, my son is in bed. My wife does all the reading with him’ (Questionnaire A10 Q2). These comments are in line with recent findings by Swain et al., (2017) and McMunn et al., (2017) that indicated work commitments, namely long working hours and returning home late in the evenings, as the main barriers preventing fathers from reading with their children.  However, in both instances, the mother read with the child in the father’s absence, which supports the findings of Duursma, (2014) and Anderson et al., (2010)  that father’s contribution alone is not the only predictor of language development; as any form of engagement, irrespective by whom, will benefit the child linguistically. 
In relation to the 31 reading with their children, numerous reading materials were identified as illustrated in Graph 2.  
Graph 2

The 4 most frequented reading materials were story books, magazines/comics, picture books and reading school books which supports Formby’s (2014) research that highlighted that the use of printed books by practitioners is regarded as fundamental to literacy development over and above the support of technology.  1 father noted that he read e books which coincides with Jones and Brown, (2011) who noted children expressed pleasure in electronic reading devices containing interactive tools (Jones and Brown, 2011). In support of PISA (2012), which highlighted both boys and girls enjoyment of comic books and magazines, 12 fathers (38.7%) noted they shared magazines/comics with their children, which was the second most frequented reading material. 8 fathers (25.8%) noted sharing picture books with children. This was supplemented in an interview, where father ‘A’ quoted ‘we look at the pictures together and talk about them’ (InterviewXXXXX)  highlighting that picture books allowed both father and child to be interactive  (Swain et al., 2017) and imaginative, guiding the discussion to another level, learning and developing vocabulary further.  This is in line with Panscofar et al., (2010) who saw fathers using their imagination and including a wide range of vocabulary during reading sessions. Likewise, increased father vocabulary input from an early age is connected to child communication at 15 months and later language development at 3 years (Pancsofar et al., 2010).  Discussion of images which is referred to by Vandermaas et al., (2010) as extra-textual talk is an imperative aspect of language development. 5 fathers (16.1%) noted engaging in reading school books. Father ‘B’ in the interview expanded on the sharing of school books noting that he viewed them as educational and sharing these was enjoyed by both him and his son. This contradicts evidence by Swain et al., (2017) where fathers regarded school reading materials as inappropriate and lacking in interest.   
In addition, 4 fathers in the questionnaires noted favourite story books, such as 3 little pigs, Gruffalo, Super Heroes and Peter Rabbit.  One father indicated any sporting material whilst another indicated any reading materials associated with wildlife. Allowing children the freedom to choose their own reading materials from a wide variety of sources in view of gender differences can have significant educational benefits (Clark et al., 2012; Below et al., 2010).   Likewise, using interest and passion surrounding sport can raise male confidence for both fathers and sons, whilst also inspiring children to improve their reading skills (National Literacy Trust, 2017). 
Graph 3

As shown in Graph 3, a total of 25 fathers (80.6%) read with their children at least 3 times or more a week. Although frequency is not the only contributing factor to academic success (Duursma, 2014), regular and frequent engagement with reading materials is fundamental to foster early literacy skills (Swain et al., 2017).   Some fathers did not answer both ‘where’ and ‘when’ the reading takes place and some fathers identified more than one reading place and time. Only 2 fathers responded that they did not read with their children.


Table 1
Table 1 showing where and when the reading takes place. (N=31)
	Where the reading takes place
	When the reading takes place
	Number of fathers

	Home
	Bedtime
	9

	Bedroom
	Bedtime
	14

	Bed
	Bedtime
	3

	Lounge / Living room
	Night time / weekend
	8

	Kitchen
	Weekend 
	3

	Library
	No response
	3

	Toy room
	No response
	1



Table 1 show that fathers read with their child/children in the evening before they went to bed. It was unclear whether all reading took place in the bed as only 3 fathers mentioned directly reading a bed time story in bed whilst 14 fathers indicated they read in the bedroom before bed time and 9 fathers indicated that they read in the home before bed time.  However,  it is bed time reading that is the most popular time for fathers (83.9%) to share reading materials with their child/children.  These findings are in line with Swain et al., (2017) who indicated that reading before bed has benefits for both child and father as the child is not as fatigued as immediately after school, resulting in the activity and experience being more meaningful. In addition, quality bed time reading can help working fathers satisfy their parental ‘hands on’ role whilst also being the primary breadwinner (Swain et al., 2009). In the interview Father ‘A’ expressed that bedtime reading, side by side, was a relaxing time for both him and his son ‘my son will jump into bed, prop up some pillows and we both sit there side by side.  It’s quite cosy really; he’s chilled and so am I’ (Interview XXXXX).   Father ‘B’ was of the same view and added that allowing his son to lead the activity and freely choose his own reading material would instil passion as opposed to viewing reading as a chore which supports Sethna et al., (2017) who indicated that reading in a relaxed environment with less controlling behaviour progresses early cognitive skills. 
In summary, fathers predominantly read with their children in the evenings before bedtime. Irrespective of where and when the reading takes place, there is evidence that fathers participate and engage in their children’s literacy at home.
Graph 4 illustrates 6 identified themes for reasons and motivation for shared reading. The predominant themes, were ‘pleasure/enjoyment’; development of skills’; ‘quality time together/father-child bonding’ and educational.  The lesser themes were ‘relaxation/sleep routine’ and parental expectation. 
Graph 4



Enjoyment  
About two thirds of the fathers, (65.2%) indicated that pleasure and enjoyment was one of their reasons/motivations for sharing reading materials with their child/children. Fathers noted their pleasure when they saw children themselves enjoy looking at books and being read to.  One father quoted ‘enjoy materials that my son may not be able to read on his own’ (Questionnaire A9 Q5) which illustrates the father’s satisfaction of being involved and actively participating in his child’s early literacy development. These findings concur with Swain et al. (2017) where personal enjoyment was also identified as the main motivating factor which aided the inspiration to enjoy reading. 
Development of skills
Just under half of the fathers (46.8%) identified development of skills as their reason/motivation to sharing reading materials.  Many fathers’ responses included skills associated with literacy in some capacity, such as, development of language; enhancement of vocabulary; improve speech; imagination and concentration. One father quoted ‘getting them used to different contexts and characters, sounds we make when reading to bring the story alive’ (Questionnaire A8 Q5).  Increased verbal interaction during the reading process offers high quality literacy experiences (Malin et al., 2014). Another father’s reason was to help the child learn how to hold a book and to learn about the world around him.  These are essential skills associated with literacy, benefitting and improving the child’s linguistic development and later academic achievement (Duursma, 2014). During the interview, Father ‘C’ explained the strategies he had developed, with the help of his wife, to improve his son’s reading skills (Swain et al., 2017), which he believes has had a profound impact on his reading development and educational outcomes. To help read difficult words, he initially breaks the word up and asks his son to identify the letters.  He then slowly and repetitively sounds the letters out to help blend the word.  Early father interaction and contribution not only enhances literacy skills  (Pancosfar et al., 2010) but increases cognitive skills (Duursma, 2014) and positively impacts upon a child’s socio-emotional behaviour, (McMann et al. 2017)  wellbeing and self-respect later on in life (Sethna et al., 2017).
Quality time together/father-child bonding
Just under a third of fathers (31.2%) identified that sharing reading materials provided them with opportunities to spend quality time together and develop a greater bond between father-child. Many fathers quoted that shared book reading enabled stronger relationships to be formed and it gave them an opportunity to enjoy time with their children, establishing an attachment (Doherty and Cohen, 2009). In an interview one father noted ‘it gives me an opportunity to spend quality time together, to teach the ‘joy’ of reading’ (Questionnaire A1 Q5). Another father wrote ‘spending quality time with my son is just great’ (Questionnaire A30 Q5).  This was supplemented in an interview when Father ‘A’ said ‘my son and I love that time of night. It gives me and him a bit of boy time’ (interview       ) It is evident that fathers’ appreciate that early engagement in shared book reading positively influences the quality of interaction  (Potter et al., 2012) and develops relationships, resulting in reinforced attachment behaviour (Martin et al., 2010).
Educational
9 fathers (28.1%) stated that shared book reading was motivated by educational benefits.  Written responses included ‘aid schooling’ (Questionnaire A23 Q5), co-operate with school expectations (Questionnaire A11 Q5), homework (Questionnaire A21 Q5) and education and learning (Questionnaire A4 Q5).  In the questionnaire, one father was of the opinion that shared book reading gave him the opportunity of assessing his child’s academic progress. Similarly, as found by Swain et al., (2017); Duursma (2014) and Clark et al., (2012),  fathers are recognising the educational benefits offered by fathers early engagement and contribution to children’s literacy and subsequently, how these positive influences affects children’s academic success and outcomes. 
However, analyses of the identified themes were found to be similar to the examples given in question 5 to assist fathers with their responses. There is thus a possibility that the examples offered for question 5 may have influenced the fathers’ responses in some way and could thus have affected the validity of data.  
Graph  5

As shown in Graph 5, 31 fathers (93.9%) viewed shared reading as ‘quite’ or ‘very important’ which may  illustrate how fathers are beginning to view themselves as fundamental role models in their children’s learning (Clark et al., 2009). During the interview, Father ‘C’ expanded on the importance of father’s as role models when he quoted ‘my son looks up to me as a role model. If I’m reading the newspaper in the lounge, often he’ll nip upstairs to get his superhero magazine and sit by me’ (Interview XXXXX). Father ‘B’ added ‘I also notice that If I read, he wants to read too’ (Interview XXXXXX).
With regard to the benefits of shared reading, 6 common themes were identified as illustrated in Graph 6.  The predominant themes were ‘development of literacy skills’; ‘development of cognitive skills’; ‘quality time’ and ‘enjoyment’.  
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Development of literacy skills
64.5% of fathers recognised development of literacy skills as a benefit of shared reading.  The written responses included improved language, spelling, listening, speaking, reading and communication skills together with increased vocabulary and increased knowledge of book structure. In a study by Pancsofar et al., (2010), fathers were using more diverse unique vocabulary, extending and developing children’s literacy skills. Likewise, Potter et al., (2012) noted higher quality conversations took place between father and child during literacy sessions. The learning of new words and development of vocabulary was reinforced in the interview when Father ‘A’ said ‘Sometimes, I ask him what a word is and we spell it out together. He is learning a lot of new words and I’ve noticed that his vocabulary is developing well’ (Interview 1XXXXX). In addition, Father ‘A’ spoke of how bed time reading can generate conversations, related and unrelated to a book, thus developing listening, speech and language skills. Father ‘C’ also related bed time reading to the development of conversational skills quoting ‘after reading a page or two, if my son is tired, we’ll have a chat about his day in school.  I think this is just as good as reading, as he’s developing his language skills’ (InterviewXXXXXXXX). 
Development of cognitive skills
Just under half of the sample, 15 fathers (48.3%) linked shared book reading to development of cognitive skills. Developments of cognitive skills included improve analytical and thinking skills; increase confidence and development of new concepts and ideas. One father wrote ‘assist imagination and creativity’ (Questionnaire A30 Q7). Another noted ‘encouraging them to investigate to learn about the world’ (Questionnaire A31 Q7). Father ‘A’ in the interview spoke of his son’s memory skills ‘He’s got his favourites, he normally knows the book back to front, he’s got a very good memory, we don’t need to read it’ (Interview XXXXX). In addition, Father ‘C’ commented on how picture books inspire his son to be imaginative, bringing the story alive. The findings are consistent with numerous research (McMunn et al., 2017; Duursma, 2014; Baker, 2013 and Vandermass-Peeler et al., 2012) who suggest fathers who engage in children’s home learning are more likely to foster positive cognitive success and later academic outcomes.
Quality time
35.4% of fathers noted that one of the main benefits of shared reading was spending quality time with their child/children. 1 father referred to his time spent with his son as a ‘special quiet time between father and son’ (Questionnaire A4 Q7).  Another 2 fathers referred to the benefit, importance and enjoyment of bonding time and how it enhances relationships between father and children.  As over a third of fathers noted quality time as a motivating factor, it shows fathers desire to spend improved valuable time with their children to promote strong secure relationships (Potter et al., 2012). 
Enjoyment
10 fathers (32.2%) linked benefit to enjoyment. 5 fathers (16.1%) simply noted ‘enjoyment’ or ‘fun’. During the interview, both father ‘B’ and ‘C’ advised how impersonating and acting out characters from books facilitated pleasure and enjoyment for both father and child which is consistent with Swain et al., (2017). In the interview, Father ‘A’ quoted ‘if it’s a story book, we both really enjoy if the story is read out loud. I always start and then he’ll read the odd page’. In addition to enjoyment, reading out loud demonstrates fathers’ confidence to shared book reading, which can act as a barrier (Silinskas et al., 2010; Potter et al., 2012).
Graph 7

With regard to fathers’ own reading materials and frequency of reading patterns, as illustrated in Graph 7, newspaper was found to be the most common. 19 fathers (59.4%) stated newspaper and 9 of these fathers (28.1%) stating they read it daily with 31.2% reading it every fortnight or more as shown in Table 2. This suggests a high percentage of fathers are regular readers, which is contrary to findings by Clark and Picton (2012) where both boys and girls did not witness their fathers reading at home. Swain et al., (2017) suggest fathers who are frequent readers themselves are more inclined to participate and engage in reading activities with children. Graph 7 show a significant number of fathers (53.1%) engage in technology daily with 75% of them reading either their personal computer; I pad; mobile phone or kindle. Similarly, digital devices are an integral part of children’s lives and aid ongoing learning and development (Formby, 2014) which is further highlighted by the recent incorporation of digital technology in the language curriculum (Donaldson, 2015) to raise children’s digital confidence, improve motivation (Ciampa, 2012) and improve reading standards (Korat, 2010)   
Although a high percentage of fathers were active readers, barriers prevent some fathers from frequent reading (McMunn et al, 2017). In the questionnaire, one father who read a newspaper once a month noted that he would like to read more but being a single dad caring for his young daughter, time was an issue. 





Table 2 
Table showing the frequency of fathers’ reading patterns (N=32)
	Materials
	Every day / Night
	At least 3 times a week
	Once every 2 weeks
	Once a month

	Fiction books
	4
	2
	1
	3

	Non-fiction books 
	1
	5
	2
	3

	Newspaper(s)
	9
	5
	5
	0

	Magazine(s)
	3
	4
	2
	4

	PC / laptop
	10
	0
	0
	0

	Ipad 
	14
	3
	0
	0

	Kindle
	1
	0
	0
	0

	Comics
	0
	0
	1
	0

	Mobile phone
	2
	0
	0
	0



Graph 8 shows that 31 fathers (94%) believed it was important for their child/children to see them engage with reading materials with only 2 fathers (6%) not in agreement. Not all fathers gave reasons for their answers but Graph 9 shows 2 identified dominant themes that emerged, namely ‘role models’ and ‘enjoyment’. 




Graph 8

As illustrated in Graph 9, over half of fathers (55.5%) recognised that acting as role models was a motivator for children to observe fathers’ reading habits. ‘If my son sees me read, I feel it will benefit my son and make him more interested in books (Questionnaire A15 Q10)  noted one father, whilst another father wrote ‘they copy my behaviour, so if reading is common to me, it will be common to them as well’ (Questionnaire A32 Q10). 
Graph 9

Similarly, a high percentage of fathers (81.6%) agreed that their own personal reading behaviours influenced their child/children in some way as illustrated in Graph 10, with only 6 fathers (18%) disagreeing with this statement. Again, a common theme that emerged from the data, is that fathers viewed themselves as role models for their child/children. 15 fathers (55.5%) viewed ‘parents’ as key role models for children’s attitude and reading behaviours. Although fathers recognised the significant role played by both mother and father as 5 fathers  (18.5%) referred to the term ‘parents’ but 10 father’s (37.03%) specifically related to the significance of male role models stating ‘Fathers definitely influences his children in regards to their reading, if boys see their father read, they will want to read too’ (Questionnaire A9 Q11); ‘Reading in front of my daughter…would promote and encourage her own development to reading’ (Questionnaire A18 Q11) and ‘If I’m reading off the computer or I pad, he wants to do the same’ (Questionnaire A16 Q11).  Father ‘C’ in his interview further supported the importance of male role figures when he stated ‘I also think that it is important that he sees me engage in literacy activities as he’s very close to me and tends to copy what I do’ (InterviewXXXX) 
Graph 10

This supports Bandura’s social learning theory in that children observe and imitate those around them (Gray and Macblain, 2012), in particular, close family members, such as mothers and fathers (Clark et al., 2009). Further, Mullan (2010) highlighted the fundamental role fathers play as role models as children are more likely to become frequent readers if witnessing fathers reading for 30 minutes.  The role of the father is further emphasised when boys stressed the importance of  role models being of the same gender (Clark et al., 2009) and observing a role model frequently reading, would incite them to engage in reading materials (Clark et al., 2009). In addition, one father noted in the questionnaire ‘If I recommend a book, then they enjoy that book’ (Questionnaire A6 Q11) which supports evidence by Clark et al., (2009) who indicated children are inspired to read if reading materials are chosen by their role model. However, 2 fathers (6%) noted that children were too young to have role models. This is contrary to views in Clark et al., (2009) and Mullan, (2010) where fathers’ were found to be significant role models for children ranging between the ages of 5 and 17 years of age. 
8 fathers (29.6%) recognised enjoyment as a motivating factor and considered it important that children viewed reading as a pleasurable activity that brought fun and enjoyment. One father commented ‘it is important for children to see that it’s an enjoyable activity which helps you relax, whilst still learning’ (Questionnaire A5 Q10).  Similarly, Swain et al., (2017) found fathers valued shared reading with their children and gained personal enjoyment which was the most commonly cited motivator for engaging in reading activities.



Graph 11

Graph 11 shows that fathers were divided in their view that differences existed in reading practices between boys and girls. 19 fathers (59.4%) regarded fathers’ reading practices with boys differ to those with girls whilst 13 fathers (40.6%) considered no reading differences and one father noting ‘Don’t know’ (Questionnaire A1 Q12). This contradicts evidence in Vandermaas-Peeler et al., (2012) where distinct reading differences were found between fathers and daughters and fathers and sons. The reading guidance given by fathers to daughters, were far more detailed and social interaction between father and daughter were far more dominant (Vandermaas et al., 2012). Further, Swain et al., (2017) showed fathers spend more time reading with girls than with boys. However, it appears that some of the answers were speculative, which affects data validity (Cohen et al., 2012) as not all participants were fathers of both boys and girls. One father noted ‘my attitude maybe to be more active with a boy than a girl! But this is pure speculation as we don’t have a girl’ (Questionnaire A18 Q12 ). Another said ‘I think so, got 2 boys, so not certain but I think the boys want to do and read the same as me’ (Questionnaire A32 Q12). 
The results identified 2 dominant themes, namely, ‘different gender interest’ and ‘boys favouring physical activity’ as illustrated in Graph 12
Graph 12 

Of the 19 fathers who regarded reading practices differed between boys and girls, 8 fathers (42.1%) noted different gender interest. Some comments bordered stereotypical views as noted in Baroody and Diamond (2012).  One father wrote ‘ – boys read about sports etc and girls about cooking and fashion’(Questionnaire A24 Q12) whilst another noted ‘I would imagine, yes, possibly reflecting more traditionally male traits’(Questionnaire A19 Q12). This was supplemented in an interview when Father ‘A’ stated ‘…he tends to choose books in relation to superheroes’ (interview XXXX). Father ‘C’ added how his son enjoyed reading materials concerning cars, as his Grandad was a mechanic which again highlights the influence of male role figures (Clark et al., 2009). However, another father was more open minded noting ‘I know my daughter enjoys princess/fairy type stories although I believe this type of story can/should be read to boys as well (Questionnaire A25 Q12).  
Another identified theme in the questionnaires was that boys preferred physical activity such as rough and tumble play as opposed to reading activities.  4 out of the 19 (21.1%) fathers that considered reading differences between boys and girls believed that girls preferred reading more than boys ‘I do not think boys enjoy reading as much as girls. Often see girls with books, boys tend to be rough and tumble play’ (Questionnaire A22 Q12). ‘Girls are more inclined to do academic activities……..boys prefer to play games/activities, do rough play (Questionnaire A21 Q12). ‘less time as he likes to play football’ (Questionnaire A28 Q12). These findings are in line with Leavell et al., (2012) where fathers were more inclined to participate in physical activities with boys and literacy activities with girls.  However, again, as it is unclear whether all participants have both boys and girls, some comments may have been speculative and based on assumptions as noted in Baroody and Diamond (2012) and thus may diminish data credibility.  
Out of the 13 fathers who viewed no differences in reading practices between boys and girls, 9 fathers (69.2%) believed reading was not gender specific.  ‘Reading should be the same whether you’re a boy or a girl.  It’s fun and educational. There shouldn’t be a difference with reading to a boy or girl. Reading is reading! (Questionnaire A8 Q12); ‘I read stories (in English) to both my daughter and son, no difference at all’ (Questionnaire A7 Q12) and ‘reading materials used were suitable for both boys’ and girls’ (Questionnaire A5 Q12). These findings are in contrast to Vandermaas-Peeler et al., (2012) and Swain et al., (2017) where marked differences were found in reading practices and behaviours when fathers read with girls as opposed to boys. 



[bookmark: _GoBack]Summary and conclusions  
This study has collected data from fathers of children aged between 3 and 5 years of age on their attitudes, behaviour and practices of sharing reading materials with their children in the home.  A main finding is that a high number of the fathers (94%) engage and participate in reading activities with their children in the home. In addition, a high percentage of fathers (94%) value the importance of shared reading with their children. Frequent engagement with reading materials is vital to emergent literacy skills (Swain et al., 2017) and 81% of the fathers read with their children at least 3 times or more a week, with all fathers reading at least once a month or more. It would therefore be reasonable to suggest that fathers are adopting a more hands on approach to parenthood and are more involved and engaged in activities with children, which previously were dominated by mothers as primary caregivers (Foster et al., 2016). Work pattern was identified as the only barrier preventing 2 fathers from reading with their children but in both instances, the mother read with the child, which likewise, contributes equally valuable literacy experience (Duursma, 2014).  
The findings demonstrated that the majority of the reading takes the form of ‘bedtime’ reading in the bedroom, just before the child goes to sleep. The most frequently chosen reading material, which was commonly chosen by the child, was printed story books with comics/magazines and picture books also being shared. Although children are being raised in a world rich in technology (Formby, 2014), only 1 father revealed digital device reading. 
There are clear connections between fathers sharing reading materials and their own personal enjoyment together with the witnessed pleasure it gave their children. 65% of fathers noted enjoyment as their main reason for sharing reading materials. There was evidence in the findings to support Swain et al., (2017) that personal enjoyment instils the pleasure of books and reading. The data also suggests that fathers’ are aware of the impact they have on children’s literacy development with just under half of fathers (47%) identifying development of essential skills associated with language and literacy as a main motivator to engage in literacy activities, in addition to the educational benefits it offers. Just under a third of fathers appreciated the opportunity shared reading gave them to build stronger, deeper relationships with their children.  The quality time spent communicating and interacting enabled them to develop closer connections and stronger bonds, establishing an attachment between father and child.  
64% of fathers noted the development of essential literacy skills as the main benefit of shared reading with just under half of fathers (48%) noting development of cognitive skills as the next frequented benefit. It is therefore reasonable to suggest that fathers are recognising the academic benefits shared reading offers (McMunn et al., 2017; Duursma, 2014; Baker, 2013 and Vandermaas-Peeler et al., 2012) 
Newspaper was highlighted as the most common personal reading material by fathers (59%) with 28% of the fathers reading daily. The data also showed that 75% of the fathers engage daily with technology, primarily with an I pad or personal computer.  A high number of fathers (82%) recognised the fundamental value of children seeing them engage with reading materials, predominantly as they viewed themselves as role models for children (Clark et al., 2009). The data suggests a correlation between children viewing fathers engaging in literacy activities including fathers’ personal reading to children’s motivation and inspiration to read, as over half of the fathers (56%) noted the impact role models have on children’s literacy learning and behaviour (Clark et al., 2009). 37% of fathers considered the significance of male role models, in particular as their own personal reading behaviours influence children.  It is therefore reasonable to suggest that fathers as role models have a pivotal role in children’s literacy development, learning and later academic success (Mullan, 2010; Clark et al., 2009).
The findings showed that fathers were divided in their opinion as to whether reading practices differed between boys and girls. 59% of the fathers considered there were differences in the way reading materials were shared between different genders, whilst 41% of the fathers considered there were no differences. Of the 59% of fathers who considered there were reading differences, over half of them (42%) noted different gender interests, whilst 21% of the fathers noted boys’ preference to physical activity as opposed to literacy activities. However, some of the fathers’ comments may lack credibility, due to responses being speculative. The idea of different reading practices between boys and girls were not recognised by 41% of the fathers. A high percentage of fathers (69%) did not agree with the concept of gender specific reading materials and generally viewed that all materials were suitable for both boys and girls.  Additionally, contrary to evidence in Vandermaas-Peeler et al., (2011) the data suggest that fathers’ reading behaviours and practices did not differ in any way when reading with boys as opposed to girls.     









7. Limitations and future research
The combination of both quantitative and qualitative study was designed to gain deeper knowledge as to how fathers participated in sharing reading activities with children between 3 and 5 years of age in the home. Although the results are promising, showing that a high percentage of fathers engage in home literacy, several limitations require consideration.
As the study is small scale with limited participants, it is not a representative sample of fathers of 3 to 5 year olds in the County of Carmarthenshire and/or beyond. Sampling requires careful consideration (Cohen et al., 2011); participants were not selected at random but were self-volunteering participants to both the questionnaire and telephone interview. Therefore, this may not give a true reflection of fathers’ shared reading practices as engaging fathers would be willing participants whilst unengaging fathers would be less reluctant to participate. Based on this, the sample may be biased towards fathers who read with their children (Johnson and Christensen, 2014). The researcher had no demographical details of the sample, thus limiting generalisation of the findings. No details were obtained of the sample’s socioeconomic status, education, class or age. Although the questionnaire contained clear instructions for completion by fathers, there is no way of checking whether all questionnaires were completed by fathers and not partners. There were a larger number of male children compared to female children and this may have affected participants’ views in relation to gender-related questions.
Non-verbal behaviour such as facial expression and body language was not witnessed by the researcher in the telephone interviews and this may affect credibility of the responses (Cohen et al., 2011). Bias is a threat when interviewing (Bell, 2010) but as all 3 interviews were conducted by one researcher; the risk of bias is alleviated. Personal bias is also a consideration in any research but objective reflection and triangulation assists to increase reliability and validity (Bell, 2010). However, a bias source is not always worthless and can be regarded as useful evidence in view of possible genuine views (Bell, 2010).
Based on these findings, recommendation for further research would include a focus group to enable triangulation (Walker and Solvason, 2014) to ascertain fathers’ access to parenting programmes.  Research would include obtaining fathers’ views as to whether there is sufficient father support from service providers and organisations for them to attend literacy programmes to further develop their shared reading skills, as positive influential role models for their children’s early literacy.   However, sampling of focus groups can cause issues as again, participants would be self-volunteering and adequate numbers of participants would be required to have a meaningful and collective discussion on the topic (Cohen et al., 2012).    
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Graph showing the main reason / motivation for sharing reading materials (N=32)
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Graph showing the main benefits of sharing reading materials with your child / children? (N=33)
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Graph showing fathers views as to whether  observing them engaging with reading materials is important (N=33)
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Graph showing  father's reasons as to why it's important for children to observe them engaging in reading materials (N=27)
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Graph showing the percentage of fathers who believe that their own personal reading behaviour influence(s) a child / children (N=33)
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Graph showing fathers' views as to whether their  reading practices with boys differ to those with girls?
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Graph showing father's perceptions of why reading practices with boys differ to those with girls (N=19)

Parental gender role	Boys more physically active	Different gender interest	0.10500000000000001	0.21010000000000001	0.4210000000000001	Common themes

% of  fathers


Graph showing the number of boys and girls subject to the study
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